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In this time of shrinking health care budgets and over-worked health professionals, how do we, as
occupational therapy educators, ensure that our students are ready to be competent and
competitive as the next generation of clinicians? This is the big question facing the University of
Alberta, and indeed many of the academic institutions, as they strive to offer the very best
education to their students.
Traditional classroom instruction, and its associated
reference materials, lay the foundation for acquiring the
critical knowledge and practical skills for a career in
occupational therapy. Of course, fieldwork has long been
an effective and integral part of a quality education for
occupational therapy students. However, with placements
becoming increasingly more difficult to obtain, we have
needed another way to practice and obtain the tacit
knowledge critical to successful health professionals.
Recent technological developments are offering exciting
possibilities for merging the practical experience of field
placement with the educational potential of a virtual
learning environment. Through the use of multi-media,
artificial intelligence, and virtual reality systems we now
have the ability to allow students to experience and explore the dynamic world of occupational
therapy like never before. These technologies are changing the
face of education in institutions around the globe.
The University of Alberta is developing a new learning
environment that immerses students in various OT settings, and
introduces them to real clients with a variety of OT-related issues.
Our new platform embraces standard clinical reasoning processes,
encourages the student to participate in thoughtful reflection,
provides feedback from expert clinicians, and also endorses
collaborative learning. It provides an realistic clinical setting that
allows students to make mistakes and challenge their academic
and practical assumptions. Our goal is to ensure our students
succeed in joining an international group of knowledgeable
experts in their chosen field of occupational therapy.
In 2001, we began a research project to explore the potential of
using simulation and evolving technology to enhance the learning
experience for our students. The emerging popularity of serious
games1 brought with it a new acceptance for using this common
entertainment medium as an authentic substitute for traditional
clinical placements.
Our review of the literature revealed that simulations were
frequently used in the training of individuals such as pilots, police officers, fire fighters, military
personnel, paramedics and race car drivers.2 For decades, flight and racing simulators have allowed
students to safely practice new skills without fear of permanent consequences to themselves, their
1 Thompson, C. "Saving the World, One Video Game at a Time ." July 23, 2006. http://www.nytimes.com/2006/07/23/arts/
23thom.html (accessed October 17, 2008).
2 Moorthy, K. "Simulation-based training is being extended from training individuals to teams" BMJ 330. (2005), 493-494,
http://www.bmj.com/cgi/content/full/330/7490/493. (accessed October 17, 2008).
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equipment, or their surroundings. Only after becoming proficient with the simulator do students
move to the real thing.
We also learnt that war games, used since Roman times, continue to be a valuable exercise for
allied armies3 to hone their skills and compete in an authentic way, closely modelling reality,
without the serious consequences of actual battle.4 Video games depicting war had reached such a
high level of sophistication, that the military used off-the-shelf video games for their strategic and
tactical training.5 Today the military creates their own specially designed video games and
incorporates them into their regular training regiment, at all levels of the forces.
Special simulations, such as role-play, have also been used in a variety of professional areas
including sales training, human resource development, occupational therapy education and other
disciplines,6 where human interactions, and strong communication techniques play a key role in
being a successful professional.
Armed with our newly acquired knowledge of simulations and the burgeoning acceptance of serious
games as a credible medium for academic and professional education, we began the development
of our new learning environment. The result is CRISP™, an interactive instructional model that
embraces the benefits of simulated learning. Standing for Clinical Reasoning In Simulated Practice,
CRISP™ uses a variety of multi-media, Internet technologies,
and well-grounded pedagogical approaches to support the
learning of complex concepts and skills for a variety of health
care domains.
OT Inc. is an application of the CRISP interactive model and is
designed specifically for occupational therapy. OT Inc. is a
virtual organization offering community-based health services
to clients of all ages. In the game, students become members
of a multi-disciplinary team, which offers comprehensive health
services to a simulated community.
The conceptual models used
Occupational Performance Process Model
in OT practice form the
foundation of the simulation,
the core of which is the
process model, which dictates the flow through the learning
environment. The model has been expanded to explain the entire
clinical reasoning process at each stage. For this version of OT
Inc. we have used the Occupational Performance Process Model.

Person-Environment-OccupationPerformance Conceptual Model

OT Inc. currently includes the Model of Human Occupation as
well as the Canadian Model of Occupational Performance, but
could be expanded for the Person-Environment-OccupationPerformance and the Lifestyle Performance models. Instructors

3 Sieberg, Daniel. "War games: Military training goes high-tech." November 23, 2001.
http://archives.cnn.com/2001/TECH/ptech/11/22/war.games/index.html (accessed October 17, 2008).
4 Orzech, Dan. "Cybertroops Keep War Games Real." August 24, 2005.
http://www.wired.com/science/discoveries/news/2005/08/68591 (accessed October 17, 2008).
5 Swick, Gerald D. "Off-the-Shelf Computer Games Aid Military Training." September 9, 2008.
http://www.armchairgeneral.com/off-the-shelf-computer-games-aid-military-training.htm (accessed October 17, 2008).
6 Ahonen, Tomi T. "Most effective training is a simulator." June 4, 2007.http://communitiesdominate.blogs.com/brands/2007/06/most_effective_.html (accessed October 17, 2008).
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may ask students to use a particular model as they work through the simulation or leave it up to
the student to select the one they wish to use. Students interact with their clients using the model
that is congruent with the philosophy of the clinical setting in which they work.
The simulation is case-based and uses actual clients in its
delivery, which maintains the authenticity of the experience. The
student sees the client as they really are and learns about them
in the client's own words.
The student at OT Inc. works in a virtual office. The simulation
begins with the student preparing to meet the client for the first
time. At their disposal the student has a number of resources
available to them, including a filing cabinet, in which they may
find the medical and personal histories of the client; a bookshelf
of relevant reference material; a telephone with to call virtual
Cases Present Actual Clients
people related to the client for further information; and the day
planner, which lists the activities students must complete during each stage in the process.
The client interview is an integral part of the simulation,
allowing students to ask a question from a menu of options
and hear the client's answer in the form of a video. Based on
their meetings with the client, students identify the
occupational performance issues and work toward an
intervention plan with the client. During the interview
students may choose to administer tests to assist them in
identifying the issues.
OT Inc's Virtual Office

Students receive ongoing
feedback from their virtual
boss concerning their performance throughout the simulation. The
virtual boss allows the student to explore various paths toward an
outcome, whether or not successful. Should the student find
themselves too far off track the boss will insist that they retrace
their steps to the point of error and if they still do not understand,
encourages them to seek further assistance from their instructor.
Client Interview

At the end of the intervention
the student assesses the outcome of their solution and reflects
on their clinical reasoning to determine whether they made the
appropriate decisions.
Instructors may review class progress, in aggregate or on an
individual basis, at any time during the simulation. This allows
them to intervene and correct any mis-conceptions that might have occurred during the course.
Feedback from the Virtual Boss

Development on OT Inc is nearing completion with two cases completed supported by two
conceptual models and two process models for the domain of occupational therapy. The next steps
for the virtual organization includes piloting the application with real learners as part of their
coursework and assessing it as an effective learning tool.
The future for the CRISP™ instructional model is to generalize it to other allied health domains. We
are currently exploring the possibilities for cases to be developed in the areas of nursing,
pathology, and social work.
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Presentation Purpose:
Three Oregon Reading First Schools have been designated as Beacon School Sites David
Hill Elementary (Hillsboro); Humboldt Elementary (Portland); Jefferson Elementary
(Medford). Beacon Schools are model demonstration sites for exemplary instruction.
Visitors will observe classroom instruction and data-based team meetings. Beacon
Schools were selected on the basis of the progress they made in demonstrating high
quality implementation of effective reading practices and strong student outcomes
Discussion leaders will take audience through the process of research-based planning
and implementation of an exemplary reading program. Activities including data-based
decision-making models will be available for participants.
The presenters will focus on the K – 3 Literacy Framework which includes:
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1. A school-wide priority on K-3 reading goals is established.
2. Reliable and valid reading assessments are used to inform instructional practices.
3. Instruction: (a) reading instructional time is protected and sufficient for all
students to meet reading goals; (b) instructional programs and materials are
based on research and linked to reading goals; and (c) differentiated instruction
is an integral part of the school-wide reading plan and is used to help all students
meet reading goals.
4. Leadership prioritizes attainment of reading goals for all students.
5. High quality professional development must be linked to the school’s reading
goals and program.
6. School-wide commitment to meeting reading goals.
Each area of the framework will be discussed with examples provided.
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Abstract

Children & Philosophy – Drawing out the child’s image of the world

Purpose of Study
The purpose of our study was to examine a teaching and learning approach for
early childhood and primary education, grounded in the philosophy of the Reggio Emilia
schools, in order to understand how this approach contributes to the education of the
whole child and, in particular, embraces and draws on the child’s image of the world.
Perspectives
Our study is grounded in two key theoretical constructs: the philosophy of the
Reggio Emilia schools, and a holistic philosophy of education that holds that children’s
rich inner lives are as important as their academic, social and emotional growth. To
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support children’s inner lives requires teachers to listen to and acknowledge children’s
emergent philosophies so they may unfold and flourish.
The Reggio Emilia Philosophy
The schools of Reggio Emilia were started shortly after the Second World War in
a country torn by the ravages of war and fascism. Parents wanted an education for their
children that would enable them to be thinkers so that the war they had just been through
could never happen again. Parent involvement became one of the fundamental principles
of their approach to early childhood education. By 1963 the Municipality of Reggio
Emilia had taken over the funding of the schools, a departure from the huge majority of
church run Italian schools. The schools have been influenced by the pedagogies of
Vygotsky, Bruner, Piaget and Gardner among others (Edwards, Gandini & Forman,
1998).
The Reggio Emilia approach to education is predicated on a set of fundamental
principles that informs all learning experiences and activities and the ways in which
curriculum is generated. These principles include the image of the child as competent,
strong and powerful, the teacher as a partner and researcher with children and the use of
pedagogical documentation as a means to make thinking and learning visible to teachers
and children alike.
The approach is grounded in a social constructivist philosophy of learning that
views the child as meaning maker and knowledge constructor. The teacher role is that of
a researcher who co-constructs knowledge with children. Loris Malaguzzi, the founder of
the Reggio schools has used the metaphor of a ball of spaghetti to refer to the nonlinear connections, understandings, and learning by both teachers and students. Gunilla
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Dahlberg (2006) has used another organic metaphor, that of a rhizome to describe the
model of teaching, learning and understanding that takes place there. "Project work in
Reggio Emilia grows in many directions without an overall ordering principle,
challenging the mainstream idea of knowledge acquisition as a form of linear
progression, where the metaphor is the tree ... In a rhizome there is no hierarchy of root,
trunk, branch." (Dahlberg, in Rinaldi, 2006 p.7) This is a contrast to the more linear,
industrial model of education more typically found in the western world where the child
is viewed as deficient and needing to be filled with knowledge dispensed by the teacher
and where knowledge is understood as a commodity that can be transferred from
authoritative teacher to passive learner.
Curriculum is neither child- nor teacher-centred but emerges from the interests
and questions of the children. Ideas to be pursued are captured from children’s talk. To
do so effectively, teachers become skilled in listening deeply to children. Rinaldi (2001)
calls this principle “the pedagogy of listening.” As teachers listen, children’s significant
interests or questions may then evolve into project work. Project work is usually
characterized by a deep investigation of a significant question or questions raised by the
children.
Rinaldi speaks of "the over-specialization and compartmentalization of
knowledge" (Rinaldi, 2006, p.120) when referring to the disciplinary development of the
sciences. While she concedes that there have been benefits from this, there has also been
a concurrent societal adherence to a "logic of separation and fragmentation" (Rinaldi,
2006, p.120) which the schools of Reggio have worked hard to counteract.
Models of education informed by the Reggio Emilia philosophy, offer a unique
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and powerful approach to educating young children that is both academically sound and
treats the child as a whole being. This approach, we believe, accords well with the
principles of holistic education and spiritual unfoldment.
Holistic Education
While there is no single definition of holistic education, its proponents and
practitioners call for curriculum and educational experiences that integrate all aspects of
human nature and move schooling toward greater alignment with natural principles of
inter-relatedness and dynamism. According to Miller (1996/2007) an education built
around subjects, units and lessons contributes to fragmentation and inhibits students from
seeing natural connections and can prevent them from seeing the relevance of what they
learn to life. He describes three aspects that can guide teachers and curriculum planners
to a more holistic approach to education. We believe these three aspects are present in
and integral to a Reggio Emilia approach. These three aspects are balance, inclusiveness
and connectedness.
By balance Miller refers both to the nature of the child and the nature of the
curriculum. A holistic approach keeps the child's the intellectual development in
appropriate relationship to or balance with the child's emotional, physical aesthetic, and
spiritual development. At the same time, a holistic curriculum will balance such factors
as content and process, knowledge and imagination, reason and intuition and individual
and group involvement and concerns.
Inclusiveness suggests that the child and the curriculum are not separated but
deeply connected - curriculum is about the development of the whole person. The child is
not seen as a set of learning competencies or thinking skills to be "developed" but as a
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whole being that is transforming. Such transformative learning is concerned with linking
all forms of learning - not just academic.
Connectedness is concerned with moving education away from fragmentation
toward an exploration of relationships among subjects, ideas, people etc. Ultimately for
Miller, a holistic curriculum "lets us realize our true nature" (1996, p.9).
As children pursue their own deep concerns and questions, a Reggio-grounded
project naturally embraces and cultivates balance, inclusiveness and connectedness.
Children are engaged imaginatively and concretely as they develop theories and conduct
research. As they learn about the world around them, they learn about themselves. As
Miller says, ultimately a holistic curriculum lets us realize our true nature (1996, p.9).
Children’s Philosophies
A number of writers have described educational approaches to promoting and
supporting the inner development of children (Carlsson-Paige, 2001; Lantieri, 2001;
Marshak, 1997; Miller, 2000 & 2006). We choose to focus here on the work of Hart
(2003) whose research-based work provides a lens for understanding children's
philosophical nature, how it evolves and how it may be expressed in educational settings.
Traditionally, adults have ascribed little spiritual capacity to children, believing
that a spiritual life is dependent on formal reasoning (p.4). Hart’s research suggests
otherwise. He contends that children “have a rich and formative spiritual life” (p.7), and
their natural openness allows them to have a more intimate and intuitive awareness of the
sacred universe. He provides numerous, rich examples of a wide variety of spiritual
experiences claimed by children and their families. Their spiritual capacities show
themselves in wisdom and wonder; in compassion toward others; and in contemplating

2009 HICE Proceedings
Page 14

and struggling with “big” questions.
For Hart, wisdom is not a fixed object but rather "a way of knowing and being
that emerges through an opening of mind and heart" (p.19). Although children may not
have the intellectual skills of an adult they seem to be able to open to "deep currents of
consciousness" and see to the "heart of the matter." Hart believes everyone has the
capacity for wonder and decries a school system that moves us away from wonder and
toward rational certainty (p.51). Children are not blank slates. We must honour what
children know:
Many children already have a firsthand knowledge of unity, perfection and
unconditional love – profound mysteries that they are trying to understand and live out.
What they may need help with is integrating that vision into daily life. And we may be
able to help by making space for wonder in our own lives as adults. (p.54)
Children may be more likely to have access to the hidden world of spirit because
they are synesthetic, their senses naturally merged (p.121). Educators can help maintain
this multisensory knowing by asking questions that cross the senses: "What shape does
that sound have?" What sound does that tree have?" "Where and what does that song feel
like in your body?" (p.122).
It is evident from Hart's work that children are just as likely to grapple with the
“big” questions of life as adults. They are "natural philosophers” (p.91), questioning
existence and time, and struggling with issues of truth and justice. Educators’ best
response is to let them ponder, ask for their ideas and to wonder with them, and certainly
avoid being dismissive of or answering their questions too simply or quickly.
In principle, it seems that a Reggio Emilia approach that encourages curriculum to
spring from the natural interests and ponderings of children, that holds an image of the
child as a powerful knower and thinker, and engages the teacher as learner alongside the
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child has the potential to allow for the expression of children’s spiritual nature as they
pursue other educational goals.
Modes of Inquiry
Our research is a case study of three long term inquiry projects in three different
classrooms. We participated, observed and documented junior kindergarten projects
investigating the life and death of dinosaurs and the nature of heaven, and a grade one
project investigating the functions of the brain.
Data Sources
Our primary data sources included written documentation of student dialogue and
comments; video documentation of student work, dialogue and reflections, photographs
and teachers' reflective journals, for the full course of the projects.
Results
In examining written, video and photographic documentation of these three
projects together with teachers’ reflective journals we found that all three projects grew
out of the children’s questions and ponderings. The questions that initiated and propelled
these projects (how do you get to heaven? why don’t dinosaurs have belly-buttons? and
how are you able to read?) concerned “big” questions about life, led to sustained and
meaningful investigations and involved children in constructing, defending and
modifying emergent theories.
Two of the projects advanced children’s academic understanding. Through their
project research grade one children developed significant understanding about the
workings of the human brain. In trying to understand the size of a tyrannosaurus junior
kindergarten children developed deepened mathematical understandings of measurement
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and relative size. In the third project about heaven, four year-olds drew and wrote about
their understanding of heaven, enhancing their ability to construct theories and express
their ideas clearly.
In all three projects children revealed knowledge and wisdom that appeared to be
innate. For example, in the heaven project children shared ideas about reincarnation,
heavenly life and music. In the brain project the children discussed how the brain deals
with good and bad. In the dinosaur project they theorized about dinosaurs’ spirits and
relationship to god.
Educational Significance
At a time when educators increasingly face calls for inquiry-based curriculum,
literacy development, multi- and trans-disciplinary work, the development of creative
problem solving and communication skills educational approaches or learning activities
that do not directly contribute to academic progress may be seen as extraneous, timeconsuming or irrelevant. Furthermore as cultural and religious diversity in classrooms
increases, overtly and actively addressing children's spiritual nature may be seen as risky
or as stepping beyond accepted boundaries of schooling. Indeed, outside the confines of
religious schooling, to discuss children's spiritual natures is to risk being seen as "out
there" or too "touchy feely." However, to ignore or avoid this essential part of being
human is to contribute to continued fragmentation and to miss out on this rich part of
children's lives and to deprive children of a vital and innate way of understanding the
world. An approach to curriculum grounded in the philosophy of the Reggio Emilia
schools offers a way to maintain academic rigour, help children develop important
literacy, communication and problem solving skills while admitting their spiritual natures
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openly into their investigations and reflections.
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Paper Summary
There is a growing recognition that students’ enter classrooms with preconceptions which
act as filters for new learning (Smith, diSessa, & Roschelle, 1993). This prior knowledge
can interfere with concept mastery. There is also a broad realization that meaningful
learning of science content requires conceptual understanding rather than memorization
of facts and formulas (Bransford, Brown, & Cocking, 2000; Lightman & Sadler, 1993),
along with a growing appreciation that traditional instructional methods can be
ineffective at altering students’ preconceptions (Suping, 2003).
Engineering education has started to examine students’ conceptual understanding and the
instructional methods used in undergraduate courses. Guidance for addressing these
issues in engineering education can be found in physics education. However, what has
prevented engineering education from capitalizing extensively on the success in physics
education has been the lack of knowledge of the relevant literature, the lack of concept
inventories to assess conceptual understanding in engineering, and the lack of inquirybased activities in engineering similar to those shown to be effective in physics. This
study contributes by the development of an assessment instrument for heat transfer, a
required topic for chemical, mechanical and other engineering fields.
Confusion among concepts such as heat, energy and temperature is widely recognized in
the literature (e.g., Carlton, 2000; Jasien & Oberem, 2002; Thomaz, Malaquiz, Valente,
& Antunes, 1995). A Delphi study identified several concepts in thermal and transport
science that were both important and difficult for students to master (Streveler, Olds,
Miller, & Nelson, 2003). While the Delphi study cited identified general areas of
misconceptions, concept inventories previously developed and given to engineering
students showed that they had notable misconceptions about heat versus energy (Miller,
Streveler, Olds, Chi, Nelson, & Geist, 2006; Prince & Vigeant, 2006). For example, it
was found that engineering students had difficulty distinguishing between factors that
affect the rate of heat transfer and those that affect the total amount of energy transferred
in a given physical situation. Confusion in these areas was also found to persist, even
when students successfully completed relevant coursework (Miller, Streveler, Olds, Chi,
Nelson, & Geist, 2006).
The purpose of the current study was to develop a Heat Transfer Concept Inventory that
could both document conceptual change and detect the presence of previously identified
misconceptions. The current instrument was patterned after concept inventories
developed in other disciplines such as the Force Concept Inventory in physics (Hestenes,
Wells, & Swackhamer, 1992). The Heat Transfer Concept Inventory was comprised of
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29 multiple choice questions designed by content experts. Some of the questions also
had a qualitative portion, asking participants to explain their reasoning. The researchers
felt that open-ended questions might provide additional insights into the detection of
misconceptions and the development of effective item distracters.
The concept inventory was designed to cover the following content areas: rate versus
amount, temperature versus heat, energy versus temperature, heat transfer versus
temperature change, and radiation. Within those areas, previously documented
misconceptions were targeted. Table 1 lists commonly found misconceptions in each of
those areas.
Table 1
Content Area

Misconception

Rate vs. Amount

Many students seem to believe that factors which increase the rate of
heat transfer always increase the amount of heat transferred as well.
These misconceptions carry over to related fields such as mass transfer.

Temperature vs. Heat

Many students think that temperature is a measure of how hot or cold
things feel. Many students do not understand that other factors, such as
the rate of heat transfer, frequently affect how hot or cold something
feels.

Energy vs.
Temperature

Students commonly believe that temperature is a direct measure of the
energy in an object, so something at a higher temperature always has
more energy.

Heat Transfer vs.
Temperature Change

Students frequently believe that a change in temperature automatically
tells you something about the rate or amount of energy transferred.

Radiation

Students are often confused about the effect of surface properties on the
rate of radiative heat transfer.

Previous researchers have noted that, “Multiple-choice tests in which the distracters
(incorrect responses) are drawn from research on student alternate concepts have the
potential to provide instructors with more rapid yet still useful feedback…” (Petcovic &
Ruhf, 2008, p. 251).
The concept inventory was piloted with a sample of convenience of 119 undergraduate
engineering students from four different institutions; 88 were chemical engineering
majors, 31 were mechanical engineering majors. Approximately 56% were juniors, about
41% were seniors, and the remainder in other years of schooling. Seventy-nine
(approximately 66%) were taking a course on heat transfer at the time they completed the
concept inventory. The remainder had previously taken a course in heat transfer.
Professors of classes where students were given the inventory were also asked to
complete a feedback form and to note whether each question assessed a particular
concept; a ratio of agreement was calculated for the purposes of content validity.
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Internal reliability was determined for the entire inventory and for sub-test questions,
grouped by content areas, since it was anticipated that future users of the instrument
might not always use the entire inventory. Split-half reliability for the entire instrument
was 0.61 and KR20 reliability was 0.64. The instrument was found to have poor
reliability with the mechanical engineering sample indicating there may be differences in
content emphasis in heat transfer courses taught in engineering. When reliability was
calculated using only the results of the chemical engineering majors, the split-half
reliability was .63 and the KR20 was .70.
Classical Test Theory guided the item analysis, with a focus on item difficulty and item
discrimination. It is recognized that a major limitation of using this theory is that both
item difficulty and discrimination are dependent upon the participants (Fan, 1998), which
was why care was taken to obtain a sample that would be similar to the group of students
who might use the inventory in the future. Item difficulties ranged from 19% of the
entire sample getting a question correct (question #22) to approximately 95% of the
entire sample getting a question correct (question #20). The most difficult question (#22)
is listed below; the most frequently selected response was “b.” This indicates that
students did not recognize that heat transfer is a rate phenomenon and/or that they
confused temperature as a measure of total energy.
Question 22
A hydrogen stream at 100◦C and 50 atmospheres flows through a pipe surrounded
by air at room temperature, approximately 20◦C. After flowing through a narrow
restriction valve, measurements show that the gas stream’s pressure drops to 1
atmosphere and the temperature increases by 3 degrees to 103◦C. What can we say
about the amount and direction of heat transferred to or from the hydrogen gas as it
flows through the valve?
a. No significant heat was transferred to or from the hydrogen because of the short
residence time in the valve.*
b. Significant heat was transferred to the hydrogen since its temperature increased.
c. Significant heat was transferred from the hydrogen since the surrounding air is at
a lower temperature.
d. Significant heat was transferred both to and from the hydrogen in the valve.
e. Nothing can be deduced about the amount or direction of heat transfer from the
information given.
Four questions had a negative discrimination index. Eight other questions had a
discrimination index of less than .20. These questions were targeted for revision or
elimination.
Results of the item analysis, modifications made to the initial instrument, and generation
of distracters to detect misconceptions from open-ended responses will be presented.
Implications and suggestions for future concept inventory development will also be
discussed.
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Objective and Purpose
As mathematics educators, we continually search for effective methods of
instruction that impact student motivation and transfer of critical thinking skills. Student
motivation is critical to success in mathematics. Unfortunately, for many students,
abstract concepts are often taught in isolation and students are not motivated to
understand why and when a particular strategy is appropriate. Additionally, students have
difficulty strengthening critical thinking skills, and again this leads to problems with
transfer. The purpose of this study has been to determine relationships among student
motivation, critical thinking skills, and student achievement in a technology-based course
with an emphasis on real-world problem solving (TBCs). Specifically, we are interested
in finding beliefs and skills that may predict success in TBCs. Additionally; we
investigated changes in motivational beliefs and critical thinking skills.
Theoretical Perspective and Research Questions
Motivation is complex and difficult to measure. Research has consistently linked
intrinsic motivation to high achievement, adaptive help seeking, and the usage of a
variety of cognitive skills (Middleton & Midgley, 1997; Wolters, Yu, & Pintrich, 1996).
Middleton & Spanias (1999) argue that when students are comfortable with mathematics
and the challenges associated with learning mathematics and feel they have the abilities
to meet and overcome these challenges (i.e. high academic efficacy), they are more likely
to see the value in mathematics and enjoy mathematics (i.e. positive affect in math class),
and then they are able to begin developing intrinsic motivation (i.e. adopt a mastery-goal
orientation). This study addresses the following research question with respect to the
motivational components:
1. Do students’ goal orientation, positive affect in math class, and academic efficacy
change after using a TBC?
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Goal Orientation. Mastery, performance-approach, and performance-avoid goal
orientations have been identified in the literature (Harackiewicz, Barron, Pintrich, Elliot,
& Thrash, 2002). Since most mastery-oriented students focus on understanding the
problem and use a variety of effective cognitive strategies (Middleton & Midgley, 1997;
Wolters, Yu, & Pintrich, 1996; Pintrich & DeGroot,1990), it is likely that these students
will be successful in a technology-based course. Students with a performance-approach
orientation are motivated by good grades or by comparing themselves to others
(Harackiewicz et al., 2002). Students with an avoidance-focus performance orientation
avoid looking incompetent or less able compared to others (Harackiewicz et al., 2002).
Positive Affect in Math Class & Academic Efficacy. Positive affect in math class
measures students’ feelings towards math class. For example, do students generally like
and enjoy math class. Academic efficacy measures the students’ beliefs about how much
control they have over their own learning or that the student has the power to produce
desired results in math class. It also addresses how deliberate a students’ action may be
when they encounter difficulties in math class.
The motivational component of this study is to determine if students’ goal
orientation, affect in math class, and academic efficacy will change after they use a
technology-based curriculum focusing on real-world problem solving. It is assumed that
students who are exposed to a technology-based curriculum will become more
intrinsically motivated over the year and their mastery goal orientation, positive affect in
math class, and academic efficacy will be higher as they gain more experience with the
technology-based software. We do not predict changes in performance goals.
Reasoning Skills Used In Study. In this study, we examined three critical thinking
skills: analysis, evaluation, and inference. As with most mathematical concepts, when we
use critical thinking skills we can move from a concrete representation (i.e. real-world
problem) to a mathematical object, a well-defined concept that can be acted on and
enhanced to build a new concept (e.g. understanding basic properties leads to the
manipulation of expressions). According to the NCTM (2003), “Using the tools of
technology to work in interesting problem contexts can facilitate students' achievement of
a variety of higher-order learning outcomes, such as reflection, reasoning, problem
posing, problem solving, and decision making.” This study addressed the following
questions regarding students’ ability to think critically:
2. Do students’ abilities to analyze, evaluate and make inferences predict student
achievement in a TBC?
3. Do students’ abilities to analyze, evaluate and make inferences change after using
a TBC?

Method and Results
A quasi-experimental study was conducted using three groups of students from a
large urban/suburban school district in the Great Dallas area enrolled in algebra or
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geometry. The groups include a control group of non-LEAP students (not participants in
the district’s gifted and talented program) that received traditional lectures with guided
practice instruction in a regular classroom setting; a second group of students consisting
of three virtual classrooms of non-LEAP students that used TBC; and, a third group with
three classes of LEAP (district gifted and talented program) students using TBC. 186
students were studied.
The theoretical framework for the critical thinking part of this study is supported
by the Delphi study of Peter Facione (1990). The critical thinking skills identified by the
panel of experts in that study were Interpretation, Analysis, Evaluation, Inference,
Explanation, and Self-regulation. Following the lead of Facione (2000) and the Test for
Everyday Reasoning (TER), three critical thinking skills, Analysis, Evaluation, and
Inference were the skills measured in this study. The TER did not specifically try to
measure interpretation, explanation, and self-regulation. Similarly, the skills used in this
study (Analysis, Evaluation, and Inference) were selected to represent critical thinking
skill because of their orientation to objective measurement; their indicativeness of all the
critical thinking skills in the construct; and because subsequent studies have been
conducted to validate their usage (Facione, 1990; Giancarlo, 1996; Ricketts, 2003).
Motivation. We employed ANOVA on the change between pre- and posttests for
goal orientation factors, affect in math and academic efficacy. Treatment LEAP and
Treatment Non-LEAP students scores were examined for changes between groups and
within groups. The following table indicates the change in groups were not statistically
significantly different.
ANOVA

PVdiff

AEdiff

PPdiff

PGdiff

PCdiff

Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total

Sum of
Squares
.171
129.138
129.309
11.912
488.417
500.330
1.642
71.361
73.003
1.122
116.106
117.229
.005
133.432
133.437

Table 1. ANOVA Motivation Attributes

df
1
97
98
1
96
97
1
41
42
1
97
98
1
96
97

Mean Square
.171
1.331

F
.128

Sig.
.721

11.912
5.088

2.341

.129

1.642
1.741

.943

.337

1.122
1.197

.938

.335

.005
1.390

.004

.952
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Reasoning. After the treatment an ANOVA was used to show the significance of
differences for the Control and Treatment groups when the April 2008 Grade 8
Mathematics Texas Assessment of Essential Knowledge and Skill (TAKS) Test was
administered. An ANOVA was also used to show significance of differences between
the Control and Treatment groups for Time 2 administration of the Test of Everyday
Reasoning Test.
ANOVA
TAKSScaleScoreApril2008
Sum of
Squares
264242.543
8140634.452
8404876.995

Between Groups
Within Groups
Total

df
1
184
185

Mean Square
264242.543
44242.579

F
5.973

Sig.
.015

F
34.400

Sig.
.000

ANOVA
Test of Everyday Reasoning at Time 2 Total Score
Sum of
Squares
1677.436
6973.158
8650.593

Between Groups
Within Groups
Total

df
1
143
144

Mean Square
1677.436
48.763

Table 2, ANOVA for TAKS and Test of Everyday Reasoning at Time 2 Total Score

Statistical significance was shown for both, but the effect size is low as shown in the
table below.
_________________________________________________________________
TAKS Test
Pretest
M
Control
2274.85
Treatment 2340.50
Total
2306.84

SD
181.45
167.50
177.39

Post Test
M
SD
2300.12
204.65
2375.52
216.13
2337.01
213.15

ANOVA
F(1, 145)
d
5.973
.15

________________________________________________________________________
Test of Everyday Reasoning Time 2
Post Test
ANOVA
Pretest
M
SD
M
SD
F(1,144)
d
Control
12.46
8.56
14.78
8.00
34.40
.24
Treatment 20.16
5.90
21.81
6.30
19.19
7.75
Total
17.30
7.92
Table 3. TAKS and Test of Everyday Reasoning

A further examination of mean score showed differences that indict improvement
when The Test of Everyday Reasoning was given a second time and when the TAKS test
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was administered the following year. Though the differences show student improvement
the gain is not strongly significant. See Table 4 below.
Descriptive Statistics
Experimental Group
Time
Test of Everyday
Control Group, Non-LEAP Time 1
Reasoning
Time 2

TAKS Scale Score

Mean
12.46
14.78

Std. Deviation
8.56
8.00

N
54

Treatment Group, NonLEAP

Time 1
Time 2

17.68
18.00

4.57
5.25

34

Treatment Group, LEAP

Time 1
Time 2

21.63
24.20

6.18
5.73

56

Total

Time 1
Time 2

17.26
19.19

7.93
7.75

144

Control Group Non-LEAP

2007
2008

2247.17
2272.41

140.29
176.66

54

Treatment Group, Non-LEAP

2007
2008

2239.59
2244.31

141.09
179.76

34

Treatment Group, LEAP

2007
2008

2401.77
2457.52

152.77
196.62

56

Total

2007
2008

2305.50
2337.12

163.74
207.80

145

Table 4. Descriptive Statistics

The figures below illustrate the mean raw score at Posttest for the three study
groups. The three groups examined, the Control Non LEAP group, the Treatment Non
LEAP group, and Treatment LEAP, in a repetitive measures factorial ANOVA show a
different trend on the 2007 Mathematics TAKS Test than on the 2008 Mathematics
TAKS Test after the treatment had been administered. The lowest performing group on
the 2007 Mathematics TAKS test score was the Treatment Non-LEAP student group
followed by the Control Non-LEAP student group with the LEAP student group
achieving the highest estimated marginal means scores (see Figure 5). On the TAKS
2008 scores the Treatment Non-LEAP group increase and no longer do they have the
lowest score indicating that the treatment increased the on-level students more than the
Control on-level students with the gifted group of students continuing to excel on the
TAKS test.
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Estimated Marginal Means of April 2008 Mathematics, Grade 8

43

45

42

44

Estimated Marginal Means

Estimated Marginal Means

Estimated Marginal Means of April2007TAKSRawScore

41

40

39

38

43

42

41

40

37

39
Control Group, Non-LEAP

Treatment Group, Non-LEAP

Treatment Group, LEAP

Control Group, Non-LEAP

ExperimentalGroup

Treatment Group, Non-LEAP

Treatment Group, LEAP

ExperimentalGroup

Figure 5, Change in TAKS Score from Pretest to Posttest by groups

Estimated Marginal Means of Change in TAKS Score from Time 1 to Time 2

Estimated Marginal Means

3.5

3

2.5

2

1.5

1
Control Group, Non-LEAP

Treatment Group, Non-LEAP

Treatment Group, LEAP

ExperimentalGroup

Figure 6, Estimated Marginal Means of Change in TAKS Score from Time 1 to Time 2

The change in TAKS scores also show the great improved change is experienced by
the Treatment Non-LEAP group.
If we are to assume, based on the studies of Yeh and Wu (1992) and Frisby (1992),
that there is a high correlation between critical thinking and academic performance, then
the use of TBC show signs that it may enhanced reasoning skills and academic
achievement as shown by the 2008 Mathematics TAKS Test, but more research is
needed.
Implications and Future Research Direction
Our quantitative analysis is far from conclusive, but on examining qualitative data
from our study revealed an interesting question. Based on interviews with the
administrators and teachers and on open-ended, end-of-course evaluations from the
students, we discovered some similarities and differences in how the software was used
and how the students perceived it to be helpful. This has led our research in a new
direction. We found it difficult to discuss our research questions and findings without
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placing this information in the context of the research agenda embedded in the design of
the TBC. After further investigation within the current literature, we discovered some
interesting concerns in the field. This has shaped the following proposed research
questions for future study:
1. Are the theoretical design of the TBC, the teachers’ classroom application, and
the value assigned by the students aligned?
2. Is alignment among these elements related to student achievement?
3. Do students believe that the TBC has changed their goal orientation, positive
affect in math class, or academic efficacy?
In order to properly analyze experiences in TBCs, one first must recognize
different kinds of learning systems that support classrooms (Aleven et al., 2003).
Different TBCs were designed with different theoretical principles in mind. Additionally,
some TBC designers also considered how these theoretical principles influence a
classroom environment. Fewer TBCs were evaluated with a theoretical model in mind
(Aleven et al., 2003). Despite these theoretical intentions, or the lack thereof in some
cases, the use of TBCs in classrooms varies considerably. For example, teachers use
TBCs to supplement classrooms with whole-class instruction, activities, and discussion,
or students work independently and at their own pace using the software as their primary
source of instruction. In either case, or in those cases in between, students will be able to
express their opinions of the program and this may lead researchers to determine whether
or not the TBC theoretical goals have been attained. It is important, however, to note that
there is a significant disconnect among the basis of a theoretical framework for designing
TBCs, theory used to apply TBCs in classrooms, and the theoretical frameworks used to
research and evaluate TBCs (Hickey, 1997).
Most TBCs in schools have a behaviorist or early cognitivist focus (Hickey &
McCaslin, 2001). For example, the most notable theoretical model for designing TBCs is
based on Anderson’s (1993) proposed atomic components of thought rational (ACT-R)
theory of cognition and learning (Aleven et al., 2003). Based in early cognitive theory,
ACT-R argues that complex skills are made up of smaller components called production
rules. These rules are learned through examples and become automated through practice.
An example of software developed using ACT-R is the Cognitive Tutor. Although very
little consideration for application was given to the theoretical framework for how
Cognitive Tutor would be used in the classroom (Hickey & McCaslin, 2001), Koedinger
and Anderson (1997) provided an example of an application that supports some of the
notions proposed by socioconstructivists. These include collaborative work requiring
transfer of computer tools to projects, student portfolios, and journaling. The evaluation
of this socioconstructivist application of Algebra Tutor, however, investigated skills
acquisition but neglected to investigate the nature of the environment and possible
interactions between the two factors (Koedinger & Anderson, 1997).
Another example is H. Wood and Wood’s (1999) contingent tutoring model. An
example of software using this model is QUADRATIC. H. Wood and Wood studied a
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small group (N = 42) of 14- and 15-year-olds using the software program QUADRATIC.
Their study appears more experimental in nature compared to Koedinger and Anderson’s
(1997) research efforts. The only information about environmental context provided by
the researchers was that learners used QUADRATIC in two separate tutoring sessions.
The evaluation theoretical framework included environmental concerns specific to the
software application (prior knowledge, help seeking, errors, speed, and learning) but
excluded any evaluation of the classroom environment or social interaction with other
students and teachers. Again, H. Wood and Wood’s theoretical model was associated
with a cognitivist perspective. The application implications in the classroom were not
explained in their research, and the evaluation considered environmental influences, but
only those specifically related to the software.
A third example is Renkl’s (2002) SEASITE principles that support an argument
for self-explanations versus instructional explanations in computer-based help systems.
Although based on some socioconstructive ideas, SEASITE principals propose certain
advantages and disadvantages to student self-explanations. The advantages of selfexplanations include that they are more adaptable to a student’s prior knowledge, do not
require the student to know when to integrate an explanation into an ongoing activity, do
not allow a student to process examples passively or superficially, and are more likely to
be retained (Renkl, 2002). The disadvantages are that self-explanations may not be as
correct or accurate; they do not provide help when gaps in knowledge exist, and the
student must be able to monitor comprehension or understanding (Renkl, 2002). Renkl
did not elaborate on explanations of intent of use in the classroom, and the study was
conducted under experimental conditions, not in a classroom setting. Again, the
development was more in line with some socioconstructivist beliefs, whereas the
evaluation was more traditional.
The last example discussed in this section is anchored instruction by the Cognitive
and Technology Group at Vanderbilt (CTGV). This software was designed from a
socioconstructivist perspective, using “anchored” instruction to promote problem-based
learning environments. However, mixed results have been reported, primarily due to the
environmental factors created by teachers. The methods for application in the classroom
were inconsistent, and in many cases, the strategies used by teachers were ones not
intended by the developers (Hickey, 1997; Hickey & McClaslin, 2001).
With the disconnect of theoretical design, classroom application, and research
established, further study will attempt to align the three by understanding the theoretical
design, describing the teacher’s application of the software, and include the student’s
perspective of how they believe the TBC contributed to their learning.
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Research Topic: HISTORY OF MATHEMATICS FOR THE YOUNG
LEARNER
Abstract of a research in mathematics education: History of Mathematics
and Multicultural Mathematics Instruction for the Young Learner.
History of Mathematics for the Young Learner is both a history text in
story form so that schoolchildren in the middle grades can learn about the
development of mathematics and to demonstrate to them that mathematics is
man-made. As such, if men of the ancient civilization and men of
mathematics can develop rules and rationales for the existence of
mathematical theories and formulas or set standards for proofs of theorems
discovered, perhaps any young learner can be inspired to continue the
development of mathematics.
So much of our present algorithms in doing arithmetic are based on
forgotten and less known algorithms originally developed and used by the
early Chinese, Indian, Babylonian, Mayan and Europeans of the early
periods of civilization.
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In teaching multicultural mathematics using the historical approach, the
young learner is exposed to the connection between present day methods of
teaching and learning mathematics with those used in the earlier era of
civilization. It is even more fun to challenge any learner to develop or even
suggest the answer to this – “What is next after the abacus, logarithms,
calculators and computers?”
My research has allowed me to create a blend of the Hindu (Vedic
Mathematics) and Chinese methods of calculating, the application of the
Japanese Soroban Theory, and the Trachtenberg System of mental
mathematics. The boring and sometimes tedious algorithms of “borrowing”
and “guessing trial quotients” which are involved in subtraction and in long
division are eliminated! The underlying principle in the methods of
calculating introduced here support the idea of the sufficiency of 10 in all
calculations! We master only the addition facts thru 10.
The method of calculating that I am strongly advocating, and in fact use in
everyday calculations follows the basic simple rules:
(a) Work from left-to-right. It is only natural that we inherited from the
Romans the reading protocol from left-to-right, why not calculate
from left-to-right.
(b) Addition involves “no carrying”.
(c) Subtraction involves “no borrowing”.
(d) Multiplication involves “the complement sums”.
(e) Division involves only “single digit” divisors.
CHECKING OUR ANSWERS. (Hindu Influence)
The digit-sum or “casting out nines” method is the quickest and easiest way
to check our answer. Do the digit-sums of the numbers in the problem. The
result must equal the digit sum of the answer.
A digit-sum of a number is the single digit that results when adding all the
digits of a number; dividing this by 9 and keeping only the remainder. For
example: the digit-sum of 23,675 is (2 + 7 + 3 + 6 + 5), deleting all those
that add up to 9 such as 2 + 7 and 3 + 6, the remaining digit is 5. Therefore
the digit-sum of 23,675 is 5.
SPEED MATH ADDITION METHODS
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Column addition by groups of 10, the fast and easy way can be fun and will
not make you want to put your calculators aside. A demonstration will
follow.
SPEED MATH SUBTRACTION METHODS
METHOD A:
Note: 93% of errors in subtraction is due to error in “borrowing”.
Subtraction by the method of matching terms will allow you to subtract:
a) without borrowing
b) use the left-to-right way of determining answers.
Complement sum of 10 Method Of Speed Subtraction.

MULTIPLICATION: Vedic Method
(This method was adapted by Trachtenberg.)
578624 x 11
SPEED RULES:

5 7 8 6 2 4 x 11
5121514 8 6 4

Analysis: Apply Steps 1, 2 and 3 in the chart below.
ANSWER:

6,364,864.

SOLUTIONS DEMONSTRATED
a.
x 11

Put down right- hand Next digits of multiplicand Put down left-hand digit of
digit of multiplicand added to neighbor at the
multiplicand as left- hand
as right-hand digit of right.
digit of answer.
answer.
Applying 3 steps above

Final

Proofing
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from left-to-right
613125

675

Answer
7,425

x 11

Answer

Digit-sum

Multiplicand: 675 is
Multiplier:

0

11 is x 2

(Look only at 675. Put down 5; add 7 + 5; add 6 + 7; put down 6)
0
Final answer: Add “carry-over” digit to left-hand number.
Product: 7425 is 0
7,425 is the correct Product.
b) ANOTHER SPEED MULTIPLICATION METHOD
This is the MIDDLE SUM method was al-Ulquidisi’s arithmetic algorithm
introduced as early as 760 A.D.
Multiply: 578624 x 11
Multiplying each digit of the multiplicand by 11,
Write each product from left to right.
Then add each pair of numbers as shown.
578624 x 11
Multiplying each digit by 11. Put down right-hand digit.
Do the MIDDLE SUM of the indicated product pairs.
55 77 88 66 22 44
5
6

1

2

1

5 14

3 6

8

6 4

4 8

6 4

ANSWER: 6,364,864
b) MIDDLE SUM method:

578624 x 11 = 6,364,864
486375 x 9

Multiply each digit in the multiplicand by 9 from right to left and write each
product in the same order.
36 72 54 27 63 45
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SUMS:
ANSWER:

3 13

7

6

1

3

7 5

4,377,375

The practice of multiplication by the MIDDLE SUM is very useful when it
comes to multiplying with 2-digits; 3-digits by 3-digits; when squaring
numbers, etc.
Here is a multiplication of 3-digit by 2-digit numbers:
MULTIPLY:
589 X 67
Step 1: Multiply only the digits 5, 8 and 9 by 6.
The products are:
30
48
54
Step 2: Multiply the digits 5, 8, 9 by 7.
The products are
35
56

63

Step 3: This is how these products are written and Middle Sums added:
MULTIPLY:

589 X 67 =
30

The final product is:
ANSWER :

48 54
35 56 63

3 7

2

3

1

6

3

39,463

MULTIPLICATION BEYOND 5 X 5
According to Vedic Mathematics*, the multiplication tables are not
really required beyond 5 X 5. Any school child or adult who knows
simple addition and subtraction of single digit numbers and the
multiplication table up to five times five can improvise all the necessary
multiplication tables for himself at any time and can do all the requisite
multiplications involving larger multiplicands and multipliers with the
aid of the simple Vedic formulae derived from the works of the late
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Sankaracarya, which enables him or her to get the required product
speedily and accurately.

Think of a very simple multiplication of 9 by 7.
Write 9 and 7 one above each other on the left-hand side and their respective
complementary in base 10 on the right-hand side.
9 - 1
7 - 3
9 - 1
7 - 3
Adding 9 + 7:
16 becomes 6/ 3 drop the digit in the ten’s place.
and (3 x 1 = 3)
The product of 9 times 7 is 63.
DIVISION: Vedic Method
DIVISION BY 9.
So let us begin with a method of dividing when the divisor is 9.
In the traditional way,
1
9 12 , the answer is 1 with a remainder of 3.

Note that for each of the division problem, the quotient is the same as the
first digit of the dividend and the remainder is the sum of the ones in the
number and the first digit of the dividend.
So, why not apply a new technique for this division?
9) 1/5
/1
1/6

9) 2/4
/2
2/6

9) 3/3
/3
3/6

9) 4/0
/4
4/4

Summary:
15 divided by 9 gives a quotient of 1 and a remainder of 6.
24 divided by 9 gives a quotient of 2 and a remainder of 6.
33 divided by 9 gives a quotient of 3 and a remainder of 6.
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7

40 divided by 9 gives a quotient of 4 and a remainder of 4.
CONCLUSION:
As I have mentioned earlier, the methods of calculations have been field
tested. The students who participated in the experiment loved the algorithms
described above. The method was proven effective. The students showed
enthusiasm for learning and understanding algorithms. I have received
invitations to show this approach to other elementary schools in San Diego,
California. My book using this method of mathematics instruction has been
adapted as a Teacher’s Resource for all schools in the city of Cebu,
Philippines.
I have invited to be present at this conference the Director/Founder of
Values School in Davao City, Mindanao, Philippines, Mrs. FE AIDA
REYES. She has allowed me to field test my methods in her school. She is
available to answer questions related to how her students and teachers have
advanced in the mastery of basic arithmetic fundamentals using my methods.
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Appropriateness of Teacher Self-Disclosure:
Chinese and U.S. K-12 Teachers’ Perceptions

Abstract: The purpose of this study was to investigate the cultural influences on K-12 level
teaching by comparing Chinese and U.S. K-12 teachers’ perceptions of the appropriateness of
teacher self-disclosure. The Appropriateness of Teacher Self-Disclosure survey was administered
to 138 Chinese K-12 teachers and 135 U.S. K-12 teachers. Results showed statistically
significant differences between the two groups of teachers in their understanding of topics and
purposes of teacher self-disclosure and of consideration of students’ characteristics. The reasons
why there existed the differences between the two groups of teachers were discussed.
Keywords: teacher self-disclosure; appropriateness of teacher self-disclosure; comparative
education

Introduction
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Teachers knowingly and unknowingly use their personal information in their teaching.
This teaching behavior is teacher self-disclosure. Teacher self-disclosure was found to be an
effective instructional activity in classroom teaching (e.g., Cayanus, Martin, & Weber, 2003;
Hartlep, 2001; McCarthy & Schmeck, 1982; Sorensen, 1989); however, little research has
examined teacher self-disclosure in cross-cultural setting. The purpose of this current study was
to compare the differences between Chinese and U.S. K-12 inservice teachers in their
perceptions of appropriateness of teacher self-disclosure regarding teacher self-disclosure topics,
purposes and consideration of students’ characteristics. This comparative study examined the
reasons for similar and/or different perspectives about teacher self-disclosure between the two
groups of teachers.
Teacher self-disclosure involves what teachers talk about themselves and how teachers
talk about themselves. What teachers self-disclose (topics) and how they self-disclose may be
decided by what content and what students they teach (Zhang, Shi, Tonelson, & Robinson, in
press). Several studies discussed the topics and purposes of teacher self-disclosure. Gregory
(2005) explored what topics and purposes teachers should and should not discuss in teaching,
and she found that college students believed that topics such as knowing the education of the
teacher, knowing the teacher’s professional experience, and the teacher’s expounding on the
course/content/grading/pedagogy but the topics such as sexuality, sexual practices, attractiveness,
religious beliefs/practices personal problems, drug or alcohol use and political beliefs were
considered to be taboo subjects. In this study, Gregory also found the appropriate purposes:
clarify material, relate material to the real world, make lessons more interesting, admit personal
bias and make personal connections with students. Recently, Zhang et al. (in press) examined
the appropriate and inappropriate teacher self-disclosure. First, they found that both preservice
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and inservice teachers believed that topics of teacher self-disclosure such as teachers’ personal
experiences/stories, information related to their family, relatives and friends, personal opinions,
and personal interests or hobbies are appropriate topics and that topics such as political
perspectives, religious beliefs, and information about their intimate relationships are
comparatively inappropriate. Second, they found that both preservice and inservice teachers
agreed that the following purposes of teacher self-disclosure are appropriate: create positive
teacher-student relationships, clarify learning materials, enhance students’ learning interests,
offer real-world, practical examples, create a class environment for students, attract students’
attention, and set social models; in addition, they also agreed that the following two purposes
were inappropriate: please (teachers) themselves and entertain their students. Third, the study
also found that consideration of students’ characteristics is highly accepted by both preservice
and inservice teachers.
The social context and social norms may influence teacher self-disclosure. Spitzberg and
Cupach (1984) argue that appropriateness of self-disclosure is dependent on knowing how to act
in a particular social setting. According to Egan (1970), culture and subsequent socialization
plays a role in self-disclosure appropriacy in regard to content and target. He asserted that there
are two factors that discourage self-disclosure: cultural taboos against self-disclosure and the
propensity of a society to value harmony over truth. While the researchers have noticed the roles
culture plays in teacher self-disclosure, no study examined the appropriateness of teacher selfdisclosure from the cross-cultural perspective.
Based on previous research on appropriateness of teacher self-disclosure (Cayanus &
Martin, 2002; Gregory, 2005; Zhang et al., 2007), and the common demographic features shared
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by the participating Chinese and U.S. K-12 teachers, three research questions were posed to
examine the differences between Chinese and U.S. K-12 teachers as follows:
Is there any difference in their perceptions of appropriateness of teacher self-disclosure
between Chinese and U.S. teachers?
Method
Participants
Participants consisted of 273 K-12 inservice teachers including 138 Chinese inservice
teachers and 135 U.S. inservice teachers. The data were collected from two universities in
eastern China and one university in eastern coast in the United States. Both universities are statesupported institutions which have a combined undergraduate and graduate student population of
22,688 and 19,000, respectively. Of the 138 Chinese K-12 inservice teachers who completed the
surveys, 118 (85.5%) were female, 20 (14.5%) were male. Regarding years of teaching, 52
(37.7%) have taught for 1-5 years, 52 (29.7%) for 6-10 years, 34 (29.7%) for 11-20 years, and 4
(2.9%) for over 20 years. Of the 135 U.S. K-12 inservice teachers who completed the surveys,
112 (83.0%) were female, 23 (17.0%) were male. Regarding years of teaching, 36 (26.7%) have
taught for 1-5 years, 34 (25.2%) for 6-10 years, 34 (25.2%) for 11-20 years, and 31 (23.0%) for
over 20 years.
Measure
Questionnaire Development: The questionnaire, The Appropriateness of Teacher SelfDisclosure (Zhang et al., in press), was adopted for this study. The survey included five
dimensions. Common Topics of Teacher Self-Disclosure consisted of the following four items:
teachers’ personal experiences/stories, information related to their family, relatives and friends,
personal opinions, and personal interests or hobbies. Uncommon Topics of Teacher Self-
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Disclosure consisted of the following three items: political perspectives, religious beliefs, and
information about their intimate relationships. Common Purposes of Teacher Self-Disclosure
included seven items: create positive teacher-student relationships, clarify learning materials,
enhance students’ learning interests, offer real-world, practical examples, create a class
environment for students, attract students’ attention, and set social models. Uncommon Purposes
of Teacher Self-Disclosure included two items: please (teachers) themselves and entertain their
students. Consideration of Students included four items: consideration of students’ cultural
background, grade level, students’ gender, and emotional status.
In order to examine participants’ degree of agreement to each item in the survey, this
survey adopted a 5-point Likert scale with 1 to 5 (Very Inappropriate to Very Appropriate) as
possible responses to each item. The high value stands for the high degree of the appropriateness
of teacher self-disclosure. Based on the original English version and a content equivalent
translation from English to Chinese by a bilingual researcher, a 20-item survey was administered
to U.S.K-12 inserivce teachers in January 2006 and Chinese K-12 inservice teachers in May
2007, respectively. In this current study the internal consistency reliability check (Cronbach’s
coefficient alpha or Alpha for short) for all subscales of the measure showed acceptable results:
for Appropriate Topics, α = .502 (.457, split-half reliability coefficient); for Inappropriate Topics,
α = .781 (.702); for Appropriate Purposes, α = .849 (.852); for Inappropriate Purposes, α = .360
(.361); and for Consideration of Students, α = .892 (.891).
Data Collection
Data were collected in January 2006 in the United States and in May 2007 in China,
respectively. In the United States, in order to collect data from K-12 teachers, the first author
who served as a teaching assistant for a required teacher licensure course, asked the preservice
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teachers to send out the survey to their mentor teachers who were responsible for students’ 30hour classroom teaching observation. In addition to the survey, the mentor teachers were
provided with a letter which explained the specific instructions for completing the survey. The
mentor teachers were asked to return the completed survey to the first author directly or through
the preservice teachers. In China, one college instructor, who taught Teacher Education program
in a comprehensive university in eastern China, helped to deliver and collect the survey to the K12 training teachers in their summer teacher education training courses.
Data Analysis
As the main purpose of this study was to compare Chinese and U.S. K-12 teachers’
perceptions of teacher self-disclosure, a 2 x 2 MANOVA was conducted to evaluate the effects of
nations and gender on five dimensions of appropriateness of teacher self-disclosure. The five
dimensions of teacher self-disclosure included Common Topics, Uncommon Topics, Common
Purposes, Uncommon Purposes, and Consideration of Students. Additionally, means and
standard deviation for each dimension were reported to indicate the different degree of
appropriateness of each dimension of teacher self-disclosure.
Results
A 2 x 2 MANOVA was conducted to evaluate the effects of nations and gender on five
dimensions of appropriateness of teacher self-disclosure. The results for the MANOVA indicated
a significant main effect for nation, F (5, 265) = 27.23, p < .001, partial η2 = .34; a nonsignificant
effect for gender, F(5, 265) = 1.55, p = .18, partial η2 = .03; and a nonsignificant nation by
gender interaction effect, F(5, 265) = .41, p = .84, partial η2 = .01.
The nations main effect for the three dimensions was significant: for Common Purposes,
F (1, 269) = 19.41, p < .000; for Uncommon Topics, F (1, 269) = 91.59, p < .000; and for
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Consideration of Students, F (1, 269) = 28.39, p < .000. For Common Topics, F (1, 269) = .019,
p = .89; for Uncommon Purposes, F (1, 269) = .013, p = .911, the nations main effect was not
significant. The means and standard deviations were illustrated in Table 1.
Table 1
Means and Standard Deviations for Chinese and U.S. Teachers’ Perceptions on Teacher SelfDisclosure
Variables
Common Topics
Uncommon Topics
Common Purposes
Uncommon Purposes
Consideration of students

Chinese Teachers (138)
M
SD
3.71
3.70
2.91
1.82
3.90
4.23
2.67
2.69
4.03
4.54

U.S. Teachers (135)
M
SD
3.70
.59
1.82
.72
4.23
.48
2.69
.84
4.54
.57

Discussion
What teachers can say
The results of this study indicated that Chinese and U.S. K-12 teachers held similar
perspectives of appropriateness of teaching self-disclosure regarding Common Topics and
Uncommon Purposes but very different opinions about the Common Purposes, Uncommon
Topics, and Consideration of Students. Both teacher groups’ acceptance of topics of teacher selfdisclosure (teachers’ personal experiences/stories, information related to their family, relatives
and friends, personal opinions, and personal interests or hobbies) indicates that teacher selfdisclosure is used in both different cultural settings. Each culture may provide the educational
foundations for the use of teacher self-disclosure. US culture encourages people to express freely
for freedom of speech. U.S. teachers are humorous and use informal teaching strategies (Upton,
1989). Moreover, the freedom of speech and individualism also may allow U.S. teachers to talk
more about themselves without feeling so restrained in expressing themselves. Teachers may feel
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comfortable to talk about their ideas, interests and likes and dislikes, and any information about
their family and their friends.
While it may be a natural phenomenon that U.S. teachers talk about themselves in class,
it is surprising that Chinese teachers similarly accepted the topics (teachers’ personal
experiences/stories, information related to their family, relatives and friends, personal opinions,
and personal interests or hobbies) to be appropriate. Traditional Chinese culture did not
encourage teachers to share their personal information with their students. Confucianism believes
that a hierarchical human relationship is essential to maintain a harmonious society. Absolute
authority of a teacher (shidao zunyan) characterized the classroom teaching and curriculum
implementation. Teachers are considered as ‘authorities in their field of study but also the
students’ ‘moral mentor’ and the teachers ‘are very serious’ (Huang & Klinger, 2006). Under this
circumstance, teachers would not think it is appropriate to share information about their personal
experiences/stories, information related to their family, relatives and friends, personal opinions,
and personal interests or hobbies with their students. If teachers share their personal information,
students may feel that appropriate protocol has been violated and that the teacher does not
properly focus on teaching materials and, thus, are not serious about teaching. However, the
educational reform in recent years may account for the reason why Chinese teachers consider
those topics of self-disclosure to be appropriate as their U.S. counterparts did. China performed
curriculum reform in 2001. In the process of New Curriculum reform, ‘Teachers as Curriculum’
as a slogan was advanced, and the classroom teaching itself is a dialogue process (Zhong, 2006).
Zhong (2006) proposes that the curriculum should ‘focus on the major topic of humanistic caring
and lay a foundation for the student’s personality development,’ and ‘emphasize the development
of culture … to provide firm “cultural foundation” for the students’ intellectual and academic
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development’ (p.380). Perhaps the New Curriculum Movement has encouraged Chinese teachers
to use more self-disclosure.
What teachers cannot say
While Chinese and U.S. teachers expressed similar opinions about the appropriateness of
Compared with Chinese teachers, U.S. teachers viewed topics about religious beliefs, political
perspectives, and intimate relationship to be less appropriate. In China education is considered to
serve politics; therefore, the belief that education serves politics is well accepted by both teachers
and students. While Chinese teacher candidates believed that talking about politics is
inappropriate less than their U.S. counterparts, it does not mean that Chinese teachers can freely
talk about their personal political perspectives which are different from the government. This is
another issue in self-disclosing their political perspectives. In contrast, teachers are not allowed
to impose their political perspectives on their students so that they are careful not to disclose
their own political opinions.
Concerning the religious issue in the curriculum, U.S. teacher candidates believed it to be
more inappropriate than the teacher candidates in China to self-disclose their religious beliefs.
This finding can be explained by the U.S. constitution. The first phrase of the First Amendment
to the U.S. Constitution, the establishment clause, requires a wall of separation between church
and state. Lester (2006) believes that the religion clauses of the U.S. Constitution’s First
Amendment both prevented the establishment of religion and protected the free exercise of
religion. Religious teaching in the public schools is limited accordingly and public schools must
remain neutral on religion.
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Purposes of teacher self-disclosure
The findings of the study demonstrated the cross-cultural different understanding of
appropriate and inappropriate purposes of teacher self-disclosure. The U.S. teacher candidates
showed higher degree of recognition of Common Purposes than their Chinese counterparts. One
reason that accounts for this finding may be that U. S. teacher education programs placed great
emphasis on the teaching strategies that attract students’ attention, develop positive teacherstudent relationships, establish a comfortable classroom atmosphere, enhance students’ interests,
and provide vivid, interesting and effective teaching materials. The application of The Interstate
New Teacher Assessment and Support Consortium (INTASC) to teacher education is a good
example. INTASC is a consortium of state education agencies and national educational
organizations dedicated to the reform of the preparation, licensing, and on-going professional
development of teachers in the U.S. Created in 1987, INTASC’s primary constituency is state
education agencies responsible for teacher licensing, program approval, and professional
development. Its work is guided by one basic premise: An effective teacher must be able to
integrate content knowledge with the specific strengths and needs of students to assure that all
students learn and perform at high levels. Principle 6 of INTASC requires that the teacher use
knowledge of effective verbal, nonverbal and media communication techniques to foster active
inquiry, collaboration, and supportive interaction in the classroom; Principle 1 and 2 require that
the teacher understand the central concepts, tools of inquiry, and structures of the discipline(s) he
or she teaches and creates learning experiences that make these aspects of subject matter
meaningful for students, and that the teacher understands how children learn and develop and
can provide learning opportunities that support their intellectual, social, and personal
development. The study of these principles might have helped the U.S. teacher candidates
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recognize the value of teacher self-disclosure and positively evaluate the appropriate purposes of
teacher self-disclosure. On the contrary, in teacher education programs in China there is lack of
preparing the teacher candidates for their classroom interaction for the reason that exam-oriented
assessments ignored the students’ development of their body and minds (Zhong, 2006).
While the two groups of teachers showed different opinions about the appropriateness of
Common Purposes of teacher self-disclosure, both Chinese and U.S. teachers agreed that selfdisclosure regarding Uncommon Purposes (please teachers themselves and entertain their
students), were inappropriate. Several studies supported this finding. Deiro (2003) believes that
teacher self-disclosure should not be the tool for the satisfaction of teachers’ ego needs. Two
recent studies found that U.S. preservice teachers believed that it is inappropriate that teachers
brag about their achievements and satisfy their ego (Gregory, 2005; Zhang et al., 2007). The
results indicated that both Chinese and U.S. teachers understand that self-disclosure should not
be used for pleasing themselves and entertaining their students. In practice, some teachers
unintentionally brag about themselves, talking about their family, taking too much time to
entertain their students. Experienced teachers may realize how they should manage their time
and take responsibilities for their teaching and they should have good judgment about how to
best educate students through their teaching behavior.
Consideration of students
Results of the study indicated that both Chinese teachers and their U.S. counterparts
reported high level of acceptance of consideration in the use of teacher self-disclosure but the
U.S. teachers showed much higher degree of acceptance and they believed it to be very
appropriate to consider students’ cultural background, gender, grade level, and emotional status.
Several reasons may account for the identified differences. One reason is the emphasis of
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multicultural education in the U.S. teacher education programs. Liu and Qi (2006) conducted a
comparative study of teacher education programs and found differences in the requirement of
educational foundations and pedagogy of the two programs in China and in the USA. They
mentioned that in the U.S. teacher education programs, there were a number of courses that were
absent in the teacher education programs in China. Many differences seemed to exist in the
requirements of educational foundations and pedagogy of the two programs. In the teacher U.S.
education programs, foundation courses extensively involve multicultural issues. Diversity is a
dominant characteristic of U.S. culture and it functions positively when multiculturism is in
place (Li, 2002). Since multicultural education movement, teacher education programs have paid
more and more attention to students’ cultural background, gender, maturity level, and their
emotional status. In recent years, the U.S. teacher education programs have started to train
teacher candidates to become culturally sensitive to student diversity, students’ cultural
background, gender, grade level, and emotional status. Teachers are required not only to master
content knowledge, pedagogy, technology, and so forth, but also to know and be sensitive to the
impact that culture has on students (García 1999) and that teacher candidates are taught to
consider the developmental and educational interests and needs of each student in their classes
(Wardle &Cruz-Janzen, 2004). In order to become effective teachers in a culturally diverse
society, teacher candidates are encouraged to develop their sensitivity and awareness for student
diversity in order to apply their knowledge about student differences and better facilitate the
learning of all students (Banks, 2001). Since the way teachers address cultural differences can
influence student learning, the U.S. teacher candidates are encouraged to learn to become
culturally responsive to students from diverse backgrounds (García & Willis, 2001).
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In recent years teacher education programs in China have started to attend to the minority
issues especially in the minority areas and they even invited international scholars of teacher
education to introduce multicultural education in the USA. However, under the pressure of
pushing and being pushed for high school graduation and college admission rates, teachers tend
to pay much less attention to students’ cultural, emotional and psychological needs than their
student academic achievement in terms of test and examination scores. Exam-oriented education
in China resulted in ‘ignoring the individual differences of the students, the study initiatives of
the students, and the individual development of the students’ characteristics’ (Wang, 2006, p. 62).
The finding suggests that teacher education programs in China should consider the importance
and necessity of placing emphasis on student diversity to enhance teachers’ teaching
effectiveness.
Conclusion
This cross-cultural study investigated the cultural differences in teacher self-disclosure
using a self-report survey. This study found similarities and differences between Chinese and
U.S. K-12 teachers in their perceptions of appropriateness of teacher self-disclosure of topics and
purposes of teacher self-disclosure and of consideration of students’ characteristics. Two groups
of teachers reported similar opinions about the appropriateness of Common Topics of teacher
self-disclosure (teachers’ personal experiences/stories, information related to their family,
relatives and friends, personal opinions, and personal interests or hobbies) and Uncommon
Purposes of teacher self-disclosure (please teachers themselves and entertain their students). The
two groups reported different perceptions of appropriateness of teacher self-disclosure regarding
the Uncommon Topics (religious beliefs, political perspectives, and information about intimate
relationships), Common Purposes (create positive teacher-student relationships, clarify learning
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materials, enhance students’ learning interests, offer real-world, practical examples, create a
class environment for students, attract students’ attention, and set social models), and
Consideration of Students (consideration of students’ cultural background, grade level, students’
gender, and emotional status). The reasons for the similarities and differences were discussed
from the different cultural and educational backgrounds.
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Overview
Higher education in Louisiana recognizes that students’ achievement is influenced by home,
health, community, teachers, and principal leadership. Many conditions are beyond higher
education’s control; however the Value-Added Teacher Assessment Model has sought to
identify the knowledge/skills to impact the quality of teachers who exit programs. The
Louisiana Leader Fellows Program, is attempting to apply the principles of Value-Added to the
preparation of Educational Leaders that can impact school programs leading them to surpass
their predicted environment.
Without great leadership, there can be no great schools. Research shows that effective school
leadership is vital to overall school improvement and to increasing student achievement levels
(Leithwood, 2004). Across the nation policymakers as well as business and educational
leaders, have sharpened their focus on the principal as essential for school success. Placing
effective leaders in our schools and districts is a critical component in achieving higher
academic achievement for all students, reduction of the achievement gap, and the preparation
of students to be effective citizens in a global marketplace. It is critical for each state to build
its capacity for recruiting, preparing, and supporting teacher, school, and district leaders. The
University of Louisiana at Monroe’s Department of Educational Leadership and Counseling
secured a Wallace Foundation Grant to Pilot The Louisiana Leader Fellows Program. This
full-time Program provides Candidates with multiple learning opportunities to ensure
maximum growth as a school leader. Each Candidate becomes a member of a stable “Cohort”
of Program Candidates. This concept establishes the interpersonal relationships that promote
group learning processes and team leadership skills. Candidates who successfully complete the
Program will have the leadership knowledge, skills, dispositions, and “real” leadership
experiences necessary to effectively assume a school leadership position and make an
immediate contribution. While the idea of Cohorts has been utilized in many applications, we
believe the delivery of a standards based (ISLLC, ELCC, SSLP) leadership preparation
program with this time frame and delivery format is unique.
Fellow Selection
In an attempt to attract the best teacher leaders in the state who desire to be highly effective
educational leaders, the Louisiana Leader Fellows Program was created. This program
provides school districts with funding to provide the very best teacher leaders in the state with
Fellowships to become certified as educational leaders (principals, assistant principals, district
leaders) for Louisiana’s schools. The Fellowships include $70,000 for the selected Louisiana
Leader Fellows to receive a salary and fringe benefits for a full time educational leadership
residency in a school setting, a $5,000 stipend for the Fellow as he/she participates in a training
program during the first summer, an additional $5,000 stipend as the Fellow participates in a
training program during the second summer, and $5,000 to be used for tuition or program costs
if not provided by the district/university partnership. A $5,000 stipend is also provided to the
districts for school mentors who help prepare the new leaders.
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A statewide campaign was used to aggressively recruit and select exceptional teacher leaders to
receive the Fellowships. One hundred fifty four applications were received. Following initial
screening, fifty-four applicants were invited to interview for the 22 Fellow Positions (The
Louisiana State Legislature provided funding for an additional program at Louisiana State
University at Shreveport.). The Cohorts entered into fast-track full time programs offered by
the two educational leadership preparation programs.
Program Overview
From July 1, 2008 to July 30, 2009, the ULM Fellows have been and will continue to be
immersed in an interactive delivery model utilizing face-to-face and technology-based
instruction. The faculty and administration are providing, in a condensed timeframe, ULM’s
Educational Leadership Program. We saw preparing the State’s top prospects for Educational
Leadership Candidacy as an opportunity to make a major contribution to school leadership and
ultimately to student success. The adopted curriculum has three strands that run through each
module: Teaching and Learning, Organizational Effectiveness, and School and Community.
The modules are grouped into three central themes: Foundations for Educational Practices,
Application of Educational Leadership Practices, and Extended Educational Leadership
Capacity.
To meet the challenge of a thirteen month Program, twelve, three-hour redesigned courses
were repackaged into 16 modules within an integrated field-based process to support and
extend each phase of educational leadership preparation. The field-based component requires
each Candidate to serve an extensive 38-40 week internship providing a minimum of 1400
hours of actual job functions as a full-time administrative assistant. The modules are designed
to prepare Candidates to promote the success of all students by learning how to develop a
school culture that accepts and encourages all students to achieve by shaping ethical and
quality instructional decisions. The modules and field-based component prepare Candidates to
collect, interpret, and disseminate data to effect school improvement. Modules are sequenced
to provide Candidates with declarative, procedural, and conditional learning experiences
constructed and delivered using a rigorous and relevant framework. Included within the
modules are topics related to what quality instruction looks like and how to supervise
instructional practice, protect instructional time, maintain high visibility, establish a safe
environment; and be fair, assertive, and supportive. The interactive skills are applied with
reflections on-site. The instructional design is student centered through problem-based learning
activities. Learning experiences incorporate interventions such as interactive video, conference
calls, and distance learning via Moodle (Chatting, Forums, Journals, Wiki, are examples). All
modules require candidates to analyze information and make decisions focused on improving
student learning and achievement. During the field-based components, Candidates prepare
clinical correlations that demonstrate an understanding of professional standards’ connection to
promoting successful learning by all students. Candidates meet one day per week
(Wednesday), at one of the partner sites or in Baton Rouge to present and discuss their
reflections and experiences.
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Modules in the performance-based program provide the foundation necessary to be a school
leader, require Candidates to apply their knowledge to real-world problems with predictable
and un-predictable outcomes, and ensure that Candidates can address student needs in a variety
of ways. The Program is developed through problem-based activities that require students to
respond, in collaboration with their mentors. A service component of the intern experience
requires Candidates to complete one major project at each intern site. The projects should be of
significance and make a contribution to the school.

Program Highlights Include:
•
•
•

•

•
•

•
•

Results: Master of Education degree in Educational Leadership.
Length: Fast Track - Coursework may be completed in 13 months.
Format: Modules are offered in various formats – online, hybrid, and face-to-face at
the Campus and Satellite sites via Compressed Video (if needed), with required
residency. Candidates begin July 1, 2008 and conclude July 31, 2009.
Feature: Candidates may obtain the Louisiana Educational Leadership K-12
endorsement upon successful completion of the Program and obtaining a passing score
on the SLLA Exam.
Feature: Candidates are involved in full time educational leadership residencies in
school-based settings in geographically dispersed areas.
Feature: The delivery model provides the Louisiana Leader Fellows with ample
opportunities to implement problem-based learning activities within school-based
settings as instructional leaders.
Credit Hours: 36 credit hours.
Modules: View Module Sequence & Descriptions.
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ABSTRACT
This study investigated 135 K-12 inservice teachers’ perceptions of effects of
teacher self-disclosure. One-way MANOVA results showed that teachers’ gender,
ethnicity group, years of teaching, grade level of teaching, and award status did not affect
their perceptions of effects of teacher self-disclosure on students’ classroom learning. The
further descriptive analysis showed that teachers recognized the effects of teacher selfdisclosure on students’ classroom learning, teacher-student relationships, classroom
communication, and classroom participation, but they were divided in their perceptions
of its effects on students’ classroom behavior. This study suggested that teacher selfdisclosure was well accepted as an informal curriculum and a practical instructional tool
for students’ learning.

Keywords: teacher self-disclosure, classroom learning, teacher-student relationships,
classroom communication, classroom participation, classroom behavior
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Teaching Effects of Teacher Self-Disclosure
Several studies of teacher self-disclosure have been conducted; however, little
research is available regarding K-12 inservice teachers’ use of teacher self-disclosure as
an informal curriculum and instructional tool for student learning. This study examined
K-12 inservice teachers in their perceptions of effects of teacher self-disclosure on
students’ learning, teacher-student relationship, classroom communication environment,
classroom participation and classroom behavior. This study intends to help teachers better
understand the use of teacher self-disclosure in teaching.
Teacher self-disclosure was previously studied based on theories of
communication. In this study, teacher self-disclosure was examined from the perspectives
of curriculum and instruction. Teacher self-disclosure is the information disclosed by
teachers about themselves while teaching and it is mostly used as an informal and living
curriculum as well as an instructional tool (Zhang, Shi, Tonelson, Robinson, 2008).
Teacher self-disclosure is not the curriculum that have been systematically designed and
developed as textbooks. Instead, it is such a component of the informal curriculum that
teachers may not prepare for their disclosure before they teach a lesson, but in their
teaching they may just find something related to their educational experiences, family,
relatives, opinions and hobbies and use it as part of impromptu and supplementary
teaching materials. In this context, what they self-disclose acts as a significant part of the
curriculum.
Several studies examined teaching effectiveness of teacher self-disclosure from
the three domains: affective learning, cognitive learning, and classroom participation
(Cayanus, 2005; Cayanus, Martin & Weber, 2003; Goldstein & Benassi,1994, 1997;

2009 HICE Proceedings
Page 66

Hartlep, 2001; McCarthy & Schmeck,1982; Minger,2004; Nussbaum & Scott ,1979,
1980; Sorensen1989; Walker,1999; Wambach & Brothen (1997). Nussbaum and Scott
(1979) found the positive effects of college instructors’ self-disclosure on students’
affective learning. Rouse and Bradley (1989) found that teacher self-disclosure is very
effective in creating a classroom communication environment that is conducive to
personally relevant talk so that students revealed themselves in a way that fostered a
strong sense of mutual understanding and human bonding. Rouse and Bradley further
suggested that this feeling of emotional warmth may help students learn better.
Furthermore, they mentioned that when the artificial barriers between students and
teachers are broken down, students are provided with a stronger sense of personal
involvement in the educational process. Sorensen (1989) further clarified that “the
teacher’s communication skills in the classroom have a greater probability of increasing
students’ affective learning” (p. 262) and she found that teachers who self-disclose the
type of statements associated with the good teacher condition will probably increase
positive student affect, and that the positive student affect, in turn, leads to their teaching
effectiveness.
Teacher self-disclosure is related to students’ cognitive learning. Hartlep (2001)
investigated how teacher self-disclosure leads to better academic achievement than
lectures with no teacher self-disclosure and she found that lectures with teacher selfdisclosure lead to better exam performance than lectures without teacher self-disclosure.
In addition to affective learning and cognitive learning, teacher self-disclosure
was found to enhance more classroom participation. Goldstein and Benassi (1994, 1997)
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found that teacher self-disclosure is associated positively with college students’
classroom participation in a natural classroom setting.
The literature review indicated that there exist effects of teacher self-disclosure
on college students’ affective, cognitive learning, affective learning, and classroom
participation. While the studies were conducted with college students focusing on the
self-disclosure behavior of their instructors, it provides the framework for the
examination of effectiveness of K-12 teacher self-disclosure. This study aims at the
answer to this research question: What are the effects of teacher self-disclosure on K-12
student learning?
Method
Of the 135 K-12 inservice teachers in a metropolitan area of an eastern state, 112
(83.0%) were female, 23 (17.0%) were male. With regard to ethnic groups, 118 (87.4%)
were Caucasian American, 17 (12.6%) from minority groups. Sixty-three (46.7%) taught
general education classes, and 72 (53.3%) taught both general education classes and
special education classes. Regarding years of teaching, 36 (26.7%) have taught for 1-5
years, 34 (25.2%) for 6-10 years, 34 (25.2%) for 11-20 years, and 31 (23.0%) for over 20
years. Regarding levels of teaching, 68 (50.4%) taught elementary school students, 16
(11.9%) taught junior school students, and 51 (37.8%) taught high school students. As to
subject area, 60 taught Math, 71 taught English, 65 taught Social Science, 62 taught
Science and 50 taught others, which included foreign language, ESL, Music, Art, and
other subjects. Since elementary school teachers taught more than one subject, no
percentage was reported. Demographic information also documented that 51 (37.8%)
were award-winning teachers, and 84 (62.2%) were non-awarded teachers.
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The 180 preservice teachers who took a Social and Cultural Foundations of
Education course in a college in an Eastern state in fall, 2005 and spring, 2006 were
asked to deliver the survey to the K-12 inservice teachers who were mentoring their field
experiences. The completed surveys were either returned to the first author by the
preservice teachers or were sent to the first author directly by the K-12 inservice teachers.
Based on literature review and findings of a preliminary study, The Teaching
Effectiveness of Teacher Self-Disclosure Scale was developed using a 17-item, 5-point
Likert-type scale ranging from 1 “strongly disagree” to 5 “strongly agree”. Factor
analysis was conducted to produce three components: Learning Effects, Teacher-Student
Relationships and Classroom Communication Environment, and Classroom Participation
and Classroom Behavior. The internal consistency reliability for Learning Effects was α
= .85; for Teacher-Student Relationships and Classroom Communication Environment, α
= .85; and for Classroom Participation and Classroom Behavior, α = .74.
Data Analysis
One-way MANOVAs were conducted to evaluate whether there were any
significant differences among K-12 inservice teachers in their perceptions of teaching
effectiveness of teacher self-disclosure. The three dependent variables were learning
effects, teachers-student relationships and classroom communication environment, and
classroom participation and classroom behavior. The independent variables included K12 inservice teachers’ demographic information such as their gender, ethnicity group,
years of teaching, grade level of teaching, and award status.
Frequencies of K-12 inservice teachers’ perceptions of teaching effectiveness of
teacher self-disclosure were presented to identify degree of agreement of teaching
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effectiveness of teacher self-disclosure. The frequencies of each item were reported in
each dimension of the survey. In the Teaching Effectiveness of Teacher Self-Disclosure
Scale, a 1 means you strongly disagree (SD), a 2 means you disagree (D), a 3 means you
are undecided (UND), a 4 means agree (A), and 5 means you strongly agree (SA). To
simplify the data analysis, researchers collapsed the 5-Likert scale from five to three
responses as “strongly disagree/disagree,” “undecided,” and “agree/strongly agree.” The
percentage and the number of the three responses to each item were presented in the
frequency Figures 1-3.
Results
Table 1 provides the means and the standard deviations on the three dependent
variables for the six variables. Table 2 provides results of the MANOVA tests. Results
indicate no significant differences in the three dependent measures of effects on students’
learning across levels of gender, ethnic group, type of education, years of teaching, grade
levels of teaching, and award status.
Learning Effects
To examine the K-12 inservice teachers’ perceptions of teaching effectiveness of
teacher self-disclosure, frequencies were reported in the order of the dimensions of the
Teaching Effectiveness of Teacher Self-Disclosure Scale: Learning Effects, TeacherStudent Relationships and Classroom Communication Environment, and Classroom
Participation and Classroom behavior. One hundred and thirty-five K-12 inservice
teachers reported “agree/strongly agree” regarding the following aspects of learning
effects: teacher self-disclosure helps students understand teachers’ lectures (n = 109,
80.7%), teacher self-disclosure provides different ways for students to understand the
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Table 1. Means and Standard Deviations for Inservice Teachers’ Perceptions of Effects
of TSD

Variables
Gender
Male
Female
Total
Ethnic Group
Caucasian
Minority
Total
Type of Education
General Education
Special Education
Total
Years of Teaching
1-5 Years
6-10 Years
11-20 Years
Above 20 Years
Total
Grade Level of Teaching
Elementary School
Junior School
High School
Total
Award Status
Award-winning
Non-Awarded
Total
Note: 1. Learning Effects

23
112
135

1
M
4.04
4.19
4.17

SD
.45
.51
.50

M
4.05
4.32
4.27

SD
.60
.54
.55

3
M
3.61
3.67
3.66

SD
.50
.67
.64

118
17
135

4.18
4.07
4.17

.51
.49
.50

4.28
4.25
4.27

.57
.42
.55

3.67
3.57
3.66

.63
.74
.64

63
72
135

4.16
4.17
4.17

.57
.45
.50

4.29
4.26
4.27

.59
.53
.55

3.68
3.63
3.66

.67
.62
.64

36
34
34
31
135

4.14
4.26
4.15
4.11
4.17

.53
.53
.49
.47
.50

4.24
4.34
4.34
4.17
4.27

.55
.53
.62
.52
.55

3.69
3.68
3.73
3.51
3.66

.51
.74
.64
.67
.64

68
16
51
135

4.15
4.04
4.23
4.17

.49
.63
.48
.50

4.26
4.39
4.26
4.27

.56
.49
.57
.55

3.65
3.55
3.70
3.66

.67
.70
.58
.64

51
84
135

4.13
4.19
4.17

.50
.51
.50

4.29
4.26
4.27

.58
.54
.55

3.65
3.66
3.66

.73
.58
.64

n

2

2. Teacher-Student Relationships and Classroom Communication Environment
3. Classroom Participation & Classroom Behavior
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Table 1. MANOVA Results of Inservice Teachers’ Perceptions of Effects of
TSD

Variables
Gender
Ethnic Group
Type of Education
Years of Teaching
Grade Level of Teaching
Award Status

Wilks’s Λ

F

p

η²

.96
.99
.99
.95
.94
.98

1.78
0.38
0.17
0.72
1.47
0.75

.155
.766
.919
.695
.187
.523

.039
.009
.004
.016
.033
.017

100
Agree
Undecided

90

Disagree
80

70

50

40

30

20

10

makes
teaching
more vivid to
students.

helps
students
apply the
knowledge

makes
course
content more
interesting.

0
helps
students
understand
teachers’

Percentage ( N =135)

60

Figure 1. Inservice Teachers' Perceptions of Learning Effects of TSD.
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class content (n = 127, 94.1%); teacher self-disclosure makes course content more
interesting (n =123, 91.1%); teacher self-disclosure makes students’ learning experiences
more engaging (n = 121, 89.6%); teacher self-disclosure helps students apply the
knowledge gained to real life situations (n = 125, 92.6%); teacher self-disclosure attracts
students’ attention (n = 123, 91.1%); teacher self-disclosure makes teaching more vivid
to students (n = 118, 87.4%); and teacher self-disclosure contributes to students being
more active classroom participants (n =111, 82.2%) (see Figure 1).
Teacher-Student Relationships and Classroom Communication Environment
As Figure 2 shows, K-12 inservice teachers showed a high degree of consensus
as “agree/strongly agree” about the positive effects of teacher self-disclosure on teacherstudent relationships and classroom communication environment as follows: teacher selfdisclosure contributes to developing trust between teachers and students (n = 120,
88.9%); teacher self-disclosure creates caring relationships between teachers and students
(n = 122, 90.4%); teacher self-disclosure helps students open up to their teachers about
problems they may be having (n = 114, 84.4%); teacher self-disclosure helps students
understand their teachers as real people (n = 128, 94.8%); and teacher self-disclosure
helps students feel comfortable about communicating with their teachers (n = 122,
90.4%).
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Agree
Undecided

100

Disagree
90
80

Percentage (N =135)

70
60
50
40
30
20
10
0
TSD contributes to TSD creates caring TSD helps students TSD helps students
TSD helps
developing trust
relationships
open up to their
understand their
students feel
between teachers between teachers
teachers about
teachers as real comfortable about
and students.
and students.
problems they may
people.
communicating with
be having.
their teachers

Figure 2. Inservice Teachers' Perceptions of T-S Relationships and Classroom Environment.

Classroom Participation and Classroom Behavior
Regarding classroom participation and classroom behavior, K-12 inservice
teachers chose “agree/strongly agree” about the effects of teacher self-disclosure on two
aspects of classroom participation. One hundred and sixteen (n = 116, 85.9%) teachers
reported “agree/strongly agree” in the item teacher self-disclosure makes students
enthusiastic about classroom activities; 103 (76.3%) teachers “agree(d)/strongly
agree(d)” that teacher self-disclosure contributes to students’ willingness to learn (see
Figure 3).
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100

Percentage ( N =135)

Agree
90

Undecided

80

Disagree

70
60
50
40
30
20
10
0
TSD contributes to
classroom discipline.

TSD makes students
TSD contributes to
enthusiastic about students’ w illingness
classroom activities.
to learn.

TSD reduces
students’
misbehaviors.

Figure 3. Inservice Teachers' Perceptions of Classroom Participation and Classroom
Behavior.

However, the perceptions of effects of teacher self-disclosure on aspects of
classroom behavior were very inconsistent. Sixty-two (45.9%) teachers
“agree(d)/strongly agree(d)” that teacher self-disclosure contributes to classroom
discipline, 50 (37%) were uncertain about the effects, and 23 (17%) did not agree with
the effects. Similarly, those teachers expressed varied perceptions of effects of teacher
self-disclosure on students’ misbehavior. Fifty-six (41.5%) teachers believed that teacher
self-disclosure reduces students’ misbehaviors; however, 53 (39.3%) teachers were
undecided about the effects; and 26 (19.3%) “strongly disagree(d)/ disagree(d),” with the
effects (see Figure 3).
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Discussion
Previous studies have found that at college level teacher self-disclosure
contributes students’ classroom learning, positive teacher – student relationships, and
classroom participation. This study intended to investigate K-12 inservice teachers’
perceptions of effectiveness of using teacher self-disclosure. Results supported the
assumption that teacher self-disclosure enhances students’ classroom affective and
cognitive learning. K-12 teachers believe that teacher self-disclosure makes course
content more interesting, attracts students’ attention, makes teaching more vivid to
students, and makes students’ learning experiences more engaging. They also believed
that lectures were more interesting to students when teachers used their self-disclosure as
real-world examples in teaching. Interest motivates students to pursue the outcome of
knowing (Dewey, 1913). When teacher self-disclosure makes lectures interesting,
students become motivated so that they are cognitively active during learning.
Consequently, students can remember, retrieve, and retain the information, and learn
more and better (Cayanus, Martin & Weber, 2003; Hartlep, 2001; McCarthy & Schmech,
1982).
The use of teacher self-disclosure is a way that teachers personalize the informal
curriculum. Results revealed that teacher self-disclosure makes students feel that what
they are learning is related closely to or connected with their life. Teacher self-disclosure
as an informal and live curriculum engages students in classroom activities that they find
meaningful. Teacher self-disclosure provides different ways for students to understand
the class content, helps students apply the knowledge gained to real life situations,
contributes to students being more active classroom participants, and helps students
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understand teachers’ lectures. The findings of this study demonstrated strong support for
the assumptions about the effects of teacher self-disclosure on classroom learning.
In addition to their agreement about effects on learning, K-12 inservice teachers
showed high degree of consensus about the positive effects of teacher self-disclosure on
teacher-student relationships and classroom communication environment. K-12 inservice
teachers agreed that teacher self-disclosure contributes to developing trust between
teachers, and that teacher self-disclosure creates caring relationships between teachers
and students. The results were consistent with the previous studies (Cayanus, Martin, &
Weber, 2003; Minger, 2004; Nussbaum & Scott; 1979; Rouse & Bradley, 1989;
Sorensen, 1989), which showed that teacher self-disclosure has positive effects on
students’ affective learning and that teacher self-disclosure may help students evaluate
their teachers positively so that trustful, respectful, and caring relationships may be
established. The interpersonal dynamic relationship between teacher and student
enhances significant learning in the classroom (Rogers, 1969). To establish positive
teacher-student relationships through teacher self-disclosure is important in education. “If
the teacher has good rapport with students, the teacher’s own beliefs and value system
will affect those of the pupils. When teachers use self-disclosure in an effective and
proper way, they may become effective agents for modeling students
Results indicated that teacher self-disclosure not only helps students feel
comfortable about communicating with their teachers, but helps establish classroom
communication environment. Rouse and Bradley (1989) found that teacher selfdisclosure creates a warm and emotionally safe classroom environment, which enhances
students’ communication with teachers. Hartlep (2001) believed that teacher self-
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disclosure helps establish a friendly classroom environment so that students are more
willing to ask questions and make comments in class. In classroom teaching, when
teachers use teacher self-disclosure to establish a good rapport with their students,
students may feel comfortable to express themselves and raise the questions they may
have. In doing so, teachers gain respect from their students; moreover, they understand
how their students have learned the teaching materials since they can get feedback in
class. Teacher self-disclosure helps students solve problems in a timely manner when
they are able to communicate in a comfortable way with their teachers; in this way, it is a
win-win situation for both teachers and students when it comes to teaching and learning.
K-12 inservice teachers agreed that teacher self-disclosure makes students
enthusiastic about classroom activities and, therefore, contributes to students’ learning.
Results confirmed Goldstein & Benassi’s (1994) findings that teacher self-disclosure is
positively associated with students’ classroom participation because teacher selfdisclosure “may set the affective and interpersonal tone of the classroom” (Goldstein &
Benassi, 1994, p. 212). Nonetheless, Inservice teachers showed divided opinions about
whether teacher self-disclosure may contribute to classroom discipline and reduce
classroom misbehavior. This problem needs to be further investigated.
The importance of this study rests in the investigation of teacher self-disclosure
among K-12 inservice teacher. This study found the perceived effects of teacher selfdisclosure on students’ classroom learning, teacher-student relationships and classroom
communication environment, and classroom participation. The findings suggest that
teacher self-disclosure may act as an informal curriculum. This study also will draw more
researchers’ attention to the study of K-12 teachers’ use of teacher self-disclosure.
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Abstract
This paper focuses on a group of Singaporean Chinese polytechnic students’ use of
discourse features that are deemed to be distinctive in blog writing. Specifically, the
research delved into areas pertaining to structural properties of male and female blogs,
content type and replies to blog entries. Further, an examination of lexico-grammatical,
profane and emotive language features in these blogs was carried out. The findings show
that overall, male and female blog entries did not reveal clear-cut gendered differences,
with exception of the use of profane language. Based on the results, we can infer that
participants of both genders seek to present themselves as members of a particular
blogging community through the use of different discourse features that serve the
contextual needs within a particular blogging community. Pedagogical implications of
blogs as a teaching tool for classroom language practitioners are discussed.

1.

Introduction

This research focused on a group of Singaporean Chinese students from a local
polytechnic. In general, weblogs refer to webpages which are updated on a regular basis
and contain entries that are posted in a reversed chronological order (Quiggin, 2006;
Herring, Kouper, Scheidt & Wright, 2004a; Herring, Scheidt, Bonus & Wright, 2004b).
Personal weblogs or online diaries, henceforth, ‘blogs’, maintained by students of a
particular polytechnic were examined in this study. The reason for using these blogs
rather than those from public blog sites was to ascertain the physical identities of the
participants before the study was conducted. This is significant because gender is an
independent variable in this study. According to Penrod (2007:2), blogging is an area of
interest particularly close to the hearts of youth, and this online writing activity has
produced “a form of youth subculture communication” among these users. It is noted
that many research studies have discussed issues regarding gender and language of blogs
in the context of western societies (Ducate & Lomicka, 2008; Greer & Reed, 2008;
Stefanone & Jang, 2008; Quiggin, 2006; Herring & Paolillo, 2006; Herring et al, 2004a,
2004b; Herring, 2003, 2000); studies on gender in relation to language use in blogs are
relatively scarce in a modern Asian society like Singapore. Based on existing literature,
there have been studies pertaining to the differences in language use between male and
female speakers. Given a modern society like Singapore where gender inequalities are
largely evened out due to equal educational and career opportunities, this study seeks to
investigate if there are differences in the language use between male and female youth
bloggers and, if there are, would the motivation for such differences be gender or genre-
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based? This study seeks to contribute to filling the research gap and help us gain a better
understanding of the dynamics of language interaction between male and female youth in
an Asian context of modern Singapore. In view of this, the study seeks to fill the
identified research gap through exploring the following research questions:

1.

Do male and female blogs show gendered differences in terms of their structural
properties?

2.

Do male and female blogs show gendered differences in blog content in terms of
content-type and replies to blog entries?

3.

2.

Do participants’ blog entries reflect gendered patterns in the usage of
lexico-grammatical, profane and emotive linguistic features?

Studies on gender differences in communication

According to Coates (2004: 4), the four main approaches to the study of language
and gender are namely, the deficit, dominance, difference and dynamic approaches. The
deficit approach, which includes Lakoff’s (1975) work, emphasizes male and female
usage of linguistic forms in oral rather than online interactive exchanges. Further,
Lakoff’s argument (1975) does not take into consideration the influence that sociocontextual factors have on the usage of various linguistic forms among men and women.
The dominance approach argues that female interaction patterns are a result of their
subordination to the males. This approach again emphasizes only male and female oral
exchanges, including mixed gender exchanges. It does not take into account same-gender
interactive exchanges, which are present in the context of blog writing. Similarly, the
difference approach which claims that there are gender differences in linguistic practices,
contends that there are different subcultures unique to each gender (Coates, 2004). Unlike
the previous approaches, studies which adopt the dynamic approach argue that gender is
socially constructed through one’s linguistic behavior (Weatherall, 2002; Ridgeway &
Smith-Lovin, 1999; West & Zimmerman, 1987). The consideration of contextual
influences on interactional practices in such an approach would be useful in studying
gender differences in terms of the usage of different discourse features in a specific genre
like blog writing.
Computer-mediated communication (CMC) researchers have claimed that gendersignaling linguistic features are present in online interactive exchanges (Pedersen &
Macafee, 2007; Nowson & Oberlander, 2006). However, the work of these researchers
focused on participants from different age groups. Structural features commonly
examined in research on blogs include the visual design of blogs, length and number of
blog entries (Nowson & Oberlander, 2006; Herring et al, 2004a, 2004b). However,
research emphasis in these studies was not placed on individuals within a specific age
group. Further, very little research has been carried out on the visual design of female and
male blogs (Scheidt & Wright, 2004). Studies have also claimed that female bloggers
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tend to maintain more diary-style blogs as compared to their male counterparts (Pedersen
& Macafee, 2007; Herring et al, 2004a). Again, these studies did not focus on diary-style
blog type, which is the focus in this study.
A study by Huffaker and Calvert (2005) however, showed that there were no
significant gender differences in terms of participants’ willingness to discuss content that
is closely related to their personal lives. Herring and Paolillo (2006) discovered that blogtype exerts a large influence over participants’ lexico-grammatical choice of malepreferred or female-preferred features, as opposed to participants’ gender. However,
participants’ age was not specified in the study. Third, past research has largely shown
that males tended to use more profane language and appeared to be less expressive with
their emotions (Herring, 2004a, 2000). However, Huffaker and Calvert (2005) found that
females were less concerned with the use of polite and cooperative language, and that
males favored the use of emoticons as compared to females. In view of this, the use of
such language features was examined to determine if our study would yield similar
findings.
In short, much of the research work on gender and language use in the field of
blog writing has been carried outside Singapore and is largely centred on bloggers within
a wide age range. This paper aims to contribute to our understanding of the dynamics of
online communication among individuals who are members of particular blogging
communities among youth in Singapore.

3.

Theoretical underpinnings

Herring et al’s (2004b) analytical framework draws on genre practices to
understand the linguistic practices of individuals in different types of blog writing.
Broadly characterizing the notion of genre as a group of social events which share
common characteristics in terms of “structure, style, content and intended audience”
(Swales, 1990: 58), this study further refines the framework by examining the practices
within the communicative context of a particular type of blog writing. Taking Swales’
(1990) definition of genre into consideration, it is argued that blogs share a collection of
identifiable features (Miller & Shepherd, 2004). These features include a tagboard,
hyperlinks and the display of fairly updated, date-stamped entries which are placed in a
chronologically reverse order. In addition, researchers believe that these blogs hold
content that is closely related to the bloggers’ lives (Stefanone & Jang, 2008; Herring &
Paolillo, 2006). Such features are deemed to be characteristic of blogs owned by
participants who are members of a community or “specific group” (Ho, 2005: p.2).
The distinctiveness of a discourse community as defined by Swales’ (1990:26)
include “a broadly agreed set of public goals”, “mechanisms of intercommunication
amongst its members”, “participatory mechanisms primarily to provide information and
feedback” and the acquisition of “specific lexis” . Echoing Swales’ (1990) concept of a
discourse community, Wenger (1998: 83) argued that individuals in a “community of
practice” signal their identities as members within the discourse community, in
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“reificative and participative aspects” of shared practices. Taking the above concepts into
consideration, the formation of a distinct discourse community of bloggers was examined
based on a collection of identifiable features which include shared interests, expectations
and norms in terms of participants’ language use in blog writing. Through quantitative
and qualitative analyses of participants’ blogs, this paper seeks to examine if individuals
within the blogging community work towards constructing a recognizable “discourse
community with identifiable norms and conventions for interaction” (Ho, 2005:3).

3.1

Methodology

3.1.1 Participants
The term ‘participants’ in this study refers to individual bloggers who have
volunteered for the study and are owners of their respective blogs. These participants
comprise 14 Chinese polytechnic student-bloggers (7 females and 7 males) who span an
age range of seventeen to twenty years of age. In keeping the ethnic and age group of
these students homogenous, the data elicited from the blog entries of these students
enabled investigation for gender variation, in terms of the usage of specific linguistic
features, with greater accuracy and reliability.
The blog entries were studied from September to November 2007, providing a
good mix of the polytechnic school term and vacation periods. Data samples collected
during this period would provide a reliable insight into the kinds of student activities
within and outside school.
3.1.2 Procedure
Prior to conducting the study, blog addresses were collected from the female and
male student bloggers on a voluntary basis. Before participants submitted their written
consent, subjects were informed of the objectives of the research study so that they could
make an informed choice as to whether they wanted to participate in the study. Besides
ethical considerations, knowledge of participants’ personal data helped us to determine
participants’ identity. This was important to minimize gender “identity-hopping”
(Mesthrie, Swann, Deumert & Leap, 2004:245) and to increase the reliability in data
consistency.
3.1.3 Analysis
A total of 446 blog entries - 212 entries (male) and 234 entries (female) were
analyzed over a period of 3 months. The following features were examined, namely,
structural properties, content-type, lexico-grammatical, profane and emotive language
features.
Building on Herring and Paolillo (2006)’s work, statistical documentation was
collected before a qualitative analysis. Quantification of data enabled the study to
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evaluate the applicability of genre theory and the extent to which our findings affirmed
the claims made in previous studies (Mackey & Gass, 2005). Blog entries in this study
have been reproduced verbatim and are unedited.

4.

Results and discussion

4.1

Structural properties of blogs

4.1.1

Length of blog entries

Firstly, overall, it was observed from the data that it was the external
environment, and not participants’ gender that played an influencing role in determining
the average length of each male and female blog entry. A quantitative analysis of the
blogs revealed that, overall, more males and females posted an average of at least 100
words per blog entry during the months of September and October as compared to the
month of November. In sum, our findings revealed that, 71.4% of the male participants
and 28.6% of the female participants wrote an average of at least 200 words per entry in
the three month period. Further, an average of 28.6% of the male participants and 71.4%
of the female participants wrote an average of below 200 words per entry within the same
time period. A qualitative analysis of the blog entries demonstrated an increase in the
percentage number of males and females who wrote a low average of below 100 words or
at least 100 words per blog entry in the month of November. This was attributed to the
fact that there were many assignment deadlines and examination dates set in that month.
In terms of the average length consistency of male and female blog entries over
the three month period, we noted that the percentage increase of individuals who wrote
less prolifically in October and November was more pronounced in the male gender
group as compared to the female gender group.
4.1.2

Number of blog entries

71.4% of females and 57.1% of males posted a blog entry more than once a week
in September and October. From the findings, we could infer that the frequency of
weekly postings of blog entries was not determined by the gender variable but a sense of
shared awareness between male and female participants on the expected norm of regular
entry posting in the social practice of blog writing.
However, we observed a drop in percentage figures for participants of both
gender in November. This finding reinforces the earlier observation, in that due to
approaching assignment deadlines and examination dates, there was a noticeable increase
in the number of male and female participants who wrote less prolifically in that month.
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4.1.3

Visual design of blogs

According to Badger (2004), the visual design of blogs – “blog skins” (Gray,
2005:18) serves as a visual representation of the self, to the target audience of bloggers.
Overall, female participants were consistently more active in posting photographs in their
blogs as compared to their male counterparts. Upon closer analysis, it was observed that
the majority of male and female blog entries showed photographs that participants had
taken with individuals with whom they shared platonic friendships. Very few female
blogs and none of the male blogs contained photographs of individuals with whom the
participants shared intimate relationships – i.e. their family members, boyfriends or
girlfriends. We could infer that participants of both gender groups had a common
understanding of the perceived use of photographs as a visual representation of the
friendship ties shared among the participants and other individuals within the blogging
community. Such friendship ties were further evidenced in our observation that the
majority of male and female participants, 85.7% of them, chose to disclose exactly who
they are, to their audience, in terms of explicit written disclosure of personal information.
In terms of participants’ usage of particular visual images in their blogs, our data
showed that majority of the male participants (85.7%), and all female participants,
preferred to use light, soft shades in the depiction of various images in their blogs.
Further, 85.7% of the participants of both gender groups chose images and banners that
presented them as friendly and approachable beings to their reader audience. Our analysis
also showed that only 28.6% of the male participants and 14.3% of the female
participants posted video clips in their blog entries. In terms of participants’ usage of
aural input, 71.4% of the male and female participants posted music galleries in their
blogs. In short, our findings on the visual features of male and female blogs, showed that
most participants of both gender groups generally displayed similar practices in terms of
visual, aural-visual and aural representations of their identity in the wider context of blog
writing.
4.2

Blog content-type

Our analysis showed that 88.7% of the blog entries posted by male participants
and 73.5% of those posted by female participants contained content areas associated with
occurrences in the personal lives of the participants, namely, school-related events, events
involving friends from school or outside school as well as reflective thoughts on one’s
life, goals, hopes and worries.
4.2.1

Replies to blog entries

Social interaction between members of the audience and the participants, in terms
of their replies and comments posted on the tagboards, extended beyond topics that are
related to the content areas of participants’ blog entries. This suggested that these
individuals did interact on a social basis outside the field of blogging, and that these blogs
served as highly dynamic platforms where the individuals within a community of
bloggers interacted on a diverse range of topics.
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4.3

Lexico-grammatical features

The use of lexico-grammatical features in terms of personal pronouns and “noun
specifiers” (Argamon, Koppel, Fine & Shimoni, 2003:9) were recognizable features in
the blogs. First, the findings revealed that the usage of first person singular pronouns - ‘I,
me, mine’, by all male and female participants was more than two times higher than that
of other personal pronouns. As Herring and Paolillo (2006) indicated, first person
singular would help create a sense of personal involvement and closeness shared between
the participant and the audience. The data indicated that 57.1% of males and 71.4% of
females used the first person plural - ‘we, us, our, ours’, more than the other pronouns,
with the exception of the first person singular. As noted by Ho (2005), the use of such
pronouns would play an instrumental role in helping the writer create ties of solidarity
with the target audience.
Data pertaining to the usage of the second person singular/plural – ‘you’,
indicated that the frequency scores of the female participants were about two times higher
than their male counterparts. Upon closer analysis, we found that, with the exception of 2
females, the rest of the female participants (5 out of 7) and all the male participants (7 out
of 7) used less than 100 of such pronouns within September, October and November.
More importantly, overall, we learned that the use of ‘you’ also served as a marker of
solidarity between the participants of both gender groups and members of the audience as
a whole.
Our analysis showed that 85.7% of the male participants and 57.1% of the female
participants used less than 30 third person pronouns – ‘she’ and ‘he’, within the threemonth period. We observed that, overall, the male and female participants did not narrate
past happenings which involved a specific person. Instead, participants related their
experiences with a group of individuals with whom they shared strong friendship ties.
With regard to the use of third person plural – ‘they, them, their, theirs’, majority of
participants had a frequency scoring of less than 100. More significantly, the male and
female participants used these pronouns to refer to individuals or objects outside their
community.
With reference to the use of specifiers, determiners - ‘the, a, an’ - ranked the most
frequently used compared to other specifiers. This finding is contrary to the observation
from previous research studies that determiners are deemed to be male-favored as they
function as information-giving markers (Schler, Koppel, Argamon & Pennebaker, 2005;
Argamon et al, 2003; Koppel, Argamon & Shimoni, 2002). Our data showed that the
determiners were favored by both male and female participants as a referential term to
direct the audience’s attention to an event, thing or person.
Further, the data indicated that 71.4% of participants used less than 100
demonstratives – ‘this, that’. In addition, the percentage difference in terms of quantifier
use -‘some, all, many’, between the two genders was not significant. Finally, we found
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that the use the possessive pronoun ‘its’ ranked the least popular among both male and
female participants.

4.4

Profane language

Female participants favored the use of profanity more than male participants.
More significantly, the finding suggested that female participants’ use of such features
was motivated by their understanding of the positive interpretation of profanity by the
blogging community. The use of such features served as an indication of the trust that
participants had in their friendship, to a point where the participants felt comfortable to
be open with their thoughts and feelings about certain issues, without having to
communicate behind a polite façade.
4.5

Emotive language

Male and female participants used different emotion indicators – emoticons as
well as word-based verbalization of laughter - to strengthen their rapport with the target
audience. Second, gender-based differences in terms of the overall usage of emotion
signaling features were not clear-cut. Third, the high frequency usage of the different
emotive language features by the participants of both gender enabled participants to
convey their underlying intent and emotional state during a particular event.
In sum, the data did not reveal clear-cut gendered differences, with exception of
the use of profane language. Results support the view that participants of both genders
seek to “position themselves as members of the community” (Wharton, 2006: 41) within
the wider context of blog writing, through their common selection of specific language
features.

5.

Implications for teaching

The findings from this study shed light on the need to intensify the use of blogs as
a writing tool for learners. The presence of a tagboard on the blog site allows the reader
audience to share more about a certain topical area or comment on what has been
published by the blog author. This “feedback loop” (Penrod, 2007: 23) creates
opportunities for meaningful group interaction and encourages learning through peer
feedback (Richards, 2005: 3). Further, our overall finding that gendered differences in
blogging practices are generally not clear-cut have fortified our belief that intensifying
our efforts in harnessing the potential of blogs for the collective sharing of ideas and
perspectives, could help learners develop more effective writing skills, regardless of
gender.
Second, our findings on the similarities in male and female participants’ overall
usage of identifiable features in their blogs could encourage educators to use blogs to
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help student writers develop meta-cognitive knowledge and skills in tailoring their
writing styles to suit the demands of different communicative contexts.
In sum, the responsibility lies in the hands of classroom practitioners to design
opportunities to help students expand their repertoire of discourse strategies so as to help
them engage more effectively with their audience in a classroom blogging situation.
Further, students can be helped to develop more effective decision-making skills in their
selection of writing styles to meet the expectations of different genres of writing.

6.

Conclusion

Blogs, which are increasingly used by the younger generation in society, have
pedagogical implications on language teaching and learning in our classrooms. That is,
through the reading, writing of blog entries and replies, the blogging technology creates
meaningful opportunities for engaging youth in an interactive learning environment.
The high levels of interactivity and learner involvement, in turn, would encourage active
and authentic learning. Having an enhanced understanding of how youth of both gender
communicate through blogging would help educators make informed decisions on how to
increase the effectiveness of the teaching and the learning of successful writing skills.
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In 1839, the first principal was hired in Cincinnati, Ohio. Over the next 168 years, the
position has evolved from general custodial care of the building and staff to daily crisis
management and instructional and educational leadership. In 1984 Effective Schools researchers
led by Ron Edmonds, Larry Lezotte, and Wilbur Brookover identified as a correlate of an
Effective School the principal as instructional leader, later renamed instructional leadership. This
was followed in 1996 by the Standards for School Leaders published by the Interstate School
Leaders Licensure Consortium, more commonly known as the “ISLLC standards” to educators
everywhere. These standards were themselves influenced by Steven Covey’s celebrated 1990
work, Seven Habits of Highly Effective People, as well as by The Dimensions of an Instructional
Leader, published by various Effective Schools researchers.
A subsequent book by Steven Covey The 8th Habit (2004), introduced the latest
dimension of the Educational Leader paradigm. According to Covey, The 8th Habit is “find your
voice and inspire others to find theirs.” The “voice”, in this case, is the voice of the
“Conscience” found in the dimension of the spirit. According to Covey’s work, the conscience
completes the “Whole Person Paradigm” that promotes a Character Ethic (that is, the drive to
do what is right, regardless of consequence or reward) as opposed to a Personality Ethic
(secondary traits that show superficial integrity but with no deep rooted beliefs attached).
According to Ken Blanchard’s Leadership and the One Minute Manager, (1979), “You can pick
up quick, easy techniques that may work in short-term situations. But secondary traits alone
have no permanent worth in long-term relationships. Eventually, if there isn't deep integrity and
fundamental character strength, the challenges of life will cause true motives to surface and
human relationships failure will replace short-term success.” (p. 6). This was reinforced by
Covey (p. 29, 1991) who said, “My feeling is that any product or program-whether it deals with
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losing weight or mastering skill-that promises ‘quick, free, instant, and easy ‘ results is probably
not based on correct principles.” If leaders whose character is flawed by duplicity and
insincerity try to influence others to work better, to be more motivated, they will be perceived as
being manipulative, most notable perhaps among fallen political figures- La. Senator David
Vitter, President Bill Clinton, NY governor Eliot Spitzer, just to name a few.
This presentation explores the development of the Disposition component of an
Educational Leader.
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ABSTRACT:
The New Wave of Multiculturalism in Korea
and Its Impact on Education and Society

The issue of multiculturalism tends to get more emphasized and observed
by the people from a country such as the U.S. as it is recognized for being
diverse. On the other hand, Korea was known as the homogeneous country
since the citizens were mostly consisted of ‘pure Koreans’ until recent years.
Thus, the multiculturalism was not an issue at all. However, the perception has
changed rapidly due to the increasing number of interracial marriages and its
impact on the family, education and social structure. Koreans are facing a critical
turning point and realized that the negligence of the children from a multicultural
family will definitely lead to severe problems in the society.
Currently, Korean government is struggling to implement new social
policies related to multiculturalism that can assist specifically the school age
children and their family who share different cultures. Many workshops are
organized by the government, schools, counties, and local organizations to help
these new waves of population to adjust to Korean culture. Additionally, the
schools endeavor to educate volunteers who can help these students at school
and at their home. The schools need to reestablish their curriculum and
pedagogy as well. Nonetheless, the problem still occurs as the focus is mostly on
‘assimilation’ instead of much on respecting individual differences/identities and
valuing cultural pluralism.
According to Wright (2002), cultural studies is “a way of studying formerly
neglected subjects, taking seriously what has been traditionally neglected in the
academy as “unserious” or unworthy of serious study”. The perspectives of
previously marginalized groups in society are viewed more seriously, with more
attention. Accepting cultural studies that is related to social justice can lead
Koreans to become more receptive to the minorities and cultural pluralism.
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Abstract:
This paper defines how to teach about controversial topics including religious
beliefs/themes, diverse ethnic beliefs/cultures, and historically religious-moral
facts/events/persons by educators at all instructional levels from primary teachers to
graduate professors. Instructors are responsible for student learning and the
implementation of daily lessons, thematic units, and student activities. Teachers are
instructed to teach about specific historical religious themes, diverse ethnic cultures,
moral beliefs, and differing philosophies at every grade level.
This paper offers the instructor practical, innovative, and creative instructional
methodology through the design/use of a curriculum tool and program that supports
designing and implementing daily lessons involving teaching about religious and moral
themes, diverse ethnic customs, historical facts, and cultural beliefs in all educational
settings.
This paper defines how to teach about controversial issues, ethnicity, and
specifically religious beliefs/themes by educators and instructional leaders. Many
guidelines have been develop over the past twenty-five years but none have defined for
the educator specifically how to address these issues while developing and conducting a
lesson. Neither, until now, there has not been a creative and imaginary way for teachers
to allow students to initiate nor express their religious beliefs or customs in the public
school setting. Educators have been fearful, lost, or reluctant to teach about religionmorality or controversial issues but are responsible for student learning and the
implementation of daily lessons, thematic units, and student activities in the public school
environment
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Key Words:
Diversity, religious, morality, ethnic, creative, instructional methods, educators—for
adults instructing students of all age levels regarding sensitive or controversial themes.
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L1 Transfer of Stress Sensitivity in Reading English Unfamiliar Real
Words and Pseudo-Words
Yongsoon Kang, Seunghyun Baek, and Mira Yim

The purpose of this study is to explore cross-language transfer of stress sensitivity in Koreanspeaking English language learners. Sixty-four ninth-graders’ transfer of productive stress
processing was assessed in reading Korean real words, English unfamiliar real words, and
English pseudo-words in terms of number of syllables and stress placement within a syllable
structure. Results showed that transfer of stress sensitivity from Korean (L1) to English (L2)
clearly differed when the number of syllables increases and their stress assignment differences
across the two languages were much larger on dissimilar stress patterns than similar ones.
Specifically, for two-syllable English real/pseudo words, the Korean-speaking ELLs preferred
English stress patterns to Korean ones regardless of the placement of stress while, for threesyllable English real/pseudo words, they performed somehow distinctive stress processing
depending on the placement of stress and the weight of the first syllable in a word. In other
words, they preferred Korean stress patterns on the words whose the first syllable is heavy (i.e.,
CVC) but they showed English stress patterns on the words whose the first syllable is light (i.e.,
CV). Most of the subjects dominantly transferred Korean stress patterns to four-syllable English
real/pseudo words. L1 transfer of stress sensitivity was obviously pronounced when the number
of syllables increased. These findings suggest that prosodic features such as stress not relevant
to L1 may cause difficulties in processing an L2 stress-based language.
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Since the turn of the 19th century there have been three major trends toward studentcentered instruction (Berliner & Biddle, 1995; Cuban, 1993; Hatch, 2000; The National
Commission on Excellence in Education, 1983). The first period spanned the later part of the 19th
century to the 1930’s, the second, much shorter period, was from 1963-1975, and the most recent
and current trend began in 1983. Despite the popular movements, teacher-centered instruction
appears to prevail consistently because of public demands on teachers and schools and physical
conditions of classrooms (Westbury, 1973). In spite of the tendency to revert to teacher-centered
instruction, some educators develop a comfortable hybrid of both styles of instruction in an
attempt to satisfy external demands and institutional requirements while also implementing what
they believe to be a more profitable experience for the students (Cuban, 1993). This paper will
examine the three progressive movements that look toward implementing student-centered
instruction and will explore the consistent competing demands of educators and the institution
that make it nearly impossible to institute student-centered instruction as a viable form of
instruction in our school system (McLaughlin, 1976) despite the fact that it is proven as a benefit
to students (Sungur & Tekkaya, 2006).
Teacher-centered instruction is instruction that a teacher organizes, prepares, and
presents. It generally involves more lecture than discussion (at the higher grades), question and
answer drilling, students working as a large class unit, use of textbooks and other standard
classroom resources (rather than films, recordings, or alternative resources), and testing of
factual knowledge more than critical thinking. Additionally, with teacher-centered instruction the
classroom is usually set up in the traditional style, with desks or tables in rows facing a board
and the teacher (Cuban, 1993). The teacher has control over what is taught, how it is taught, and
the pace at which it is taught. Formal assessments often accompany teacher-centered instruction;

2009 HICE Proceedings
Page 136

from these assessments the students receive grades which are used as motivation (Pedersen &
Liu, 2003).
Student-centered instruction is instruction that is organized and driven by the students
and guided by the teacher (Cuban, 1993; Pedersen & Liu, 2003). The teacher acts as a facilitator
of the lesson(s) and helps the students prepare the work. Student-centered instruction often
includes students talking an equal amount or more time than the teacher, students asking
questions, students working individually or in small groups, students participating in rule-making
and enforcement of rules, use of alternative resources and activity centers, and classrooms
physically set-up to encourage individual and small-group work and to facilitate the teacher’s
movement around the room (Cuban, 1993). Student-centered instruction consists of a variety of
strategies including, but not limited to case-based learning, goal-based scenarios, learning by
design, project-based learning, and problem-based learning (Pedersen & Liu, 2003).
Progressive movements in education highlight student-centered instruction. As
mentioned earlier, in the past 100 years or so there have been three progressive movements
(Cuban, 1993), and from 1983 to present (Berliner & Biddle, 1995; Hatch, 2000; The National
Commission on Excellence in Education, 1983). Edward Sheldon, John Dewey, and Francis
Parker were three of the leaders in the early progressive period. They inspired educators worldwide and even helped to implement progressive reforms in school systems. Specifically, they
designed, supported, and assessed programs within districts that valued student-centered
instruction (Cuban, 1993). The importance of some of these reforms is evidenced by the fact that
they remained a part of education through the second progressive period and are still held dear
today by many educators. Despite the efforts and outcomes of the first progressive movement,
teacher-centered instruction was accepted once again as the norm. This acceptance was due
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mostly to the large class sizes, untrained teachers dependent on textbook instruction, and
physical limitations of classrooms. Even with these constraints of the resources of the school
system, some remnants of student-centered instruction remained (Cuban, 1993).
The second reform movement began in the mid 1960’s and lasted through most of the
1970’s (The height of the movement was from 1967-1973) (Cuban, 1993). During and after the
civil rights movement the country was developing a more progressive outlook, and the
populations of the schools were changing because of desegregation. A few schools and teachers
maintained some aspects of student-centered instruction from earlier progressive influence, but
during this period schools began to change drastically. The focus now was on individualized
instruction. Elementary and middle schools adopted terms such as “open classrooms,” and
“progressive teaching” to explain the new efforts of educators of the time, and high schools
favored the term alternative schools” (Cuban, 1993). These forms of education are akin to
student-centered instruction. Furthermore, in high schools in particular, students began to
demand a more meaningful approach to education. This demand was in part fueled by the
controversial issues of the time, including local civil rights matters and the Vietnam War abroad.
Alternative high schools appeared throughout the nation portraying a new face of education
(Cuban, 1993).
Hybrid instruction (a combination of teacher-centered instruction using features of
student-centered instruction such as small groups or discussion) took root in teachers’ attempts to
lead student-centered classes while maintaining control over the curriculum (Cuban, 1993).
While the student-centered methods appear to be productive and successful, they are also
difficult to fully implement in current classrooms and schools because of the increasing
accountability of schools based on formal assessment. In an attempt to follow the movement
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some teachers incorporate certain aspects of student-centered instruction while continuing with a
teacher-centered basis (Cuban, 1993). Such hybrid instruction is a current trend as educators try
to find a balance between controlling the classroom, meeting outside demands of the classroom,
dealing with the population and overcrowding of the classroom, covering required material, and
making learning meaningful to the students (Passman, 2001).
While student-centered instruction was a major part of educational reform throughout the
20th century, teacher-centered instruction has remained the prominent form of instruction
(Cuban, 1993). American schools have declined in prestige over the years, drastically since the
1980’s (Berliner & Biddle, 1995; The National Commission on Excellence in Education, 1983).
In order to implement student-centered instruction, among other reforms, changes are needed on
several levels, and the implementation needs to be thorough and complete rather than simply
directed from above, leaving teachers to develop methods ad hoc (Westbury, 1973). Studentcentered instruction is more time consuming than teacher-centered instruction (Grant, 2003);
additionally, it takes time and efforts to implement new policies and the efforts have simply not
been made strongly enough to bring student-centered instruction to our school systems.
Clearly there are three major periods of time during which educators tried to implement
student-centered instruction in American schools. It survived in different ways through the past
century and is becoming, again, a popular option. Due to the many current problems our schools
face and the difficulty of implementing reform, student-centered instruction will not prevail
unless our government first acknowledges and deals with the structural issues and commits to
student-centered instruction on an institutional level (Berliner & Biddle, 1995; Westbury, 1973).
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First Progressive Movement
Many of the earliest organized schools in the United States were one-room classrooms in
rural areas in which a teacher might be asked to work with students ranging from four to 16 years
of age. A teacher in this situation would rely heavily on recitation and drilling. And while much
of the instruction would be teacher-centered, there were glimpses of student-centered instruction
in that older students might work with younger students and some students worked individually.
Also, instruction might be driven by environmental interests and needs such as farming or
weather conditions. Primarily, the schools were set up formally with bolted desks facing the front
of the room where the teacher would stand for recitation and drilling. Furthermore, classroom
management was a huge part of the curriculum; the bolted desks and routine instruction helped
keep behavior problems to a minimum (Cuban, 1993).
As the country developed and the population grew, the school system also grew and
changed. Schools were now both in rural and urban areas and the urban schools focused on
developing citizens in addition to preparing students for vocations. With this change in focus,
formal curriculums were written to control the content of the curricula. Teachers were in high
demand; thus unqualified teachers were hired, and they relied heavily on the predetermined
curriculum and textbooks (Cuban, 1993).
Dewey (1990), among other progressive reformists, argued heavily that learning should
be meaningful to the learner. He claimed that in order to make the most of an education a student
must understand the importance of the content. When education was mostly done in the home,
children learned to take care of their environment and their family; the content of the education
was not only meaningful but necessary for existence (Dewey, 1990).
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While reformists of the time encouraged teaching in the manner proposed by Dewey and
did implement it as best they could, it was hard to implement on a large scale because schools
were not always receptive. Schools faced, as they do now, many challenges including
overpopulation, multiple goals, lack of trained staff, and a restricted budget. Dewey, along with
others, put into practice programs that would encourage student-centered instruction. The goal
was to fully implement the programs by training teachers, changing schedules, and changing the
format of instruction. One of these programs was called The Activity Program; it was started in
New York in 1934, included 69 schools, was welcomed with a positive attitude by administrators
and teachers, and continued for six years. The main focus of the program was on active
participation and learning, flexible scheduling, self regulation, and creativity (Cuban, 1993).
Despite the state of the economy caused by the Depression, The Activity Program was deemed
effective and was assessed in part by huge amounts of authentic assessments, however it should
also be noted that the program was not wholly student-centered. There were still central
expectations, and so the students in the program were still exposed to drilling, recitation and
other methods of teacher-centered instruction (Cuban, 1993).
Throughout the country several districts tried student-centered instruction in varying
ways, but for a variety of reasons, teacher-centered instruction continued to be the more popular
education style. The Depression limited the schools financially, the annual testing that was
becoming more popular at the time encouraged teaching to the test, supervision of teachers was
seen as intimidating as opposed to supportive, and there was a large increase in the number of
immigrants arriving in the school system. In addition to overcrowding, the immigrants posed
another challenge: assimilation. Absorbing all the students uniformly became yet another goal
for schools. The student-centered philosophy was popular among progressive educators and the
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practice did make an impact on some schools, mostly on a classroom by classroom basis, but it
was not adopted throughout districts (Cuban, 1993).
Second Progressive Movement
By the 1960’s progressivism had made a strong imprint in education and had a strong
following (Cuban, 1993). With the influence of political and social issues of the time education
saw a new reform era. There was a focus on individualized education and informal classroom
settings (Cuban, 1993). Terms such as “open classroom, “free schools,” and “alternative schools”
were used to describe the new trends in education which emphasized the individual student. In
addition to the educators seeking change, the students of the time fought for it as well. They were
heavily influenced by the world around them which was changing daily, both politically and
socially. School was now becoming a place for students to learn and to transform their learning
into action. Student-centered instruction is just that: action. Much of the reform of the time was
due to student demand (Cuban, 1993).
Donato (2000), with a strong claim, notes that starting in the mid 1960’s radical
revisionist educational historians began to question the focus and product of education. It is
argued that the expectations of schools were too high and too broad and that schools were
modeled on the current social order. In an attempt to assimilate students from all levels schools
benefited the middle and upper class and often put the lower class students at a disadvantage by
encouraging vocational work for them. Schools did not celebrate the individual but in fact tried
to absorb differences into a single group (Donato, 2000). While these claims are radical they do,
in part, help explain why educators began to look again at the goals of the school in terms of
society and in terms of the student as an individual. This progressive movement found educators
reevaluating the status quo and striving towards a more multicultural society by building a more
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aware school system. Student-centered education was a large part of this period as it encouraged
a curriculum designed by and around the population in question: the students (Donato, 2000).
Hybrid instruction began at the end of the second progressive movement as it allowed
teachers to combine the benefits of both forms of instruction. As teachers found themselves
forced to conform, to some degree, with their curriculum and style, they also had freedom to
choose certain aspects. Hybrid instruction persisted and is still popular in many American
classrooms today (Cuban, 1993).
Third Progressive Movement
Politically, schools are facing a lot of criticism; American schools are falling behind
systems in other countries where once they paved the way (The National Commission on
Excellence in Education, 1983). As the population grows, there is a continuous growth of social
problems and issues and consequently a higher demand on our educational system. With the rise
of sexually transmitted diseases and teen pregnancy our schools face the question of teaching
sexual education; with the increase of drug use our schools are asked to include drug education;
and the list continues from violence intervention to home economics (Tyack & Cuban, 1995). In
an effort to step up test scores and matriculation schools have cut many programs and instead
focus heavily on core academics. This school reform movement focuses more and more on
standards-based instruction, comprehensive school reform (CSR), and also lends itself to highstakes testing (Darling-Hammond & McLaughlin, 1995; Vernez, Karam, Mariano, & DeMartini,
2006).
Berliner and Biddle (1995) cite several reasons for the more recent struggles in
America’s schools (starting in the 1980’s): (a) There is a growing disparity in the distribution of
wealth in the United States. Compared with other countries the poor are poorer and the rich are
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richer. Because of this uneven distribution of wealth much of the money that might go to taxes
for schooling ends up in private schools; (b) Berliner and Biddle argue that our government has
been slow in keeping up with costs. Schools are part of these costs: facilities, staff and teacher
salaries, and resources; (c) America, is a multicultural country that celebrates individual
differences, but with those differences comes needs. Our government has not kept up with
development of programs for servicing and celebrating students of varied cultures (Berliner &
Biddle, 1995); (d) Currently our country is witnessing a continuous decline in our public school
system (Berliner & Biddle, 1995).
Berliner and Biddle (1995) cite six societal dilemmas to which the decline in America’s
educational system can be attributed. First, wealthy people flee the cities for a suburban lifestyle
leaving the cities with poor minorities as the majority. Suburban schools flourish while city
schools fall apart. Secondly, drugs and violence play a role in the demise of our school system
because of the resources they strain; schools must find ways to deal with drug-related problems
through curriculum and staffing which increases costs. Furthermore, Berliner and Biddle address
the growing population which increases the number of children eligible for school. And, the
population itself is aging, meaning a significant portion of the voters are elderly and vote in
understandably selfish directions, taking money away from education. Another issue is that tax
dollars are spread more widely than in the past with the introduction of new roads, new
developments, a stronger military force, and larger school systems among other needs. Finally,
the changes in the work force place new demands on schools as they prepare students for new
and advanced jobs. These problems outlined by Berliner and Biddle must be addressed in order
to find enact reform.
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Finding Solutions
Reforms are necessary to improve our educational system (The National Commission on
Excellence in Education, 1983), and student-centered education is a viable reform that proves
worthy of our schools. Student-centered instruction puts the task of learning in the students’
hands and gives them an opportunity to monitor their success and make future goals based on
their successes and failures. This “self-regulated learning” is beneficial to their education
throughout their careers as students (Sungur & Tekkaya, 2006). Furthermore, in experimenting
with student-centered instruction in recent studies, researchers, such as Susan Pederson and Min
Liu (2003), found that student-centered instruction benefits students in many ways. Particularly
they found that students are more motivated to learn and complete projects, are better able to
collaborate and negotiate, improve problem-solving and communication skills, and are more
independent than when taught in a teacher-centered environment (Pedersen & Liu, 2003).
However, with the push to improve schools people want to see immediate results. As Thomas
Hatch (2000) points out with his work in creating a “new generation of American schools,”
drastic changes don’t yield positive results quickly. In trying to implement new programs and
instructional design his design team, Authentic Teaching and Learning for All Students
(ATLAS) faced many frustrations.
The implementation of reforms not only takes time and patience, but also requires
educators to adapt to new techniques while keeping what works and is required of them
(McLaughlin, 1976). New models require significant changes on behalf of the administration and
faculty and that change is often resisted, especially if the faculty is not well supported (Vernez et
al., 2006). Furthermore, it is impossible to gauge the effect of the reform if it is not fully
implemented (Vernez et al., 2006). Introducing innovative methods presents conflicts within the
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institution creating tension which encourages educators to revert back to the norm (DarlingHammond & McLaughlin, 1995). There is a large focus on standardized testing, required texts,
and mandated curriculum, all of which put pressure on schools and teachers to teach broad
concepts without encouraging deep understanding of material (Darling-Hammond &
McLaughlin, 1995).
Conclusion
While teacher-centered instruction continues to be the popular form of instruction, there
are clear moments in our history that have encouraged shifting to student-centered instruction.
Student-centered instruction is a major focus in whole school reform (Berliner & Biddle, 1995;
Pedersen & Liu, 2003; Vernez et al., 2006).
Three elements to consider in reform are: (a) recognizing and addressing the the
problems schools face; (b) implementing reform with support; and (c) assessing the reform fully.
Schools are currently unsatisfactory. The pattern toward student-centered instruction is
appropriate progressive reform. In order to implement this reform one must first address the
problems that impede implementation (Berliner & Biddle, 1995). Then one must fully implement
the reform with proper internal and external support and assess the results fully before agreeing
to adopt it long-term or dismiss it (McLaughlin, 1976; Vernez et al., 2006).
Hatch (2000) asserts that before trying to apply new practices to improve our schools, we
must first examine the reasons schools resist change. Because of the restrictions in classrooms
set by national, state, and district standards, and because of the need to hold teachers
accountable, teachers are not intrinsically inspired to use student-centered instruction. While it is
proven to be a successful way to share information, to learn important content, to develop
productive members of society, and to make the learning meaningful to the students, it is not
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seen as a traditional form of instruction that yields high test scores. If we are to truly reform
instruction, we need to first reform schools, physically and socially (Westbury, 1973). Hatch
recommends that instead of fighting the status quo with radical changes we work towards a
“balance” that would maintain the current “opportunities” for students while introducing new
developments in our instruction and classroom design.
Berliner and Biddle (1995) suggest 10 principles to be addressed in order to make the
necessary changes our schools need: “Dignity and Hope, Money and Equality in School
Funding, School Size, The Aims of the School Curriculum, Innovative Teaching Methods,
Content of Curricula, Evaluation of Achievement, Managing Heterogenity, Parent, Teacher, and
Community Involvement, and Professionalism in Education” (Berliner & Biddle, 1995). They
are general principles, but all tie into our social system, of which our schools play a major role.
First, as Berliner and Biddle (1995) point out, a community with little dignity offers little
hope to the children who are the students at the school. Low wages, few jobs, too few social
resources, and prejudice are huge factors in the decline of dignity in our population, especially in
poor neighborhoods (Berliner & Biddle, 1995). Secondly, money and equality in school funding
is crucial in supporting our system nationwide. Money allows for better facilities, well-trained
teachers, smaller class sizes, and more classroom and extracurricular resources (Berliner &
Biddle, 1995).
School size is crucial to improving our system: students perform better, feel more
comfortable, and retain more when they are in small schools which represent small communities
(Berliner & Biddle, 1995). The focus of curriculum and the actual content of the curriculum are
two more issues at hand. As we look to fully educate our youth we need to include a complete
curriculum in addition to taking into account the different students being instructed (Berliner &
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Biddle, 1995). This leads directly into the next principle: innovative teaching methods. Because
students are individuals and schools themselves are unique within the bigger system, we must
strive to include a variety of teaching methods to engage students and to be certain they are
absorbing the information. Furthermore, we need to encourage students to reflect on their own
education and to act with it rather than to passively accept it (Berliner & Biddle, 1995).
Evaluating achievement is another main area of concern as we have several types of
assessments, but nothing that can fully encompass a student’s true ability. Berliner and Biddle
(1995) recommend that we need to implement more well-rounded forms of assessment. It
follows that we need to also keep in mind that the population we are educating is not
homogeneous. Students today require a variety of assessments. Furthermore, the parents,
teachers, and entire community need to come together to make the most of our schools. With this
support students will perform better and enjoy their education more. The final principle
addressed is the attitude toward teachers and administrators. As these are the key players in any
school reform, they need to be respected and in turn need to demand respect (Berliner & Biddle,
1995).
Student-centered instruction allows students to engage their curriculum on an intimate
level and to control, to some extent, what and how they learn. They use prior knowledge as a
starting point and build on it with questions and discovery. Students benefit from studentcentered teaching as they develop long-term skills such as self regulation, collaboration,
motivation, and study habits, all while absorbing academic content (Sungur & Tekkaya, 2006).
Learning is more meaningful to students when they interact with one another and discover the
material independently (Lord, 1997). Once they have obtained that knowledge they can use it to
make predictions about the world around them and apply it to future learning (Estes, 2004).The
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frustration involved in developing plans and in running into difficult queries actually benefits
students as it forces them to look at the process and enjoy the rewards. Furthermore, for future
learning students can apply the experience and hopefully avoid or at least deal with the future
frustration in a better way (Pedersen & Liu, 2003).
Constructivist education (a newer phrase for student-centered instruction) takes time to
implement and to execute (Lord, 1997). From a very narrow perspective teachers must be trained
and schools must accommodate with scheduling. From a broader perspective, districts must
adopt new policies and states must acknowledge new formal assessments, such as portfolio
review. Cuban suggests that reforms should be given time so they can be fairly evaluated, but the
public desires immediate results. He claims that perhaps we should “tinker” with the system by
making small reforms in order to assess which differences are beneficial and to determine what
already works (Tyack & Cuban, 1995).
The reforms that actually are approved or accepted then must be put into practice, and
that in itself is a huge challenge. It takes individuals, as Fullan (1982) points out, to assess the
need for change and the actual change. But, these individuals cannot alone institute the change
on a large enough scale to see improvements on a social level (Fullan, 1982). There is a need for
teachers, staff, administrators, and members of the community to work together toward the
desired change; it is futile to argue that one or the other is more important in the process as all
are crucial (Fullan, 1982).
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Development of Localization and Materialization of Mathematics Activities for
Indigenous First Grade Students –An Action Research
Li Tsung Wen Kuo
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Abstract
In recent years, the government of Taiwan enforced many strategies of ancillary teaching.
However, the indigenous students’learning achievement of mathematics was still low. The
research in learning patterns of indigenous students showed that they like active, concrete, and
manipulative way of teaching. Most researchers who studied indigenous education agreed that
local culture was an important factor in teaching. According to the relative references of
indigenous learning and teaching, this three-year research endeavored to develop localization
and materialization mathematic activities for indigenous first grade students and explored the
relationship between the mathematics learning effects and self-efficacy. In addition, the
activities would be popularized and applied to the after-school tutorial and ancillary teaching
in the elementary schools in indigenous area.
Researcher will present the first year result in the conference. According to the
characteristic of each indigenous group, the research chose the Paiwan group to be the
subjects. The researchers cooperated with two first grade teachers who were the homeroom
teachers as well. The researchers employed action research approach to collect the data from
teaching field. The data included research meetings, teaching meetings, teaching observations,
teaching demonstration, test of children mathematical ability, summer and winter
mathematical camps.
The finding were stated as followed：
1. Discussion on feasible strategies for ancillary teaching:
While interviewing with the teachers and talking about the strategies of ancillary
teaching, teachers thought that all of the student needed ancillary teaching. It was
revealed that there were two different ways of ancillary teaching. One emphasized the
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students whose learning performances were lower than others. The other one was
proceeded for all of the students.
2. Cultural meaning was strongly recommended to be integrated into mathematics
teaching.
3. Linguistic

development

and

living

experience

would

influence

students’

understanding of mathematics, especially the applied questions were demonstrated
through the linguistic form which was different from the daily utterance. That resulted
in s
t
ude
nt
s
’misunderstanding. The possible reasons were analyzed as followed:
(1) The content of teaching materials was so different from students’living
experience. It made students misunderstand the meaning of questions.
(2) The sentence structures were sophisticated in teaching materials. It made
students confused.
(3) Teachers were not highly sensitive to local cultures, and these cultures were
rarely applied to mathematics teaching.
(4) The manipulation of teaching materials would promote students’understanding
of mathematics content. However, the order of the class would not be easily
maintained when manipulating. Moreover, the individual difference of student
would not be easily concerned if there was only one teacher in the classroom. In
addition, the teaching materials with indigenous cultural features (i.e., lazurite
bead) cost much if they needed to be prepared. Besides, these materials might
not answer to the calculation of large number.
4. Family would influence indigenous students’
learning with great importance. Through
the discussion with teachers, parents’cooperation and attention could spur students to
catch up with the learning of other students.

Keyword: culture, indigenous, manipulation, mathematics
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One out of five high school math teachers are teaching beyond their field of expertise and
have not completed requirements for a primary credential. Geometry is a particularly
difficult topic to teach, and as a result teachers shy away from it. But teaching geometry
can be made more accessible and attractive to high school teachers by using the latest
computer-assisted methods and methodologies. I plan to present my findings in teaching
geometry to future teachers, including the latest techniques, software, and strategies. The
three teaching approaches are covered: investigation, exploration, and demonstration.
Topics range from basic geometry to calculus, and cover geometric shapes and
properties, Euclidean geometry, transformations, tessellations, scale models, fractals, and
others. Graphical software and animations are emphasized and complement existing
techniques. The combination of the latest tools and methods will help future teachers
make the topic more engaging and interesting to students.
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ABSTRACT
Wikis, blogs, mashups, and other social networking tools can raise the bar for student scholarship.
They encourage genuine collaboration and student-empowering constructivist learning in both
online and face-to-face courses. This workshop aims to (1) describe the features of social
networking tools that support collaboration, community building and make greater scholarship
possible; (2) demonstrate examples of successful applications of these tools in courses; and (3)
explore the logistical, ethical, scholastic issues about using these tools for teaching and learning.
Introduction
Blogs, wikis, and other “social networking” tools, are often referred to as "Web 2.0 tools" because
they are a new generation of web tools. They enable ordinary users, not just writers, multimedia authors,
publishers or the technically savvy, to communicate, collaborate and easily publish their own material.
For students and teachers, this provides now new opportunities for collaborative learning and scholarship,
and community building. This workshop aims to: (1) describe the features of social networking tools that
support collaboration, community building and make greater scholarship possible; (2) demonstrate
examples of successful applications of these tools in courses; and (3) explore the issues logistical, ethical,
scholastic issues about using these tools for teaching and learning.
Webster University is an independent, international university with an enrollment of 22,000 at
over 100 campuses worldwide. Its mission statement includes an emphasis on personalized instruction,
student-centered, and lifelong learning. In practical terms, these mission planks attract students for
convenience of scheduling and campus locations, as well as any-time learning in online courses.
However, student-centered learning also means empowering students to take charge of their own learning,
making learning more authentic or real-world based, to become more connected with their fellow
students, with professional colleagues, with their instructors and with other experts in their discipline
around the country and around the world. In fact, these are the very characteristics that “social
networking” / Web 2.0 tools are designed to support.
1

2009 HICE Proceedings
Page 155

Definitions
Web 2.0 tools refer to the use of World Wide Web technology and web design that aims to
enhance creativity, information sharing, and, collaboration among users. They include social-networking
sites, wikis, blogs, folksonomies, mashups and other tools.
Social networks are web-based communities of people who share interests and activities. Most
well-known social networks in North America are MySpace and Facebook. Though typically associated
with youth instructors at all levels (elementary through higher education) also host MySpace or Facebook
sites.
A blog (short for the term web log) is a website that may be run by an individual or organization.
They contain regular entries of commentary, news, chronicle of events or even a personal diary.
A wiki is a collection of web pages that anyone on the Internet can read, or contribute or modify
content. Wikis are often used to create collaborative websites. For example, the collaborative
encyclopedia Wikipedia is one of the best known wikis.
Social bookmarking is a method for Internet users to store, organize, search, and manage
bookmarks of web pages on the Internet.
Mashups refer to any tool that combines disparate data sets. The most common form of mashups
are map-based data bases, such as maps showing nuclear warheads held by nations around the world, or
all the Starbucks stores that are closing.
There are many other Web 2.0 tools. These include: folksonomies (or social tagging /
collaborative tagging); video sharing (YouTube), videoblogs, vodcasts, and podcasting.
The common characteristics of these Web 2.0 tools are: (1) Open content production: Anyone can
be an author and publish his / her work. (2) Community building: Users with common interest in a given
topic form a community; (3) Minimal technical expertise is required to use Web 2.0 tools.
Pedagogical Significance of Social Networking Tools
Many observers are arguably saying the coming of Web 2.0 tools is not only a Technology
Revolution, but also a Social Revolution. This is because the predominant way in which people interact
and communicate is changes. Our relationship to information and knowledge is changing from
authoritarian one to a collaborative-democratic one (Boyd and Ellison, 2007).
The shift is from a top-down model where information comes from experts and authorities like
published encyclopedias, newspapers, reference books, and published textbooks, to formats like
Wikipedia where anyone can contribute to the knowledge base; and edit/correct or update the information.
In WikiText, students, instructors, discipline experts, and world-wide Internet surfers are dynamically and
collaboratively constructing the textbook as they progress through a university or high school course.
The new social networking / Web 2.0 tools, wikis and blogs in particular, can significantly restructure our assumptions about the entire teaching-learning process; i.e. what we believe about how
people learn and how we know what we know. Dede (2008) calls this a seismic shift in epistemology.
2
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It structures a role change in the instructors from authoritarian providers of knowledge to
democratic learning facilitators, and changes students from passive recipients of knowledge to active
decision makers, investigators, and problem solvers. It raises the expectations for students to become true
scholars and researchers in their discipline.
Knowledge acquisition is an active process of constructing understanding rather than the passive
receipt of information. The transmission model is replaced with a problem-solving model of learning
involving cooperation between students and teachers and utilizing the students’ own experience as
educational resources. Students who use social networking tools like MySpace and FaceBook are likely
to already see themselves as autonomous individuals capable of assuming responsibility for their learning
process within this co-operative model of learning. (Ren, et. al., 2008)
Thus, the new tools make it possible for teaching and learning to become fully collaborative, more
interactive (with content, students, and instructors); student-empowering, authentic, reflective, and truly
interactive and networked (Parker and Chao, 2007; Ren, et. al., 2008; Richardson and Mancabelli, 2007;
Watson and Harper, 2008). It is consistent with research on teaching effectiveness and it advances
Webster University's mission planks on student-centered, personalized instruction for the real-world.
Examples of Blogs & Wikis in Courses
To work successful in courses, blogs, wikis and other social networking tools must be clear about
their aims. Are the instructors aiming to make their classes more collaborative, authentic, and
empowering to students? Do instructors understand that such aims are extensive, and require more than
just tweaking a course?
To achieve such goals, the norms, expectations and working procedures in learning environment
itself must involve mutual trust among students and instructors, and a cooperative and collaborative
atmosphere. The wiki, blog or other social networking applications, hence facilitate the development of
the classroom learning community. This usually means the blog or wiki assignment is a significant part of
a course, not a tangential or peripheral one. For example, wiki assignments may be the major term project,
like authoring an article for Wikipedia, such as those reported by Groom and Brockhouse (2008). Another
significant wiki assignment is to replace the course textbook with the students and instructors themselves
authoring the course wikiText (e.g. Allen, et. al., 2007; O’Shea, et. al., 2007).
Both student blogs and a student authored wiki textbook were included in the Webster University
graduate course on “Global Issues in China.” The blogs and the wikis replaced the required textbooks and
pre-assigned readings. Each student and both instructors keep a running blog on every resource (books,
journal articles, videos, radio programs, websites) we encounter as we explore the topic. Students (and
instructors) then read and viewed all the resources that the others have posted on the blogs.
Logistical, Ethical, and Scholastic Issues Involving Social Networking Tools
Instructors are likely to raise questions about the logistical, ethical or scholastic issues. These
questions help clarify the rationale and value of social networking tools.
QUESTION #1: Why should I replace term projects or textbooks with Wiki’s & Blogs?
ANSWER: Wikis and blogs transform the assignment from a private dialogue between student
and instructor, to an open and open public forum that anyone on the web can join. The student’s audience
for an article or textbook chapter is now only the instructor. The student is actually writing for
3
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publication. This not only raises the stakes for the student performance, but it also increases the
opportunity for feedback and recognition from many others besides the instructor
QUESTION #2: If students must write the textbook, won’t they complain that it is too much work,
or they are not expert enough to do that?
ANSWER: The wiki assignments tend to motivate students to do their best work, The wiki or blog
assignments are authentic: By conducting research and publishing that research, students are actually
creating new knowledge and have an opportunity to reflect on their knowledge construction process.
QUESTION #3: Isn’t Wikipedia banned in some universities because it is unreliable and full of
errors?
ANSWER: Yes, Middlebury College, among other colleges, has banned the use of Wikipedia.
However Wikipedia actually compares favorably with number of errors in the Encyclopedia Britannica.
(Groom and Brockhaus, 2008)
QUESTION #4: What about Vandalism and Plagiarism in Wikipedia?
ANSWER: Wikipedia has robots to check vandalism. They have over 1000 editors who also police
the content. Instructors in University courses also employ tools like Turnitin to check for plagiarism.
However, instructors will need to update themselves and students about style and copyright guidelines for
contributing to Wikipedia.
QUESTION #5: Won’t students get frustrated when their contributions on Wikipedia get rejected
and deleted?
ANSWER: Indeed contributors to Wikipedia can find the editing, rejections and deletions on
Wikipedia to be harsh. Instructor encouragement may be needed to guide the students’ through these
challenges. However, most students do succeed in having their contributions accepted, and they will have
gained the experience of a professional peer review process.
QUESTION #6: How hard is it to learn the wiki markup language?
ANSWER: Learning to wiki or blog may be intimidating to instructors and students. But the easy
to learn markup language is what empowers everyone to publish on the web.
QUESTION #7: With anonymous authorship and the collaborative process, how do students get
grades or credit for their wiki authorship?
ANSWER: Since authorship is anonymous in some wikis, instructors do need to find creative
solutions to recognize individual work and award individual grades. Typically, instructors require
students to submit their contributions to the wiki as a separate document, so instructors can easily identify
the individual authors’ work for material posted on the wiki. In other courses, students grade each other,
eliminating the need for instructors to track individual contributions.
QUESTION #8. Do students like using wikis & blogs?
ANSWER: The student reviews have been mixed when wikis or blogs are used in small part of a
course. However, the reviews were positive when they were used as the major term project in cases at Old
4
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Dominion University and University of Washington (Groom and Brockhaus, 2008; O’Shea, et. al., 2007).
Students felt the experience was superior to the typical term paper. They found the peer review process to
be more purposeful. They invested more in their work, felt greater ownership and satisfaction in the
product (Groom and Brockhaus, 2008).
QUESTION #9. The accreditation agencies will surely ask: How are students assessed? How can
you say the students achieved the learning outcomes in the course?
ANSWER: As in other courses, instructors need to identify the learning outcomes and build
reliable rubrics that show how students have achieved the expected outcomes. When blogs are used as
“learning logs,” instructors can track how the students understand the course materials, as well as how
they are reflecting upon them, and applying them. On wikis, the acceptance of an original article can be
considered successful achievement of learning outcomes associated with the research on the topic of the
article.
QUESTION #10: Should instructors use wikis and blogs in all courses?
ANSWER: Wikis, blogs, and other social networking tools are structurally designed to support
collaboration, authentic and student-centered learning and the building of a learning community.
Instructors should reflect on whether they want to transform their classes toward these characteristics.
This means the role of both students and instructors change. Students become more like researchers,
investigators, scholars and writers; and instructors work more as facilitators, collaborators and co-learners
in the learning community. If instructors determine that the collaborative, student-centered approach is
appropriate for their courses, then wikis, blogs and other social networking tools would be compatible and
supportive of student learning in those courses. This way of teaching and learning becomes congruent
with the broader social changes brought about by Web 2.0 tools.
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ABSTRACT
This study examines English existential constructions (e.g., There are polar bears in Norway)
in the interlanguage of Korean adult learners. Specifically, it examines whether Korean adult
learners know about the information structure of English existential there-insertion and can
make use of English existential there-insertion appropriately in the discourse. In this study, the
category of an existential clause is limited to one syntactically defined by a combination of there,
main verb be, the displaced subject and an extension such as complements or adjuncts. Two
tasks were carried out with 61 Korean adult learners with advanced English proficiency. The
first task examined the adult learners’ abilities to choose the most appropriate sentence
considering the prior and posterior flow of a discourse in the multiple-choice test with ten
questions. A second task examined their abilities to translate ten Korean sentences
(predominantly, Korean existential constructions) into English in due consideration of the
context. The chosen items in the two tasks were excerpted from ICE-GB Corpus (The British
Component of The International Corpus of English, 2006). In both experiments, participants
showed an overwhelming tendency to use English existential constructions without regard to the
context despite their advanced language proficiency, a finding that supports the view that
learners in a foreign language (FL) setting place a lower value on pragmatic errors than
grammatical errors (Bardovi-Harlig and Dömyei, 1998). The findings suggest that Korean
learners of English should place as much emphasis on pragmatic competence (Bachman,
1990) as grammatical competence in acquiring basic constructions of English as in the case of
existential-there insertion. That is because like many other languages, English existential
sentences are the only means of introducing indefinite non-generic NP's (hearer-new, and ergo,
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discourse-new entities) into the discourse (Givón, 1976; Keenan, 1976; Prince, 1988; 1992;
Ward & Birner, 1995; 2001), hence a most important and useful construction to help acquire the
information structure of English.
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Abstract
This case study focused on the use of Interactive Theatre as professional development in
higher education. The guiding question centered on how Interactive Theatre as
professional faculty development gave voice to marginalized individuals in higher
education, as viewed through the lens of Critical Race Theory. Findings articulated the
need for innovative professional development, such as Interactive Theatre, to address the
issues of diversity. What the researchers’ found particularly striking was the impact not
only on the faculty and teaching assistants but on the members of the Interactive Theatre
troupe. The implications of this inquiry could impact K-12 and higher education
institutions as they address the issues of diversity and giving voice to the marginalized,
thus creating truly inclusive campus climates.
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Introduction
University and college faculty members are not systematically prepared either
through their graduate education or ongoing on-campus faculty development programs to
manage difficult interpersonal situations which are driven by diversity issues (Bell,
Washington, Weinstein, & Love, 1997). Daniel (2007) found African American and
Latino/a students’ experiences in higher education to be characterized by feelings of
marginalization and conflict. Consequently, Daniel contended an inclusive environment
is not attained simply through the recruitment and selection of students of color but
postulated that higher education institutions must look beyond the statistics of racial
identification. Furthermore, Chenoweth (1999) argued that higher education institutions
have realized admitting a diverse student population is only the start of building a diverse
campus. Nonetheless this realization, as Chenoweth found, did not ensure a prejudice free
environment in higher education institutions. Wlodkowski and Ginsberg (2003) further
recognized the need for higher education to respect diversity and create a safe, inclusive,
and respectful learning environment. The authors, consequently, advocated for a type of
Interactive Theatre but the theatre programs described in the literature were limited to
role playing and little mention of Boal’s (1985) Theatre of the Oppressed much less
Interactive Theatre was found in the literature (Banks, 2006; Burgoyne et al., 2005;
Reybold, Flores, & Riojas-Cortez, 2006). Since there is a need for faculty and staff to be
educated in other cultures and races in order to increase diversity awareness and
tolerance. CRLT Players Theatre Program was the unit of analysis for this case study
inquiry.
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In 2000, the Center for Research on Learning and Teaching (CRLT) at the
University of Michigan utilized theatre to create a sketch addressing multicultural
education. The CRLT Players Theatre Program developed from that initial sketch, and,
by 2006, expanded their offerings to 20 sketches. During the 2005-2006 academic year,
“the Players performed more than 85 times for over 5,000 faculty, graduate students, and
administrators” (Center for Research on Learning & Teaching, 2007, p. 2). The CRLT
Players Theatre Program has inspired similar programs in other locations, one of which
was the unit of analysis for this case study inquiry. Thus examining an Interactive
Theatre program, based on the CRLT Players Theatre Program, through the lens of
Critical Race Theory was the focus of this single case study inquiry. Given that, CRT
theorists utilize common situations to investigate perspective through the power of
stories, thus giving voice to the marginalized in order to gain a better understanding of
how race is viewed (Delgado & Stefancic) and since storytelling is the basis for theatre
this genre for investigation is warranted.
Conceptual Underpinnings
Creating a learning environment that is safe, inclusive, motivating, and meets the
needs of diverse learners, while promoting justice and equity in society are all goals of
higher education, according to Wlodkowski and Ginsberg (2003). The authors further
explained, in order to meet this moral obligation, marginalized groups must be given a
voice. The guiding framework for this study, consequently, is Critical Race Theory
(CRT) which advocated the use of storytelling as an effective resource for giving voice to
the racially oppressed. The CRT movement emerged during the 1970s to study and
transform “the relationship among, race, racism, and power” (Delgado & Stefancic, 2001,
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p. 2). The themes, consistently identified by scholars (Bernal, 2002; Delgado &
Stefancic, 2001; Ladson-Billing & Tate, 1995; Parker & Lynn, 2002), are the following:
1. Critical Race Theory acknowledged race had historically been, and continued
to be, a fundamental organizing principle in United States society.
2. Critical Race Theory contended, far from being the exception, racism was
endemic to American life.
3. Critical Race Theory emphasized importance of giving voice to racially
marginalized members of society.
4. The goal of Critical Race Theory was social justice (Bernal, 2002; Delgado &
Stefancic, 2001; Ladson-Billings & Tate, 1995; Parker & Lynn, 2002).
Critical Race Theory Origins
Historically, CRT split from Critical Legal Studies due to impatience with Critical
Legal Studies’ lack of progress in affecting change in the legal system that concentrated
on race and racism, (Delgado & Stefancic, 2001). These researchers argued that Critical
Legal Studies neglected to address race and racism in its analysis for social
transformation. Exacerbating the effectiveness of Critical Legal Studies even more was
the dismissal of lived experiences and histories of those oppressed by institutionalized
racism (Delgado & Stefancic; Yosso, 2005). While newly emerged from Critical Legal
Studies, CRT members still pursued the goals of Civil Rights legislation (Delgado &
Stefancic, 2001). Initially, therefore, CRT framed its critiques in black versus white
terms. Now, as the movement has evolved, other people of color and women, who
initially felt silenced, have also been included (Brayboy, 2005; Chang, 1993; Chon, 1995;
Delgado & Stefancic, 2001; Williams, 1997).
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Education through the Lens of Critical Race Theory
The difficulties people of color face in educational institutions have been
examined through the lens of CRT (Ladson-Billing & Tate, 1995). In fact, members of
CRT have challenged educational institutions’ claim to color-blind objectivity,
meritocracy, and equal opportunity (Bernal, 2002; Delgado & Stefancic, 2001;
Solorzano, 1997; Yosso, 2005). Furthermore, the application of CRT, according to
Solorzano (1997), can be used in education to inform theory, research, pedagogy,
curriculum, and policy. Therefore, CRT can be applied as a lens to examine depths of
race and racism in higher education and the institutions’ dedication to social justice.
Applied to education, Yosso (2005) asserted, CRT was “a theoretical and
analytical framework” (p. 74) that confronted the impact of race and racism on
institutions, culture, and discourse. The author further described CRT as a “social justice
project that works toward the liberatory potential of schooling” (p. 74). Yasso
summarized CRT as focusing on the knowledge, skills, and abilities of socially
marginalized groups that are not recognized, much less acknowledged, thus, without
voice.
Social Justice and Giving Voice
Giving voice to marginalized people through storytelling is essential for CRT in
order to achieve social justice (Delgado & Stefancic, 2001). Storytelling is vital to give
recognition and acknowledgment to the lived experiences of people of color, according to
Delgado and Stefancic. The authors further explained CRT theorists rely on the
perspective revealed through stories for people to improve understanding of how
Americans view race. Delgado and Stefancic, additionally, argued that analysis of
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accepted stories and narratives, for presumptions of inferiority which perpetuated
marginalized groups to conceal their humanity develops into contradictory narratives or
counterstories (Delgado & Stefancic). According to these authors, the use of
counterstorytelling was found to be valuable in giving voice to marginalized groups. Also
recognized by the authors, is the concept that CRT theorists have found when persons are
challenged to imagine being nonwhite in a cultural hegemony, it is difficult to make race
an issue. Compelling stories can be very helpful under those circumstances, in order to
understand what life is like for those who are marginalized. Thus the stories give voice to
those marginalized groups (Delgado & Stefancic).
Delgado and Stefancic (2001) further contended stories provide a powerful
function for minorities. According to the authors, “Stories can name a type of
discrimination; once named can be combated” (p. 43). Moreover, storytelling has the
power to reduce alienation of marginalized groups who find themselves invisible and
silent. Giving voice, therefore, is an essential step in achieving social justice.
CRLT Players Theatre Program
Consequently, Freire’s (1970) pedagogy of learning evolved from the basis of
theatre and was about the action of doing. Accordingly, Freire viewed students as those
oppressed by a hierarchical pedagogical process and suppressed by the educator in
charge. In Pedagogy of the Oppressed, Freire contended action and reflection were
essential components for developing true praxis. Dialogue was necessary for addressing a
“world which is to be transformed and humanized” (p. 77). Freire’s (1970) approach to
students being actively involved in their education by engaging with their teachers was
the inspiration for Boal’s development of Theatre of the Oppressed. Similar to Freire,

2009 HICE Proceedings
Page 169

Boal’s (1985, 1992, 2006) approach to address oppression has been to actively engage
the oppressed in their emancipation process. Theatrically, this stressed play-building and
participatory performances rather than a one-sided presentation (Schutzman & CohenCruz, 1994). Applying the premise of the Theatre of the Oppressed the Interactive
Theatre (IT) has evolved. Although used extensively to address social justice issues
worldwide since the 1950s, use of IT as professional faculty development in higher
education is relatively new. Moreover, Wlodkowski and Ginsberg (2003) recognized the
need for higher education to respect diversity and create a safe, inclusive, and respectful
learning environment.
The CRLT Players Theatre Program developed from that initial sketch, and, by
2006, expanded their offerings to 20 sketches. During the 2005-2006 academic year, “the
Players performed more than 85 times for over 5,000 faculty, graduate students, and
administrators” (Center for Research on Learning & Teaching, 2007, p. 2). The CRLT
Players Theatre Program has now expanded to other locations, will be the unit of analysis
for this case study inquiry. Therefore, this investigation, using the lens of Critical Race
Theory, addressed the role of Interactive Theatre as Professional Faculty Development to
give voice to marginalized groups. Specifically, the following questions guided this
inquiry:
1.

Why is Interactive Theatre used in professional development for faculty in higher
education?

2.

How does Interactive Theatre give voice to marginalized groups as viewed
through the lens of Critical Race Theory?
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3.

What impact does Interactive Theatre have on empowering faculty to address the
issues that come from giving students a voice?
Methods

Participants
The participants for this single case study were comprised of: (a) graduate
students serving as teaching assistants participating in an interactive theatre professional
faculty development workshop (n= 3), (b) faculty participating in an Interactive Theatre
faculty professional development workshop (n=5), (c) the program leader for an
Interactive Theatre faculty professional development program (n=1), and (d) randomly
selected troupe members of an Interactive Theatre program (n=6).
The researcher purposefully selected (Creswell, 2003) a Midwest university
which had an Interactive Theatre as professional faculty development program in place
for four years. The program researched was developed from direct collaboration with the
University of Michigan, which is regarded as the leader in using Interactive Theatre as
professional faculty development and was identified by the University of Michigan
faculty as an outstanding program. Additionally, the program researched was one of a
multi-campus program sponsored by the Carnegie Academy for the Scholarship of
Teaching and Learning, led by the University of Michigan. Merriam (1998) based
purposeful sampling on the premise of wanting “to discover, understand, and gain insight
. . . [to] select a sample from which the most can be learned” (p. 61), Snowball sampling
was noted by Merriam (1998) as the most common form of purposeful sampling and was
the selected form utilized by this researcher. Snowball sampling strategy involved
empowering the Interactive Theatre program leader, faculty, and graduate teaching
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assistants study participants to recommend others as good subjects for interview (Bogdan
& Biklen, 1998). The focus group was selected randomly from troupe members of an
Interactive Theatre program used for professional development. The goal of the focus
group was to develop a sample rich in insight, perception, and information in order to
guide the study.
Data Collection and Instrumentation
Interview Protocols
Semi-structured interviews were conducted to gain deeper insight and triangulate
the data gathered from observations, and document analysis. Two face-to-face audiorecorded interviews with the Interactive Theatre program leader were conducted. The
first interview protocol was developed in regards to Critical Race Theory concepts. The
second interview protocol was developed from the results of analyzing the faculty,
graduate assistants, and focus group interviews. The interview guide for faculty and
graduate assistants followed a protocol of questions related to the characteristics of giving
voice as seen through the lens of Critical Race Theory. These semi-structured interviews
were conducted consisting of experience and opinion open-ended questions (Fraenkel &
Wallen, 2003) relating to the Interactive Theatre as a professional development vehicle.
Each interview was audio-recorded and later transcribed by the researcher.
Member checking was conducted to verify the accuracy of the transcripts and confirm for
each participant that their stories were portrayed as intended (Fraenkel & Wallen).
Participants were instructed to contact the researcher to make necessary corrections.
Changes were made to comply with the requirements delineated in the letter of informed
consent. Field notes were taken by the researcher during the interview process to record
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information not reflected on the audio-tapes. Triangulation of the data occurred through
the use of rich, thick descriptions provided from the interviews, field notes, document
analysis, and observations during interviews. (Creswell, 2003; Fraenkel & Wallen;
Merriam, 1998).
Focus Group Protocol
The researcher also facilitated one focus group meeting to gather data from the
troupe members of an Interactive Theatre program used for professional development.
The focus group protocol was selected because, as noted by Krueger and Casey (2000),
“a range of ideas or feelings that people have” (p. 24) was necessary. The focus group
consisted of a random sampling of troupe members involved in the Interactive Theatre
program being studied. These students were selected based on being determined as
information-rich participants (Krueger & Casey, 2000). The focus groups’ conversations
were audio-recorded and transcribed by the researcher at a later date. The focus group
took place at the research site lasting less than one hour. The facilitator used slightly
modified questions based on the same focus of questions as used in the interview protocol
for faculty and graduate assistants. Additional questions for the leader’s second interview
were developed from the faculty, graduate assistants’, and focus group interviews.
Data Analysis
Qualitative data collection and analysis, according to Merriam (1998) must be a
simultaneous process. The researcher gathered and analyzed data concurrently, pausing
periodically to fill in gaps, in order to get the most holistic picture possible. The
researcher ended the official data collection process with occurrence of duplication and

2009 HICE Proceedings
Page 173

repeats of data. The constant comparative method was utilized for further data analysis
(Bogdan & Biklen, 1998; Merriam, 1998).
In order to triangulate the data, semi-structured interviews were conducted with
some participants. The semi-structured interviews provided acquisition to comparable
data from other participants of the study. This information was used in tandem with the
field observation data and the focus group data compiled in order to gain a greater
understanding of the phenomena being studied. In order to maintain consistency of
direction, the researcher was the only interviewer in this study (Wiersma, 2000). Each of
the interviews was audio-recorded, then transcribed verbatim. The transcriptions were
then coded for themes among the participant’s responses. The themes from the coding
were based on the Critical Race Theory concepts found in the review of related literature.
The CRT concepts used to guide the development of themes focused on giving voice to
marginalized groups and empowering faculty to address issues that develop from giving
marginalized students a voice.
Additionally, in order to frame the themes for giving voice to marginalized
students, categories in regard to empowering faculty to address resulting issues were
used. The individual review of the transcripts, field observations, logs, notes, diary, and
document analysis and patterns of responses elucidated by the coding categories allowed
the researcher to look for consistency and triangulation (Creswell, 2003). The process
was iterative in nature. Saturation was determined by the level of redundancy in
participant responses.
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Document Analysis
The analysis of documents was based on the themes developed from the coding of
the interview transcripts. The documents that were included in the analysis involved
literature and a website describing the Interactive Theatre program, including uses, and
goals. The university’s policy on diversity was examined for alignment with the goals of
the Interactive Theatre program, in addition to the themes developed through interview
coding. Additionally, the Interactive Theatre program is part of the university’s Difficult
Dialogues program, a project to promote academic freedom and constructive dialogue on
campus. Documents were, therefore, analyzed from the Difficult Dialogues program
including literature and the website. Other documents were analyzed as suggested by the
leaders of the Interactive Theatre and Difficult Dialogues programs, respectively,
utilizing the developed protocol.
Observation Analysis
Observation was also used in order to develop thick, rich descriptions of the
phenomenon of using Interactive Theatre as professional faculty development.
Observation was utilized to obtain detailed evidence as to how social situations appeared
to participants in the focus group and what meanings various factors have for
participants. Observation was also employed during individual interviews of the
Interactive Theatre program leader, faculty, and graduate assistants. The observation
categories included setting, interactions, activities, language, nonverbal communication,
what was not happening, and the researcher’s own feelings. The observations were then
analyzed in conjunction with the themes developed from the coding of the transcripts of
the interviews and focus group.
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Findings
The overarching question guiding this qualitative inquiry was “How does
Interactive Theatre as professional faculty development give voice to marginalized
individuals or groups in higher education, as viewed through the lens of Critical Race
Theory?” The study was viewed through the lens of Critical Race Theory (CRT). As
established previously there are four basic tenets of CRT:
1.

Critical race theory acknowledges that race has historically been, and
continues to be, a fundamental organizing principle in United States society.

2.

Critical race theory contends that, far from being the exception, racism is
endemic to American life.

3.

Critical race theory emphasizes the importance of racially marginalized
members of society telling their stories.

4.

The ultimate goal of Critical race theory is social justice (Bernal, 2002;
Delgado & Stefancic, 2001; Ladson-Billings & Tate, 1995; Parker & Lynn,
2002).
The following two themes related to the impact of Interactive Theatre as

professional development for giving voice to the marginalized and empowering faculty
emerged as data were analyzed: the role of awakening and the role of empowerment.
The research sought to answer the following questions:
4.

Why is Interactive Theatre used in professional development for faculty in higher
education?

5.

How does Interactive Theatre give voice to marginalized groups as viewed
through the lens of Critical Race Theory?
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6.

What impact does Interactive Theatre have on empowering faculty to address the
issues that come from giving students a voice?

Why is Interactive Theatre used in professional development for faculty in higher
education?
Although the Interactive Theatre program was designed to prepare faculty to
address issues of diversity, the researcher found consistent acknowledgement of the
usefulness for training teachers in general. None of the participants interviewed believed
there was any required diversity training at the University. Only the program leader
indicated there was a diversity training option among several other teaching improvement
workshops available for teaching assistants. All faculty and graduate assistants shared
they made a conscious decision to participate in the Interactive Theatre program. Many
specifically talked about recognizing a need for training in dealing with issues of
diversity. Even the few faculty participants who felt they already possessed the skills to
address diversity, due to the nature of their areas of expertise, or felt it was not necessary
in their particular courses, conceded an awakening to the need for this type of interactive
training.
With a self admitted bias for theatre, Professor Hepburn explained the
phenomenon of the Interactive Theatre program’s ability for going around people’s
defensiveness:
I’m a theatre person. I have learned from personal experience how actually doing
the theatre is so much more potent than seeing it. Seeing it can be very potent. I
have learned through my own personal experience how powerful performing in
the theatre—exploring an issue through theatre is. There’s a phenomenologist
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who talks about theatre being a laboratory for human existence. I think it really
can be a laboratory where you explore and learn about what it means to be human.
There’s a quote that goes something like this, “You cannot defect from an insight;
you cannot unsee what you’ve seen.” And I think that the Interactive Theatre can
help people see in that way.
There was a consensus among the interviewed participants that the Interactive Theatre
programs were certainly memorable.
How does Interactive Theatre give voice to marginalized groups as viewed through the
lens of Critical Race Theory?
Tracing the lineage of the style of interactive theatre utilized by the University’s
Interactive Theatre program leads directly to Boal’s (1985) Theatre of the Oppressed.
This style of theatre incorporates storytelling in order to give voice to marginalized
groups who too often are alienated and silent. The scenes developed for the Interactive
Theatre program studied purposely give voice to people marginalized by diversity. Many
of the faculty recounted lasting impressions of particular individuals portrayed. The
faculty and graduate students interviewed admitted to being oblivious to the thoughts and
feelings of the individuals depicted before seeing the presentations. This new
consciousness came not from uncaring bigotry or being unaware of diversity but from
simply not having experienced these issues firsthand. The faculty and graduate students
interviewed spoke about the tactic of ignoring or squelching any possible discussion that
might be confrontational or hurtful. They had not realized the hurt and anger that came
from the need for voices to be heard.
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As valuable as the presentations were for the faculty and graduate assistants
interviewed, the troupe members expressed their own conscious raising from being the
one to give voice to the marginalized. During the focus group interview, many of the
troupe members told about the profound effect experienced from inhabiting someone
who usually remains silent. Additionally, some of the troupe members found they were
more understanding of some of the unsympathetic characters portrayed. The actors were
not condoning prejudicial behavior but expressed a realization of the background
influencing this behavior. Some of the troupe members discussed learning how
ineffective it was telling, and sometimes even yelling at, someone to get them to change
for the better. They felt a strong realization of the importance of dialogue and hearing
everyone’s voice.
Professor Hepburn reiterated the influence of theatre for the performers is often
even more powerful than for that of the audience. According to Professor Hepburn,
“Theater can be a transformative experience for people but maybe more so for the people
who do it even than for the people who are audience members.” Obviously this is true for
the actors who have researched and embody these characters for numerous presentations.
Judd talked about his new perspective towards the homophobic character he portrays
stating, “Before interactive theatre it was kind of a shallow understanding, typically the
stereotype.” Judd further explained how different his character is from himself explaining
In order to answer the questions, and improvise the scene, you really have to
understand the character, which helped me to realize that by preaching at
someone who is like that you will never change their opinion or help them grow
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as an individual. And it’s kind of changed the way I approach people who have
that oppressive type personality.
Mandy also spoke about becoming a “much more open-minded person” and how she sees
“stereotypes where I didn't see them before.” Being involved in making sure voices are
heard has “made me a more confident individual and made me more passionate about
advocating for the rights of others.” Michelle reiterated the power of giving voice stating,
“It’s understanding where each other and the characters are coming from. Sharing and
understanding what the point of the whole process is.” Andrew spoke about one of the
characters in a scene as being a “scared little girl from a small town” who is afraid. He
summed up the idea of giving voice explaining “doing interactive theatre has been about
putting yourself in other people's shoes.”
As Ms. Lawson stated,
I think my conversations got better. I think I was more able to make sure all
people represented within the fictitious stories we talked about had a voice.
Making sure that the students were thinking of all aspects, instead of just making
a snap judgment based on their experiences or their own religion or culture.
The Interactive Theatre program has given voice through the purposeful portrayal
of marginalized individuals and thoughtfully researched scripts. The faculty, graduate
assistants, and troupe members all acknowledged what the researcher observed during
one of the presentations as another avenue for giving voice. The talkback session is a
powerful component for giving voice. As one faculty member described, you have the
opportunity to ask questions you would not pursue outside of the theatre setting. In
response the individuals being portrayed get to share their thoughts and feelings that
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would otherwise remain silent. As powerful as the dialogue is during the talkbacks, on a
whole other level is the opportunity for those that step into the scene and are fully
engaged in the world presented.
What impact does Interactive Theatre have on empowering faculty to address the issues
that come from giving students a voice?
Although many of the faculty and graduate assistants shared their hesitation
during early presentations to become an intervener, all that finally took that extra step
agreed it was an influential experience. One of the faculty members felt actual
participation as an intervener was so effective he recommended everyone “should be
coerced in a way to participate more,” even though he, himself was very hesitant at first.
Most of the faculty and graduate assistants interviewed shared their new found
confidence. This confidence described was not only for handling diversity issues that
occur but the feeling of empowerment to not only acknowledge and embrace diversity
but to instigate the dialogue that gives voice to the many silent and marginalized
individuals.
As one of the troupe members, who is a graduate assistant and also teaches,
explained,
I started to realize this really works. These are the tools you need. So I feel really
great to be able to help facilitate discussion like this and I’ve done it. I’ve felt
very comfortable in doing so with younger people. The lessons they can learn
from each other are invaluable. Absolutely.
All of the faculty members and graduate assistants spoke about the Interactive
Theatre program giving them their own safe space to practice. Many talked about gaining
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confidence even from seeing colleagues intervene and try different tactics. Those that
actually stepped into the scene as an intervener shared feelings of fright that were at times
quite strong. This experience, however, was used to gain the skills, as well as the
confidence to attempt these acknowledgments and dialogues in their own classes.
Emerged Themes
Using the data set and the predetermined codes, the following themes emerged:
A) Awakening to diversity and the need to acknowledge and incorporate the
ramifications; and B) Empowerment of the participants to address diversity. These two
themes related to the influence of participating in the Interactive Theatre programs as
audience and troupe members are depicted in Figure 1.

EMPOWERMENT
AWAKENING
INTERACTIVE
THEATRE

Figure 1. Path to empowerment.
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Awakening
The first theme to emerge from the data was the role of awakening to effect
change in the classroom. The faculty and graduate assistants recognized their own
blindness to issues of diversity. This was exemplified through awakening to the
participants’ a) avoidance of diversity issues that might result in conflict or
uncomfortable discourse; b) unseen or not easily recognized diversity; c) relevance to
curriculum; and d) the need for a safe space to discuss issues derived from diversity. As
shown in Figure 2 these themes are illustrated.

Avoidance

Recognition

AWAKENING

Safe Space

Figure 2. Awakening to issues of giving voice.

Relevance
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Empowerment
The second theme to emerge from the data was empowerment for teachers to
address diversity in its many forms and to encourage their students to do the same. The
participants spoke to the concept of teaching students rather than subjects. This idea was
supported by Interactive Theatre presentations demonstrating the many areas diversity
that affect students sharing a course. Many of the participants indicated newly felt
empowerment a) to strive for all voices to be heard in the classes; b) for best practices
learned from watching colleagues participate in an Interactive Theatre sketch; c) from
resources developed from participating in sketches; and d) from collegiality developed
across disciplines. In Figure 3 these themes are illustrated.

Giving
Voice

Resources

EMPOWERMENT

Collegiality

Best
Practices

Figure 3. Empowerment results from participating in Interactive Theatre.
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Conclusions
The Interactive Theatre program was found to have made memorable impressions
on not only faculty and graduate assistants as targeted audience members, but also on the
troupe members and program leader. Many reported a newfound consciousness when it
comes to diversity issues. They became aware of their use of avoidance as a tactic for
handling diversity.
In addition, the researchers concluded the newfound consciousness to not avoid
diversity issues or possible difficult dialogue in conjunction with the need to give voice,
brought the need to create a safe space. Several faculty and graduate assistants talked
about making sure everyone felt comfortable, supported, or at least safe to speak their
mind in class.
Many of the participants interviewed spoke specifically about their determination
to make sure everyone’s voice is heard. The confidence expressed to give this voice and
tackle diversity issues came from several aspects of involvement in Interactive Theatre.
The description of the results of being part of the programs could be characterized as best
practices for teaching. These best practices included modeling, resources, curriculum
improvement, and collegiality across disciplines. Many felt they had gained new
resources or tools from which to draw. Several commented on changes in their
curriculum to incorporate diversity issues. All of the conclusions based on the study
findings are represented in Figure 4.
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Empowerment
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Give Voice

Relevance

Collegiality

Interactive
Theatre as
Professional
Development
Memorable
Influence

Student
Participants

Safe Space

FiFigure 4 Conclusions based on study findings.
Implications for Practice
The implications of this inquiry for application in higher education could also
impact PK-12 institutions as they address the issues of diversity, professional
development and the training of teachers. After analysis of the study findings, the
researcher noted the importance of being conscious of avoiding diversity issues, thus
recognizing the various diversities among students, including backgrounds. This
recognition was applied to the relevance of diversity to all courses and the need for a safe
space for students to share their voices.
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The study findings also revealed the importance of empowering teachers with
resources necessary to establish a safe and conducive climate for giving that voice to all
students, especially the marginalized. The researcher found empowerment came from
participation in the Interactive Theatre program due to the opportunity for teachers to
learn and practice various best practice techniques in their own safe space. The teachers
participating in the program were also empowered through modeling from colleagues and
establishing new collegiality relationships across disciplines.
Also found through the study was a lack of required diversity training at the
University. It was indicated that other training in diversity was available, but as with the
Interactive Theatre program, it was optional. Therefore, if colleges and university
administrations are serious about diversity, it must assess the entire campus climate and
make systemic changes, from reviewing student recruitment and faculty hiring practices,
to requiring effective teacher training which includes diversity issues, and assessing
curriculum development processes to ensure that giving voice to diversity is practiced
and not just preached at the institution.
The study findings indicated that awakening and empowerment are essential to
giving voice to the marginalized. The faculty and graduate assistants interviewed
described an awakening to their avoidance of diversity issues, the need to recognize
diversity openly, relevance to their classes and students, and the need for a safe space to
acknowledge diversity and ensuing issues. Additionally, the faculty and graduate
assistants who participated in this study felt empowered by their participation in the
Interactive Theatre program to address the issues of diversity through giving voice,
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resources acquired, collegiality established, and best practices modeled. However, other
questions were raised that suggested the need for future study.
Recommendations for Future Research
The results of this study should contribute to the current body of research and
literature on Interactive Theatre as professional development to address issues of
diversity as well as best practices for teaching. This increase in minority students has
brought expectations of educational gains and sensitivity to racial issues at all levels of
schooling in America, including higher education. According to Swail (2006), however,
minority students are failing to persist due to campus climate and lack of social and
academic integration. The failed persistence by minority students is compounded by
faculty in higher education who “are not systematically prepared either through their
graduate education or ongoing on-campus faculty development programs to manage
difficult interpersonal situations which are driven by diversity issues” (Bell et al., 1997,
p. 276). Hargrove (2003), furthermore, argued that ongoing professional development
created to meet the challenges of diverse student populations was inadequate. It is
therefore recommended that additional studies be conducted on the use of Interactive
Theatre for professional development in higher education to address issues of diversity.
Due to the willingness of the faculty and graduate assistants to participate in the
Interactive Theatre programs a study is recommended that includes participants who do
not volunteer for but are required to participate for this type of diversity training. The
faculty and graduate assistants shared a desire to improve themselves in regards to
diversity issues. They were therefore open to the professional development possibilities
offered by the Interactive Theatre program. This was true even for the participants who
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were unwilling to become interveners. A study of participants required to participate in
diversity training utilizing Interactive Theatre as the professional development is,
therefore, also recommended.
Additionally, apprehension was expressed by the program leader specifically in
regards to the affect on some participants. Another recommendation, therefore, relates to
the impact an Interactive Theatre presentation has on individuals. The program leader
cautioned that in addition to the positive affect for some people:
It’s potent enough it might possibly have some real negative affects for some
people. And we don’t have counselors there to debrief people. Which is another
difference between Boal and psychodrama. In psychodrama, there’s a very kind
of clear debriefing procedure. There’s a way to de-role people if they need deroling. Boal isn’t interested in that, doesn’t think that is necessary, but that’s an
ongoing discussion within the Boal community. It comes up at conference. When
we've had discussions, it has come up and I agree. But I don’t know how to…we
have all of these performances, how do we? We don’t have a process for doing
that.
Therefore, an additional recommendation is for a study of an Interactive Theatre
program that utilizes counselors. Moreover, due to the relatively new emergence of using
Interactive Theatre as professional development, a final recommendation is for
longitudinal studies. The program leader expressed awareness concerning:
How do you change someone in an hour or an hour and half workshop? And yet,
when we did our research, people talked about how memorable the experience
was. My best guess is that for some people, what they saw will not make sense to
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them until it needs to. Until something in their own life happens that all of a
sudden, “Oh, now I remember that.”
The above recommendations were beyond the scope of this inquiry, but merit further
study.
Concluding Overview
This single case study examined whether voice was given to marginalized groups
through the use of Interactive Theatre as professional development for faculty in higher
education. The findings of this inquiry suggested an awakening to issues associated with
diversity and empowerment to address those diversity issues were results of having
participated in the Interactive Theatre program. Through individual interviews, focus
group, observations, and examination of documents, the researcher found that awakening
to issues associated with diversity resulted from participation in the Interactive Theatre
programs.
Additionally, the data set found participants felt empowerment to address those
issues as a result of having participated in the Interactive Theatre program. Moreover,
these results were found to be true for participants in the study whether their involvement
was as audience members, such as the faculty and graduate assistants, troupe members, or
program leader.
From this data set it was suggested a need for longitudinal studies on the impact
of Interactive Theatre as professional development not only on faculty and graduate
teaching assistants, but troupe members, and students. Furthermore, the investigation
found there is a need to research the effect on students of faculty participants and the
effect when Interactive Theatre is presented specifically for students.
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Finally, based on the findings, the answer to the question of “Does Interactive
Theatre give voice to the marginalized?” is a resounding “yes.” By using marginalized
individuals’ voices and stories, modeling techniques, and allowing people to practice
these techniques in a safe space, participants felt empowered to address issues of
diversity and giving voice. For some educators, however, the use of theatre may seem
unorthodox. Nevertheless, if the mission of an educational institution is to address issues
of diversity, including giving voice to those that are marginalized, then administration
and faculty must be open to new and innovative forms of professional development such
as Interactive Theatre.
According to the leader of the Interactive Theatre program at the center of this
study:
There’s no way to convince everybody else of it, you know. You can’t. You can’t
tell people [about] theatre. I can’t just tell people theatre is amazing and if you do
this work--if you do this work from this perspective, it can be eye-opening and
unexpected, in earth shattering ways. But you can’t tell anybody. They have to
experience it.

This is the road I have tried to follow as a teacher: living my convictions; being open to
the process of knowing and sensitive to the experience of teaching as an art; being
pushed forward by the challenges that prevent me from bureaucratizing my practice;
accepting my limitations, yet always conscious of the necessary effort to overcome them
and aware that I cannot hide them because to do so would be a failure to respect both my
students and myself as a teacher.
—Paolo Freire, Pedagogy of Freedom

2009 HICE Proceedings
Page 191

References
Babbage, F. (2004). Augusto Boal. New York: Routledge.
Banks, J. A. (2006). Race, culture, and education: The selected works of James A. Banks.
New York: Routledge.
Bell, L., Washington, S., Weinstein, G., & Love, B. (1997). Knowing ourselves as
instructors. In M. Adams, L. Bell, & P. Griffin (Eds.), Teaching for diversity and
social justice: A sourcebook (pp. 299-310). London: Routledge.
Bernal, D. (2002). Critical race theory, Latino critical theory, and critical raced-gendered
epistemologies: Recognizing students of color as holders and creators of
knowledge. Qualitative Inquiry, 8(1), 105-126.
Blum, L. (2000, April). Reflections of a white teacher teaching a course on racism. Paper
presented at the Annual Meeting of the American Educational Research
Association, New Orleans, LA.
Boal, A. (1985). Theatre of the oppressed (C. McBride & M, Trans.). New York: Theatre
Communication Group, Inc. (Original work published 1974)
Boal, A. (1992). Games for actors and non-actors (A. Jackson, Trans.). New York:
Routledge.
Boal, A. (2006). The aesthetics of the oppressed (A. Jackson, Trans.). New York:
Routledge.
Bogdan, R. C., & Biklen, S. K. (1998). Qualitative research for education: An
Bolman, L. G., & Deal, T. E. (2003). Reframing organizations (3rd ed.). San Francisco:
Jossey-Bass.

2009 HICE Proceedings
Page 192

Boostrom, R. (1998). Safe spaces: Reflections on an educational metaphor. Journal of
Curriculum Studies, 30(4), 397-408.
Brancato, V. (2003). Professional development in higher education. In K. King & P.
Lawlwer (Eds.), Newperspectives on designing and implementing professional
development of teachers of adults (98th ed., pp. 59-65). San Francisco: JosseyBass.
Brayboy, B. (2005). Toward a tribal critical race theory in education. The Urban Review,
37(5), 425-446.
Brookfield, S. (1995). Becoming a critically reflective teacher. San Francisco: JosseyBass Publishers.
Burgoyne, B., Welch, S., Cockrell, K., Neville, H., Placier, P., Davidson, M., et al.
(2005). Researching theatre of the oppressed: A scholarship of teaching and
learning project. Mountainrise, 2(1). Retrieved January 11, 2008, from
http://facctr.wcu.edu/mountainrise/archive/vol2no1/html/researching_theatre.html
Caldwell, P. (1995). A hairpiece: Perspectives on the intersection of race and gender. In
R. Delgado (Ed.), Critical Race Theory: The cutting edge (pp. 267-277).
Philadelphia: Temple University Press.
Center for Research on Learning and Teaching. (2007, September). Using theatre to
enhance teaching and learning and improve institutional climate. Paper presented
at the Using Interactive Theatre for Social Change: An interdisciplinary
symposium, Columbia, MO.
Chang, R. (1993). Toward an Asian American legal scholarship: Critical race theory,
post-structuralism and narrative space. California Law Review, 81(5), 1241-1323.

2009 HICE Proceedings
Page 193

Chavez, R. C., & Haynes, J. (2007). Storied lives: Melding critical multicultural
education and critical race theory for pedagogical transformation. Simile: Studies
in Media & Information Literacy Education, 1(4), 1-20.
Chavous, T., Harris, A., Rivas, D., Helaire, L., & Green, L. (2004). Racial stereotypes
and gender in context: African Americans at predominantly black and
predominantly white colleges. Sex Roles, 51(1), 1-16.
Chenoweth, K. (1999). Teaching Tolerance. Black Issues in Higher Education, 16(13),
32.
Chon, M. (1995). On the need for Asian American narratives in law: Ethnic specimens,
native informants, storytelling and silences. UCLA Asian Pacific American Law
Journal, 30(4), 4-32.
Cleeton, E., & Gross, G. (2004). Linking teaching and diversity in a public liberal arts
college: Students describe lecture, discussion, and race in the classroom. Race,
Gender & Class, 11(3), 7-18.
Cobb, P., & Hodge, L. (2002). A relational perspective on issues of cultural diversity and
equity as they play out in the mathematics classroom. Mathematical Thinking &
Learning, 4(2), 249-284.
Cohen-Cruz, J., & Schutzman, M. (Eds.). (2006). A Boal companion: Dialogues on
theatre and cultural politics. New York: Routledge.
Cokley, K. (2000). An investigation of academic self-concept and its relationship to
academic achievement in African American college students. Journal of Black
Psychology, 26(2), 148-164.

2009 HICE Proceedings
Page 194

Cole, D. (2007). Do interracial interactions matter? An examination of student-faculty
contact and intellectual self-concept. Journal of Higher Education, 78(3), 249281.
Collins, W., & Noblit, G. W. (1978). Order and disruption in a desegregated high school.
Crime and Punishment, 24(3), 227-290.
Creswell, J. (1994). Research design: Qualitative and quantitative approaches. Thousand
Oaks, CA: Sage.
Creswell, J. (2003). Research design: Qualitative, quantitative, and mixed methods
approach (2nd ed.). Thousand Oaks, CA: Sage.
Daniel, C. (2007). Outsiders-Within: Critical Race Theory, Graduate Education and
Barriers to Professionalization. Journal of Sociology & Social Welfare, 34(1), 2542.
Delgado, R., & Stefancic, J. (Eds.). (1997). Critical white studies: Looking behind the
mirror. Philadelphia: Temple University Press.
Delgado, R., & Stefancic, J. (2001). Critical Race Theory: An Introduction. New York:
New York University Press.
Fernandez, L. (2002). Telling stories about school: Using critical race and Latino critical
theories to documeent Latina/Latino education and resistance. Qualitative Inquiry,
8(1), 45-46.
Fink, A. (2006). How to conduct surveys: A step-by step guide. Thousand Oaks, CA:
Sage Publications, Inc.

2009 HICE Proceedings
Page 195

Flowers, L., & Pascarella, E. (1999). The effects of college racial composition on African
American college students' orientations toward learning for self-understanding.
Professional Educator, 22(1), 33-47.
Franklin, J., & Wallen, N. (2003). How to design and evaluate research in education (5th
ed.). Boston: McGraw Hill.
Freire, P. (1970). Pedagogy of the oppressed. New York: Herder and Herder.
Gillham, B. (2000). The research interview. London: Continuing International Publishing
Group.
Grahame, K. (2004). Contesting diversity in the academy: Resistance to women of color
teaching race, class, and gender. Race, Gender & Class, 11(3), 54-73.
Hargrove, S. (2003). Developing faculty for academic leadership. Black Issues in Higher
Education, 19(24), 32.
Harlow, R. (2003). Race doesn't matter, but...: The effect of race on professors'
experiences and emotion management in the undergraduate college classroom.
Social Psychology Quarterly, 66(4), 348-363.
Holloy, L., & Steiner, S. (2005). Safe space: Student perspectives on classroom
environment. Journal of Social Work Education, 41(1), 49-64.
hooks, b. (1994). Teaching to transgress: Education as the practice of freedom. New
York: Routledge.
Hyde, C. A., & Ruth, B. J. (2002). Multicultural content and class participation: Do
students self-censor? Journal of Social Work Education, 38(2), 241-256.
introduction to theory and methods. Needham Heights, MA: Allyn & Bacon.

2009 HICE Proceedings
Page 196

Jakubowski, L. (2001). Teaching uncomfortable topics: An action-oriented strategy for
addressing racism and related forms of difference. Teaching Sociology, 29(1), 6279.
Kaplan, M., Cook, C. E., & Steiger, J. (2006). Using theatre to stage instructional and
organizational transformation. Change: the Magazine of Higher Learning, 38(3),
32-39.
Krueger, R. A., & Casey, M. A. (2000). Focus groups: A practical guide for applied
research (3rd ed.). Thousand Oaks, CA: Sage Publications.
Ladson-Billing, G., & Tate, W. (1995). Toward a critical race theory of education.
Teachers College Record, 97(1), 47-68.
Lovell, M. (2006). Creating a diverse context for education. International Journal of
Diversity in Organizations, Communities & Nations, 5(4), 1-7.
Maher, F., & Tetreault, M. (1993). Frames of positionality: Constructing meaningful
dialogues about gender and race. Anthropological Quarterly, 66(3), 118-126.
Marable, M. (1992). Black America. Westfield, NJ: Open Media.
Marshall, C., & Gerstl-Pepin, C. (2005). Re-Framing educational politics for social
justice. New York: Allyn & Bacon.
McDowell, T., & Jeris, L. (2004). Talking about race using critical race theory: Recent
trends in the journal of marital and family therapy. Journal of Marital & Family
Therapy, 30(1), 81-94.
Merriam, S. B. (1998). Qualitative research and case study applications in education
(2nd ed.). San Francisco: Jossey-Bass.

2009 HICE Proceedings
Page 197

Mitchell, R., & Rosiek, J. (2006). Professor as embodied racial signifier: A case study of
the significance of race in a university classroom. Review of Education, Pedagogy
& Cultural Studies, 28(3), 395-409.
Pan, M. (2004). Preparing literature reviews: Qualitative and quantitative approaches
(2nd ed.). Glendale, CA: Pyrczak Publishing.
Parker, L., & Lynn, M. (2002). What's race got to do with it? Critical race theory's
conflicts with and connections to qualitative research methodology and
epistemology. Qualitative Inquiry, 8(1), 7-22.
Patten, M. L. (2004). Understanding research methods (4th ed.). Glendale, CA: Pyrczak
Publishing.
Reybold, L., Flores, B., & Riojas-Cortez, M. (2006). Dueling epistemologies?
Implementing a critical model of faculty development in teacher education.
Professional Educator, 28(2), 1-11.
Rich, M., & Cargile, A. (2004). Beyond the breach: Transforming white identities in the
classroom. Race, Ethnicity & Education, 7(4), 351-365.
Roche, V. (2001). Professional development models and transformative change: A case
study of indicators of effective practice in higher education. The International
Journal for Academic Development, 13(24), 120-129.
Rudestam, K.E., & Newton, R. R. (2001). Surviving your dissertation: A
comprehensive guide to content and process (2nd ed.). Thousand Oaks, CA: Sage
Publications, Inc.
Schutzman, M., & Cohen-Cruz, J. (Eds.). (1994). Playing boal: Theatre, therapy,
activism. London: Routledge.

2009 HICE Proceedings
Page 198

Seidman, I. (2006). Interviewing as qualitative research: A guide for researchers in
education and the social sciences (3rd ed.). New York: Teachers College Press.
Solomon, L., Solomon, M., & Schiff, T. (2002). The changing demographics: Problems
and opportunities. In W. A. Smith, P. G. Altbach, & K. Lomotey (Eds.), The
racial crisis in American higher education (Rev. ed., pp. 121-136). New York:
State University Of New York Press.
Solorzano, D. (1997). Images and words that wound: Critical race theory, racial
stereotyping and teacher education. Teacher Education Quarterly, 24(3), 5-19.
Solorzano, D. G., & Yosso, T. J. (2002). Critical Race Methodology: Counter-storytelling
as analytical framework for education research. Qualitative Inquiry, 8(1), 23-44.
Speck, B. (1996). Professor bias, religion, and ESL students: The need for a reflective
pedagogy. College Student Journal, 30(3), 390-399.
Swail, W. (2006, March). Barriers to student success and success on college campuses.
Educational Policy Institute Report. Retrieved January 17, 2008, from
http://www.educational policy.org
Tisdell, E., Hanley, M., & Taylor, E. (2000). Different perspectives on teaching for
critical consciousness. In A. Wilson & E. Hayes (Eds.), Handbook of adult and
continuing education (pp. 132-146). San Francisco: Jossey Bass.
Van Soest, D., & Garcia, B. (2003). Diversity education for social justice: Mastering
teaching skills. Alexandria, VA: Council on Social Work Education.
Wiersma, W. (2000). Research methods in education: An introduction (7th ed.). Boston:
Allyn Bacon.

2009 HICE Proceedings
Page 199

Theatre for Professional Development
Paper l

Williams, R. (1997). Vampires anonymous and critical race practice. Michigan Law
Review, 95(4), 741-765.
Wing, A. (2000). Global critical race feminism: An international reader. New York:
New York University Press.
Wlodkowski, R. J., & Ginsberg, M. B. (2003). Diversity and motivation: Culturally
responsive teaching (2nd ed.). Hoboken, NJ: Wiley, John & Sons, Inc.
Yin, R. (1993). Applications of case study research. Newbury Park, CA: Sage.
Yosso, T. (2005). Whose culture has capital? A critical race theory discussion of
community cultural wealth. Race, Ethnicity and Education, 8(1), 69-84.

37

2009 HICE Proceedings
Page 200

Achieving multiple learning outcomes with pragmatic, social-constructivist
teaching methods
James Hanson
University of New South Wales

Correspondence concerning this paper should be addressed to:
Dr James Hanson
School of Business
University of New South Wales (at ADFA)
Canberra, ACT 2600
Australia
james.hanson@adfa.edu.au

2009 HICE Proceedings
Page 201

ABSTRACT:
In this paper, social constructivist teaching methods are hypothesized to achieve,
simultaneously, three sets of learning outcomes, particularly valued in business
and professional education: theoretical knowledge, profession-specific problem
solving skills, and skills for engaging in collaborative inquiry. To refine this
hypothesis, a structural equation model is applied to a data set from a survey of
277 university educators who teach in 92 business and professional degree
programs. Educators appear to perceive a positive association between the use of
social constructivist teaching methods and the development of students’
profession-specific problem solving skills and skills for engaging in collaborative
inquiry but, surprisingly, not with the development of their theoretical knowledge.
However, they appear to perceive an indirect positive effect on students’
theoretical knowledge via the development of their skills of collaborative inquiry.
According to educators’ responses, the development of students’ skills for
engaging in collaborative inquiry may be a prerequisite for effective theoretical
knowledge construction in degree programs based on social constructivist
teaching methods. This constitutes a modified hypothesis for further investigation.
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Introduction
Knowledge transmission is still a widely-used approach to teaching in universities. In
business-related programs, in particular, many university educators continue to focus on
conveying, in abstract form, the theories of their academic disciplines, using textbooks and
lectures to address a relatively passive student audience. Theoretical knowledge remains the
student learning outcome most valued by university educators (Hanson & Sinclair, 2008;
Sinclair, 1997, 1999).
In contrast, many business managers who recruit at universities have now begun to seek
intellectually-proactive graduates who can create new knowledge of practical value to
themselves and their organizations – graduates “who can help create progress, not merely
keep up with it.” (Bereiter, 2002: p.239).
Is it possible to satisfy both of these stakeholder groups simultaneously? This paper explores
the possibility that multiple learning outcomes, including those most valued by university
educators and those most valued by business managers who recruit university graduates, may
be achieved simultaneously in undergraduate programs based on pragmatic, social
constructivist teaching methods.
Pragmatic, social constructivist teaching methods
Pragmatic, social-constructivist teaching methods require students to construct knowledge by
engaging collaboratively with realistic problems, cases or projects. Originally underpinned by
social constructivist views of learning, their principal objective was to help students construct
a deeper understanding of theoretical knowledge.
The basic principle of the pragmatic, social-constructivist approach to teaching is that students
learn most effectively by engaging in carefully-selected collaborative problem solving
activities, under the close supervision and coaching of an educator. While there are many
variations on the use of collaborative problem solving in education, most share some common
characteristics (Bereiter & Scardamalia, 2000; Palincsar, 1998):
• Everything starts with and keeps returning to a realistic problem
• Small groups work collaboratively on solving the problem
• Teamwork requires that some tasks are distributed among members, so all members
are accountable to the group
• Dialogue and negotiation of shared understanding are central to the process
• Student groups exercise self-management or self-direction in deciding what they need
to learn to gain a better understanding of the problem
• Teachers or tutors act initially as model inquirers by scaffolding the process of
collaborative problem solving, but gradually fade to a coaching role in which they
facilitate critical reflection on group interaction
• The purpose of the activity is not merely problem solving, but learning – the
construction of knowledge that may be generalized beyond the specific problem.
The learning processes underpinning three hypothesized learning outcomes of social
constructivist teaching methods can be most clearly articulated within the conceptual
frameworks of different learning theories from educational psychology.
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The development of a deep understanding of theoretical concepts is most clearly articulated
by constructivist or social constructivist theories which view learning as knowledge
construction via anchoring, articulation and elaboration of concepts (Bransford, Brown &
Cocking, 2000; Brown & Palincsar, 1989; Cognition & Technology Group at Vanderbilt,
1990; King, 1999; O’Donnell, 2006; O’Donnell & Dansereau, 1992; Piaget, 1926, 1977;
Vygotsky, 1934, 1978; Webb & Palincsar, 1996). Pragmatic, social constructivist teaching
methods were primarily developed for the purpose of more effectively developing students’
understanding of theoretical concepts. The development of conceptual understanding results
from the combination of their pragmatic aspects and their social constructivist aspects.
Students’ learning is anchored in the first-hand experience of engaging with realistic
problems, projects, cases, simulations and experiments. Students construct or restructure their
conceptions by elaborating and explaining them to others in order to resolve conflict and
controversy (Brown & Palincsar, 1989; O’Donnell, 2006; Piaget, 1926, 1977) or to coconstruct superior conceptions (O’Donnell, 2006; Vygotsky, 1934, 1978; Webb & Palincsar,
1996). To the extent that pragmatic, social constructivist teaching methods are competing
with traditional didactic methods of knowledge transmission, we would expect to see a
positive association between the use of these methods and the understanding of theoretical
concepts attained by students at the time of graduation.
However, when viewed from either the cognitivist or situativist perspectives, an additional
learning outcome becomes apparent: while engaging with a particular set of realistic
problems, students may be developing expertise in solving that very set of problems – the
basis of profession-specific problem solving skills. The development of profession-specific
problem solving skills can be articulated within the cognitive, information-processing theory
of schema-based expertise (Anderson, 1981, 1983; Ericsson & Charness, 1997; Ericsson &
Lehman, 1996; Glaser & Chi, 1988; Newell & Simon, 1972) or within the theory of situated
cognition which views learning as situative attunement to environmental constraints and
affordances (Clancey, 1997; Greeno, 1997a, 1997b; Lave, 1988; Scribner, 1984). ProblemBased Learning in medical education, case based teaching methods in MBA programs and
legal education and the design studio in architectural education all share the objective of
developing students’ skills in making decisions or solving problems of a type encountered in
professional practice. It is the pragmatic, or practice-oriented, aspect of these teaching
methods that is most clearly associated with this learning objective. Whether expertise is
developed by the acquisition of cognitive schemata that facilitate recognition of relevant
problems and appropriate response strategies (Ericsson & Charness, 1997; Ericsson &
Lehman, 1996; Newell & Simon, 1972) or by attunement to constraints and affordances in the
material and social-symbolic environments of professional practice (Clancey, 1997; Greeno,
1997a), it is the engagement with real – or realistic – problems and cases that is placed at the
core of professional education. To the extent that pragmatic, social constructivist teaching
methods are competing with traditional methods of knowledge transmission, we would expect
to see a positive association between the use of these methods and the profession-specific
problem solving skills attained by students at the time of graduation.
When viewed from a sociocultural perspective, another learning outcome is highlighted:
whilst engaged in the collaborative construction of knowledge, students may be regarded as
serving an apprenticeship in the practice of collaborative inquiry – a practice that is
increasingly valued for ‘knowledge creation’ in business, government and non-profit
organizations beyond education (Argyris & Schon, 1996; Brown & Duguid, 1991, Engestrom,
1999; Nonaka & Takeuchi, 1995). The development of students’ skills for engaging in
collaborative inquiry is best explained by sociocultural theories which view learning as
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apprenticeship, or enculturation, via immersion in culturally-valued practices, including
practices of inquiry (Bereiter, 2002a, 2002b; Bereiter & Scardamalia, 2003; Brown, Collins &
Duguid, 1989; Greeno & Goldman, 1998; Greeno & The MMTAP Group, 1997; Scardamalia
& Bereiter, 2006; Wells, 1999, 2000, 2002; Wells & Claxton, 2002). From this perspective,
inquiry ought to be the organizing principle of educational activity (Wells, 2000). Inquiry
begins with a real question, motivated by a genuine desire to understand. The goal of inquiry
is to make an explanatory artifact – a text, a diagram, a model or some other semiotic means
of explaining one’s answer to others. It is by making an explanatory artifact for others that
the student extends his or her own understanding. The role of the educator in this approach is
to step out of the didactic role, to take on the role of a co-inquirer and to model an ethos of
collaborative inquiry. The educator is also the organizer and leader of the community’s
activities, who coaches students in their attempts to engage in inquiry. Students learn in a
coached, cognitive apprenticeship (Collins, 1991, 2006; Collins, Brown & Newman, 1989).
The purpose of modeling inquiry in the classroom is to cultivate in students an
epistemological and methodological stance that might be characterized as a disposition to
engage in systematic inquiry about questions or topics in which one is interested. Inquiry is
not just about mastering a body of information – it is also about being open to wondering and
puzzlement, and trying to construct and test explanations of the phenomena that evoked these
feelings (Wells, 2000). Bereiter (2002b) describes this educational objective as the
enculturation of students into the practices of a knowledge-building community.
Enculturation of students into the practices of a knowledge-building community can be
viewed as:
… joining the ranks of those who are familiar with, understand, create, and work with the
conceptual artifacts of their culture. ... ‘Joining the ranks’ means becoming part of the
knowledge-producing subculture, identifying with its members, learning their skills, sharing
their aims and their norms. (Bereiter, 2002b: p. 229)

To the extent that pragmatic, social constructivist teaching methods are competing with
traditional methods of knowledge transmission, we would expect to see a positive association
between the use of these methods and students’ skills for engaging in collaborative inquiry, at
time of graduation.
Combining all three perspectives yields a model which hypothesizes positive effects of
pragmatic social constructivist teaching methods on students’ theoretical knowledge,
profession-specific problem solving skills and skills for engaging in collaborative inquiry (or
‘knowledge creation’). This simple conceptual model is shown below in Figure 1.
Fig. 1: Hypothesized conceptual model
Theo_Kno
Soc_Cons

Prof_Skl
Coll_Enq
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Method
This study is at the stage of hypothesis development and refinement – not yet at the stage of
strong hypothesis testing. However, by subjecting the hypothesized model to potential
disconfirmation, we can either reject it if it is disconfirmed, or allow it sufficient credibility to
warrant further testing using more intrusive methods such as an educational experiment.
LISREL 8.7 was used to subject a structural equation model, based on the conceptual model
shown above in figure 1, to potential disconfirmation by empirical data drawn from a survey
of Australian university educators who teach in undergraduate business and professional
degree programs.
The B/HERT survey
The empirical data analyzed in this study are drawn from a survey of university educators
conducted by Australia’s Business/Higher Education Round Table (B/HERT), a peak body
comprising the Vice-Chancellors of all Australian universities and the CEOs of 30 major
business firms. Of 455 distributed questionnaires, 277 were returned completed by educators
from 92 faculties in the 20 participating universities, yielding a return rate of 60.9%.
All data used in these analyses were ordinal responses marked on 5-point Likert-type scales,
using equal-appearing intervals, with the ‘neutral response’ anchored at 3, the midpoint of the
response scale.
Latent variables
Scores for four latent variables, corresponding with four subscales on the BHERT
questionnaires, have been calculated as the means of the individual item scores on the set of
the items comprising the subscale.
Table 1: Latent variables, subscale items and Cronbach’s α for each subscale.
Latent variable

Subscale items (observed variables)

α

Program’s use of social
constructivist teaching
methods
(Soc_Cons)

1. Reported focus on students doing projects, cases & problems (fproblem)
2. Reported focus on students working collaboratively in teams (fteams)
3. Reported focus on students discussing what they have learned (fdiscuss)

.690

Graduating students’
theoretical knowledge
(Theo_Kno)

1. Rating of graduating students’ theoretical knowledge (stheory)

N/A

Graduating students’
profession-specific
problem solving skills
(Prof_Skl)

1. Rating of graduating students’ ability to apply theory to work (sapplyth)
2. Rating of graduating students’ profession-specific work skills (sworkskl)

.697

Graduating students’
skills for engaging in
collaborative inquiry
(Coll_Enq)

1. Rating of graduating students’ problem solving skills (sproblem)
2. Rating of graduating students’ self-management skills (sselfmgt)
3. Rating of graduating students’ collaboration & teamwork skills (steamwrk)
4. Rating of graduating students’ oral communication skills (soralcom)

.704
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The B/HERT questionnaires were not designed specifically for this study, but to serve the
broader comparative purposes of the B/HERT survey. Therefore, the indicators used to
operationalize latent variables in this study had to be selected from the items that were already
included on an existing questionnaire (B/HERT, 1992). This raises a question of content
validity for all of the latent variables, except social constructivist teaching methods
(Soc_Cons) the only one operationalized using a set of items designed specifically for the
current study.
The collaborative inquiry that underpins knowledge creation is a self-directed, group problem
solving activity in which articulation and explanation are central to the co-construction of
knowledge. Therefore, the items selected to operationalize the latent variable collaborative
inquiry (Coll_Enq) are those that ask respondents to rate graduates on their capacities for selfdirection, collaboration, problem solving and their oral communication skills, the last serving
as a proxy for articulation and explanation.
Only two items were selected to operationalize professional skills (Prof_Skl), but they would
seem to be quite reasonable indicators because professional skills, as described here, consist
of profession-specific work skills and profession-specific problem solving skills which, in the
cognitive view, require the application of knowledge or schemata.
Theoretical knowledge (Theo_Kno) is operationalized with only one item, which is far from
ideal, but the item in question must be considered a reasonable indicator since it asks
respondents, quite directly, to rate graduates on their theoretical knowledge – one learning
outcome that is systematically assessed in higher education. Measurement error may,
nevertheless, pose a problem for this latent variable.
In summary, Cronbach’s Alpha for each of these latent factors is very close to, or in excess of,
.707 – the desirable value for an internally-reliable set of indicators. The procedure is not
applicable to theoretical knowledge (Theo_Kno), which has only one indicator. Although
these values of alpha would not be considered good for a customized measuring instrument,
they are acceptable for the purpose of this study, considering the practical constraints placed
on operationalizing the latent factors in this study by the nature and broader purpose of the
B/HERT questionnaires.
Data Characteristics
Latent variable scores are calculated as the mean of a set of indicator variable scores. Those
indicator variable scores are derived from Likert-type scales and are therefore ordinal, in the
strict sense. Treating discrete, ordinal-scale data as if they were continuous interval-scale data
is extremely common in practice yet statistically controversial. Likert scales yield ordinal
data, but they measure underlying variables that vary continuously (e.g. by degree or by
intensity), so treating Likert-scale data as if they were interval data is regarded by many as
reasonable if the scales are divided into a sufficient number of categories. Likert scales are
very commonly used with interval procedures provided that items use scales with at least 5
(Achen, 1991) and preferably 7 categories. In this study, the combination of two, three or
four 5-point Likert scales to produce latent factor scores means that those latent factor scores
are derived from computed indexes with 10 – 20 ordered categories, so their use in interval
procedures is clearly defensible. In fact, some statistical packages (e.g. LISREL 8.7) treat
variables with more than 15 possible ordered values as if they were interval-scale variables,
by default.
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Furthermore, Jaccard and Wan (1996) conclude, in a literature review, that:
[F]or many statistical tests rather severe departures (from intervalness) do not seem to
affect Type I and Type II errors dramatically. (p.4)

The use of maximum likelihood estimation with ordinal data in structural equation models
was once controversial, but by now, its use in latent variable models, such as those used in
this study, has been well-supported by Monte Carlo studies published in the structural
equation modeling literature (Coenders, Satorra & Saris, 1997; Hutchinson & Olmos, 1998;
West, Finch & Curran, 1995).
LISREL 8.7 was used to apply a structural equation model to data from a survey of 277
university educators from 92 business or professional schools in Australian universities.
University educators were asked to report the extent to which three aspects of social
constructivist teaching methods were used in their schools’ programs and to rate students
graduating from their schools on the attainment of the three learning outcomes, outlined
above. Therefore, latent variable scores for these particular measures are aggregated at the
school level – individual educators being treated as multiple raters of their own schools. With
277 educators in 92 faculties, we have, on average, 3 raters per school.
Testing structural equation models with a data set of n = 92 may be pushing the lower limit of
acceptable sample size. However, Monte Carlo studies by Hu and Bentler (1998, 1999), with
a range of sample sizes, show that a two-index strategy for judging model fit, using SRMR
and CFI, continues to yield good results in sample sizes as small as 150 – the smallest sample
size tested in those studies. This sample size is smaller still, so a two-index test, using SRMR
> .08 and CFI < .96 as rejection criteria, will be combined with the Satorra-Bentler scaled chisquare statistic as criteria for acceptable model fit. These will be supplemented by TLI
(NNFI), NFI, IFI and GFI (reject if < .90, in each case) as informal indicators of model fit. If
any of these tests and indicators of model fit indicate rejection, the model will be rejected.
Thus, to compensate for a small sample size, a particularly stringent combination of tests and
indicators will be used. The model must pass all of them to be deemed a well-fitting model.
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Results
The covariance matrix of observed variables and confirmatory factor analysis of the
measurement model used in this study are as follows:
Table 2: Covariance matrix of observed variables
stheory sapplyth sworkskl sproblem sselfmgt steamwrk soralcom fproblem fteams fdiscuss
-------- -------- -------- -------- -------- -------- ------- -------- ------ -------stheory 0.32
sapplyth 0.14
0.33
sworkskl 0.07
0.25
0.56
sproblem 0.16
0.16
0.10
0.33
sselfmgt 0.10
0.08
0.06
0.10
0.26
steamwrk 0.06
0.17
0.20
0.14
0.08
0.39
soralcom 0.10
0.11
0.13
0.19
0.11
0.17
0.36
fproblem 0.07
0.21
0.19
0.19
0.11
0.15
0.14
0.40
fteams -0.05
0.14
0.18
0.07
0.07
0.22
0.11
0.20
0.44
fdiscuss 0.06
0.14
0.12
0.16
0.13
0.13
0.18
0.21
0.16
0.43

One limitation in testing bivariate relationships using single-survey data is the potential
contamination of observed variance with common method variance (CMV) due, for example,
to response bias or rater bias. One way of estimating the effect of CMV on observed bivariate
relationships is to treat the smallest positive correlation among observed variables (rs) as a
proxy for CMV (Lindell & Whitney, 2001). If this is significant, it can be partialed out of
each remaining bivariate correlation (r) to remove the effect of CMV. Adjusted correlations
(radj) are calculated thus:
r − rs
radj =
.
1 − rs
However, the smallest positive bivariate correlation amongst observed variables in this data
set was only rs = .064 (p = .539), between Reported focus on students discussing what they
have learned (fdiscuss) and Rating of graduating students’ theoretical knowledge (stheory)
and 10 of the 45 pairs of observed variables exhibited non-significant bivariate correlations,
all of which indicate that CMV is not a serious problem in this study. This may be due to the
coarse categorization of responses created by 5-point Likert-type scales which, despite their
various weaknesses, may not afford as much leeway for response bias or rater bias to
influence scores. Nevertheless, further research using different methods to measure
dependent and independent variables is warranted before strong conclusions can be drawn.
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Measurement model
The measurement model is as outlined in Table 1. Two error covariances among indicator
variables are also predicted:
• fteams and steamwrk are predicted to covary due to the specific and direct learning
effect that experience of working in teams will most likely have on a student’s
teamworking skills.
• fdiscuss and soralcom are predicted to covary due to the specific and direct learning
effect that experience in discussing or debating will most likely have on a student’s
oral communication skills.
Fig. 2: LISREL path diagram of the measurement model with parameter estimates
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0.56

Theo_Kno

1.00

0.43
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sapplyth

0.37

sworkskl

0.12

sproblem
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sselfmgt

0.56

Prof_Skl

0.44

0.56

1.00

0.63
0.20

0.46
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Coll_Enq

1.00

0.36
0.28

0.68

steamwrk
0.38

0.21

soralcom

0.11

fproblem

0.74

0.13

0.54
0.05

Soc_Cons

1.00

0.37
0.29

fteams
0.41

0.27

fdiscuss

Table 3: Fit indices of the measurement model
Fit Indices

CFI

SRMR

Rejection Rule

<.96

>.080

Measurement
Model

.98

.072

χ2SB

40.09
df=28

TLI

IFI

GFI

p<.050

<.90

<.90

<.90

p=.065

.96

.98

.91

Reject?

No

The fit indices in Table 3 show that the measurement model fits the covariance structure in
the data set quite well. All factor loadings of indicator variables are statistically significant.
All are plausible with no surprising error variances or Heywood cases. The error variance of
‘stheory’ is set to zero so that the latent variable ‘Theory’ becomes a direct proxy for its sole
indicator. Other factor loadings are of a magnitude that is typical in social research.
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Hypothesized model
The hypothesized model is as depicted in Fig. 1. Observed variables and factor loadings have
been excluded from Fig. 3 for simplicity, but they are shown in Fig. 2, above.
Fig. 3: LISREL path diagram of the hypothesized model with parameter estimates
Theo_Kno

0.96

Prof_Skl

0.53

Coll_Enq

0.45

0.20

1.00

Soc_Cons

0.68

0.74

Table 4: Tests and descriptive fit indices for the hypothesized model
Fit Indices

CFI

SRMR

Rejection Rule

<.96

>.080

Hypothesized
Model

.98

.072

χ2SB

40.09
df=28

TLI

IFI

GFI

p<.050

<.90

<.90

<.90

p=.065

.96

.98

.91

Reject?

No

Structural Equations
Equation: Theo_Kno = 0.20*Soc_Cons, Errorvar.= 0.96 , R² = 0.039
Std Error:
(0.13)
(0.17)
z score:
1.54
5.52
p value:
p = .12 (not significant)
Prof_Skl = 0.68*Soc_Cons, Errorvar.= 0.53 , R² = 0.47
(0.11)
(0.16)
6.10
3.31
p < .001
Coll_Enq = 0.74*Soc_Cons, Errorvar.= 0.45 , R² = 0.55
(0.13)
(0.17)
5.57
2.67
p < .001
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These results can be interpreted as follows:
1) Educators’ reported focus on social constructivist teaching methods is strongly
associated with their evaluations of students’ skills of collaborative inquiry, at
graduation.
2) Educators’ reported focus on social constructivist teaching methods are
strongly associated with their evaluations of students’ profession-specific
problem solving skills, at graduation.
3) The associations between educators’ reported focus on social constructivist
teaching methods and their evaluations of students on these two skill
categories do not differ significantly.
4) The associations between educators’ reported focus on social constructivist
teaching methods and their evaluations of students on these two skill
categories are significantly greater than with their evaluations of students’
theoretical knowledge, at graduation.
5) There is no significant direct association between educators’ reported focus on
social constructivist teaching methods and their evaluations of students’
theoretical knowledge, at graduation – although the possibility of an indirect
association will be addressed in the modified model, below.
From a theoretical perspective, the non-significant association between educators’ reported
focus on social constructivist teaching methods and their evaluations of students’ theoretical
knowledge is surprising because social constructivist teaching methods were originally
designed with this learning outcome in mind. One possible explanation is that the use of just
one observed indicator for this latent variable has resulted in excessive measurement error
and, hence, a null result. However, this null result is consistent with empirical research on the
learning outcomes of Problem-Based Learning in medical education. Problem-Based
Learning has been positively associated with a range of important learning outcomes in
professional education, such as clinical skills and scientific reasoning skills, but it has also
been associated with slight decrements in students’ performance on traditional examinations
of theoretical knowledge (Albanese & Mitchell, 1993; Goodman, Erich, Brueschke, Bone,
Rose, Williams & Paul, 1991; Mennin, Friedman, Skipper, Kalishman & Snyder, 1993;
Schmidt, Dauphinee & Patel, 1987; Vernon & Blake, 1993). If, as seems likely, the educators
in this study based their evaluations of students’ theoretical knowledge on performance in
traditional examinations, this result appears consistent with the findings of Problem-Based
Learning studies. It could also be that this learning outcome is actually less robust than the
others – more difficult to achieve under less-than-ideal conditions. One point made in relation
to both knowledge creation in firms and knowledge construction in education is that these
processes do not ‘just happen’. Knowledge creation, in firms, requires that those engaged in
the process possess the necessary skills and are guided by norms of successful collaborative
inquiry. Likewise, knowledge construction, in education, requires that students engage with
problems and interact with one another in such a way that they resolve cognitive conflict
constructively, often by co-constructing new representations or explanations that are superior
to each individual’s initial understanding.
Research in primary and secondary schools has consistently found that the effective use of
pragmatic, social constructivist teaching methods requires that teachers model or ‘scaffold’
norms of constructive interaction and guide students in the development of small-group
behavior and discourse patterns – questioning, elaborating, hypothesizing, experimenting,
abstracting, generalizing and so on – that can facilitate the construction of knowledge (Brown
& Campione, 1994; Brown & Palincsar, 1989; King, 1990, 1992, 1994, 1998, 1999;
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O’Donnell, 1996, 1999; O’Donnell, 2006; O’Donnell & Dansereau, 1992). Over time,
students may internalize these behavioral and discursive patterns as skills for engaging in
collaborative inquiry.
If such scaffolding is required in primary and secondary schooling, could it be that it is also
required in the early stages of an undergraduate program? It may well be that learners have to
master the skills and norms of collaborative inquiry before the potential of social
constructivist learning environments for developing students’ theoretical knowledge can be
realized.
A second structural equation model, based upon this modified hypothesis was applied to the
same data set. A conceptual diagram of the modified model is shown below, in Fig. 4:
Fig. 4: Modified conceptual model
Theo_Kno
Soc_Cons

Prof_Skl
Coll_Enq
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Modified model
Observed variables and factor loadings are excluded from Fig. 5, but are shown in Fig. 2.
Fig. 5: LISREL path diagram of the modified model with parameter estimates
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Soc_Cons
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Prof_Skl
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0.74

Coll_Enq
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Table 5: Tests and descriptive fit indices for the modified model
Fit Indices

CFI

SRMR

Rejection Rule

<.96

>.080

.98

.072

Modified
Model

χ2SB

40.09
df=28

TLI

IFI

GFI

p<.050

<.90

<.90

<.90

p=.065

.96

.98

.91

Reject?

No

Structural Equations
Equation: Theo_Kno = 0.92*Coll_Enq - 0.48*Soc_Cons, Errorvar=0.57, R²=0.43
Std Error:
(0.26)
(0.24)
(0.14)
z score:
3.60
-2.05
4.00
p value:
p < .001
p = .04 (marginal)
Prof_Skl = 0.68*Soc_Cons, Errorvar.= 0.53 , R²=0.47
(0.11)
(0.16)
6.10
3.31
p < .001
Coll_Enq = 0.74*Soc_Cons, Errorvar.= 0.45 , R²=0.55
(0.13)
(0.17)
5.57
2.67
p < .001

The magnitude of an indirect effect is calculated by multiplying the path coefficients along
the indirect path. Hence, the perceived indirect effect of social constructivist teaching
methods on students theoretical knowledge via, or conditional upon, the development of their
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skills for engaging in collaborative inquiry, is .68 (ie. .74 × .92, both of which are highly
significant, p < .001).
The direct path from Soc_Cons to Theo_Know, in this model, can be interpreted as the
perceived effect of social constructivist teaching methods on students’ theoretical knowledge,
without the development of their skills for engaging in collaborative inquiry. This path
coefficient is negative, but only marginally significant.
Discussion
The main limitation of this study is that the data are based on the subjective evaluations of
educators. As such, we can only discuss perceived effects, at best.
Educators perceived a positive association between the use of social constructivist teaching
methods and the development of students’ profession-specific problem solving skills and
skills for engaging in collaborative inquiry, but not with their theoretical knowledge.
However, they appear to perceive an indirect positive association between the use of social
constructivist teaching methods and the development of students’ theoretical knowledge via
the development of their skills for engaging in collaborative inquiry.
If the perceptions of university educators are to be given credence, these results imply that the
three sets of learning outcomes may not only be achieved simultaneously but that, in
programs using social constructivist teaching methods, the development of students’ skills for
engaging in collaborative inquiry may enhance the depth of their understanding of theoretical
knowledge. This would mean that the learning outcomes most valued by educators and the
learning outcomes most valued by business managers can not only be achieved
simultaneously, but that they may actually reinforce one another.
Conclusion
Rather than a conclusion, per se, we have a modified hypothesis that pragmatic, social
constructivist teaching methods have two distinct effects on the development of students’
theoretical knowledge: a null or negative direct effect, possibly due to the fact that social
constructivist teaching methods allow educators less time to explicitly address theoretical
content, and a positive indirect effect, possibly due to the deeper understanding that students
gain from social constructivist teaching methods, IF they have learned how to construct
knowledge effectively through collaborative inquiry. This modified hypothesis should be
subjected to further investigation using more intrusive – and more credible – research
methods.
If confirmed in a controlled intervention study, this would imply that a more explicit focus
should be placed on coaching students in the practice and discourse of constructing
knowledge collaboratively, in the early stages of a social constructivist education program.
Two benefits would follow: (1) students would develop their capacity to create knowledge
through collaboratively inquiry, which is an increasingly valued activity in many business and
professional contexts, and (2) students could apply their new-found skills of collaborative
inquiry to the construction of deeper theoretical knowledge within the education program,
itself.

2009 HICE Proceedings
Page 215

REFERENCES:
Achen, C. H. (1991). A polychotomous linear probability model. Berkeley, CA: Political
Methodology Society.
Albanese, M. A. & Mitchell, S. (1993). Problem-based learning: A review of literature on its
outcomes and implementation issues. Academic Medicine, 68, 52-81.
Anderson, J.R. (1981). Cognitive skills and their acquisition.
Erlbaum Associates.

Hillsdale, NJ: Lawrence

Argyris, C. & Schön, D.A. (1996). Organizational learning II: theory, method and practice.
Reading, MA: Addison-Wesley.
Bereiter, C. (2002). Artifacts, canons and the progress of pedagogy: A response to
contributors. In B. Smith (Ed.) Liberal education in a knowledge society. Chicago, IL:
Open Court.
Bereiter, C. & Scardamalia, M. (2006). Education for the knowledge age: Design-centered
models of teaching and instruction. In P.A. Alexander & P.H. Winne (Eds.) Handbook
of Educational Psychology (2nd edition). Mahwah, NJ: Lawrence Erlbaum Associates.
Blumberg, P. (2000). Evaluating the evidence that problem-based learners are self-directed
learners: A review of the literature. In D.H. Hmelo & C.E. Evensen (Eds) Problembased learning: A research perspective on learning interactions. Mahwah, NJ:
Lawrence Erlbaum Associates.
Boisot, M.H. (1998). Knowledge assets: Securing competitive advantage in the information
economy. New York, NY: Oxford University Press.
Bransford, J.D., Brown, A.L. & Cocking, R.R. (Eds.) (2000). How people learn: Brain, mind,
experience and school. Washington, DC: National Academy Press.
Brown, A. L. & Campione J. C. (1994). Guided discovery in a community of learners. In K.
McGilly (Ed.) Classroom Lessons: Integrating cognitive theory and classroom
practice. Cambridge, MA: MIT Press.
Brown, A.L. & Palincsar, A.S. (1989). Guided, cooperative learning and individual
knowledge acquisition. In L.B. Resnick (Ed.) Knowing, learning and instruction:
Essays in honor of Robert Glaser. Hillsdale, NJ: Lawrence Erlbaum Associates.
Brown, J.S., Collins, A. & Duguid, P. (1989). Situated cognition and the culture of learning.
Educational Researcher,18(1), 32-42.
Brown, J.S. & Duguid, P. (1991). Organizational learning and communities of practice:
Toward a unified view of working, learning and innovation. Organization Science,
2(1), 40-57.
Clancey, W. J. (1997). The conceptual nature of knowledge, situations and activity. In P.J.
Feltovich, K.M. Ford & R.R. Hoffman (Eds.), Expertise in context. Cambridge, MA:
MIT Press.
Coenders, G., Satorra, A., & Saris, W. E. (1997). Alternative approaches to structural
equation modeling of ordinal data: A Monte Carlo study. Structural Equation
Modeling, 4(4), 261-282.
Cognition & Technology Group at Vanderbilt (1997). The Jasper project: Lessons in
curriculum, instruction, assessment and professional development. Mahwah, NJ:
Lawrence Erlbaum Associates.

2009 HICE Proceedings
Page 216

Collins, A. (2006). Cognitive apprenticeship. In R.K. Sawyer (Ed.) The Cambridge
Handbook of the Learning Sciences. New York, NY: Cambridge University Press.
Distlehorst, L.H. & Robbs, R. (1998). A comparison of problem-based learning and standard
curriculum students: Three years of retrospective data. Teaching and Learning in
Medicine: An International Journal, 10(3), 131-137.
Dosi, R., Nelson, R.R. & Winter, S.G. (Eds.) (2000). The nature and dynamics of
organizational capabilities. New York, NY: Oxford University Press.
Drucker, P.F. (1993). Post-capitalist society. New York, NY: HarperCollins.
Engestrom, Y. (1999). Innovative learning in work teams: Analyzing cycles of knowledge
creation in practice. In Y. Engestrom, R. Miettinen & R.-L. Punamaki (Eds.),
Perspectives on activity theory. Cambridge, U.K.: Cambridge University Press.
Ericsson, K.A. & Charness, N. (1997). Cognitive and developmental factors in expert
performance. In P.J. Feltovich, K.M. Ford & R.R. Hoffman (Eds.), Expertise in
context. Cambridge, MA: MIT Press.
Ericsson, K.A. & Lehman, A.C. (1996). Expert and exceptional performance: evidence of
maximal adaptation to task constraints. Annual Review of Psychology, v47, 273-305.
Glaser, R. & Chi, M.T.H. (1988). Introduction. In M.T.H. Chi, R. Glaser, & M.J. Farr (Eds.),
The nature of expertise. Hillsdale, NJ: Lawrence Erlbaum Associates.
Goodman, L. J., Erich, E., Brueschke, E. E., Bone, R. C., Rose, W. H., Williams, E. J. & Paul
H. A. (1991). An experiment in medical education: A critical analysis using traditional
criteria. Journal of the American Medical Association, 265, 2373-2376.
Greeno, J.G. (1997a). The situativity of knowing, learning and research. American
Psychologist, 53, n1, 5-26.
Greeno, J.G. (1997b). On claims that answer the wrong questions. Educational Researcher,
26(1), 5-17.
Greeno, J.G. (1997c). Theories and practices of thinking and learning to think. American
Journal of Education, 106, n1, p85(42).
Greeno, J.G. & Goldman, S.V. (1998). Thinking practices in mathematics and science
learning. Mahwah, NJ: Erlbaum.
Hanson, J.M. & Sinclair, K.E. (2008). Social-constructivist teaching methods in Australian
universities – reported uptake and perceived learning effects: A survey of lecturers.
Higher Education Research & Development, 27(3), 169-186.
Hutchinson, S. R., & Olmos, A. (1998). Behavior of descriptive fit indexes in confirmatory
factor analysis using ordered categorical data. Structural Equation Modeling, 5(4),
344-364.
King, A. (1990). Enhancing peer interaction and learning in the classroom through reciprocal
questioning. American Educational Research Journal, 27, 664-687.
King, A. (1991). Effects of training in strategic questioning on children’s problem solving
performance. Journal of Educational Psychology, 83(3), 307-317.
King, A. (1992). Facilitaing elaborated learning through guided student-generated
questioning. Educational Psychologist, 27, 111-126.

2009 HICE Proceedings
Page 217

King, A. (1994). Guiding knowledge construction in the classroom: Effects of teaching
children how to question and how to explain. American Educational Research
Journal, 31, 338-368.
King, A. (1998). Teaching effective discourse patterns for small group learning. In R. Stevens
(Ed.), Teaching in American schools. Upper Saddle River, NJ: Prentice-Hall.
King, A. (1999). Discourse patterns for mediating peer learning. In A.M. O’Donnell, & A.
King (Eds.) Cognitive perspectives on peer learning. Mahwah, NJ: Lawrence Erlbaum
Associates.
Lave, J. (1988). Cognition in practice. Cambidge, U.K.: Cambridge University Press.
Menin, S. P., Friedman, M., Skipper, B., Kalishman, S. & Snyder, J. (1993). Performances on
the NBME I, II and III by medical students in the problem-based and conventional
tracks at the University of New Mexico. Academic Medicine, 68, 616-624.
Newell, A. & Simon, H.A. (1972). Human problem solving. Englewood Cliffs, NJ: PrenticeHall.
Nonaka, I. & Takeuchi, H. (1995). The knowledge-creating company: How Japanese
companies create the dynamics of innovation. New York, NY: Oxford University
Press.
Nonaka, I. & Teece, D. (Eds.) (2001). Managing industrial knowledge: creation, transfer and
utilization. London, U.K.: Sage Publications.
Nonaka, I., Toyama, R. & Byosiere, P. (2001). A theory of organizational knowledge
creation: Understanding the dynamic process of creating knowledge. In M. Dierkes et
al (Eds.) Handbook of organizational learning and knowledge. New York, NY:
Oxford University Press.
O’Donnell, A. M. (1996).The effects of explicit incentives on scripted and unscripted
cooperation. Journal of Educational Psychology, 88, 74-86.
O’Donnell, A. M. (1999). Structuring dyadic interaction through scripted cooperation. In
O’Donnell, A. M. & King, A. (Eds.) (1999). Cognitive perspectives on peer learning.
Mahwah, NJ: Lawrence Erlbaum.
O’Donnell, A. M. (2006). The role of peers and group learning. In P.A. Alexander & P.H.
Winne (Eds.) Handbook of Educational Psychology (2nd edition). Mahwah, NJ:
Lawrence Erlbaum Associates.
O’Donnell, A.M. & Dansereau, D.F. (1992). Scripted cooperation in student dyads: A method
for analyzing and enhancing academic learning and performance. In N. Miller & R.
Hertz-Lazarowitz (Eds.) Interaction in cooperative groups: The theoretical anatomy of
group learning. New York, NY: Cambridge University Press.
OECD (1996). The knowledge-based economy. Paris, France: Organization for Economic
Cooperation and Development.
Scardamalia, M & Bereiter, C. (2006). Knowledge building: Theory, pedagogy and
technology. In R.K. Sawyer (Ed.) The Cambridge Handbook of the Learning Sciences.
New York, NY: Cambridge University Press.
Scardamalia, M., Bereiter, C. & Lamon, M. (1994). The CSILE project: Trying to bring the
classroom into world 3. In K. McGilly (Ed.) Classroom Lessons: Integrating cognitive
theory and classroom practice. Cambridge, MA: MIT Press.

2009 HICE Proceedings
Page 218

Paper presented at 7th Annual Hawaii International Conference on Education, Honolulu, January, 2009

Schmidt, H. G., Dauphinee, W. D. & Patel, V. L. (1987). Comparing the effects of problembased and conventional curricula in an international sample. Journal of Medical
Education, 62, 305-315.
Scribner, S. (1984). Studying working intelligence. In B. Rogoff & J. Lave (Eds.), Everyday
cognition: its development in social context. Cambridge, MA: Harvard University
Press.
Senge, P. (1990). The fifth discipline: the art and practice of the learning organization. New
York, NY: Currency Doubleday.
Sinclair, K. E. (1997). Workforce competencies of college graduates. In H. F. O’Neil (Ed.),
Workforce readiness: Competencies and assessment. Mahwah, NJ: Lawrence
Erlbaum.
Sinclair, K. E. (1999). The transition of graduates from universities to the workplace. In E.
Dunne (Ed.), The learning society: International perspectives on core skills in higher
education. London, U.K.: Kogan Page.
Stewart, T.A. (1997). Intellectual capital: The new wealth of organizations. New York, NY:
Doubleday / Currency.
Vernon, D. T. & Blake, R. L. (1993). Does problem-based learning work? A meta-analysis of
evaluative research. Academic Medicine, 68, 550-563.
Watkins, K. & Marsick, V. (1993). Sculpting the learning organization: Lessons in the art
and science of systemic change. San Francisco, CA: Jossey-Bass.
Webb, N.M. & Palincsar, A.S. (1996). Group processes in the classroom. In D. Berliner & R.
Calfee (Eds.) Handbook of educational psychology. New York, NY: Macmillan.
Wells, G. (1999). Dialogic inquiry: Towards a sociocultural practice and theory of education.
Cambridge, U.K.: Cambridge University Press.
Wells, G. (2000). Dialogic inquiry in the classroom: Building on the legacy of Vygotsky. In
C. Lee & P. Smagorinsky (Eds). Vygotskian perspectives on literacy research. New
York, NY: Cambridge University Press.
West, S. G., Finch, J. F., & Curran, P. J. (1995). Structural equation models with nonnormal
variables. In R. H. Hoyle (Ed.), Structural equation modeling: Concepts, issues and
applications. Thousand Oaks, CA: Sage Publications.

19

2009 HICE Proceedings
Page 219

Research Proposal for the 7th Annual
Hawaii International Conference on Education
January 4-7, 2009
Honolulu Hawaii, USA

Changing College Students’ Epistemological Beliefs and Investigating
the Domain Issue- An Intervention Study

Author Information:
Jia-Jia Hsu
Doctoral Student, Department of Education
National Chengchi University
NO.64, Sec.2, ZhiNan Rd., Wenshan District, Taipei City 11605,
Taiwan (R.O.C)
jia@alumni.nccu.edu.tw

Abstract
How to improve learning performance by changing personal epistemological
beliefs is an important and extending issue since a lot of related research has reported
the effects on learning. Especially in Chinese culture, which respects tradition that
might have strong effect on epistemological beliefs, this kind of exploration would be
more interesting. Besides, there are some discussions on the domain issue of personal
epistemological beliefs for less current research mention about. Based on all noted
above, around one hundred Taiwan college students would participate in, and all the
participators have to attend the systematic processing curriculum developed by
researcher. Those college students would finish two kinds of questionnaire both in the
beginning and after curriculum, “Personal Epistemological Belief Questionnaire” and
“Discipline-focused Epistemological Beliefs Questionnaire.” The following are the
methods of data analysis and expected outcomes. (1) Cronbach’s αwould be used for
testing reliability, and (2) the construct validity would be built by confirmation factor
analysis. As well, (3) in order to realize the effect of the developed curriculum,
researcher plans to analyze the results of the two questionnaires by one-way ANOVA
analysis. (4) Finally, in relation to the domain issue, one-way ANOVA is used to test
the differences between the Personal Epistemological Belief Questionnaire and
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Discipline-focused Epistemological Beliefs Questionnaire.

2009 HICE Proceedings
Page 221

Title Page
a. Title of the submission:
Applying and analyzing metacognitive scaffolding theory in WebQuest EFL reading
instruction
b. Topic area of the submission : ESL/TESL
c. Presentation format: Paper session
d. Name of the author: Wu, Chia Pei
Hsu, Cheng
e. Department and affiliation:
Department of Applied English, I-Shou University, Taiwan

f. Mailing address: No.1, Sec. 1, Syuecheng Rd.
Dashu Township,Kaohsiung County,
840 Taiwan R.O.C.

g. E-mail address: cpwu@isu.edu.tw,(Wu, Chia Pei)
tlch@ccu.edu.tw (Hsu, Cheng)
h.
i. Phone number: +886-7-6577711 ext.5678
j. Fax number: +886-7-6577056
k. Corresponding author if different than lead author: None

2009 HICE Proceedings
Page 222

Abstract

WebQuest is an inquiry-oriented activity which are designed to make effective
use of students’time and to support their thinking and active involvement at the levels
of analysis, synthesis, transformation of information, and evaluation by gathering and
retrieving information on the Internet. WebQuests are one technique for scaffolding
higher order thinking skills such as analyzing, synthesizing, creating and transforming
information. In this study, using of WebQuest to design and deliver instruction is to
enhance students’scaffolding metacognitive skills and enrich their collaborative
learning environment while they are exploring within WebQuest activities. A
quasi-experimental research designed was employed for this study. A pretest and
posttest reading comprehension assessment were administered for the treatment and
control groups. The results indicate that the students in the treatment group
outperformed the students in the control group. The use of the WebQuest enhances
students’ higher order thinking skills and their scaffolding metacognitive skills toward
the Webquest learning.
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Introduction
Many useful tools integrating computer (Internet) use in classroom have been
implemented greatly since personal computers first appeared in classroom learning
and teaching. Some of these proposed uses have worked on students’ learning, while
others did not have any impact on students’ learning. Educators and teachers should
seriously evaluate the validity of uses before implementing in the classroom curricula.
One of the latest implementations to gain popular status is Web Quests, which
involves having students access the Web to complete a task or solve a problem. The
WebQuest is created by determining a problem to be solved, defining the steps
involved in solving the problem, and providing resources for students to use. In the
process of problem solving, students learn skills in an interactive approach develop
their higher order thinking.
Review of the literature
WebQuest, a term created by Dodge and March (Dodge, 2001), is one of the
latest practices in classroom use of the Internet and World Wide Web. The WebQuest
is an instructional tool for inquiry-oriented learning in which learners interact with
resources on the Internet, develop small group skills in collaborative learning and
engage in higher level thinking. A well-designed WebQuest typically contains six
parts: (a) introduction; (b) task; (c) information sources ;(d) description of process; (e)
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guidance ;and (f) conclusion (Dodge,1995). These sections guide learners through
WebQuest activities by providing descriptive background information, defining tasks,
supplying information resources needed to complete tasks and offering a descriptions
of the process learners should complete these tasks.
WebQuests can be designed to offer learners opportunities to learn multiple
knowledge representations and multiple perspectives so that they can realize the
real-world complexities to which the knowledge is applied. With multiple knowledge
representations (Spiro et al., 1994) learners experience the same content in different
ways, with different activities and multiple media forms. That means that learners can
flexibly use their new knowledge in a real-world context. According to Lim’s
statements( 2004), a well-designed WebQuest also provides learners with cognitive
tools and procedural guidance ,especially when a balance is created between the
system-generated guide and the human facilitator. Also, a WebQuest promotes
thoughtful literacy because it enables learners to process information using a variety
of complex thinking skills ( Bradshaw, Bishop, Gens, Millers, & Rogers, 2002).
WebQuests offer useful tools for reading and learning contexts on the Internet.
With 99% of U.S. public schools reporting Internet access (National Center for
Education Statistics,2002), more attention is now being focused on the potential of the
Internet as a learning tool. Several studies (Bradshaw et al., 2002; Owen et al., 2002;
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Ridgeway et al., 2002) have theoretically linked WebQuest to the development of
higher order thinking skills. Moreover, the problem-solving strategies required by a
WebQuest task with real-world relevance promote students’ critical thinking
(Mathison & Pohan, 1999; March, 1998) and inspire them creativity and imagination
(Lipscomb, 2003). Studied also show that students enjoy learning with WebQuests
and gain deeper understanding of the subject matter through WebQuests (Mathison &
Pohan, 1999; Lipscomb,2003). Finally, the WebQuest is believed to benefit language
learning because a WebQuest activity exposes students to rich and authentic target
language experience and encourages real communication (Ge Stock,2002). Indeed,
results of empirical studies on web0based language instruction are as varied as the
research purposes and methodologies these studies take on. However, more of these
research, including those focusing on the specific area of second/foreign writing,
demonstrate that students have positive attitudes and improve their language
performance in a web-based learning environment. Still, little empirical research
actually exists that show that Internet resources can be integrated into foreign
language instruction to yield expected outcomes. In this study, we focused on the use
of WebQuests to design and deliver instruction to enrich classroom interactions. More
specifically, our goal was to demonstrate how to integrate and use multiple tasks
during WebQuests to facilitate students’ metacognitive reading strategies in reading
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instruction. The purpose of this study was to gain further insight by conducting a
survey that addressed the following research questions:
Research Question 1: What are the factors critical to WebQuest learning as perceived
by learners?
Research Question 2: Are there any differences between traditional instruction and an
inquiry-oriented approach in their perceptions of WebQuest learning?
Research Question 3: Are there any differences for students’ metacognitive reading
strategy use in terms of WebQuest learning?
Methodology
Participants
Sixty subjects participated in this study. Subjects were students at one university
in Taiwan. There were all freshman students taking reading comprehension class as
their required class for one academic year. Nearly ninety percent of the students in
this class were able to have access Internet and use some educational software for
specific learning tasks. E-learning center (computer lab) classroom is available for
these students.
Instrumentation and procedure
Data collection was preceded by selections of a topic for the WebQuest and some
activities on the website. Participants’ interests and choices were given special
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consideration in this process. And a WebQuest on health issue was eventually chosen.
The Web-Quest was lasting 10 weeks and interdisciplinary, including English writing.
After critically evaluating the WebQuest by the instructor, students and teachers
develop the questions as well as the activities both online and offline that would
strengthen students’ thinking and interpersonal skills.
A website was set up in collaboration with participants, where we posted
students’ homework and links to other websites. Data collection and analysis were
accomplished using the action research paradigm (McNiff, 2002). This paradigm gave
us the opportunity to plan, closely observe, reflect on, evaluate, and generate new
understanding about teaching and learning in a Web-based environment. During data
collection, the participants were taught for 60 minutes per lesson, once per week, at
the schools’ computer lab. Activities for each lesson included a review of previous
lessons, question-and-answer sessions, group discussions, and hands-on activities.
Data resources included observations, field notes, written artifacts, evaluation
rubrics, and reflective journals. There were audiotapes of semi-structured interviews
of participants, classroom interactions, and discussion. This action research paper was
thoroughly analyzed in terms of ongoing throughout the data collection process,
observation and reflection. Audiotapes were transcribed and field notes, students’
writing samples, and their metacognitive reading strategy use while reading texts.
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Expected outcomes
This tentative study will conduct next spring semester in 2009. Students are now
taking reading comprehension class in fall semester. Researcher and instructor have
prepared materials for WebQuest learning as well as the curriculum design. The
results of this current study will anticipate providing students with the necessary
structure to complete a complex task independently after employing WebQuest in the
inquiry-oriented learning. Besides, the teacher’s scaffolding is very helpful for
students to focus on essential information and make internal and external connections.
Most importantly, students are able to learn to cooperate, interact and work together
for a common goal and solve their problems during WebQuest activities. In the
process of constructing WebQuests , students can reflect their learning process ,
cultivate their metacognitive awareness and develop their higher level thinking.
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Abstract
The overall objective of the study is to investigate the effects of adjunct illustrations on
improving children’s comprehension of science text. We seek to explore the process of how
learners integrate information from text and illustration and how the characteristics of learners
influence the process of learning from science text. In Experiment 1, forty 6th grade students
were selected from four difference classes and then grouped into high- and low- ability
subgroups based on their performance on a reading comprehension text. The reading material
was an expository science text developed with the assistance from several experienced teachers
to ensure that the material is age and grade appropriate. In the individual test session, each
students was asked to “think aloud” when s/he read the illustrated science text. The preliminary
analysis of data suggested that (1) both high and low ability students used similar reading
strategies; (2) students in the high ability group were more likely to utilize the information from
the adjunct illustration. In Experiment 2, which will be conducted in October 2008, we will use
an eye-tracker to monitor students’ on-line processing of text and illustration. At the end of the
study, we expect to (1) provide a detailed analysis of the strategies adopted by students when
they are asked to read science texts with adjunct illustrations; (2) present a comprehensive
cognitive model of how students, with different reading proficiency and visual-spatial reasoning
ability, differ in their strategies for integrating text and illustration information to enhance
comprehension; and (3) gain a deeper understanding of the role of adjunct illustrations in
facilitating students’ learning from science texts.
II

2009 HICE Proceedings
Page 233

Effects of Illustrations on Children’s Text Comprehension

Yu-Min Ku, Wan-Chen Chang, Yi-Hsin Chen, Yi-Chien Wu, Yi-Hsuan Tsai
National Central University

Objectives
The overall objective of the study is to investigate the effects of adjunct illustrations on
improving children’s comprehension and memory of science text. We seek to explore the process
of how learners integrate information from text and illustration and how the characteristics of
learners influence the process of learning from science text.

Perspectives
Reading in science, like in other subject area, requires students to employ a series of reading
skills to construct meaning from the text-based information. Many students, even at college level,
encounter difficulty comprehending their science textbooks (Best, Rowe, Ozuru, & McNamara,
2005). It is a prevalent belief that some of the difficulties arise from the fact that science texts are
conceptually demanding, with abstract theoretical concepts and vast numbers of specialized,
technical terms to be learned (Allington, 2002). While there are many ways of explaining the
complex process of reading comprehension, for example, RAND Reading Study Group (2002)
describes comprehension as a process of simultaneously extracting and constructing meaning
through interaction and involvement with written language, few has recognized the role of
illustrations, which typically accompanied science instructional texts, in the process of
comprehension. In one of the few studies acknowledging the importance of illustrations, Duke
and Pearson (2002) identified “visual representations of text” as one of the beneficial strategies
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that can improve comprehension, along with six other strategies (i.e., prediction, think-aloud,
text structure, summarization, questions/questioning, and vocabulary). When the text is
accompanied by an illustration, the comprehension process is believed to become more complex
because the information that readers have to integrate is presented in to different media.
Can illustration aid learning of text material? From conducting a comprehensive review of
published studies on the effects of text illustration, Levie and Lentz (1982) asserted that the
answer is clear that illustrations can facilitate learning from text. Then why do text illustrations
improve students’ learning? Levin and Mayer (1993) proposed seven explanations for the
“whys” of picture facilitation. That is, they suggest that illustrations enhance students’ learning
from text because text-accompanying illustrations make the text more (1) concentrated (by
attracting and directing the learner’s attention to the most critical text information), (2)
compact/concise (by converting lengthy written description into a more informationally efficient
form), (3) concrete (by providing a more imaginable visual presentation of the text material), (4)
coherent (by providing an organizational framework of the text), (5) comprehensible (by making
the difficult to understand/interpret text into one that is easier to comprehend and access), (6)
correspondent (by relating unfamiliar concepts to what the reader is already familiar with), and
(7) codable (by using techniques to make the difficult-to-remember concept more easily to
remember and recall).
Despite of the possible explanations for why illustrations/pictures can facilitate learning
from text, it is relatively common to find readers, especially those with lower abilities, pay little
attention to the text-accompanying illustrations. It has been suggested by Peeck (1993) that
“simply asking students to pay more attention to pictures is not likely to increase students’
processing of them” (Carney & Levin, 2002, p. 10). These low ability readers may not be
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capable of carrying out the integrative processes between text and illustrations required to yield
illustration benefits in learning. Therefore, research that focus on how skilled or high-ability
readers successfully utilize the textual and pictorial/visual information when presented with
illustrated text material is needed to provide implications on how to explicitly instruct or prompt
students to make use of text illustrations.

Issues and Concerns on the Impact of Illustrations on Learning of Text Material
There is considerable diversity among the studies conducted on issues related to the effects
of illustrations. These studies used a variety of types of text material (e.g., children’s stories,
science text), illustrations/pictures (e.g., line drawings, color photographs; maps), learner
characteristics (e.g., age levels, reading ability, achievement performance), and dependent
measures (e.g., recall, delayed recall, cloze task or multiple-choice for comprehension). Thus, I
will focus my review on three aspects: learner characteristics, illustration characteristics, and
dependent measures.
Learner characteristics. Reading illustrated science materials are considered as a difficult
task for less skilled readers because the cognitive processes of integrating information from text
and illustrations require considerable capabilities and skills. Hannus and Hyönä (1999) listed the
following 5 types of processes required in order to successfully comprehend an illustrated
science text (p. 98):
(1) to comprehend often very abstract and difficult concepts and principles described in
text and/or in illustration,
(2) to decide in which sequence text and illustration are studied,
(3) to distinguish between pertinent and less pertinent information in text and in
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illustrations,
(4) to decide which pieces of information (such as text paragraphs and illustrations) are
related to each other and converge on the same concept/principle, and
(5) to integrate related pieces of information into a coherent internal representation.
According to Hannus and Hyönä (1999), it is expected that students with higher ability
would gain more benefits from illustrations than students with lower ability. However, depending
on the basis of how students were grouped into high vs. low ability, the findings of previous
studies have not shown strong evidence to support Hannus and Hyönä’s theorizing. For example,
Harber (1983) found that normally achievement 2nd, 3rd and 4th graders benefit more form the
presence of illustrations than disabled children at the same age. Similar results were obtained
among secondary school students in Reid and Beveridge (1986; 1990) and among adult learners
in Schnotz, Picard, and Hron (1993) and Mayer (1989).
Contrary to the above findings that high-achieving children benefit more from illustrations
than do low-achieving children, Koran and Koran (1980) found that 7th and 8th grade children
with low reasoning ability were helped more by illustrations than were children with high
reasoning ability. Similar results were also obtained among mature adult learners in Mayer and
Gallini (1990) and Ollerenshwa, Aidman, and Kidd (1997), that is, learners with low prior
knowledge were helped more by the presence of illustrations. Consequently, these studies argue
that low-ability students are more likely to construct coherent and adequate metal representations
for the text materials accompanying with illustrations, which they would not be able to do so
when provided text materials without illustrations.
Thus, based on the findings of previous studies, it is difficult to make a firm conclusion on
whether low ability or high ability learners make more use or benefit more form the presence of
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illustrations. Further research is needed to determine the role of illustrations in facilitating text
comprehension of students with different characteristics.
Dependent measures. When investigating whether reader’s learning of text information is
influenced or enhanced by the text-accompanying illustrations, various dependent measured has
been included and developed. The most commonly used dependent measures in previous studies
include (1) multiple-choice, fill-in, or short answer questions to assess readers’ understanding or
comprehension of text information; and (2) immediate or delayed recall to determine how much
and how well readers can remember or retrieve text material (see a detailed review in Levie and
Lentz, 1982). Learners’ performance in most of the above mentioned measures was documented
by using the conventional paper-and-pencil methods; while a few of them incorporated after
reading phase verbal report. To further examine the question of how the illustrations are used,
several studies have gone beyond the limits of paper and pencil to incorporate learner’s eye
movement data (Evans & Saint-Aubin, 2005; Hannus & Hyönä, 1999; Pollatsek, Rayner, &
Collins, 1984; Rayner, Rotello, Stewart, Keir, & Duffy, 2001). For example, Hannus & Hyönä
(1999) collected children’s eye movement recording to further examine how children divide their
attention between text and illustrations during learning of scientific materials and see whether if
there are differences between high- and low- ability children in their on-line processing of
textbook materials.

Significance and Scope of the Present Study
After reviewing existing research and literature on role of illustrations in students’ learning
of text information, it was clear that the focus of previous studies tended to be on determining (1)
whether students can benefit from text-accompanying illustrations; (2) the extent to which

2009 HICE Proceedings
Page 238

different reader’s traits or text materials interact with the effects of illustrations on text
comprehension; and (3) how the relation between text and adjunct illustration affect students’
learning of text content. However, there are limited research efforts attempting to provide a
comprehensive analysis of the “process” of utilizing the illustrations to improve learning from
texts. In other words, there are knowledge gaps in our understanding of the complicated
processes associated with how text illustrations improve students’ learning.
Similar to the constructivist perspective of reading comprehension that readers should be
able to retrieve appropriate prior knowledge and detect and adjust various sources of knowledge
to fit the particular needs of the situations they encountered in order to form a complete and
adequate representation of the text (Cook & Mayer, 1988; Spiro, Feltovich, Jacobson, & Coulson,
1995), we also argue that when children are provided with text illustrations during reading, they
should have enough knowledge and ability to identify the related information and integrate them
together to construct a more elaborate representation of the text material to enhance their
comprehension. Thus, the task of integrating information in two different formats (verbal and
visual) by coordinating two different modes of information processing requires a wide range of
cognitive skills (Hannus & Hyönä, 1999; Hegarty, Carpenter, & Just, 1991).
Therefore, the study intends to employ the “Think Aloud” method to collect students’
thinking processes during reading illustrated science texts in Experiment 1. It has been suggested
that “one simple way of assessing what children know is to ask them” (Baker & Brown, 1984,
p.358). Analyzing the verbal protocol collected through Think Alouds has been a frequently used
methodology in cognitive psychology and education to study the processes involved in thinking,
problem solving, and reading comprehension.
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Methods
The principal methodology employed to collect information on strategies used is to ask
students to think aloud as they read a scientific text. The think aloud method is a means to
construct theories of cognitive processes and one of the few techniques that give direct data
about the course of reasoning. Moreover, it gives information about the participant’s
problem-solving processes (e.g., strategies and knowledge used step by step) that could not be
obtained by simply evaluating the results.
In a typical think aloud session, data are gathered individually by having the participants
report what goes through their head when they are asked to perform a task, such as reading a few
sentences in this experiment. At the end of the think aloud session, there was a brief exit
interview during which we elicited students’ explanations regarding any comments in their report
that we did not understand. All the comments of the participants were audio- and video-recorded
and later transcribed. The collected verbal reports during the think aloud sessions were used as
raw data about students’ cognitive processes and as indices of how a reader integrates
information from text and adjunct illustration in real time. Because it has been reported that
verbal-response tasks can lead to certain degree of underestimation of children’s knowledge, in
our design, we carefully explained the think aloud procedure before the session and encourage
students to speak out whatever comes to their minds without hesitation (van Someren, Barnard,
& Sandber, 1994).

Participants and Research Procedure
Participants were 40 sixth grade students. They were divided into two groups (high vs. low
reading ability) based on their performance on a reading comprehension test. Before the think

2009 HICE Proceedings
Page 240

aloud session, students were required to complete 2 tests (reading comprehension and pretest) in
a separate session on a different day. During the think aloud session, each of the participating
student was required to read one illustrated science text. The science comprehension test and a
free recall task were administered right after the think aloud session. The data collected from
each individual think aloud session was transcribed verbatim and then analyzed quantitatively
and qualitatively. Similar to the think aloud protocol, the collected recall data was transcribed
verbatim and then analyzed in the same manner. Students’ performance on the multiple-choice
comprehension test was scored and coded upon completion of the test and later analyzed
quantitatively.

Preliminary Results
Table 1 presents the means and standard deviation of the pretest, posttest, and recall scores
for high and low ability students. A 2 (ability: high and low) X 2 (time: pretest and posttest)
repeated-measures ANOVA was conducted with time as the repeated measurement. The analysis
revealed significant main effects for ability, F (1, 38) = 21.48, p < .001 and test time, F (1, 56) =
229.96, p < .001. There was also a significant ability X time interaction, F (3, 56) = 11.68, p
< .01.
Table 1. Means and Standard Deviations of the Pretest, Posttest, and Recall Scores
High ability

Low ability

Measure

M

SD

M

SD

Pretest

3.7

2.60

2.5

1.76

Posttest

12.4

1.79

8

3.21

Recall

12.85

3.50

10

2.66
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Follow-up analysis of the significant ability X time effect revealed that both high and low
ability students scored significantly higher on the posttest than on the pretest. Additionally, high
ability students scored significantly higher than low ability students at posttest, whereas there
was no significant difference between these two groups at pretest (see Figure 1).
14
12.4

Comprehension Score

12
10
8

8

6
4
2

High Ability
Low Ability

3.7
2.5

0
pretest

posttest
Time

Figure 1. Mean comprehension score for high and low ability students as a function of time.
To determine if there was a difference in the recall performance for high and low ability
students, an ANCOVA with pretest as a covariate was performed. The result indicated a
significant reading ability main effect, F (1, 37) = 7.16, p < .05, with mean recall score of 10.05
and 12.81 for low and high ability students respectively.

Conclusions
From the analysis of student’s verbal report data, we found out that
(1) both groups of students use similar reading strategies, such as self-questioning, making
connections, rereading, summarizing…etc.;
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(2) high-ability students were more likely to inspect the illustration carefully to attend to the
detailed features and they also spent more time reading the corresponding text;
(3) students in the low-ability group tended to divide their attention to focus on the words
imbedded in the illustration;
(4) high ability students created more mental images to support their comprehension.
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Targeting Indicators of effective Teaching Learning Environment for
Quality Enhancement: Students Perspective
Mumtaz Akhter, 1 ,Huma Lodhi 2

ABSTARCT
The study explored the perception about the “Teaching Learning Environment” of Business
Administration students, including 90 undergraduates (BBA) and 89 graduates (MBA) in
University of the Punjab, Lahore. Data was collected through a questionnaire including 56
questions, on five point scales, investigating about five dimensions of teaching learning
environment i.e. “Quality of teaching and learning, Appropriate Assessment, Staff and peers
support for learning, Demand of the program, and Learning level achieved by the students.
Comparison between BBA and MBA students revealed that their perception was different for the
“Quality of teaching and learning, Appropriate assessment, and Support for learning” but their
experience was same for “Demand of the program” as perceived by them and “learning level”
which they feel that they have acquired. Overall results showed that students disagreed with the
good “Quality of teaching and learning” as they rate the Alignment, integration and Organization
of the program and content on average. Same is the case for “Appropriateness of assessment” bur
for the “Staff and peers support” they rate it high although not very high. According to their
expectation they thought that they had learned “quite a lot” and program was not difficult and not
easy but of an average difficulty.
Key Words: Quality Enhancement, Teaching Learning Environment, Perceptions of the
Students.
1. The background of Issue
Due to recent government policies with regard to the promotion of higher education in the
country, there has been a significant rise in the number of students in higher education both at
undergraduate and postgraduate levels in Pakistan. It is, therefore, important to explore what
characteristics these students bring to their learning, what factors help or hinder them in
achieving a high quality education, and how they perceive and react to their teaching and learning
environments. Unfortunately, in Pakistan, there has been a little research conducted into students’
experiences of learning, particularly with reference the cross-comparison of post-graduate and
under-graduate students’ ways of approaching their learning, teaching and assessment methods
used in academic institutions. Therefore, in this perspective, the present paper attempts to analyse
this situation. This short piece of research is mainly based on three major approaches to studying,
i.e., deep, surface-apathetic, and strategic. Each approach involves a characteristic intention
related to particular learning process, and to certain aspects of motive and affect. For instance, the
deep approach is typically characterised by an intention to develop a personal understanding,
active interest, and related learning processes, such as critical use of evidence. Conceptualisations
1
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of the strategic approach have been more varied, but it is generally seen as involving an intention
to excel academically, related to organised studying, good time management and alertness to
assessment requirements. The surface-apathetic approach brings together an intention to cope
minimally with course requirements by reproducing content, with learning processes such as rote
memorisation. This approach is often associated with anxiety or fear of failure.
2. Objectives and Methodology
In the above context, the aim of this paper is to explore the situation that how the students of the
University of the Punjab go about their learning and the ways in which this is influenced by their
perceptions of different aspects of their teaching learning environments. It intends to provide
various reflections on the ways in which current teaching learning practices in the Pakistan’s
higher education system can be improved by keeping students and teaching learning
environments at the centre. In the perspectives of deep approach, strategic approach and surface
approach, this paper is purely based on a survey of 180 students of the Hailey College of Banking
and Finance which is the constituent college of the University of the Punjab. The survey was
conducted in 2007 and a detailed questionnaire was prepared in this regard with its main focus to
explore students’ learning experiences. Out of the total, 90 students belonged to undergraduate
category (i.e., BBA programme) and the remaining 90 to postgraduate category (MBA
programme). In order to effectively carry out this study, the following main issues were
examined, i.e., i) what are the students’ perceptions of their learning teaching environments, ii) in
what areas the teaching learning environments differ for various disciplines, iii) what are the
areas of similarities in the teaching learning environments, and, iv) how can Pakistan’s education
system improve its practices to enhance the teaching learning environment and academic
experiences of students?
With regard to carry out the comparative analysis of under-graduate and post-graduate categories
of students, a five-point scale method was used. The completed questionnaires were scored
assigning score ‘5’ to strongly agree, ‘4’ to agree, ‘3’ to undecided, ‘2’ to disagree and ‘1’ to
strongly disagree. The data were analysed by using analysis of variance approach. Results were
considered to be significant at five percent level of significance. It is noteworthy that these
approaches are used as analytic tools to encapsulate the main variations in students’ learning;
they are not labels which can be applied to individual students. Students often show combinations
of approaches and, while they may have a preferred or habitual approach, they also adjust these
approaches to the perceived demands of the teaching-learning environment (Entwistle and
Ramsden, 1983; Marton and Saljo, 1984; Entwistle, 1984; Tait and Entwistle, 1996; Entwistle,
1997).
3. Conceptual Background
It is noteworthy that the quality of learning at university is influenced by a number of variables
including approaches to learning and studying (Entwistle et al., 2002). Approaches to learning
are in fact the strategies which learners adopt in order to succeed in their learning processes. The
term ‘approach’ is used to signify both the learner’s intention and the way in which he or she
processes information. There is general agreement that there are two fundamental approaches to
learning: deep and surface which originated from the research initiated in 1970s (Marton and
Saljo, 1976). Students who assume a deep approach to their learning are intrinsically motivated
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and search for meaning by integrating new information into existing knowledge. On the other
hand, surface learners are extrinsically motivated and have a reproductive conception of learning.
Later another dimension was added to these approaches which is called strategic or achieving
approach (Enwistle and Ramsden, 2003; Biggs, 1987). Students who adopt the strategic approach
intend to achieve the highest grades through effective time management, organised study
methods and an awareness of assessment methods (Biggs, 2001).
An overview of the main aspects of these approaches drawn from Entwistle and Ramsden’s
interview research is given in the following table. The strategic approach was introduced to give
a more general account of students’ responses to assessment, as cue-seeking only characterised
reactions in certain subject areas. The strategic approach involved focusing effort on doing well
in assessed tasks and a competitive form of motivation. In some subject areas, students also tried
to write for particular markers and to make a positive impression on teaching staff. Although, this
was sometimes linked to cynicism about the assessment system, seeing it as a game to be played.
The descriptions of the deep and surface approaches given here encompass much of Marton and
Saljo’s original conceptualisation, but adapt it to better describe students’ day-to-day studying in
a range of tasks.
4. Outcome of the Survey
The Comparison for the BBA and MBA Students on Teaching Learning Environment Scale
•

There is no significant difference between BBA and MBA student for their expectations of
learning from the course unit.

•

The 0.001 significant value of the comparison of the BBA and MBA students’ mean score for
their ‘experience’ of teaching learning environment indicates that BBA students perceive that
the teaching learning environment is more organised and structured as their 139.71 mean
score is higher than 128.29 mean score of the MBA.

•

BBA students’ experience of the environment is that it is more organised, aligned with
objectives, supported by staff help for the knowledge construction, with high encouragement
for rethinking and understanding the concepts, effective teaching material with illustrations,
graphs and examples. Activities are integrated and applicable to daily life supporting each
other. However, in contrast to BBA students, the MBA students do not consider the
environment having the same extent of these qualities.
While considering the factor of teachers’ support in students’ learning, the mean score of BBA
students (38.96) is greater than the MBA students (36.13). It indicate that BBA students think
that there is supportive environment of teaching learning with regard to their teachers and
peers. However, MBA students perceive that although this factor is present but not to an
extent of the BBA students’ rate.
The 0.177 significant values prevails no significant difference between the mean scores of
BBA and MBA students for ‘demand that students felt that course developed in terms of
knowledge requirement and learning process’.

•

•

• There is no significant difference between the BBA and MBA students for the aspect ‘what they
learned from the program’.
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• However, in contrast to MBA students, the BBA students think that they have learned ‘quit a lot’
as well as the ability to communicate the knowledge and ideas. The former are not sure of the
learning and communication skills.

5. Review and Reflection
Education is at the heart of development of any country and it is especially true for Pakistan
where there has been increasing concerns about the problems that students face in coping with
learning in higher education. This paper attempted to analyse the undergraduate and postgraduate students’ experience of teaching learning environment in Pakistan. In the context of
surface, deep and strategic approaches, the research is based on a survey conducted in the
University of the Punjab, Pakistan. On the overall basis, the comparative situation of under and
post-graduate students reflects that the latter are less satisfied with the system than former.
Similarly, the gender-wise comparison shows that male students have lesser level of satisfaction
compared to their female counterparts. A careful and an in-depth consideration of this situation
also reflects that there is a considerable gap between the teaching learning environments of
secondary education and university education. This is the reason that because of having no
knowledge of higher education system, the under-graduate students feel the university’s teaching
learning environment provides them most of the things they want. However, after spending two
or three years in the system, this development of thinking changes. This is the reason that as
compared to under-graduate students, the post-graduate students have different opinion with
regard to teaching learning environment.
As stated above, a similar but interesting situation can also be seen in gender-wise comparison
where on overall basis, the male students’ level of satisfaction is comparatively lower than that of
female students. This is mainly due to the fact of Pakistan’s traditional male dominant society
where the husband is solely responsible for earning. Thus the male students are comparatively
more concerned about the correlation of university’s teaching learning environments and
employment market situation. Therefore, with regard to the improvement of teaching learning
environments in Pakistan, this situation highlights that the gap between the teaching learning
environments of secondary education and university education need to be reduced. Furthermore,
these environments should also be compatible to the requirements of students as well as
employment market of the country. It is noteworthy that due to its limited scope, this paper has
only been able to analyse and highlight the main problems. Therefore, further and in-depth
research is needed in this regard.
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ABSTRACT
Teacher’s academic optimism is a key to success in meeting the standards of higher
Education in any subject. Academic optimism is teacher’s positive believes about his or
her ability of teaching that he or she would be able to meet the academic needs of the
students in terms of change in their academic performance and achievements, by keeping
trust on parents and students to cooperate in teaching. This also requires teacher’s selfconfidence of reacting to failures and overcoming the hurdles with insistence. Optimism
can be acquired to some extent by giving the knowledge about nature of job concerning
teaching. The supposition will be explored by the opinions of the teachers, experts, and
educationists through the data of an interview and opinion ire. The teachers were asked
about their increase in confidence if they would have professional knowledge about ‘what
the Standard are, what the Strands mean, and how they are helpful in teaching’ while
deciding what, when, and how to teach. ‘What assessment mean, which technique is
appropriate to assess an achievement objective. The educationists and Experts also gave
their expert opinion about ‘how the awareness of teachers with typical but important
educational aspects make teachers confident, optimist and able of meeting standards of
education. The study supported the assumption that knowledge and concerning
experience about the particular educational notions like “Standards, Strands, Specific
Learning Objectives and Assessment Techniques” would make university teachers able to
be academically optimist and ultimately keep their teaching aligned with educational
standards.
Key Words: Standards, Strands, Specific Learning Objectives (SLOs), Academic
Optimism

1. The background of Study
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Higher Education Commission of Pakistan has taken many initiatives to meet the
standards of higher education in Pakistan. Importance is given to the most essential
element of education system i.e. ‘the Teachers’ who are responsible to attain the desired
results. Teaching is profession which involves some theory, practice andexperience.The
Countries like USA, UK have well established professional standards for teacher which
include ‘professional knowledge of the teacher’ as an important bench mark to get the
certification to teach at any level. So for is the concern is about the Pakistan, teachers
training is also emphasized but at higher education it lacks. University teachers have
‘content’ (subject) knowledge but lack professional knowledge which is one of the
requirements of their professional development. One aspect of the professional
knowledge is the knowledge of some important notions like ‘standards, strands and
objectives’ of the curriculum. These notions are helpful to chose instructional techniques
and overcoming problems relating to the students learning. This less awareness leads to
decrease in academic optimism and so decline in attainment of the standard of education.

2. Objectives and Methodology

The main supposition was ‘Lack of professional knowledge in university teachers leads
to lesser academic optimism so decline in achievement of the standards of higher
education’.
To explore the above said Supposition University of the Punjab was taken as a case with
following objectives of the study.
1. Assessing professional knowledge of the university teachers concerning ‘what
standards, strands and objectives meant to attainment of learning of the students?’
2. Analyzing university teachers responses for ‘importance of Professional
knowledge to make them optimist for the achievement, concerning to their
students learning’?
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3. Analyzing opinions of educationists and curriculum experts for ‘increase in self
confidence and hence in academic optimism of university teachers after getting
professional knowledge’

Using a mixed approach (both quantitative and qualitative), the supposition is explored.
First, the profession knowledge of the teachers concerning ‘what the Standard are, what
the Strands mean, and how they are helpful in teaching’ while deciding what, when, and
how to teach’ was assessed with the help of questionnaire.

After an orientation

concerning to this knowledge the teachers are asked for increase in “self-confidence
concerning to teaching and hence increase in academic optimism”. To enhance the out
comes, opinions of educationists and curriculum experts are also included for the
verification of “increase in professional knowledge in university teachers regarding
educational notion would increase academic optimism of teachers and thus help in
meeting standards of higher education.
3. Conceptual Background
Academic optimism is teacher’s positive belief about his or her ability of teaching and
being able to meet the academic needs of the students in terms of change in their
academic performance and achievements, by keeping trust on parents and students to
cooperate in teaching. This also requires teacher’s self-confidence .The way they react to
failures and overcoming the hurdles with insistence (Hoy, Tarter, & Woolfolk Hoy,
2006). The teachers who have no professional knowledge of some important notions of
education like ‘Standards, Strands, Specific Learning Objectives and Assessment
Techniques’ cannot improve their teaching and overcoming the difficulties, how would
they react to difficulties. This would lead to their job stress, anxiousness, and ‘lower
efficacy’ (Bandura, 1997; Pintrich & Schunk, 2002), so lesser optimism.

According to Tritton, 1957, in Islam the teacher training seems to be the essential
component. The trainees are supposed to be pedagogically skilled in all available
sciences at all levels like, (graduation and master levels).teacher education was conferred
at different stages and it was according to the level they were to teach. It was one of the
requirement of the teaching training programmes that they had to teach the pupils in the
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presence of community members and as well as supervised by their own trainers. in
Islamic system of education, the teacher has to play the incredible role, he or she is not
only the mentor and responsible for their academic activities but also responsible for their
moral practices.
In Pakistan the curriculum boards and extension centers are held responsible for the in
service trainings .This task is given to CGETs in the four provinces. Three different types
of in service training programs are being conducted here.
1. Full time crash programs for untrained staff, time duration is three months.
2. Refresher courses that last for a short time period.
3. Few private institutes are conducting such programs, like Ali Institute ,Lahore
and The Teachers’ Resource center ,Karachi.
Education Extension centers of all the provinces are taking care of in service education of
teachers. They are intended to provide the sessions of in services training to all teachers,
at least once in every five years. But on the contrary, a study of in services refresher
courses in Punjab indicated that these sessions are not sufficient according to the number
of teachers. A nominal number of teachers received the training through these courses.
Example for, in 1988, only 4,400 teachers, out of total teaching crop of nearly 180,000
were being catered by 16 refresher courses.
NAHE is a HEC project with the initial target to facilitating professional development
courses for 3200 faculty members at different centers/universities across the country.
NAHA goal is to promote students achievement but “through changing the culture of
classrooms for all learners and training teachers to teach effective learning strategies and
to foster resilience, positive self-concept, and strong effort in all students”. To
accomplish their goal in phase –II Professional Competency Enhancement Program for
Teachers (PCEPT) programmed to be launched in Jan.2008 One of the main focus areas
are “Curriculum Planning and Development” and “Educational Testing, Measurement
and Evaluation”.
So it is evident from the above that even in Pakistan through in Service training of the
university teachers it is thought that curriculum planning and assessment are the
important areas to cater with for enhancing the professional knowledge of the university
teachers. In curriculum planning the teacher would be aware of the notions like”
standards, strands and objectives of education and curriculum and through other area like
assessment and evaluation they would be aware of how to assess these standards and
meet the desired requirement.
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4. Outcome of the Study
As The teacher’s responses in different departments of university were taken into account
through questionnaire to know the extent to which they were aware with the higher
education standards and how professionally they take them into accounts the data shows
that 75% of university teachers are aware that there are standards for higher education.50
% of teachers know how these are related to their particular subject they are teaching
45.% of teachers are aware but cannot use these standards for their teaching
methodologies enhancements70% of teachers are aware that there are certain areas of
learning which leads to standards and objectives achievement but not know what they are
called35% of teachers showed some familiarity to learning(psychological) domains but
were unable to relate them content strand(areas)80% of teachers use diverse teaching
methods but do not take into account the psychological learning needs but taking into
account content needs that whether teaching theory or practical.

All educators and curriculum experts were agree to higher extent that professional
knowledge of the university teachers is necessity and it was more important areas under
study for the teachers to be familiar with other than other areas of professional learning of
the teachers.

Mostly university teachers 83%were agree that this type of professional knowledge will
enhance their self confidence and they will be more optimist academically bit 28% were
having the view that only command on content and their confidence along with teaching
experience is enough for them to be academically optimist.
4. Review and Reflection
The above stated results showed that although the university teachers are aware of
higher education standards and are willing to gain the standards through their
effective teaching but it is their supposition that they can attain them through hard
working and command over content (subject matter knowledge) as to give the
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direction to their teaching toward standards attainment of “professional knowledge”
has been proved as milestones.
Choice of appropriate teaching strategies is well versed and used only if one knows
‘what to attain?’ The matter of ‘what’ does not end at only knowing the answer of
‘what’ but it goes beyond toward the knowledge of ‘how’ and ultimately the answer
of ‘how’ is undermine by professional teaching knowledge , skills and attributes. If
the teacher is unable to distinguish between standards, goals and objectives only the
content knowledge is unable to help him fostering students learning.
Strands, the learning area, consisting of content related or students learning level
(achievement level for learning) are important to consider and work as ladder towards
standards. Teacher were aware that what content related area are but not in
professional term of ‘strands’ although for content it is sufficient. But to take student
learning up to the mark it is necessary to know what learning ‘objectives’ are to be
met with?.
Next comes assessment, mostly teacher are following trend for the choice for the
procedure of assessment. It all depends on ‘learning objectives to be met with and
objectives of assessment.
The above reflection on results of study is also supported by the views of
educationists and curriculum experts so leads to a clear and final conclusion that all
university teachers, whether experienced or not needs professional knowledge. So it
can be suggested here to accelerate the available in-Service teachers training and
taking more initiatives towards professional development of the teachers.
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Abstract
This research considers the efficacy of using Problem based Learning (PBL)
in the teaching of Science in a Primary 6 class to encourage students to be more
participative in class discussions and to ask higher order questions.
In this study, PBL is the focus on which the teacher provides learners with a
real world problem to solve. Activities include class or group discussions,
research, peer teaching and problem solving. Students are encouraged to take
ownership of their learning and proceed to think about the concepts and consider
alternative explanations rather than memorize basic facts. They learn how to
think as scientists, posing and testing questions rather than ‘doing the
experiment’.
With the learning done, students get to present their findings to the class and
collaborative learning takes place. Their learning shows the relation between
scientific concepts and real life problems. Nearly all the thirty nine 11 to 12-yearold on whom the study is done are from non-English speaking background in an
average neighborhood school in the northern part of Singapore.
The study examines the questions used by teachers and pupils during the
PBL process to scaffold pupils’ thinking and understanding of science concepts
and knowledge. Research instruments include pre and post surveys, one on one
interviews, observations and peer assessments.
Through the data collected and evaluation made in the research, it was
determined that the implementation of Problem Based Learning approach had
positively affected the students’ attitude towards learning science as well as
understanding of science concepts and knowledge gained.
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Abstract
Second-year students frequently experience a “sophomore slump” characterized by
dissatisfaction with academic achievement, confusion about academic and career goals, and a
search for social and academic identity. In order to facilitate sophomore students’ transition, a
large public Southeastern U.S. institution has introduced University Studies 201. This sophomore
experience course emphasizes the Appreciative Advising theoretical model, a strength-based,
relational approach to student development. This mixed method study examined the impact of
the course on sophomore student transition and academic achievement through data sources that
included a learning objectives assessment, documents, and interviews. While several positive
behavioral changes among participants were attributable to the course, areas where participants
could be better supported were also identified.
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Purposes
University Studies 201 (UNS 201) is an experimental course that assists second-year
students with three areas critical to their continued development and persistence: establishing
identity, finding purpose, and achieving competence. In this course, students discuss and
reevaluate their short and long-term goals, identify and enhance their personal strengths, foster
essential relationships with the campus community, and augment academic and critical thinking
skills. The aim of the program is to assist students in 1) identifying their strengths, 2) discovering
their purpose, and 3) aligning these assets with plans for their future. The activities, class
discussions, and assignments used in the course guide students through these three stages.
UNS 201 emphasizes the Appreciative Advising theoretical model. Appreciative
Advising is a social constructivist advising philosophy that provides a framework for academic
advisors to optimize their interactions with students in both individual and group settings.
Appreciative Advising involves a six phase model through which, embracing the appreciative
mindset, advisors intentionally use positive, active, and attentive listening and questioning
strategies to build trust and rapport with students (Disarm); uncover students’ strengths and skills
(Discover); encourage and be inspired by students’ dreams (Dream); co-construct action plans
with students to make their goals a reality (Design); support students as they carry out their plans
(Deliver); and challenge both themselves and the students to perform even better (Don’t Settle)
(Bloom, Hutson, & He, 2008).
When the Appreciative Advising model is applied to a sophomore experience course, the
instructor’s role resembles that of an academic advisor. As used in the UNS 201 course,
Appreciative Advising involves the instructor, through assignments and activities, soliciting a
narrative from the student in which they describe a time when they were performing at their best.
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As the student tells their story, the instructor listens carefully for areas in which the student
reveals strengths and passions, asking positively-phrased questions that lead the student to
describe these experiences in detail. The student then uses these articulated strengths, aspirations,
and interests to envision and formulate a plan for his or her life and career. The instructor works
with the student to devise strategies to accomplish short- and longer-term goals and to identify
methods of leveraging strengths to meet academic challenges and plans. The instructor then
allows the students room to accomplish these goals, providing guidance and support at
appropriate intervals. These elements are embedded in the curriculum and activities for the
University Studies course.
The main purpose of this study is to examine the impact of the UNS 201 course on
sophomore academic achievement. The general research question is: “What is the impact of the
UNS 201 course on academic achievement among program participants?” The following specific
research questions will be addressed:
1.

What is the impact of the UNS 201 course on sophomore students’

academic strategy development?
2.

What is the impact of the UNS 201 course on sophomore students’

perceptions of their academic achievement potential?
Theoretical framework
Second-year students experience a “sophomore slump” characterized by lack of
satisfaction with academic achievement, confusion about academic and career goals, and a
search for social and academic identity (Anderson & Schreiner, 2000; Graunke & Woosley,
2005). This experience can be traced to problems students encounter as they progress through
Chickering’s vectors of college student development, specifically, achieving competence,
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developing autonomy, establishing identity, and developing purpose (Chickering & Reisser,
1993; Lemons & Richmond, 1987). Moreover, students show the strongest lack of commitment
to degree completion during their third semester of enrollment, which increases the need for such
a course during the second year (Wilder, 1993).
While career planning and counseling were proven to facilitate student commitment to
learning and enhance student retention, many sophomores are not aware of those services on
their campuses despite personal and family pressure to declare majors and establish career paths
during the second year (Gardner, 2000). Further, research also suggests that students need to
participate in and connect to academic and extracurricular activities during this transitional time
to increase satisfaction in the educational experience and build strong academic and social
networks (Chickering & Reisser, 1993). The UNS 201 course, therefore, provides opportunities
to explore the value of these experiences and participate in activities related to each student’s
interests.
Different from traditional advising philosophies and models, Appreciative Advising not
only focuses on advising outcomes, such as student academic plans, but also the advising process
itself with the development of both the advisor and the student taken into consideration. The
goals of Appreciative Advising are to 1) nurture meaningful partnerships between advisors and
students, 2) generate co-constructed paths to success, and 3) provide individualized sets of tools
and timelines for personal development (Bloom, Hutson, & He, 2008). The term “Appreciative”
describes both the advisor and the student uncovering and appreciating the strengths and
passions that they have brought with them to the advising relationship. Appreciative Advising
has been used successfully with First-Year Experience Courses, undecided students, and
academic recovery programs (Hutson, Amundsen, & He, 2005).
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Methods and Data Sources
Sophomores enrolled in the UNS 201 pilot for the fall 2007 semester were invited to
participate in this study. In addition, key stakeholders, including the course developer, course
instructors, and professional advisors and faculty members working with course participants,
were also invited.
The pilot section of UNS 201 was offered fall 2007, with 17 participants. An oral
presentation regarding the research project was given at the beginning of the semester in the
UNS 201 class to recruit student participants for the study, and all 17 students participated. Both
qualitative and quantitative data have been collected for this project. Quantitative data were
collected using an UNS 201 Learning Objectives Survey. Qualitative data includes students’
written assignments for the course, and interviews with UNS 201 students and stakeholders who
worked with the UNS 201 participants. The following chart illustrates the data collection and the
corresponding analysis.
Data Collection Method
Research Questions

1. What is the impact of the
UNS 201 course on
sophomore students’
academic strategy
development?
2. What is the impact of the
UNS 201 course on
sophomore students’
perceptions of their
academic achievement
potential?

Qualitative
Assignments

X

Quantitative
Interviews

UNS 201 Course Learning Objectives
Survey

X

X

Data Analysis
Descriptives;
t-test; Verbal
Analysis

Verbal
Analysis
X
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Results
Out of the 17 sophomores taking UNS 201 during the fall 2007 semester, 16 completed
all three instruments. On average, the students responded significantly more positively to the
items at the end of the course than at the beginning. These results suggest that the students
learned from the course content and experienced significant, positive attitudinal changes towards
their careers.
Learning Objectives
The UNS 201 Learning Objectives Survey measures students’ development across three
vectors – identifying of strengths, identifying of purpose, and finding alignment between
strengths and purpose – in a matter that is reflective of the course objectives. Three items were
developed for each category, two of which were positively coded and one of which was
negatively coded (Appendix 1). For distribution to the students, the items were then placed nonrandomly in a scrambled order (Appendix 2), keeping negative items separate and avoiding
having adjacent items with similar language and sentence construction.
The pre-survey was administered to the students of UNS 201 on the fourth class session
of the semester. Seventeen students returned completed surveys, but one was excluded from the
analysis due to apparent disingenuous answers. The post-survey was administered on the last
day of class and 16 surveys were returned.
The items were scored from one to five, one being very uncomfortable with the content
area and five being very comfortable with the content area. These scores were derived from the
combination of the students’ responses on a five-point likert scale from “Strongly Disagree” to
“Strongly Agree” and the coding (either positive or negative) of the item. For positive items (i.e.
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“I know what my strengths are”), “Strongly Agree” received a score of five, whereas for
negative items (i.e. “I don’t know what I’m good at”) it received a score of one, and so on.
For the pre-test, the items showed an acceptable internal consistency, with a Cronbach’s
alpha of 0.85. Each content area also showed fairly acceptable inter-item reliability. Cronbach
alphas for Strengths, Purpose, and Alignment were 0.64, 0.87, and 0.65, respectively.
For the post-test, the internal consistency measures were nearly identical. Again, the
overall Cronbach’s alpha was 0.85. The content area alphas were 0.68, 0.79, and 0.69.
In Figure 1, the questions are sorted by content area first, then in descending order by
average response in the pre-survey. In this way it is possible to see that students were most
comfortable with their strengths, followed by purpose, and finally least comfortable with
alignment. This supports the theory of UNS 201: that it is possible to identify strengths and then
a purpose initially so that the strategy of alignment can be taught in a practical, rather than
theoretical, light. If students were not comfortable at all with their strengths and purpose, but
understood the strategy of alignment, they would still not have the tools they need to forge a
career. Thus, the descending averages of 3.19 (strengths), 3.10 (purpose, and 2.71 (alignment),
showed excellent potential for assisting the students in a career path within the semester.
Another pattern made clear in this chart is that students were less likely to agree with exact
statements, such as “I know exactly which major I will complete.”
[Please Insert Figure 1 About Here]
The post-survey data show high levels of comfort with all three content areas, with
average scores greater than four for every question. The average response by content area sorted
just as in the pre-survey, with strengths receiving the highest responses, followed by purpose,
then alignment. The content area with the greatest average change was alignment. During the
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pre-survey, the average response in this content area was on the negative side of neutral, showing
that the students were truly uncomfortable with the area. The average improved from being
negative to being very positive. This shows that the students responded to this part of the
material positively, and that the end-goal of the course was achieved.
[Please Insert Figure 2 About Here]
[Please Insert Table 1 About Here]

Interviews and Assignments
While statistically significant change was found regarding each item on the UNS 201
Learning Objectives Survey, the linkage between these positive changes and the course itself was
supported by student comments given in face-to-face interviews and written course assignments.
In both interviews and written assignments, program participants described gaining an
improved sense of purpose from the course, with several indicating that they had changed majors
based on their improved self-understanding. Some students described having developed shortterm academic plans that they felt were more aligned with their strengths. Each assertion was
verified by triangulating student’s data in the university’s student records database with the
comments they made to researchers. For example, the first step of the longitudinal analysis
looked at immediate major changes. It was found that over half (10 of 17) of the students
changed their majors immediately after the end of the course, supporting the presumption that
UNS 201 gives students the tools they need to make more appropriate major and career
decisions.
In addition to the improved sense of purpose regarding academic plans, several students
indicated that they felt a greater sense of alignment between their academic plans and their career
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plans. Five students specified that at the beginning of the course they had no particular career in
mind, and that this was part of their motivation in enrolling in UNS 201. However, by the time
they completed the course they could articulate career paths and describe how their academic
plans aligned with these professions. Each student asserted that the course’s emphasis on
uncovering strengths and interests was germane their discovery of a career path. Similarly, six
students described realizing that they were considering career paths that were not aligned with
their strengths or interests, and through this course were able to realign their strengths and
purpose.
In general, faculty and advisors who worked with program participants indicated they
observed these students being better informed and better prepared for advising sessions, but
could not comment on how UNS 201 impacted their advisees’ long-term plans or academic
performance. The course developers and instructors commented that having data collected
throughout the course of the semester was particularly useful in being responsive to student
needs and believe that the data collection was central in the development and positive impact of
the program.
Educational significance
In order to enhance college student academic achievement, it is important that sophomore
students are adequately supported. The findings of this study improves our understanding of: 1)
college student transition and development during the sophomore years; and 2) support and
services academic support professionals could provide sophomore students. Through this study,
we add to the national discussion by exploring how to design programs and services that support
persistence beyond the sophomore year, as well as facilitate personal development and improved
major and career choices. The study is designed so that it can be easily replicated and
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evaluate similar programs at other institutions.
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Figure 1.
Average level of comfort/knowledge by question and content area, sorted in descending order
within each content area
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Figure 2.
Average pre/post change by question and content area
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Table 1.
Count of Raw Responses by Question
SD

D

N

A

SA

Pre

Post

Pre

Post

Pre

Post

Pre

Post

Pre

Post

I know what my strengths are.
I can identify areas in which I excel.
I don’t know what I am good at.
Strengths Total:

0
0
0
0

0
0
8
8

4
1
5
10

0
0
8
8

7
7
5
19

0
0
0
0

5
6
6
17

2
8
0
10

0
2
0
2

14
8
0
22

I have a good idea of what I want to do.
I know exactly which major I will complete.
I don’t know what to major in.
Purpose Total:

1
3
2
6

0
0
10
10

4
5
6
15

0
1
5
6

0
2
3
5

1
1
1
3

9
6
3
18

9
4
0
13

2
0
2
4

6
10
0
16

I have a plan for my career based on my strengths.
I know exactly how I will reach my career goals.
I don’t know how to turn my strengths into
accomplishments.
Alignment Total:

0
4
0

0
0
6

4
6
2

1
1
9

5
3
4

0
1
1

5
3
10

5
7
0

2
0
0

10
7
0

4

6

12

11

12

2

18

12

2

17
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Appendix 1
Survey Construction
SD

D

N

A

SA

Strengths
+ I know what my strengths are.
+ I can identify areas in which I excel.
I don’t know what I am good at.





















Purpose
+ I have a good idea of what I want to do.
+ I know exactly which major I will complete.
I don’t know what to major in.





















Alignment
+ I have a plan for my career based on my strengths.
+ I know exactly how I will reach my career goals.
I don’t know how to turn my strengths into accomplishments.
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Appendix 2
Distributed Survey

UNS 201 Pre/Post-Survey

Strongly
Disagree
Disagree

Neutral

Agree

Strongly
Agree

I know what my strengths are.

|

|

|

|

|

I don’t know what to major in.

|

|

|

|

|

I can identify areas in which I excel.

|

|

|

|

|

I have a plan for my career based on
my strengths.
I don’t know what I am good at.

|

|

|

|

|

|

|

|

|

|

I know exactly which major I will
complete.
I have a good idea of what I want to do.

|

|

|

|

|

|

|

|

|

|

I don’t know how to turn my strengths
into accomplishments.
I know exactly how I will reach my
career goals.

|

|

|

|

|

|

|

|

|

|
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Abstract

The purpose of this study is to show a series of procedures that enable
beginners in business analysis to learn the basic methods of collecting
and processing financial data required for business analysis. Business
analysis is the process of understanding the status of a company by
closely analyzing its financial data, and then further analyzing the data
from a more general perspective. Therefore, it is difficult at first for
beginners to satisfactorily conduct this analysis, and they must attain
proficiency before they can do so. In order to attain proficiency, it is
better to have an environment where analysis can be done repeatedly. In
today’s world, there is a sophisticated information and communication
environment that facilitates the collection and processing of financial
data by obtaining Annual Securities Reports from the web, and then
using spreadsheet software. This study shows how undergraduate
students who are beginners in business analysis learn the basics of the
subject. For this type of learning, it is crucial to repeat the analysis
process for a variety of companies, and the consolidation of an
information and communication environment supports that.
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Abstract
Because compulsory education ends at middle school level in Taiwan, about five percent of student
population will not continue their schooling without job skills. The main causes for these students
discontinuing their education are their low economic status and being uninterested in traditional courses.
However, keeping these students in school to acquire the entry-level skills for job market and basic
competency at high school level for better human resource quality is important to meet the needs of
Taiwan’s economy and society.
An alternative program has been designed for these students to obtain feasible and general skills.
Basically, the program includes all job competencies for each kind of occupational clusters. At the last
year of middle school, students who do not want to continue their schooling are recommended to do
career exploration in four occupational clusters. They are also advised to enter the alternative program
designed for them. After entering high school, instead of studying entire competencies for a specific
occupational cluster at the same time, students study one specific job competency each school year. The
rationale for the alternative program is that students can terminate their schoolwork midway with certain
employability to enter job market. When they finish three years of high school alternative program, they
are equipped with all job skills of the chosen occupational cluster and granted a high school diploma.
The purpose of this study was to investigate teachers’ attitude toward this program and examine the
implementation of the program in high schools. The survey and focus group interview methods were used
for the study. Samples for the survey were obtained from schools that implement this program. A total of
275 valid questionnaires were received. A five-point Likert scale was used for the questionnaire. The
focus group interview was proceeded to triangulate the survey results. The results indicated that teachers
hold positive attitudes toward this program with main reasons as follows:
1. The additional practical courses in the program may attract non-academic-oriented students and help
them regain their confidence in schooling.
2. General subjects can be arranged more flexible or even put off until the second or third school year so
that students will not be afraid of course load at the very beginning.
3. Students who finish the first year of the program can enter the job market if they have financial
problems.
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4. Students can go back to campus to finish their education after leaving school for a certain time.
5. Students can get broad occupational skills once they finish the whole program.
6. Students can gain knowledge of theories through practice.
Several recommendations were made in the study:
1.
2.
3.
4.

Teaching materials need to be redesigned so as to match students’ cognitive capacity.
Special guidance is needed to support the program.
Teachers need to change teaching strategies for these students.
Schools should not label students as slow learners or treat them with special regard.

Keywords: alternative program, high school, at-risk students
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Accommodating Cultural Diversity in Multicultural Classroom
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Of course, education should be useful, whatever your aim in life. It was useful to
Saint Augustine and it was useful to Napoleon. It is useful, because
understanding is useful.
Alfred North Whitehead, 1929

Education is in the transition towards internationalisation. One of the most significant
features of internationalise education is multicultural classroom. Multicultural
classroom consists of people with various cultures. In international higher education,
the differences people possessing include ethnicities, languages, religions, educations,
professions, and social status (classes). For education to be useful, it needs to
accommodate the diversity of multicultural classroom, because usefulness is
subjective and linked with individual’s aim of life. International education therefore
demands rethinking of the aims and conducts of education.
1. The aims of Education
Internationalisation of education challenges education researchers and practitioners to
rethink the question that has been asked for hundreds of years: What is the aim of
education? Alfred North Whitehead asserted that the valuable intellectual
development was self-development. He stressed that education should enable the
child to make the learned knowledge his own and to apply the knowledge in the
circumstances of his actual life (Whitehead 1929). Whitehead’s emphases on the
usefulness of education was apparent in his writings, which was shared by other
education philosophers of his time (Cahn 1997, p261) and supported by many of the
contemporary education thinkers.
Central to the conception of student self-development and usefulness of education is
student oriented teaching and learning. To date, student oriented teaching and learning
is mostly informed by psychological theories and experiments. The “psychologised”
understanding of teaching and learning focuses primarily on the transactions between
teacher and student (Skelton 2005, p31). Underpinned with constructivist
epistemology, psychologised perspective of teaching and learning recognises
constructions of knowledge by teacher and student. The major concern of research is
the efficiency and effectiveness of learning experience arrangement for construction
of useful knowledge. “In constructivist theory, different individuals coming from
diverse backgrounds will see the world in different ways” (Kincheloe 2005, p9).
Knowledge is the product of the knower’s construction. From the constructivist’s
point of view, teaching and learning is not a process whereby knowledge transmitted
from the teacher to the learning. What is transmitted from the teacher to the learner is
the message, which is produced by the teacher with the intention to transmit her (the
teacher’s) perception. The learner receives the message, but not necessarily the
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teacher’s perception. The learner initiatively constructs her perception from her point
of view and with her background. Learning happens on the end of the learner.
Knowledge is constructed by the learner. Learning is subjective initiative of the
learner. The teacher can not produce knowledge on the learner’s behalf, nor impose
knowledge on the student. However, the teacher is obligated to support learning.
From the psychologised perspective, teacher is able and ought to diagnose and
understand each student’s needs for learning. Through the accurate diagnosis and
understanding of student needs, the teacher is able to select appropriate methods; and
construct relevant message in order to bring about useful learning. Edgar Dale
asserted that meaningful association was the key to permanent learning. By
meaningful, Dale meant being clearly related to the needs of the student and being
incorporated by the student for wide-ranging use (Dale 1969, p59). Dale concluded
that “students should know why they are having a certain learning experience; they
should know what they are supposed to learn; they should be able to see how their
new knowledge is related to what they already know, and they must use this
knowledge” (Ibid, p59).
Psychologised approach mainly focuses on dealing with psychological disparities
among students. While recognising student subjective initiative in construct
knowledge, psychologised understanding assumes student needs can be diagnosed,
therefore, teaching methods and learning experience prescribed. Apparently, this is a
naive assumption when cultural diversity is of concern. In multicultural classroom,
origins of student disparities are of cultural as well as psychological nature. Unlike
most psychological factors (e.g. intellectual skills) which are measurable, cultural
factors are dynamic and unmeasurable. Differences of value systems, beliefs and
customs, determine construction of knowledge. More importantly, they determine
ways of constructing. Therefore, a constructivist may be satisfied with the teacher’s
selecting appropriate methods to bring about useful learning through understanding
each student’s needs. However, someone may ask: By whom the teaching and
learning methods are perceived to be appropriate and the learning useful? How the
student’s needs are understood and why? These questions are of critical
constructivism and they reflect the complexity of teaching and learning in
multicultural classroom incisively.
Critical constructivism pursues understanding of production of knowledge as well as
production of self. People normally learn, judge and act in the way they are
accustomed to without reflection. Critical constructivism brings people “to
consciousness the process by which their consciousness was constructed” (Kincheloe
2005, p11). Understanding the way of one’s own construction, help one to identify
and understand other people’s construction, and bring insights to differences between
construction of one’s own and that of other people. These insights contribute to
development of one’s intercultural competence, i.e. the ability to recognize and attend
to the challenges of cultural diversity (Barrera and Corso 2003, p33). Globalisation
increases the abundance of intercultural exposures, connections, interactions and
interdependence. This presents both opportunities and threats to harmony of human
society. Intercultural exposures and interactions without intercultural understanding
imply more chances of intercultural conflicts and thus are harmful to human harmony.
The opportunity is globalisation enable intercultural learning to occur in real time and
space. In the process of intercultural exposures and interactions, a critical
constructivist becomes aware of cultural diversity and acquires understanding of ways
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of doing and thinking alien to her. These awareness and understanding empower the
critical constructivist to reflect on her ways of doing and thinking and bring her to
further understanding of the culture of herself and those of others, and thus eventuate
in development of intercultural competence. In international education, teaching and
learning occur in parallel with intercultural exposures and interactions. The context of
international education allows intellectual and intercultural competences to develop
concurrently. Both of these two types of competence are essential for a global citizen.
Intellectual competence enables the educated to work successfully in the material
world. Intercultural competence enables the educated to navigate smoothly and
efficiently in multicultural globalising world. From this point of view, development of
intercultural competence, like intellectual competence, is an aim of international
education. Supporting and facilitating intercultural competence development should
be integrated in the process of teaching and learning.
2. Intercultural competence in international higher education
Using the term intercultural competence in this paper means to emphasis two key
points. Firstly, using the word “Intercultural” instead of “Cultural” underlines the
equality of all participants (oneself and others; teacher and student; local and foreign
to the education arena). Secondly, using the word “Competence”, instead of
“Intelligence” as some scholar preferred (Peterson 2004), highlights that it is
concerned with the quality of one’s characteristic that links closely with moral and
ethics. Under this conception framework, a holistic concept of intercultural
competence should consist of three dimensions and under one premise. The three
dimensions are the capability to understand and deal with one’s own culture; the
capability to understand and deal with “other cultures”; and the capability to negotiate
between cultures of one’s own and of others. The premise is that intercultural
capability must be applied morally and ethically. In intercultural encounters, the most
apparent challenge is to deal with cultural differences. People of different cultural
backgrounds view things differently and thus act differently. Being culturally
competent means being aware of the differences, being willing to accept the
differences, and being capable to accept the differences in a moral and ethic way.
When confronting cultural differences, one will naturally be aware of the difference
of “others” and subconsciously used one’s own culture as the standard to identify the
difference of others. The lack of self awareness prevents insightful understanding of
other people’s culture. Brooks Peterson observed that “you can’t learn about other
people’s culture until you develop awareness of your own” (Peterson 2004, p162). As
discussed above, critical consciousnesses of one’s own culture and of other people’s
culture support each other. Therefore, the capability to understand and deal with one’s
own culture and the capability to understand and deal with “other cultures” are
interdependent. One could not exist without the other and development of one will
spur development of the other. The third dimension reflects the value of equality in
intercultural education. All cultures of the world are justified and meaningful in their
own contexts and deserve being respected, appreciated and valued. In intercultural
education, all cultures should be treated equally and without referencing to other
power relations. In discussion multiculturalism and the “expanding community”,
Maxine Greene argued that:
“No one can predict precisely the common world of possibility, nor can we
absolutely justify one kind of community over another. Many of us, however for
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all the tensions and disagreements around us, would reaffirm the value of
principles like justice and equality and freedom and commitment to human
rights” (Greene 1997).

There should be no dominant culture in intercultural education. Intercultural
competence could not be reduced to cultural concession – regardless of concession of
one’s own culture or other people’s culture, because upholding the value of justice,
equality and freedom is the right as well as obligation of all. Intercultural competence
most importantly is reflected in the capability of intercultural negotiation in moral and
ethical way.
From the perspective of intercultural competence as an aim of education, the
importance of intercultural competence development in international education is
three fold. Firstly, intercultural competence is the premise for successful and fruitful
teaching and learning in intercultural contexts. Intercultural competence is based on
awareness, knowledge, understanding, respect and appreciation of cultural diversity
and can be acquired in intercultural practices. Intercultural competence development
means development of one’s attitude, values, and behaviours towards cultural
differences. These properties contribute to one’s cultural entirety. In this sense,
intercultural development is essentially a process of developing one’s culture through
intercultural learning and sharing. International education provides an environment
for intercultural learning and sharing between students and between student and
teacher. In international higher education, each student comes with a rich bank of
knowledge accumulated in her past studies, works and life. The students also bring
various perspectives and approaches that reflect their cultures and experience
backgrounds. The richness of knowledge and the scope of viewpoints possessed by
the students in multicultural classrooms are incomparable with those in mono-cultural
classrooms. These are valuable teaching and learning resources. Intercultural
competence is imperative for the teacher and students to overcome intercultural
barriers and use these resources to enrich their teaching and learning experiences.
Secondly, intercultural competence is an important graduate capacity in the
globalising world. Alfred North Whitehead maintained that education should aim at
producing “men who possess both culture and expert knowledge”, because “expert
knowledge will give them the ground to start from”, and “culture will lead them as
deep as philosophy and as high as art” (Whitehead 1929). Subject expert knowledge
and culture, i.e. the entirety of one’s attitude, values, beliefs, are the key qualities to
be developed through education. Subject expert knowledge establishes the foundation
of a graduate’s capability. Culture guides the graduate’s construction and application
of subject expert knowledge. As discussed above, meaningful education should enable
students to make what they were taught their own knowledge and to apply the
knowledge into their practical situation. Therefore, the contents of the subject expert
knowledge and culture, as the key qualities to be produced through education, evolve
alongside with the evolution of the human society. Graduates of today’s education
will enter a world where intercultural interactions and interdependences are prevailing
and increasing. To be successful in the globalising world, graduates of the global
future need not only cultural competence, but also intercultural competence. Thirdly,
intercultural competence development may facilitate intellectual development. In the
course of developing intercultural competence, students expose to and learned to
appreciate various perspectives and approaches. They not only learn what the
knowledge is, but also how the knowledge has been constructed, and furthermore,
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alternative constructions of knowledge. Through this dynamic and critical learning
and development process, they gain broader and deeper understanding of the subject
expert knowledge.
The challenge of cultural diversity in international education reflects in multicultural
classes, diverse expectations and requirements, and disparate experiences.
Intercultural competent teaching and learning relies on effectiveness and efficiency of
communicating expectations and requirements between the educated and the educator.
3. Expectations and requirements of international students
I conducted a research on international students’ expectations of studying overseas in
2007. The research focused on Chinese overseas university students. The rational of
targeting at Chinese students is that they represent the largest cultural group of
international students in most countries. The objective of the research was to
showcase expectations and requirements from the end of the educated. The research
consisted of two components viz questionnaire survey and individual interview.
Altogether 254 students participated in the questionnaire survey, either online or via
post. 24 students were interviewed. Of the interviewed students, 8 were incoming
students; 8 were current students; and 8 were graduates (four immigrated to Australia,
four returned to China).The questionnaire survey aimed to identify the general
tendency of student expectations and requirements. The interview was aimed to
generate insights into the expectations and requirements.
Expectation perceived by whom?
The survey showed that 99% of incoming students expected that the study they
selected would be useful. The interviews with 8 incoming students found that
perceptions of usefulness of education varied between individuals. Generally there
were two categories of perceived usefulness viz direct usefulness and indirect
usefulness. Direct usefulness means the study (mainly referred to the selected course)
is directly linked with their career ambition or personal interests. For example, a
student selected to study mechanical engineering (automobile). He imaged that
Australian universities were more hands-on skill oriented than Chinese universities.
Therefore, he expected to developed practical skills which would be useful for him to
entry automobile manufacture industry. A student had not made up his mind as what
specific course to study yet. However, he said: “Obviously I am hoping for
employment. I hope these two years of study will be a path to employment. I hope to
gain skills and work experience other than those taught in the classroom.” Another
student said: “The expectations are rather pragmatic, such as practical skills and
knowledge, for example, some new stuff on media and communications. I also hope
to gain some work experience in the Australian media.” Indirect usefulness means the
study is potentially supportive or may have long term impact on their future, though it
is not immediately or directly related with their career. For example, one student said:
“I think studying is all about improving my knowledge structure. Apart from that, I
think university education is character building, since it teaches personal and social
skills.” A student had chosen to study at Sydney University. He said: “The culture of
Sydney University accumulated in its history of over 200 years will certainly nourish
my culture and think ability.” Another student had quitted her accounting job in China
and enrolled in a MA in accounting at an Australian university. She reckoned that:
“The experience of study abroad will add value to development of my personality.”
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Still another student said: “I hope I can learn something which is representative of
Western civilisations, whether from a developmental perspective, or from practical
experience. I want to address my lack of understanding in these two areas.” As a
university academic in Australia, I am clear that the some of these expectations and
requirements will be met when the students completed their study here. However, I
am also concerned that many of the expectations could not be met without a critical
review and reconstruction of the existing curriculum and education practice.
Usefulness of an education program is largely determined by the curriculum.
Traditionally, curriculum is designed to reflect education authorities’ and experts’
interpretation of “needed” knowledge. Each country’s curriculum reflects also the
country’s political views and cultural values. For example, “Political Education” is
compulsory in China’s educations ranging from primary to tertiary levels. When I
studied in China for my bachelor of physics, Marx’s political economics and
dialectical materialism were compulsory units for my degree. In western countries,
“learning starts not with what students bring to class, but with what is considered
high-status knowledge”, “with its overemphasis on European and European
American history, arts , and values” (Nieto 2002, 127). Apparently, more and more
universities start seeking to meet community requirements. However, what is the
community requirement? In considering international curriculum development, some
universities find their answer in terms of market (mostly employment market)
supplies versus needs. The market orientation roots in the problematic perception of
education as industry and students as products. Therefore, cultural dimension of
education is neglected. In the context of internationalisation, neither the traditional
curriculum approach nor the market approach is appropriate. Firstly, international
education requires curriculum transcend political and cultural boundaries and be
culturally inclusive. Secondly, usefulness is a subjective judgement made by
individual based on personal interest, career ambition, and workforce requirement.
Therefore, it needs to be determined from the perspective of students. Interculturally
competent curriculum should be responsive to student experiences, expectations, and
requirements. Nieto argued that the curriculum that drew on students’ experiences and
focused precisely on those things that were most important in their lives could attract
students to “either soar or sink in our schools” (Nieto 2002, 133). Thirdly, it is
inappropriate to dehumanise students to product of the “education industry”. Students,
international or domestic, are human being. They have needs for education of
specialist knowledge and skills, and education of culture.
Communication of expectations
Interculturally competent education relies on mutual understanding between the
educated and the educator. Understanding of student expectations and requirements
help education providers developed appropriate programs and select efficient methods
of education, in order to achieve education excellence. Similarly, there is a need of
from the end of students to understand expectations and requirement of the educator.
The result of questionnaire survey showed that among the incoming students, the
most wanted information was about teaching and learning, and education system and
policy, followed by information about Australia society and culture. Interviews with
incoming students revealed that specifically they wanted to learn university and
lecturer’s expectations and requirements. A student said: “I want to learn in more
detail about these practical issues, for instance, what are the university’s expectations
of the graduates? What are the teachers’ requirements of students?” Interviews with
current students also showed similar needs for understanding of what is expected of
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their performance. A current MA student said: “At the end of the first lecture I
attended here, I asked myself: what? So this is a lecture?” The student explained that
the lecture finished with some questions and the students were required to find their
own answers. Another student who was doing a bachelor in commerce said: “I was a
scholarship holder and had been performing very well in China. However, I am totally
lost here. I don’t have a clue about what are the lecturer’s requirements of students.”
This may sound obscure to some teachers who are fully preoccupied by the western
ideology of education democracy. However, to people who understand education
system in China, this anxiety for knowing the expectations and requirements of the
university and teacher is perfectly justified. Each Chinese university has a whole set
of detailed regulations about attendance, assignments, examinations, essay,
community engagement, and moral and physical educations, and so and forth.
Students are informed of these requirements upon their acceptance to the university.
Therefore, from the perspective of the Chinese students, it is expected that these
information is available to them. From the perspective of the university, the first
question is: “Are there university expectations of students?” From my point of view,
the answer is positive. University’s expectations of students are clearly reflected in
university regulations, teaching and learning goals, and graduate capabilities. Most
Australian universities require teaching and learning objectives and assessment
criteria be articulated clearly in course outline. There is a gap between the
expectations of the educated and the educator. Most Australian educators (universities
and teachers) believe in the principle of democracy of education and tend to allow
flexibility for the students to develop freely. It is expected that the students will
decide their development objectives. The educator’s role is to facilitate and support
the students in accomplishment of their objectives. This attitude and tendency is
reflected in flexible study patterns, and sometimes open-ended lectures. However, the
Chinese students are used to an education system where what are expected are
described explicitly. Most of them may prefer more guidance less flexibility. This
thus reveals the need of communicating the expectations between the educated and
the educator. In international education, diversity of expectations and requirements
occurs among students as well as between the educator and the students. As well as
the educator needs to understand those of the students, students need to understand
those of the educator.
Desired support
Educators are obligated to support and facilitate students’ learning. The questionnaire
survey found that three most desired aspects of support were language, loneliness, and
communication (not related with language proficiency). Although all students are
required to meet the English proficiency requirement before being accepted to
university, most students whose first language is not English (EFL) found language
hindered their studies. Most significantly, the impact was reflected in written
expression and participation at discussions. Interviews with current students and
graduates revealed that loneliness was partly due to lack of interesting cultural and
social activities. A student from Shanghai said: “Sydney is like a large country town.
It is boring, nothing exciting here.” A Sydneysider will certain opposite this
observation: there are so many exciting things to do and so much fun to enjoy in
Sydney! Why the Chinese student could not see it? A graduate, who originally came
from Beijing and had stayed in Australia for more than 10 years, said: “It is culture.
You don’t have that feeling here. You work here and speak the language here; but you
don’t have the feeling like you were in Beijing”. This explains the reason of
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loneliness. It is due to lack of the feeling of belonging. The interviews also showed
that the problems of language, loneliness and communication were actually
interrelated. Loneliness is the feeling of isolation and helpless. Language and
communication are important means to acquire information, to share feeling, to seek
support, and to establish friendship. All these activities will contribute to reducing or
overcoming loneliness. Those spent longer time in Australia and thus developed
confidence in language skills found that cultural differences presented constraints in
communication with people from different cultural background. A graduate said: “I
can feel cultural differences in our company. For example, I could not understand
thoroughly the topic they are talking about, like movies, sports. I have never watched
these.” Another student put it in this way: “The greatest difficulty shouldn’t be
language. We have learnt English for a long time and it shouldn’t be a problem to live
here. But to merge into this society is difficult.” Having be educated, and then lived
and worked in Australia for more than 10 years, many Chinese graduates still feel
foreign to the society. It is unjust to put all the blame on the individual graduates. It is
partly due to the failure of education. The aim of education is to bring about
development of intellectual capabilities and intercultural capabilities. The intercultural
incompetence of the graduates shows the deficiency of the existing education in
accomplishment of the intercultural capability development.
4. Accommodating Cultural Diversity
The results of questionnaire survey and interviews demonstrated the importance and
necessity of intercultural competence in international education. A crucial dimension
of intercultural competence in international education is to accommodate cultural
diversity. This demands a critical constructivism conception of teaching and learning,
that values diverse ways of viewing and knowing. Inspired by Paulo Freire’s concept
of liberation education and ideas of critical constructivism, I started applying a
participatory teaching and learning method in teaching a postgraduate subject in 2005.
The participatory teaching and learning method integrates principles of liberation
education and critical constructivism to accommodate cultural diversity in the context
of international education. The concept of liberation education opposes any power
relations or authority in education. Teachers and students are equal actors in the
cognitive actions. Liberation education consists in actions of the “cognitive actors”
rather than information transferral (Freire 2003). The epistemology of critical
constructivism is the underpinning theory of liberation education. Critical
constructivism is grounded on the constructivism notion that views knowledge as
human construction. Knowledge is not, as objectivist claimed, validated truth that
reflects the reality. Knowledge is constructed by human with the whole set of social,
cultural, political and historical backgrounds. Under the critical constructivism
theoretical framework, education is a process of knowledge construction, rather than
knowledge transmission. Learning is, therefore, impossible without engagement of the
learner in the knowledge production process. “A central dimension of teaching in this
context involves engaging students in analysing, interpreting and constructing a wide
variety of knowledges emerging from diverse locations” (Kincheloe 2005). The
essence of the participatory teaching and learning method is to bring about
meaningful learning in multicultural classroom through engaging the students in
cognitive actions that aim at knowledge construction. In participatory teaching and
learning, learning consists in dynamic cognitive actions of which the students are
active actors. Knowledge is not transferred from the teacher, but constructed in the
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interactions among students and between students and the teacher. In participatory
teaching and learning, students are given more autonomy in deciding what and how
they prefer to learn. However, this does not lessen the importance of the teacher’s
role. On the contrary, participatory teaching and learning sets an even higher
requirement for the teacher. It requires the teacher to be knowledgeable and flexible
enough to meet the diverse and dynamic requirements of the students, and demands
more preparation time for each class.
The subject I chose for the experiment of the participatory teaching and learning
method is Development Communication. The reason for the appropriateness of this
subject is the correlation between the teaching and learning approach and the subject
content. Participatory communication is an important concept in the field of
development communication, and shares a common origin with Friere’s liberation
education. Development of students’ knowledge and skills of participatory
communication is identified as a key learning objective of the subject. The class is
always highly internationalised. This semester, the 12 students enrolled in the subject
come from 6 countries, viz. Canada, China, India, Mexico, Thailand and the United
States. It was expected that the participatory teaching and learning method could on
the one hand accommodate the cultural diversity of the class, through engaging
students in the knowledge construction process. One the other hand, enhance
development communication students’ understanding of participatory communication,
because the teaching and learning process I followed and showcased allows for praxis
in participatory communication, both for students and for me. The method is proved
to be successful in facilitating critical learning and accommodating cultural diversity
in multicultural classroom. Student learning experience evaluation in the past three
years scored above 4 (of the 5 mark scale).The highest score was achieved in the
evaluation conducted in July 2008, scoring at 4.8. The evaluation criteria are listed in
the table attached to the end of this paper. The method is composed of the following
components.
Multicultural working and learning groups
Intercultural exposure and interactions in the context of internationalised education
can enrich learning experiences. The rationale of multicultural groups is to develop
students’ capability to work and learn cooperatively with people from different
cultural background. Students are required to form multicultural working and learning
groups in the first week of the semester. Each group is recommended to have 4 to 5
members and no more than two members in one group should come from one
particular country. The groups are assigned with two major tasks. One is to design and
present to the class a development-related communication campaign, using theories
and concepts learnt in the unit. Although this is the final project of the unit, students
are advised to start working with their groups from the first week, so that they start
the multicultural experience from the beginning of the semester. The second major
task is an ongoing one. The groups are required to take turns to chair each week’s
discussion section (normally one hour each week). This ensures the group work
together constantly. While all students are required to prepare for and participate in
each week’s discussion, the chairing group is in charge of facilitating participation
and generating discussion. Therefore, the chairing group is assessed from two aspects:
their preparation for the discussion topic and facilitating strategy. Working in a
culturally diverse group gives students opportunities to interact closely with people
from different cultures. While working cooperatively towards the accomplishment of
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the group project, they practice and develop the skill to express, appreciate, and
negotiate cultural differences. Constant intercultural exposures and interactions enable
development of intercultural awareness, and thus development of intercultural
competence.
Student controlled learning process
Under the conception of liberation education, students do not passively receive the
knowledge transmitted by the teacher. They take parts in the cognitive actions as
equal actors. Knowledge is thus constructed in the cognitive actions and dialogues.
Participatory teaching and learning empowers student with the autonomy to determine
what and how they prefer to learn. Thus ensure meaningful and useful learning is
brought about. The delivery of the subject Development Communication is designated
as a weekly three-hour seminar. In the first week, students are informed of the
objectives and expected learning outcome of the unit. Assessment components and
criteria are also explained. From the second week, each seminar is started with a
discussion session. At the discussion session, students will critically discuss the
reading material and share their understanding. They may ask each other questions
(e.g. how did the Chinese government promote the One Child Policy? What happened
in communication reformation in Thailand?) The discussion session will generate a
list of questions that interest the students and about which they want learn more. I
prepare my lecture on PowerPoint slides for each seminar based on the learning
objectives and FAQs of previous students. Questions and needs that are raised from
the current discussion session are noted on the white board and be included in the
lecture. Relevant videos or radios may be used to expend learning experiences and
bring in new approaches and perspectives. Challenge is encouraged in the class. It is
my undertaking to the students that they may challenge me with any questions that are
interesting to them and they will be answered, by me or may be further discussion in
the group. If I could not answer the question on the day, I conduct further research
and answer it in the following week. After the seminar, the PowerPoint slides are
updated to included questions of the day and uploaded to the website of the subject.
Participatory teaching and learning is featured with student controlling and peer
learning. The dynamic dialogue and critical analysis from the vast diverse perspective
ensure insightful knowledge construction intercultural competence development.
Active participation by the students
Participatory teaching and learning method aims to facilitate and support sharing and
constructing knowledge among students. A central idea of critical constructivist
teaching and learning is to engage student in producing knowledge of their own
through processes of critical analysing, multi-perspective interpreting. This is
particularly beneficial in multicultural classrooms. Student from a wide variety of
backgrounds views the world differently. Tossing together the diverse perspectives
and experiences developed in various social, political and geographical locations,
revealed multiple ways of consciousness constructing. The participants construct their
consciousness of the subject together with the consciousness of diverse ways of
consciousness through the activities of sharing, analysing, interpreting, and
communicating. Group dynamics invoke wider and deeper exploring and research.
Additionally, the participatory activities in multicultural classroom are also praxis of
intercultural oral presentation. Most students develop their presentation skills and
become more confident in speaking in the end of the semester. Active and inclusive
participation of all students is crucial for the model to work. It is recognised that
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students perform differently in classroom participation due to various factors of a
cultural and linguistic nature. For example, most European students seem to be more
open and quick to speak in the class, while Asian students normally are relatively
quieter. “Why didn’t you speak more in the class?” Each year in my regular teaching
feedback sessions, I will ask those “quiet” students this question and normally the
answers are similar. The reason is mainly cultural in nature. The first barrier that
prevents Asian students from speaking out in class is language. The two largest
groups of non-native English speakers of my students are Thai students and Chinese
students. Students of both groups said that they were willing to share their ideas,
however, “the topic had changed when I realized what it was about” or “the topic had
changed when I was ready to speak”. When a non-native English speaker engages in
communication in English, there are normally two internal translation processes to be
completed, though the processes could be short and sometimes subconscious. The
first process is to translate the topic of discussion into the student’s native language
(for example English-Chinese). The student will reflect and organise her/his ideas in
her/his native language and then translate the ideas into English (for example
Chinese-English). If the communication involves complicate and unfamiliar concepts,
the processes will take longer time. Therefore, most non-native English speakers find
it is hard to follow the discussion pace of the whole class. The other major barrier to
open and inclusive sharing in international classrooms is the fear of “losing face”, or
in other words, lacking confidence to speak out. For example, some students regard
making mistake or improper comments in the class as losing face, or feel awkward to
directly contest against others. These misgivings prevent them from expressing their
opinion openly and freely. They speak only when they feel “safe” and are well
prepared. Therefore, it is not surprising that some students may keep quiet normally,
however, when they do speak, they make good points. Another barrier to participation
is the intention to avoid taboo or conflict with the majority. This is described as the
“spiral of silence” by some communication scholars. It “is a reaction to taboo, fear
and shame – for those who think differently than what they perceive others to be
thinking” (Katz 2002). This could occur to people from different cultures. For
instance, I once found that an American student kept quiet most of the time in class
discussion. I found a chance to speak to him and asked why. He told me that he often
found that his ideas were different from the majority (notably he is the only student
from the United States in the class.) and he did not want to upset them by proposing
opposite opinion. In implementing the participatory teaching and learning method, I
employed various strategies to facilitate and support active and inclusive
participation. First of all, an open, supportive and inclusive atmosphere needs to be
fostered from the being of the semester through explicitly affirming the values of
respect and appreciation diversities of cultures and opinions. Another strategy is to
foreshadow the upcoming week’s learning topic and relevant reading material, and
suggesting one or two question for perusal. This has proved to be very helpful for
students of EFL background. Additionally, an invitation for individuals to express
opinions on issues of their expertise can encourage those who do not used to speaking
voluntarily. Furthermore, encouraging verbal as well as non-verbal signs that show
understanding, interest and approval, have proved to be effective.
Intercultural competence development
Intercultural competence development is an important aim of education in the context
of globalisation. In participatory teaching and learning, intercultural competence
development and intellectual capability develop simultaneously through out the whole
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process. Students gain intercultural awareness and understanding through
participatory discussion. They theorise and logically organise their understandings
through presenting and explaining them to others. They develop and practice skills of
intercultural communication, appreciation, respect, negotiation, and collaboration
through multicultural group learning and working activities. They develop
personalities of intercultural openness, sensitivity, flexibility, toleration, and empathy
while constructing and developing expert knowledge and skills, and thus prepare
themselves for successfully entering and navigating the globalising world.
Internationalisation of eduction requires new ways of conceptualisation of education
that is informed by teaching and learning practices and critical investigations.
Pursuing excellence of education is itself a consciousness construction process which
demands constant reflection on what is constructed as well as the way of construction.
Based on this critical constructivist point of view, the above discussed participatory
teaching and learning method is by no means a conclusive model, but a construction
way of international education. Continuous critical research and investigation are
required to expend the construction and thus develop wider and deeper consciousness
of international education.
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Student Experience Evaluation Criteria
Evaluation Criteria of Learner Experience of Teacher
This teacher communicated clearly what was expected of me to
be successful in this unit.
This teacher seemed enthusiastic about teaching the class.
This teacher created a good learning atmosphere.
This teacher used techniques that increased my understanding.
This teacher gave constructive feedback that helped my learning.
This teacher showed genuine interest in assisting students’
academic progress.

Evaluation Criteria of Learner Experience of Subject
Clear goals and standards of the subject
Organisation of teaching
Learning support of the subject
Intellectual challenge of the subject
Appropriate assessment of the subject
Feedback provided in teaching and learning
Appropriate workload of the subject

Score scale
5
5
5
5
5
5
Score scale
5
5
5
5
5
5
5

Based on student feedback questionnaire of Macquarie University Learning and Teaching
Centre.
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This presentation supports the idea that all children are capable and have the right to “reach the highest
levels of learning & thinking.” Additionally, this presentation is designed with the central purpose to “build
toward high intellectual performance through students’ culture, language, and cognition.”
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Abstract
The modern education reform in Taiwan has shifted from the traditional teacher-centered
or text-driven instruction to the learner-centered approach as the main method for teaching
and learning in Taiwanese EFL classrooms. To address the current concerns, the
learner-centered concept focuses on individual learners and their learning needs in an
increasingly vital and fast changing world. Learner-centered instruction is believed to be
further enhanced by positive classroom relationships and by ensuring that the learners’
interests are considered. The purpose of this study is to investigate the application of
learner-centered instruction in EFL college English activities in terms of learners’ viewpoints
for the purpose of providing teachers suggestions for future English teaching/learning
implementations.
In order to employ the learner active involvement at a college in central Taiwan, the data
have been quantitatively and qualitatively analyzed to show how the learner-centered English
teaching and learning activities were applied successfully. Moreover, the learner-centered
English instruction was well applied in the selected college. However, there was no
significant difference between learner-centered and teacher-centered activities. The varieties
could lead for further discussion. Correspondently, learners positively preferred both
learner-centered and teacher-centered activities. Also, the study findings could provide the
educators with a throughout understanding of the current situation and the effectiveness of the
implementation of learner-centered instruction in EFL teaching and learning in Taiwan.
1
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Ultimately, the implications of this study could offer as references to educational
administrator, teachers, and researchers, recommendations for future investigations and
educational practices.

Keywords: learner-centered instruction, classroom activity, learner preference, EFL, college

Introduction
Facing the rapid economic development in the 21st century, education in Taiwan has
undergone major reforms in terms of curriculum and learning materials as well as way of
teaching and learning. The changes in English language education have been shifting from
traditional teacher-centered to learner-centered instruction, in which it seen the learners as the
key center. In order to make EFL teaching and learning a practical endeavor in Taiwan, this
paper has broken through the traditional role of English classroom activities into
learner-centered ones.
In December 2005, the Ministry of Education amended promulgation of University Act
in which universities shall encourage academic research, cultivate talent, guarantee academic
freedom and autonomy, and accelerate the development of the country. Therefore, the issue of
learner-center instruction was brought into English classrooms replacing the traditional
teacher-center approach (MOE, 2005). The learner-centeredness has become increasingly
important in the current educational reform agenda, students are involved in the
teaching/learning approaches and the teacher no longer dominates classroom events (Nunan,
1995).
2
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To help learners reach higher levels of proficiency and achievement, a solid research
foundation. According to the concept of learner-centered, learner involvement in program
development can serve to enhance the relevance of learning content and also adjust the format
and orientation of learning activities more closely to learners’ preferences and developmental
needs (Nunan, 1988b; Tudor, 1992). At the same time, learner involvement can also serve to
narrow the gap between the learning orientations derivable from an initial needs analysis and
the more specific communicative needs of individual learners. On the process side of learning,
learner involvement can influence decisions relating to factors such as learning pace, and the
format and orientation of learning activities. Thus, what may be an optimal mix of
teacher-centered and learner-centered instruction in one learning context may differ
considerably from what would be feasible in another (Tudor, 1992).
The learner-centeredness has been widely applied in Second Language Acquisition (SLA)
instruction, however, only few studies have been cautiously adopted this approach in English
as a Foreign Language (EFL) classroom environment. Taking on learners’ beliefs and
attitudes towards EFL classroom constructive activity views, this study explores how a
learner-centered perspective is employed in EFL teaching and learning at vocational
education colleges in Taiwan.
This paper addresses the following two research questions:
1.

Of the 36 kinds of language learning activities, which activities do learners

3
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like/dislike to participate in, and why?
2.

Is there a signification difference between learner-centered or teacher-centered
activities?

Literature Review
1. Learner-Centered Instruction
The Ministry of Education of Taiwan (MOE) announced the 1-9 Grade Curriculum
Alignment which emphasized students at the center of teaching and learning respected
students’ learning needs, strategies, and styles in 1998 (MOE, 2005). MOE initiated curricular
and instructional reforms based on the Action Plan for Educational Reform, since the
curriculum was not only the core of schooling but also the foundation on which teachers plan
learning activities. The goals of 1-9 Grade Curriculum Alignment were designed for
developing humanitarian attitudes, enhancing integration ability, cultivating democratic
literacy, fostering both indigenous awareness and a global perspective, and building up the
capacity for lifelong learning (MOE, 2005). Overall, the educational system of the future must
embrace a learner-centered perspective to accomplish fundamental change and to educate all
learners (McCombs et al., 1996).
Learner-centered education addressed the need for learner engagement. The focus is on
the needs, skills, interests of learners, and authentic problems rather than on the structured

4
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analysis of the current content (Norman & Spohrer, 1996). When instruction was
learner-centered, the focus shifted from instructors only delivering content and controlling the
learning environment to actively engaging students in creating their own learning. In the
learner-centered instructional environment, teachers and students learned together through
stimulating, interactive, and thought-provoking experiences (Mahendra, Bayles, Tomoeda, &
Kim, 2005). According to McCombs, a national authority on the subject, learner-centered
education was a philosophy of teaching that focused on the experiences, backgrounds, talents,
interests, capacities, and the needs of the students and on the best practices for enhancing
motivation, learning, and achievements for all students (McCombs & Whisler, 1997).
Learner-centered education placed the student at the center of education. It began with
understanding individual student’s heredity, experiences, perspectives, backgrounds, talents,
interests, capacities, and needs for instructional decisions (Brown, 2003; Hewett, 2003).
Continuing with learner-centered instruction, the instructor evaluated the student’s progress
towards learning objectives and what instructional strategies would be the most effective in
meeting the needs of all students (Hewett, 2003). By helping the student acquire the basic
skills to learn, it ultimately provided a basis for learning throughout life. Therefore, the
responsibility for learning was on the student, while the instructor assumed responsibility for
facilitating the student’s education.
Originally, the task force identified 12 principles (LCPs), which were revised as 14

5
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statements in 1997 (McCombs & Whisler, 1997). The 14 principles led to a new perspective
for educational practice that greatly encouraged leaning, motivation, and achievement.
Learner-centered instruction focused on what should not be ignored in education reform.
Learner-centeredness began with a full comprehension of how the learner understood his or
her world and approached the process of learning inside and outside of the classroom. These
principles defined the nature of learning as well as the cognitive, metacognitive, affective,
motivational, and social processes that supported learning (McCombs, 2003).
These principles matched Tudor’s (1992) conditioning factors which language learners
could make to the various decision-making processes involved in the development of a
learning program. They were motivation, experiential traits, psychological traits, linguistic
readiness, cultural expectations, material constraints, and institutional constraints factors.
Both principles apply to all learners (K-20), in and outside of school, young and old for the
formulation of ideas and practices (McCombs et al., 1996; McCombs, 2001).
According to Nunan (1993), the components between learner-centered and
teacher-centered curriculum were similar. The key difference was that the curriculum of
learner-centered approach was a collaborative effort between students and teachers because
students would be more closely involved in the decision-making process regarding the content
of the curriculum. He contended that the key decisions were about what will be taught, how it
will be taught, when it will be taught, and how it will be addressed as references of learners

6
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(Nunan, 1999).
Brown (2003) also recognized both approaches included the student as a key factor.
However, the learner-centered approach gave learners more power by giving them the
responsibility for knowing individual learner capabilities and creating an environment where
they could make learning connections. In reality, both learner-centered and teacher-centered
practices might be profitable to the students when instructor attitude was positive, engaging
and academically oriented.
Learner-centered classrooms embodied the notion of learning partnership between
students and teachers. This partnership approach built on evidence that practices promoting
positive relationships and honoring student voices that were critical for high student
motivation and achievement (McCombs, 2003). It provided validation for practices that
achieve a balanced focus on both learning and learners. To put learner-centered principles into
classroom practice, it also established a foundation for a positive learning environment in the
classroom that could increase more students experiencing success (McCombs et al., 1996).
In the end, an argument might be made that the more learner-centered the classroom, the
weaker the notion of controlled, standard based objectives. Learner-centeredness did not
necessarily mean that learners could go off in any direction they see fit, but instead meant that
they should be active participants. The more the students participated, the better (Supinski,
1995). The learner-centered approach was not for everyone, and it should not have to be
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(Ellsworth, 2002). Her findings also underscored the importance of moving students into a
more active and responsible role.

2. Learners’ Perceptions in Language Teaching and Learning
Learners’ beliefs have been viewed as an important factor in teaching/learning processes
as they constituted a key component of subjective needs (Tudor, 1992). Many studies of
learner beliefs, on most occasions, did not express concern about the relationship between
perceptions of English learning and teaching. Learners’ past learning experiences made up an
important part of the educational rationale for the humanistic orientation toward curriculum
development (Brindley, 1989) in which learners’ beliefs, perceptions, and experiences were
taken as a whole in the evaluation of learner’s subjective needs.
Breen (cited in Block, 1996) compiled the accounts of 106 graduate students in a
language teaching/learning experiment in England. The data showed that students were able
to identify preferences among specific techniques adopted by the teacher. They believed that
it helped learners with understanding the new language. Nunan (1988a) carried out a
comparative study into the learning preferences of teachers and adult learners in Australia. He
found some stark contrasts and dramatic mismatches in nine of ten activities. He also
described two Australian studies (cited in Nunan, 1989) investigating the perceptions of adult
ESL learners in relation to classroom processes and activities. Their studies came up with
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similar findings; learners favor traditional learning activities over more communicative
activity types.
More positive results could be found in Spratt’s (1999) study at Hong Kong University;
she reported that students in this study generally rated communicative activities higher than
learners in other studies of the kind and that teachers in the studies underestimated the
learners’ preferences for the communicative activities. Her later study (2001) also showed that
there was a mismatch between teachers and students perceptions toward communicative
activities. The results went against various previous studies that indicated learners’
preferences for non-communicative activities.
Other research conducted on learners, rather than on a comparison between teachers’ and
learners’ views, reported conflicting views among students. Horwitz (1988) studied the beliefs
of 241 university foreign language students about language learning in Texas. The ‘Beliefs
About Language Learning Inventory’ (BALLI) was developed to assess her students’ opinions
on a variety of issues and controversies related to language learning which regarded the
difficulty of language, foreign language aptitude, nature of language learning, learning and
communicative strategies, motivations, and expectations. She found that students’ perceptions
about language learning often differed from those held by teachers using communicative
approaches. The learners also stressed the importance of error correction, translation,
grammar rules, vocabulary lists, and pronunciation.

9
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Another study by Barkhuizen (1998) reported on teachers’ perceptions of learners’
preferences. Data included responses from an activity-rating questionnaire, students’ written
reports about their feelings toward English classes, observations of classroom activities,
individual interviews, and group interviews. ESL teachers in South Africa were frequently
surprised when they found their students had feelings about teaching/learning activities they
encountered in their classes. He surveyed approximately 600 high school learners’ perceptions
of 15 classroom activities and again reported “learners’ resistance to participating in
communicative-type activities and their preference for more ‘traditional’ classroom work” (p.
95). The more mechanical aspects of language learning were ranked highly.
Some research comparing learners at different language levels revealed that there were
different preferences for classroom activities among learners of different proficiencies. In a
study of learners’ views about teacher-centered activities and learner-centered activities,
Garrett and Shortall (2002) investigated the perceptions of 103 Brazilian EFL students at
beginner, elementary, and intermediate levels and found that there was “a pathway towards
more interactive student-centered activities as they move up through the language levels” (p.
47). Beginners saw teacher-centered grammar activities as better for learning than the
learner-centered activities, while intermediates saw learner-centered activities as more fun and
relaxing. However, there was no difference in learning outcomes.
Yorio (1986), in a 3-year-longitudinal study of student opinions about specific methods
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and techniques at a Canadian university, also acknowledged that language proficiency was an
important factor. In his study, which did not focus on communicative activities, the beginning
learners valued four traditional teaching techniques (grammatical explanations, using the
language laboratory, memorizing vocabulary lists, and translation exercises).

Research Method
This study has applied quantitative and qualitative research methods to analyze the data
and to yield conclusions that are presumed to be valid within the immediate setting of the
study. The structured questionnaire format with a single-option variable was used, in which
the participants chose a list of response options (5-point scales in the Likert format). One
open-ended format questionnaire allowed both students to answer in their own words. The
response rates provided the researcher opportunity to build trust with the subjects.
Face-to-face interviews were conducted in a conversational style to probe understanding and
additional information based on the open-ended questionnaire (Mertens, 1998).

1. Subjects
There were selected based on purpose sampling 265 undergraduate students at a private
vocational education college in central Taiwan, became they could provide answers to the
questions posed in this research. The students were classified according to their gender, grade
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level, age, first time of learning English, and attendance to cram schools.
The students’ grades came from freshmen, sophomores, juniors, and seniors with same
English majors. However, these students shared similar backgrounds. Chinese was their native
language and they were all taking English courses in Taiwan. They have studied English for at
least six years formally. They were classified advanced in English proficiency comparing to
the non-English majored students. Their ages ranged varied, with an average age of 21.

2. Instrumentation
By far the most common type of tool for assessing EFL learning preferences has been the
written survey. Through the surveys, students were able to answer questions that revealed
their particular preferences. All instruments were administered to the subjects by their
teachers during their regular English class. The researcher amended the instrument which
obtained permission to use the reliable and valid questionnaire developed by Spratt (1999) as
the measuring instrument for this study (see Appendix). The first draft of the questionnaire
was pilot tested with a number of learners, and revised in the fall of 2007 based on their
feedback. The purpose of the pilot study was to identify the difficulties in the wording of the
questionnaires and/or any other ambiguity in the design of questions which might cause
confusion in respondents in Taiwan. Based on the feedback obtained from the pilot study and
suggestions from the research committee members, the questionnaire was modified and
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finalized for the large-scale data collection.
The purpose of the alpha reliability check was to assess the internal consistency of the
questionnaire (Salkind, 2004). Items were chosen to represent the same trait, thereby insuring
that there would be a high correlation among those items. The reliability coefficient
(Cronbach’s alpha, α) of instruments and each subscale were employed. The higher the alpha
score, the more reliable and stable the instrument will be (Mertens, 1998). In this study, all the
reliability coefficients ranged from .75 to .95 to enable the researcher to conduct statistical
analysis of the entire questionnaires and their subscales. The .8930 reliability coefficient
indicated a high level of internal consistency in the 36 questionnaire items. The results were
an indication of an acceptable high level of internal consistency.

Table 1
Reliability Cronbach’s Coefficient (α) of Instruments and Subscales
Instruments and Subscales
Learner-Centered Activities
Teacher-Centered Activities
Total Questionnaire Answers

Subjects

Items

Means

Standard
Deviations

265
265
265

29
7
36

3.34
3.18
3.31

0.88
0.84
0.86

Reliability
Coefficients
0.8932
0.8921
0.8930

3. Procedures
After the response analysis and the revision of the questionnaires, data collection was
conducted by the researcher who was assisted by several English teachers in different
universities and colleges. The researcher distributed the survey packages to 265 students in
13
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central Taiwan. Each survey package was accompanied by the directions for answering the
questionnaire, the purpose of the study, and consent form (see Appendix).
First, the teacher introduced the directions for answering the questionnaire and the
purpose of the survey to probe for more in-depth answers. Second, students were asked to
complete a consent form to indicate that they were or were not willing to participate in the
study the teacher encouraged the students to participate in the study and explained the
directions in Chinese to determine if the respondents understood the questions appropriately.
The students were told that there was no right or wrong answer and that this was not a test.
Third, both teacher and students answered the questionnaire during the class period. Finally,
the teacher collected the completed forms, and forwarded them to the researcher. It took
students approximately twenty minutes to complete the process, according to the instructors.

4. Data Analysis
In order to obtain a holistic view, both quantitative and qualitative research methods were
used in the data analysis. The purpose of the methods was to study learners’ preferences of
language activities. The researcher synthesized the quantitative data to identify activity items
appearing statistically significantly among learners according to the mean, t-test, standard
deviation, and frequency results. The data was entered into the computer and analyzed using
the SPSS (Statistical Packages for the Social Sciences) 12.0 version for Windows.
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The typical, average, central score, or mean best represents an entire group of scores
(Salkind, 2004). Mean was calculated for each activity and the activities ranked on the basis
of the means. To look for the critical statistical value, the researcher applied a t-test to
compare the independent mean of the learners’ preferences. The level of significance (p < .05)
was used in 2-tailed t-test calculation to identify the correlation between students’ and
teachers’ responses for research question 2 to 5. The standard deviation was computed as the
average distance from the mean. The larger the standard deviation was, the larger the
difference of the mean distribution would be (Salkind, 2004). In this study, mean and standard
deviations were used to determine agreement the learner responses. The quantitative data was
obtained through the questionnaires and the qualitative data through open-ended questions
and interviews.

Results and Discussions
The research questions were addressed by using data collected from the survey
instrument through the process of coding, recording, and categorizing. In this study, for all
statistical analyses, the significant level was set at p < .05. The questionnaire packets were
distributed to 265 undergraduate students from 10 classes in March 2008. Statistics were
computed and multiple tables were used to present the findings. For supplementary data, the
qualitative research questions related to the reasons behind students certain classroom
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activities were addressed by the open-ended questions and interview with the instructors.

1. Demographic Data
The 265 Taiwanese vocational education college EFL students were asked to complete
the questionnaires (see Appendix), designed to elicit their views on preferences for English
language classroom activities. The subjects came from ten classes which were required
English courses. All classes were labeled ‘advanced’ English language proficiency level
students. They were classified according to their gender, grade level, age, grade of starting
English learning, and the experiences of attending extension classes (see Table 2).
As illustrated in Table 2, of the 265 students participating in the study, 52 (19.6%) were
males and 213 (80.4%) were females. Of the 102 student subjects (38.5%) were freshmen, 30
(11.3%) were sophomores, 34 (12.8%) were juniors, and 99 (37.4%) were seniors. In terms of
grade of starting English learning, 175 (66%) respondents indicated that they have been
studied English since they were in kindergarten or elementary school. The 90 respondents
(34.0%) started studying English at their junior high school. They have at least six years of
formal English education. In contracting, those students shared similar backgrounds. All the
student participants were college or university level students in Taiwan.
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Table 2
Demographic Information of Learners (N=265)
Subject
Gender

Grade Level

Age

Grade of Starting English
Learning
Experiences of Attending
Extension Classes

Frequency

Percentage

52
213
102
30
34
99
20
60
34
32
44
75
27
148
90
86
179

19.6
80.4
38.5
11.3
12.8
37.4
7.5
22.6
12.8
12.1
16.6
28.3
10.2
55.8
34.0
32.5
67.5

Male
Female
Freshman
Sophomore
Junior
Senior
18
19
20
21
22
23
Kindergarten
Elementary
Junior High
Yes
No

Total
N

%

265

100

265

100

265

100

265

100

265

100

Note. Percentages may not equal 100% due to rounding.

Table 3
The 2-tailed p Value among Learners’ Background Information
Cluster

2-tailed t-test
Gender

Grade Level

1

0.369

0.257

2
3
4
5
6
7
8
9

0.026
0.066
0.533
0.483
0.536
0.139
0.379
0.263

0.932
0.023
0.295
0.477
0.712
0.258
0.996
0.193

Starting English Learning

Extension Classes

Age

0.448

0.590

0.125

0.601
0.887
0.793
0.994
0.995
0.101
0.766
0.454

0.860
0.767
0.364
0.523
0.462
0.510
0.252
0.237

0.315
0.002*
0.470
0.585
0.749
0.162
0.954
0.619

Note. * = Significant Difference
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According to Levene test, there were differences between when p > .05 and p < 0.5
(Salkind, 2004). The level of significance (p < .05) was used in 2-tailed t-test calculation to
identify the correlation among learners’ background information. The results revealed there
were no significant differences between learner’s gender, grade level, grade of starting
English learning, and the experiences of attending extension classes. That is, learners’
personal background information did not affect the results of this study. However, learner’s
age showed significant differences between activities 21, 22, 23, and 24 (studying grammar
rules and follow-up exercises, learning new vocabulary, listening to the teacher explaining
grammar rules, and learning grammar rules by myself). These activities were traditionally
passive with lots of guided instructions. It may be the reason that older learners and younger
ones chose differently.

2. Findings for Research Question One
The first research question was “Of the 36 kinds of language learning activities, which
activities do learners like/dislike to participate in, and why?” Standard deviation was .83 for
all the learners (N=265), thereby indicating considerable agreement in the learners’ responses.
The mean scores of the 36 activities learners preferred ranged from 2.63 to 4.54 with an
average 3.31. Therefore, if the mean score of each activity was higher 3.31, it indicated that
the learners preferred this activity more frequently than the average. There were twenty-seven
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of the thirty-six activities which fell above point 3 (the average mean of 5-point Likert scale)
and nine of them fell below the ‘like’ point 3. The figures indicated that 27 out of the 36
activities were used more frequently than average. In other words, learners preferred 75.0% of
activities in total.

Table 4
Mean, T-Test, 2-Tailed p, and Standard Deviation for Top 5 and Bottom 5 Activities
Activity

Like

Standard Deviation

5

Watching and listening to films, videos

4.54

0.87

4
22
36
35

Listening to English songs
Learning new vocabulary
Learning English through multimedia
Using the language laboratory

4.40
3.98
3.92
3.84

0.91
0.67
0.88
0.82

4.14

0.83

2.63
2.65
2.72
2.73
2.74

0.99
0.87
0.98
0.98
0.88

2.69

0.94

Average

Dislike

Mean

29
30
8
25
14

Doing formal, assessed tests
Doing informal, assessed tests
Giving individual oral presentations
Working individually
Writing short passages individually

Average

The descriptive analyses of the mean data showed that the top 5 frequently preferred
activities by learners were 5, 4, 22, 36, and 35 (watching and listening to films/videos,
listening to English songs, learning new vocabulary, learning English through multimedia
technology, and using the language laboratory) had the highest means. In calculating the
standard deviations of learners’ and their mean score (3.31), the results indicated that learners
valued those 36 activities positively. It was not surprising that the five activities were on the
19
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preferred list except for learning vocabulary. Many ESL/EFL teachers in Taiwan have been
using authentic teaching materials to facilitate their teaching, such as watching videos,
playing recordings, and using the language laboratory. Hence, the learners in this study were
given sufficient materials. Following the top 5 out of the 36 activities learners liked,
overwhelmingly, the greatest number of responses to the survey was related to visual
examples. In short, they preferred the activities which were info-provided and matched their
daily basis learning autonomy. Through these activities, they felt relaxed and confident
toward their learning. Most importantly, they didn’t learning under any pressure.
On the other hand, activity 29 (doing formal, assessed tests), 30 (doing informal,
assessed tests), 8 (giving individual oral presentations), 25 (working individually), and 14
(writing short passages individually) had the lowest means as indicated by learners’
preferences. The reasons learners didn’t like these activities were they all belonged to the
productive skills including the assessment. There were less interaction and full of negative
feelings toward their learning—nervous, stressed, and uncomfortable.

3. Findings for Research Question Two
The second research question was related to learners’ preferences of the type of activity
(learner-centered vs. teacher-centered). To answer this question, first the activities were
categorized into the two areas of learner-centered and teacher-centered based on the
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learner-centered theory definitions. Twenty-nine learner-centered activities and seven
teacher-centered activities were identified. The activities in each area were then compared to
see whether these were significant differences between them.
As can be seen in Table 5, learners had a wider range of means on learner-centered
activities than teacher-centered ones. It might be because of the fact that there were more
learner-centered activities (29 items) than teacher-centered activities (7 items). The 23 out of
the 29 (79.3%) learner-centered activities located above point 3 (average mean of 5-point
Likert scale), and 6 of them fell below the 3. Of the teacher-centered activities, 4 out of 7
(57.1%) located above point 3, and 3 out of the 7 fell below the 3 ‘like’ line. In other words,
learners highly preferred learner-centered activities than teacher-centered ones.

Table 5
Range of Means and Percentage of over Average Means for Learner-Centered and
Teacher-Centered Activities
Activities Subscales
Learner-Centered
Teacher-Centered

Range of Means

Over Average Means (%)

2.72-4.54
2.63-3.76

79.3
57.1

As can be seen in Table 6, learners ranked learner-centered activities higher than
teacher-centered activities. Generally, the higher scores they gave to learner-centered
activities indicated learners preferred learner-centered than teacher-centered ones. However,
both activities’ average mean were over the point 3 of Likert scale (3.34 vs. 3.18), and there
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was only 5.03% differences. Therefore, there was a need to determine whether there were
statistical significant differences between the two activities. In Table 6, it showed no
significant differences between learner-centered and teacher-centered activities. The results
suggested that learners were not aware of their learner-centered or teacher-centered
preferences in this regard. As both activities’ mean scores, they did not indicate that learners
conservatively preferred traditional teacher-centered activities. The differences might come
from how learners defined learner-centered and teacher-centered activities. Thus, a plausible
explanation might be that technological and vocational education college teachers
continuously motivate learners with both learner-centered and teacher-centered activities to
cover the learners’ completeness of English learning.

Table 6
Mean, t-Test, 2-Tailed p, and Standard Deviation for Learner-Centered and Teacher-Centered
Activities
Activity Mean
Learner-Centered

1
3
4
5
6
7
8
9
10
11
12

3.29
3.18
4.40
4.54
3.40
3.51
2.72
3.06
3.37
3.06
3.26

t

2-tailed p

Standard Deviation

Significant

-4.223
-4.603
-2.351
-2.065
-9.278
-8.828
-8.574
-8.891
-7.957
-8.722
-5.067

0.838
0.389
0.132
0.067
0.743
0.559
0.348
0.631
0.880
0.137
0.724

0.96
0.99
0.87
0.91
0.76
0.79
0.98
0.95
0.90
0.94
0.95

NS
NS
NS
NS
NS
NS
NS
NS
NS
NS
NS
(table continues)
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Table 6 (continued)
13
14
15
16
18
20
21
22
24
25
26
27
28
31
33
34
35
36

3.22
2.74
2.88
2.81
2.78
3.32
3.26
3.98
3.08
2.73
3.42
3.65
3.28
3.23
3.34
3.59
3.84
3.92

-7.244
-9.273
-6.903
-9.248
-5.332
-6.986
-7.953
-6.951
-6.417
-4.785
-7.246
-7.902
-5.917
-7.111
-8.945
-5.897
-7.163
-6.041

0.903
0.247
0.020
0.757
0.683
0.614
0.429
0.002
0.690
0.384
0.760
0.400
0.177
0.364
0.339
0.439
0.012
0.029

0.48
0.88
0.80
0.86
0.89
0.92
0.90
0.67
0.93
0.98
0.84
0.81
0.98
0.88
0.91
1.03
0.82
0.88

NS
NS
S*
NS
NS
NS
NS
S*
NS
NS
NS
NS
NS
NS
NS
NS
S*
S*

3.34

-6.823

0.558

0.88

NS

Activity

Mean

t

2-tailed p

Standard Deviation

Significant

2
17
19
23
29
30
32

3.58
3.23
3.76
3.54
2.63
2.65
2.9

-6.269
-8.375
-6.751
-6.779
-7.373
-10.020
-11.216

0.332
0.132
0.023
0.609
0.624
0.990
0.187

0.83
0.80
0.77
0.89
0.99
0.87
0.73

NS
NS
S*
NS
NS
NS
NS

Sub-Average

3.18

-8.112

0.413

0.84

NS

Total Average

3.31

-7.074

0.485

0.86

NS

Sub-Average
Teacher-Centered

Note. S = Significant (p < .05: *; p < .01: **; p < .001: ***); NS = Non-Significant

Conclusion
In this study, the results showed the great value of obtaining learners’ views on activities
which form part of the learning process. Results also showed learners liked both
23
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learner-centered vs. teacher-centered activities as long as they felt comfortable in their
learning. Their preferences vary but most favored visual activities rather than productive ones
(speaking and writing). The differences between learner-centeredness and
teacher-centeredness indicated that teachers need to be more willing to involve learners in
planning lessons and tasks, give them more control over their learning, and give them more
opportunities to speak and to develop their learner autonomy. Moreover, learners should have
more responsibility for their own learning. Since they know their needs and learning
preferences best, they should try to meet those needs through their own efforts.
The study’s findings could contribute to materials and syllabus design in similar ways,
i.e. by indicating which activities and interaction patterns are likely to meet with learner
approval, and might therefore be built in as design features. Finally, they have made us begin
to think about roles that learners can take on in relation to the actual processes of materials
and syllabus design. These might include giving feedback at the design stage, or actually
contributing in various ways to materials and syllabus writing. By combining learners’ needs
and wants and their own professional judgment, the teachers would have more comprehensive
views, which are surely important for building a learner-centered learning environment.
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Attrition of Vocational Technical Education Teachers in Rural and Suburban Schools
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Conceptual Framework‐‐Teacher turnover/attrition in the public schools continues to be an issue for
local school agency personnel. In an era of increasing emphasis on accountability and educational
reform the quality of the nation’s teachers is receiving increased attention and scrutiny (Wayne &
Youngs, 2002). Grissmer and Kirby (1987) espoused a theory of teacher attrition provided the
conceptual framework for this study. This conceptual framework was supplemented with components
of the Cohen’s (2002) teacher induction model.
The conceptual framework provided the basis for identification of variables which potentially may
explain why teachers leave their jobs. In this study teacher attrition is thus defined as teachers who
have left their teaching jobs and sought jobs outside of public education.
The pattern of teacher attrition typically follows a U‐shaped curve that is related to their career stage
and life cycle. Typically the highest rate of attrition occurs in the early career stage of teachers and at
the end of the teaching career. Thus the focus of this study was on the early stages of the teaching
career.
The literature indicates that deciding to stay in teaching is influenced by six interdependent variables:
1. The extent of human capital developed by the teacher to complete the role of teacher;
2. The extent of transparency in the recruitment and selection process;
3. The teacher’s background (teacher presage variables per Dunkle & Biddle)
4. The changes in the teacher’s personal context/life;
5. Other employment opportunities both internal and external to public education;
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6. The economic and noneconomic factors in the teaching situation.
Kirby and Grissmer (1993, p. 10) focused on the human capital factor indicating “ teachers make
systematic assessments of the net monetary and nonmonetary benefits from different occupations and
make systematic decisions throughout their career to enter, stay, or leave an occupation. The higher
the level of specific human capital, rather than general human capital, a person has the less likely the
teacher is to leave the profession. That provides a basic for incorporating into the data analysis
components of Cohen’s (2002) framework for teacher induction and professional development.

Purpose of the Study & Research Questions‐The study examined the characteristics of rural and
suburban secondary school vocational technical education teachers that left the teaching profession due
to reasons other than retirement during the past year. Specifically the research questions were:
1. What is the profile of the career and technical education teachers in the public schools
relative to their:
a. Demographics?
b. Educational preparation and professional development?
c. Educational Teaching experience in public settings?
2. What are the self reported perceptions of teachers regarding the school context where they
currently teach relative to:
a. School climate?
b. Administrative leadership and support?
c. Student issues?

Summary of Results‐ Using multivariate analysis procedures, including logistic regression, the findings
indicate that career and technical education teachers in rural and suburban settings turnover are
influenced by school organization factors and personal factors. Vocational technical education teachers
that left the profession were more likely to perceive a less supportive organizational support system and
view the leadership of the school as less effective when compared to the perceptions of vocational
technical education teachers that remained in teaching. Teachers that left the profession viewed the
school curriculum as more fragmented than did teachers remaining in the profession. The negative
relationship between vocational technical education teacher turnover and school
functioning/operations was more pronounced in rural school systems than in suburban school systems.
This indicates an especially important policy consideration related to enhancing the viability of rural
school districts that are facing increased financial hardships in attempting to address the requirements
for meeting state proficiency standards for students while still attempting to provide a viable
educational program that meets local community needs.
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ROLE OF RADIO FOR RURAL EDUCATION IN PAKISTAN
Dr Nabi Bux Jumani
Assistant Professor
Faculty of Education
Allama Iqbal Open University Islamabad, Pakistan
Email : nbjumani@yahoo.com
Radio is a mean not only for information and entertainment but also for education. Radio
is being used for educational purposes all over the world. In Pakistan it is also a medium
of communication. Pakistan broadcasting corporation has started broadcasting
educational progrmmes of Allama Iqbal Open University. There is no denying the fact
that educational broadcasting in Pakistan is being run successfully. The rural population
of the country is getting benefit from the educational programmes of the radio.
The main aim of the study was to examine the effectiveness of educational radio and its
various strategies being applied for rural education. The study was delimited the radio
listeners, radio producers/comperes and social workers/opinion leaders. The masters list
of listeners was obtained from Radio Station, Hyderabad. The second sample was radio
producers/comperes whereas the third sample was social workers/opinion leaders. The
tool used in this study was questionnaires.
It was found that the majority of the listeners possessed radio sets and was getting benefit
from the educational programmes of radio. The programmes were informative and
motivating. The strategies of radio for rural education were appreciable because these
infused mobility, widened horizon of rural people and focused attention on the goals and
problems of rural people. It could be used to enhance literacy (through distance and nonformal education).the producers/comperes were found keenly interested in their job. It
was revealed that priority was given to education and rural development programmes of
radio. Programmes needed detail and summary at the end. Furthermore language was not
easy. Mobile ratio station was needed for rural educational programme to cater to the
needs of far flung areas. School broadcast (distance and non-formal teaching) was the
need of the day. Social workers/opinion leaders opined that there was need of developing
self reliance. Radio provides guidance to rural people in solving the problems of rural
development. They felt the need of starting school broadcasting .radio was being utilized
for apprising villagers with their problem. There was need of maintaining more
educational programmes. Rural programmes were to be in mother tongue.
It was recommended that for educa5tinal purposes Radio Pakistan and AIOU may
produce programmes which have their strong links/roots in the surroundings of the rural
people. Radio schools like Interactive Radio instruction (IRI) may be used for effective
teaching learning process in rural areas. Time of educational programmes should be
enhanced. Programmes like radio rural forum may be started as well as open broadcasting
should be adopted for rural development programme.
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When there is a test going on in the classroom, you will definitely find these actions
during exam: glancing at other students’ answer sheet; having a crib sheet; doing signals
to let others know the answer. These actions are known as cheating. However, no one likes
to talk about it, consider its causes and results. Cheating is a big problem during tests, and
has a big impact in tests, which affects the usage of test. From understanding the
definition of cheating to how to detect it, Cheating is a big problem in polluting test scores,
in another word, destroy the validity of tests and mislead of a person’s knowledge, skill, or
ability. Everyone likes to have a fair chance to success, but cheating will definitely cause
unfairness. To decrease cheating in education, it’s better to think what is the reason for
testing, the attitudes towards the tests, how to make test givers and test takers to
understand academic integrity, and remind test takers to be honest during examination.
When test givers and takers are working together to go against cheating, then the validity
of test result would be useful or else, there will be no point of testing. It’s hard to make
“cheating” disappear in the classroom, but at least, we can fight against cheating and try
our best to decrease it.
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This research study emanated from an evaluation of the New Jersey SAELP Interagency Collaborative
Governance Project which was supported in part by funds provided by the Wallace Foundation.
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Introduction
Background, Context, and Purpose of the Study
In mid-2006, representatives of the New Jersey Department of Education (NJDOE), the
New Jersey School Boards Association (NJSBA), and the New Jersey Association of School
Administrators (NJASA), with funds provided by the Wallace Foundation to the New Jersey task
force entitled the State Action for Educational Leadership Project (SAELP), conceived a joint
venture aimed at assisting boards of educations, including their superintendents, to function
better as cohesive teams and to foster improved academic achievement among the school
children in their charge. The ensuing project brought together the Princeton Center for
Leadership Training, support staff from NJASA and NJSBA, and three volunteer school districts,
one from each geographical region of the state and based on both a self-perceived need for
assistance and a willingness to participate, and provided teamwork training over series of months
in late 2006 and early 2007. For purposes of this report, the identities of these districts will
remain anonymous, and they are identified simply as the “Northern”, “Central”, and “Southern”
public school districts. The results of this project were sufficiently promising to persuade New
Jersey education authorities to move the initial project to a second phase. Thus was born a survey
research study to conduct a larger examination of the characteristics and behaviors of
superintendent – board of education leadership teams in the state. The purpose of the second
phase was to acquire valid and reliable survey data from a random sample (N=150) of New
Jersey superintendents and board members regarding the extent to which they perceived that they
consistently manifested generally agreed upon characteristics and behaviors of effective teams.
The results of both of these two exploratory studies are expected to assist NJASA and NJSBA in
designing or refining future professional development efforts for their respective constituencies.
Brief Summary of the Content of the Training during the First Exploratory Study
As indicated above, in the first exploratory study, the Princeton Center for Leadership
Training convened two one-day training sessions for three board team members, including
superintendents, in September 2006 and January 2007. However, prior to these retreats, in
August 2006, each board team came together for a focus group discussion aimed at (a)
identifying key issues that could help to improve working conditions internally among board
members as well as between the superintendent and board members; and (b) identifying what
board team members needed and expected from each other. Facilitated by project teams
composed of field representatives of the NJSBA and staff from NJASA, the focus groups
provided important information about a number of issues including the following:
•
•
•
•
•
•
•
•
•

motivational factors for joining the board
description of the culture and climate of the board
perceived strengths and limitations of the board
needs for superintendent and other board members to facilitate board work
perceived roles and responsibilities of the superintendent and board members
assessment of the intra-board working relationships
assessment of the working relationship between the superintendent and board
assessment of communication among board members and with the superintendent
perceptions of individuals’ voice, empowerment, and efficacy
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• assessment of trust among board members and with the superintendent
• assessment of the relationship between the board and the community-at-large.
Subsequently, the project team facilitators summarized the results and reported them back
to each board for corroboration and verification. The results of these focus groups helped to
frame the content of the training sessions that followed.
On September 16, 2006, the board teams assembled in Princeton, New Jersey and, in a
day-long retreat working in both large and small groups, they engaged in role playing exercises
and discussions organized generally around the following topics:
•
•
•
•
•

team development strategies (based on Tuckman, 1965)
understanding the differing motivations, roles, and responsibilities of
superintendents, board presidents, and board members
how to create group norms for each board team
exploring issues of trust, communication, and collaboration
how to develop action plans for each board team to improve relationships and
communications among board members and between board members and the
superintendent.

At the conclusion of the retreat, each board team agreed on three specific outcomes that
they wanted to achieve to improve their interpersonal working relationships.
Following the September retreat, project facilitator teams worked regularly (usually at
least once a month) with their respective board teams in implementing the action plans they had
previously developed, which were aimed at addressing specific interpersonal and group issues
that boards were experiencing, as well as sustaining and strengthening the teamwork progress
that had been established during the retreat.
A second full-day retreat was held in Princeton on January 20, 2007. During that session,
again working in large and small group sessions, which included role-plays and team exercises,
participants continued their work in forging stronger collegial relationships, establishing mutual
and reciprocal trust, improving communication, and dealing with conflict.
And then, at least monthly following the second retreat until the project concluded in
March 2007, project facilitator teams continued to work with their respective board teams on
issues of immediate and strategic importance to their overall team health.
Exploratory Study #1 Methodology
Consistent with much of the evaluation literature (e.g., Wiersma & Jurs, 2004; Cresswell,
2005; Gravetter & Forzano, 2005; Gall, Gall, & Borg, 2007), numerous data sources were
employed for the research effort, using multiple data collection methods at multiple times during
the project. These are described briefly below.
The primary data sources for this project were the project participants themselves. This
included the superintendents and board members from the three pilot districts. First, all project
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participants in the two workshops in September 2006 and January 2007 were given a post-retreat
survey that elicited information about their assessment of (a) the usefulness of the training they
had experienced, and (b) the extent to which the retreat objectives had been achieved. These data
appear in this paper as tables 1-2. Also, during the second retreat, participants assessed the extent
to which their teams functioned well according to the stages featured in Tuckman’s (1965) model
of team development. These data are reported in table 3.
After the two retreats concluded and after additional time had elapsed, a second round of
data collection was conducted, which included project participants completing a post-project
questionnaire. The questionnaire elicited information about (a) participants’ assessments about
the sustaining impact of the project, (b) their observations of the extent to which their boards of
education demonstrated characteristics of effective teams 1 , and (c) the extent to which they
believed that their boards had actually achieved the agreements that each had made during the
first retreat. These data are reported in tables 4-11.
After the post-project questionnaire data had been collected and after still more time had
elapsed, a third round of data collection was conducted, this time using a structured telephone
interview format. During the interview, participants were asked to (a) assess the frequency with
which their boards of education engaged in practices usually associated with effective teams, and
(b) report on the extent to which the project had assisted their boards in becoming more effective
teams. These data are reported in tables 12-15.
Finally, in an effort to triangulate the data, a pre/post assessment survey of teamwork was
collected from each of the project facilitator teams. In these assessments, project facilitators were
asked to judge the extent to which they perceived that their respective board teams exhibited
selected characteristics associated with effective teams at the start and completion of the project
interventions. These data are reported in figures 1-3.
The bulk of the data was analyzed quantitatively, using SPSS software. The data from the
various surveys and interviews were compiled, analyzed, and reported in the aggregate. The
exceptions to this are the data included in table 11 and figures 1-3, which are, of necessity,
organized by pilot district. It is also worth noting that, in both the post-project questionnaires and
the telephone interviews, participants were asked structured and unstructured (open-ended)
questions, thus providing a rich array of both quantitative and qualitative data responses.

Exploratory Study #2 Methodology
Population and Sample
The second exploratory study (i.e., phase 2) included superintendents and school board
members from New Jersey school districts that were randomly selected from a population of 616
local education agencies, including special services and vocational-technical school districts. To
ensure maximum representation, the sample was stratified by geographic region, county within
1

Throughout this effort, characteristics of effective teams have been adapted from the following
sources: New Jersey School Boards Association; The Leadership Center at Washington State
University; Stanford University Ventures Program; Parket (1990); National School Boards
Association Toolkit; and Mosley, Megginson, & Petri (2001).

2009 HICE Proceedings
Page 334

region, district factor grouping, and grade level span (e.g., P/K-8, P/K-12, 9-12). In all, we
selected 150 districts, which represented approximately 25% of the districts in the state. Within
each district, from lists supplied by NJASA and NJSBA, we identified the superintendent, the
board president, and three randomly selected board members. Our intention was to receive
substantive feedback from these 600 individuals regarding their perceptions of the extent to
which their board of education teams consistently manifested characteristics and behaviors of
effective teams.
Survey Instrument
We employed a 42-question survey in this study. Nineteen items sought respondent
perceptions regarding the extent to which they agreed or disagreed with statements reflecting the
presence of characteristics of effective teams among their board teams. Responses to these
questions were represented on a 5-point scale that ranged from strongly agree to strongly
disagree. The remaining 23 items sought respondent perceptions regarding the frequency of
occurrence of selected board behaviors. Responses to these questions were also represented on a
5-point scale that ranged from always to never. The content of the surveys (and thus the criteria
for identifying the characteristics and behaviors of effective teams) was aggregated from various
sources including the New Jersey School Boards Association; The Leadership Center at
Washington State University; Stanford University Ventures Program; Parket (1990); National
School Boards Association Toolkit; and Mosley, Megginson, & Petri (2001). An initial mailing
was made to all participants in October 2007. Thereafter, two follow-up mailings were made to
non-respondents.
Data Analysis
Survey data were analyzed quantitatively, using SPSS software. We computed frequency
of responses and item means, and we conducted selected inferential tests, including t-tests of
independent means and one-way analyses of variance to explore potentially statistically
significant differences. The data from the various surveys were compiled, analyzed, and reported
in the aggregate.
In the bar charts that follow below, mean data are reported for each of the 42 items that
were included in the survey instrument. In order to facilitate the presentation of these data, four
illustrations were created and the data disaggregated. Figures 1 and 2 present the data set that, for
purposes of this analysis, has been operationally categorized as Perceptions of Board Team
Characteristics and Behaviors. The cutoff scores that differentiate greater relative agreement and
lesser relative agreement are admittedly arbitrary; we chose the cutoff scores simply because we
believe that two illustrations were easier to read than one. Similarly, in Figures 3 and 4, the data
set has been operationally categorized as Perceptions of Frequency of Board Teamwork
Behaviors, and, again, the cutoff scores that differentiate greater relative frequency and lesser
relative frequency are admittedly arbitrary. Since both data sets were measured on a 5-point
scale, in Figures 1 and 2, mean scores are displayed on scale where 1 = strongly agree and 5 =
strongly disagree, and in Figures 3 and 4, mean scores are displayed on a scale where 1 = always
and 5 = never. Tables 2 and 3 in Appendix 1 display the percentages of survey responses to each
of the 42 questions.
Limitations of these Exploratory Studies
These studies are subject to all of the limitations that normally accrue to exploratory
survey and interview research designs. First, we acknowledge that the respondents may have
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interpreted both the oral and written questions and response stubs in personally meaningful ways
that may differ across respondents. Second, while all the respondents were repeatedly advised of
precautions to protect their personal identities as well as the districts that they represented, and
while there is no evidence that any respondents answered the survey and/or interview questions
in a purposely dishonest manner, the fact remains that the data from this study represent only the
respondents’ perceptions of reality. However, there is no way of knowing whether there is
alignment between what the respondents’ perceptions of board characteristics and behaviors are
and what they are in actuality. Even the most well-meaning respondents may want to believe
something so much that their own perceptions of reality become distorted. Moreover, the foci of
both of these studies, i.e., board of education teamwork characteristics and behaviors, are
reasonably controversial, and both superintendents and board member respondents may have
become subject, either consciously or unconsciously, to the demand characteristics effect (Gall,
Gall, Borg, 2007), in which respondents alter their assertions about what they really think and
believe to conform with what they think and believe the researcher is expecting them to assert.
The fact that these data are self-reports of superintendents’ and board members’ perceptions of
reality constitutes an important limitation of this study. Because of this, we advise readers to
approach our findings with these limitations in mind.
Exploratory Study #1 Findings
As a prelude to introducing the findings from the first phase of this overall project, as
well as to provide some context within which to interpret these data, it is useful to report that the
data clearly suggest that the project was a success; perhaps not a universal success, but a success
nevertheless.
In the very beginning, as the project was being structured, representatives from NJDOE,
NJASA, and NJSBA identified and selected three districts that had admitted to some problems
and challenges they were experiencing. The project leaders reasoned, quite understandably, that
the training that was being prepared was not likely to have much of an effect on school boards
that were already functioning well as cohesive teams. Instead, they sought out board teams that
were struggling.
In the end, the first phase project had a measurable impact on all three of these pilot
districts. However, this impact varied from large to small, depending on the district. Hence, as
the data in the following tables clearly reveal, the training was well received and resulted in
substantial progress for two of the districts and less substantial progress in the third district.
In analyzing and interpreting these data, readers are reminded that the percentages
reported in the tables that follow are based on relatively small numbers. Thus a difference or
change of 4-8% may be attributed to the responses of only one or two individuals.
In table 1, the data from the immediate post-workshop surveys reveal that all of the
participants found the workshops to be useful. This is often the case with interactive workshops
such as these. Participants feel energized and often anxious to put into practice some of the
things that they have just learned.
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Table 1
SAELP Interagency Collaborative Governance Project
Post-Retreat Respondent Ratings of Usefulness of Training at the Retreats
September 16, 2006 (N=26) and January 20, 2007 (N=25)
Excellent

Very Good

Good

Fair

Poor

9/16/06

1/20/07

9/16/06

1/20/07

9/16/06

1/20/07

9/16/06

1/20/07

9/16/06

1/20/07

68%

60%

24%

36%

8%

4%

0%

0%

0%

0%

Note: Data collected by the Princeton Center for Leadership Training

In table 2, however, the differences among the three pilot districts begin to become
evident. The data also reveal that, between the two retreats, some of the good feelings had
apparently begun to dissipate. As the data show, a substantial majority (>70%) of the participants
in both the September and January retreats reported that the training had been either very
successful or successful in helping them to experience greater trust and rapport, understand better
their roles and how to work together, give and receive constructive feedback, identify strengths
and challenges, and achieve clearer direction on their missions. However, the remaining
participants (many of whom come from the same district) 2 seemed to feel less certain about their
successes in these areas. At the time the January retreat occurred, the percentage of respondents
who reported that they were only somewhat successful or not too successful in achieving all but
one of these outcomes increased slightly. Two things about the data in tables 1 and 2 are,
however, clear. Most participants thought that the workshops were useful and valuable, but some
of the participants were less inclined to give the workshops superlative ratings.

2

While aggregate data only are displayed in most tables of this report, the researcher has noted differences in the
data among participants in the three pilot districts. In fact, throughout this report, much (but not all) of the data that
reflects a lack of success in achieving cohesiveness among board of education team members emanates from a
single district. This point is made clearer in table 11 and figures 1-3.
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Table 2
SAELP Interagency Collaborative Governance Project
Post-Retreat Extent to which Respondents Believed Retreat Objectives were Achieved
September 16, 2006 (N=26) and January 20, 2007 (N=25)
Workshop
Outcomes
Greater trust and
rapport among
members
Clarification of our
roles and how we can
work together more
effectively
Increased skill in how
to give and receive
constructive feedback
Identification of our
board’s strengths and
greatest challenges
Greater clarity about
our direction and
what we’ll need from
each other to get there

Very Successful

Successful

Somewhat
Successful
9/16/06 1/20/07
15%
12%

Not Too
Successful
9/16/06 1/20/07
0%
16%

9/16/06
42%

1/20/07
56%

9/16/06
42%

1/20/07
16%

31%

48%

54%

32%

15%

20%

0%

0%

27%

36%

54%

40%

19%

24%

0%

0%

58%

60%

31%

36%

8%

4%

4%

0%

54%

44%

31%

40%

15%

16%

0%

0%

Note: Data collected by the Princeton Center for Leadership Training

The data in table 3 are consistent with those which are reported above; that is, some
participants looked less favorably upon the impact of the training on their board teams than
others. This is evidenced by the relatively large percentage of respondents who reported that they
believed that they were not very or not at all successful in achieving the four stages of
Tuckman’s (1965) model on team development. It may be especially noteworthy to point out the
relatively higher percentages reported in the not very column for the “Forming”outcomes.
Similarly, it is worth pointing out that the percentage of not very or not at all responses for all of
the following outcomes is higher than those for other outcomes: clarity of a shared team
direction (24%), mutual respect among members (28%), team cohesiveness (36%), and effective
communication and conflict among members (28%). These data suggest that a substantial
minority of board members experienced challenges in even organizing themselves – a necessary
first step in creating cohesive teams. These data portend a trend that will be seen in other data
that follow.
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Table 3
SAELP Interagency Collaborative Governance Project
Retreat 2 – January 20, 2007
Assessment of Team Functioning
(N=25)
Very SomeNot Very Not at All
what
Forming
How clear and shared is our team’s
32%
44%
24%
0%
direction?
How respectful are members of each other? 44%
28%
28%
0%
How cohesive is this team?
36%
28%
36%
0%
Norming
*How clear are the norms of this group?
48%
28%
16%
4%
How useful are the current norms of this
44%
40%
16%
0%
group?
* How effective are members at keeping
24%
48%
20%
4%
each other informed?
Storming
How effective are members at dealing with 16%
48%
28%
8%
communication breakdowns and conflict?
How effective is this team at addressing
32%
44%
20%
4%
members’ concerns regarding team
functioning?
* How effective is this group at dealing
24%
52%
20%
0%
with interruptions or unexpected
disturbances to plans?
Performing
How effective are members at making
48%
44%
8%
0%
decisions?
* How effective are members at following
36%
44%
8%
8%
through on decisions?
How effective is this team at running
44%
48%
8%
0%
productive meetings?
* How effective is this team in getting
36%
40%
20%
0%
things done?
How effective are members at fulfilling
32%
52%
16%
0%
roles and assignments?
How effective are members and the group
36%
48%
12%
4%
at acknowledging contributions and
accomplishments?
* N=24
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In tables 4 and 5, the findings of a post-project questionnaire distributed to all board
members in the pilot districts are presented. In this questionnaire, for which there was a response
rate of 93%, respondents were asked to assess the extent to which they agreed or disagreed with
a series of statements that represent outcomes that could reasonably be expected as a result of
participation in this team building project. In this table, the frequency of responses to each of the
response options is provided in addition to an overall mean rating, arranged from the lowest
(strongly agree) to the highest (strongly disagree). In table 4, outcomes are reported that
impacted participants as individuals, and in table 5, outcomes are reported that impacted their
teams.
Table 4
SAELP Interagency Collaborative Governance Project
Participant Post-Project Questionnaire – Structured Questions
Outcomes that Impacted Respondents as Individuals
Summary Results (N=26)
Strongly
Neither
Strongly
Mean
Outcomes that could reasonably be
Agree
Agree
Agree
Disagree
Disagree
Rating
expected as a result of participation in
nor
this team building project
Disagree
This project has helped me to better understand my
42%
38%
21%
0%
0%
1.79
colleagues on the board of education
This project has helped me to better understand my
role as a member of a team
This project has helped me to increase my
knowledge and skill in communicating with other
team members
This project has helped me to better appreciate how
to work together in a team environment
This project has helped me to improve my ability to
give and receive constructive feedback
This project has helped me to improve my
interpersonal relations with my colleagues on the
board of education
This project has helped me to become more
collaborative in my dealings with colleagues on the
board
This project has helped me to improve my trust and
respect for my colleagues on the board of education

21%

50%

25%

4%

0%

2.13

25%

46%

17%

13%

0%

2.17

17%

46%

38%

0%

0%

2.21

21%

46%

25%

8%

0%

2.21

29%

29%

25%

17%

0%

2.29

25%

25%

29%

21%

0%

2.46

29%

21%

25%

21%

4%

2.5

Strongly Agree =1 through Strongly Disagree = 5
While the percentages of respondents who reported that they either strongly agreed or agreed
with the statements in both tables 4 and 5 are good indicators of the success of the training,
perhaps the easier way to interpret the data is by looking at the mean ratings for each of the
items. Since the rating scale ranges from a low of “1” (strongly agree) to a high of “5” (strongly
disagree), areas in which the most success was reported were those with mean ratings of 2.5 and
below. Accordingly, the following areas are those which were reported to be successful
outcomes of the training in the order of their priority.
The project helped participants, as individuals, to…
• better understand their colleagues on the board
• better understand their own roles as members of a team
• increase their knowledge and skill in communicating with each other
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•
•
•
•
•

better appreciate how to work in a team environment
improve their ability to give and receive constructive feedback
improve their interpersonal relations
become more collaborative
improve trust and respect for colleagues.

Table 5
SAELP Interagency Collaborative Governance Project
Participant Post-Project Questionnaire – Structured Questions
Outcomes that Impacted Board of Education Teams
Summary Results (N=26)
Strongly
Neither
Strongly
Outcomes that could reasonably be
Agree
Agree
Agree
Disagree
Disagree
expected as a result of participation in
nor
this team building project
Disagree
This project has enabled our team to gain greater
13%
67%
13%
4%
4%
clarity about what we need to do and what we’ll
need from each other to get there
This project has helped our team to better
understand and appreciate our roles and
responsibilities as board members
This project has enabled our team to move ahead in
our strategic planning for the success of all children
This project has helped our team to function better
as a cohesive board of education
This project has helped our team to better
understand and engage in periodic self-evaluation
This project has helped our team to better resolve
conflicts when they arise
This project has helped our team to avoid conflict
This project has helped our team to develop a better
sense of collective trust in each other

Mean
Rating

2.21

17%

54%

17%

8%

4%

2.29

24%

36%

20%

20%

0%

2.36

21%

42%

21%

8%

8%

2.42

13%

38%

33%

13%

4%

2.58

13%

39%

22%

17%

9%

2.7

13%
8%

30%
32%

26%
32%

22%
16%

9%
12%

2.83
2.92

Strongly Agree =1 through Strongly Disagree = 5
The project helped board teams to…
• gain greater clarity about what they need to do and what they’ll need get there
• better understand their roles and responsibilities as board members
• to move ahead with strategic planning
• to function better as a team
It is worth noting that, even though there was broad agreement on the achievement of
these outcomes, both as individuals and as a team, there were dissenters who reported that they
did not agree that the training produced positive outcomes. Moreover, the four areas for which
there was notable disagreement about outcomes were the following:
The project helped board teams to…
• better understand and engage in periodic self-evaluation
• better resolve conflicts when they arise
• avoid conflict
• develop a better sense of collective trust in each other.
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In tables 6-8, responses to three open-ended questions have been compiled and are
quantitatively presented. In addition, examples of verbatim comments are also presented.
In table 6, the one comment that was most frequently reported, and one which supports
the questionnaire findings reported in table 4, was that the training helped individuals to better
understand their colleagues. Specific comments are offered immediately below.
•

“Project has helped me to have a better understanding of the personalities of the other
board members, including the superintendent. Also, [the project] has helped me to better
understand my own personality and its impact on other board members.”

•

“I think that we were already a pretty effective team. I think that my getting to ‘know’
them on a different level may have helped me realize where they come from and perhaps
why some issues are more dear or close to them.”

•

“I have a better understanding of my fellow board members' values and beliefs.”
Table 6
SAELP Interagency Collaborative Governance Project
Participant Post-Project Questionnaire – Unstructured Open-ended Question
Summary Results (N= 22)

“Describe the progress you have made in becoming a more effective team member”
Response/Comment
Percentage
I understand my fellow board members better
39%
I’m not sure that I’ve made any progress
12%
I understand myself better
8%
I have become a better listener
8%
I have learned how to better communicate with my fellow board
8%
members
I already consider myself to be part of an effective team
8%
I’m still not sure what my role is
8%
I feel that I can be more open and honest about how I feel
4%
I understand better the value of shared duties and decision making
4%
I have more trust in my fellow board members
4%
I have learned not to interrupt others when they’re speaking
4%
I respect my fellow board members more
4%
I can mediate to solve group problems
4%
I feel more free to ask questions
4%
The data in table 6 also illustrate some of the frustrations that individuals felt about not
making a lot of progress. Specific comments are offered immediately below.
•

“I went into this hoping that we all wanted the same thing and would be willing to try. It
was only a matter of days after the September session that it became obvious that it
wouldn't work. I was willing to step down from the board if it became apparent that I was
the problem (as 2 members have told me), but that didn't seem to be the case. Four of us
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•
•

on this board have now become closer, and I have gained more respect for them and what
they can offer.”
“I don't feel I have done anything to move toward improving at this point. I am only a
few months into my role as board member, and I don't feel I am doing my part because I
am not clear on my specific duties on various committees.”
“I think I better understand what motivates my colleagues on the board, but I don't seem
to be very effective in bringing them together. I'm not sure that anyone can bring this
group to work together for the common good.”

Respondents were asked to describe the progress their boards had made in becoming
effective teams. Their responses have been compiled and aggregated in table 7 with examples
of specific verbatim comments following.
The data in table 7 show that a sizeable percentage of respondents (Note: many from the
same district) didn’t feel that their board had made much progress. However, other
respondents spoke more favorably about the benefits that have accrued to their boards as a
result of participation.
Table 7
SAELP Interagency Collaborative Governance Project
Participant Post-Project Questionnaire – Unstructured Open-ended Question
Summary Results (N=22)
“Describe the progress your board of education has made in becoming a more effective team”
Response/Comment
Percentage
I’m not sure about how much progress we’ve made, if any
38%
We work better together as a board
15%
We are more aware of process
8%
We have gotten to know each other better on a personal level
8%
We’re more open with each other
4%
We’re better able to work out our differences
4%
We ask more questions before the open meetings
4%
We trust each other more
4%
We respect each other more
4%
We seem to understand each other better
4%
We listen more to each other
4%
The qualitative data below highlight some of the negative outcomes that various members have
reported.
•
•
•
•

“I feel that there has been no progress.”
“They still dislike one another and do not trust one another. They travel in ‘packs’
depending upon the issue.”
“Our two most vituperative members have stated, about this training, to NJSBA and to
our new lawyer, that it is only someone's opinion, and they don't have to follow any of it.
This leaves me and others with a ‘this is hopeless’ feeling.”
“Board is still fractured. The President will not let issues go when voted against.”
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•

“This is difficult because of a past situation; some board members are not trusting the
president and have begun a campaign to oust him.”

However, the data also continue to clearly demonstrate the positive outcomes reported by
many of the participants in the training. Specific comments follow immediately.
•
•
•
•
•
•
•

“The fact that we now understand each other may have had some slight impact on
reducing tension in the board – maybe even a big impact – as we now may be able to
disagree without being disagreeable.”
“We are more open with one another and more responsible in fulfilling our
responsibilities as board members.”
“We were able to work out differences and put everything out on the table to understand
where we were coming from.”
“We, as a whole, have the same ideas, goals, and concerns that pertain to our school and
students. I feel that we can trust, learn, and understand one another to become a stronger
and united group.”
“Our board started as a group of individuals with set of individual goals. By the end, we
were more able to blend our goals for the benefit of the school district.”
“I see a calmer more trusting board. Members are listening more.”
“We seem to be more consistent.”

In tables 8 and 9, participants were asked to identify things that they and their boards
continued to need to help them to function better as cohesive teams. The responses below and the
comments that follow clearly indicate that, among other things, they need to learn to trust more,
communicate better, understand better their roles and responsibilities as board members, and to
help to keep themselves focused. As the verbatim comments clearly show, many of these
recommendations are offered within the context of a sense of frustration and, perhaps, despair.
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Table 8
SAELP Interagency Collaborative Governance Project
Participant Post-Project Questionnaire – Unstructured Open-ended Question
Summary Results (N=20)
“In what area(s) do you feel that improvement(s) are still needed in helping your board of
education to become and remain a more effective team?
Response/Comment
Percentage
Don’t know that anything can be done to help us.
15%
We need to learn how to trust each other better
15%
We need continuing support from our School Board representatives;
12%
perhaps more training and workshops
We need help in keeping ourselves focused
12%
We need to communicate better with each other
12%
We need to have a better understanding of the rules and regulations
8%
that govern boards of education
We need help in goal setting
8%
We need to get better information to the public about board member
8%
roles and responsibilities
We need a better understanding of our roles and responsibilities as
8%
board members
We need to learn how to be better decision makers
8%
We need new members and a new board
8%
I’m not sure that anything will help us to be a more effective team
8%
We need to get beyond our own personal agendas
4%
Some of us need to have less of a presence in the schools
4%
New board members need a better induction process
4%
We need to get consistent information that is shared with all members
4%
We need more cohesiveness as a team
4%
We need a better committee structure
4%
We need to be more patient with each other
4%
We need to improve our committee and board meetings
4%
•

•
•

“I'm afraid that I feel I've given this my best shot and that I'm letting a lot of students
down, but there is nothing I can do. I'm not getting paid to take this verbal abuse. So I
plan on resigning this summer at the same time the principal and, I hope, the
superintendent resign. (Name redacted) has publicly stated that she HATES the
superintendent and will do everything she can to get rid of him. Sixteen years is enough;
it's time for someone else to fight for ALL the students, not ‘just their own child’.”
“Trust. I don't trust the board president or the superintendent!”
“I thought that I was a pretty darn good board member for 6 years, but then a new group
showed up in town, and I feel that all that was done before is coming crashing down. I
have tried my best to not be judgmental, to be conciliatory, to try to get beyond our
differences, but to no avail. I really believe that we could argue about whether the sun
was shining or not. I really don't know what more I as an individual can do. I can't wait
'til my term is over next year.”
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Table 9
SAELP Interagency Collaborative Governance Project
Participant Post-Project Questionnaire – Unstructured Open-ended Question
Summary Results (N= 22)
“What future steps do you think are needed in order to help you and your board to
sustain the progress that you have made as a result of participation in this project?”
Response/Comment
Percentage
We need to continually review our board goals
19%
We need more training and workshops
19%
There has to be more faith and trust in each other
15%
We need to have individual commitments of our board members to
12%
work as a team
We need to improve our committee work
4%
Nothing will help
4%
We need to improve the way that we communicate with each other
4%
•

•

•

•

“At the regular board meeting in February, our Board President, without consulting other
board members (at least not any board members that I know of) invoked her power as
President to appoint (actually to direct the superintendent to appoint) an ad hoc
committee to re-evaluate the grading system, which the Board changed over her
objection, last summer, on a 5-4 and later a 7-2 vote. When (name redacted) directed the
superintendent to appoint the committee, she knew that 5 members of the board opposed
the appointment of the committee. She knew this because 5 members spoke in opposition
to her action. She has refused to accept the fact that her position on the grading system
was defeated last summer, and she continues to re-fight this issue.”
“There is a coterie of longer term board members, I believe, who have circled the
wagons, especially on issues that are more a priority for them. There is not enough open
communication between committees. They amount to smaller group closed sessions, and
neither the other members nor the public gets much of a report. I do not feel that I am yet
a full team member.”
“There is nothing that the NJSBA can do to make the President follow NJSBA guidelines
in regard to accepting the results of a majority vote of the board. She understands the
guidelines. (The board solicitor) read them to her at the February board meeting. After
the April election, we will elect a new Board president, which may improve the situation
somewhat.”
“People need to have more trust and faith in each other.”

In table 10, participants report their praise for the training and the facilitators. The data,
including the verbatim responses that follow, clearly indicate the desire and need for additional
similar training.

2009 HICE Proceedings
Page 346

Table 10
SAELP Interagency Collaborative Governance Project
Participant Post-Project Questionnaire – Unstructured Open-ended Question
Summary Results (N=15 )
“Provide any other comments that you might have about the training that you
have received in this project.”
Response/Comment
Percentage
The training was wonderful, helpful, and effective; more is needed
42%
The SBA representatives/workshop facilitators were outstanding
12%
In the future, provide more inter-board meetings; more engagement
4%
with members of other boards
I wouldn’t participate again; what we got wasn’t what we signed on for
4%
Other
8%
•

•

•

•
•

“I believe that the training was amazing. I also believe that ALL Boards should go
through this type of training. I am very pleased that I did this, and I am very frustrated
that my Board did not appreciate the value of what the trainers and the program had to
offer.”
“PLEASE don't give up on this project! Our current board is a rare exception. I have been
on a school board for 16 years, and we have always been able to work something out in
the past. This board seems to be hopeless or as (name redacted) said - crippled. Most
likely, we will soon have a 6-3 board made up of 5 members with personal agendas (to
make their low 80's GPA children look as good as possible including: changing the
grading system, changing our school's requirements for National Honor Society,
punishing any teacher who disagrees with them, changing the Board policy to agree with
their aims, etc.) and one member who can be led around by the nose because he seems to
have some memory loss. The amount of voter apathy in our area is frightening, although I
have had some people tell me that our board was so good for so long that they felt that
they didn't need to pay attention. It was heartening to hear the other 2 boards say that they
had made progress and could see great improvement. It is a good and worthwhile
program and I feel that for the vast majority of boards, this will be of great benefit. Keep
this going!”
“I thought that your program was wonderful! (Name redacted) was a great facilitator!
Believe me, she tried so hard with our board. Not her fault that we remain dysfunctional.
(Names redacted) were great too. They have the patience of saints. Sorry that we gave
them so many problems. If I could say one more thing, please don't give up on this great
program because of us. It was wonderful! And as I said before, any other board would
have had a most profitable experience. As a matter of fact, I think all boards should go
through this process. It was that good!”
“The training has helped us drop the walls of difference/indifference and helped us focus
on the goal of togetherness and working toward a common good for the children of our
school.”
“The training was extremely professional. I feel that, personally, I will continue to
practice the important concepts of an effective BOE member. Hopefully, it will rub off on
the others.”
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•
•
•
•
•
•

•

“Although I attended only one session, I believe it was very beneficial as we were at a
very difficult spot in our growth or lack of growth.”
“We need more/continuing support.”
“The interaction with the two facilitators for our group was invaluable. Because our field
rep now knows our individual and collective strengths and weaknesses, we will be able to
put together a customized board professional development plan.”
“Every board should go through this exercise, especially if no one wants to do it. You
won't regret it.”
“The SAELP training was wonderful. It helps to clarify and develop an understanding of
what the board and superintendent can and cannot do.”
“I think we got a lot more out of talking with and sharing experiences with members of
other boards; understanding and learning from each other. That would be a great project
for you for the future. Have boards from areas close to each other get together and
discuss and share problems and experiences. This may also help with the shared services
push from the state.”
“The training was done so professionally. The information was excellent, and those
communicating the information did an excellent job in providing a very comfortable
environment. Well done!”

In table 11, the stark difference between the three board teams is clearly evident. During
the first retreat in September 2006, each board of education team was asked to agree on three
outcomes that they would seek to achieve to improve their interpersonal working
relationships. Six months later, after the second retreat had concluded and an additional two
months had elapsed, these agreements were revisited when the post-project questionnaires
were distributed in March 2007.
As the data in table 11 show, the agreements that had been made by the Southern District
were generally achieved. The majority of respondents reported that they had been either very
successful or successful in honoring the agreements that they had previously made. The
percentage of respondents who reported that they were either somewhat successful or not too
successful or that it was too soon to tell was small.
Similarly, for the Central District, the majority of respondents reported that the
agreements were generally achieved. However, the percentage of respondents who reported
that they had been only somewhat successful was slightly higher than that which had been
offered by participants from the Southern District.
The greatest difference lay with the Northern district, for which the training appears to
have had the least positive impact. None of the respondents reported that the agreements had
been either very successfully or successfully achieved. Moreover, a substantial majority
reported that they had been not too successful in achieving two of the agreements, and a near
majority reported a similar response for the third objective.
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Table 11
SAELP Interagency Collaborative Governance Project
Participant Post-Project Questionnaire – Structured Questions
Extent to which District-Specific Agreements were Achieved
(N=22)

District-Specific Agreements

Very
Successful

Successful

Somewhat
Successful

Not
Too
Success
-ful

Southern District (N=8)
We agree to distinguish board
roles and responsibilities,
25%
63%
13%
0%
including our appropriate
interactions with staff
We agree to practice good
communication through clear
procedures, from setting the
board agenda to fully
38%
25%
13%
13%
communicating positions and
rationales to establishing a
contact list for questions
We agree to openly
communicate our feelings and
concerns with all board
13%
50%
25%
0%
members to build a trusting
relationship
Central District (N=7)
We agree to establish yearly
goals
43%
43%
14%
0%
We agree to better understand
our procedures and roles, and
29%
29%
43%
0%
update as needed
We agree to become better,
more positive, communicators
14%
29%
43%
14%
with the public
Northern (N=7)
We agree to work more as a
team
0%
0%
29%
71%
We agree to adopt and follow
procedures to achieve goals in
0%
0%
43%
43%
a timely fashion
We agree not to engage in
personal attacks
0%
0%
14%
86%
Very Successful =1 through Don’t Know, Can’t Judge, Too Soon to Tell=5

Don’t
Know;
Can’t
Judge;
Too
Soon to
Tell

Mean
Rating

0%

1.88

13%

2.38

13%

2.50

0%

1.71

0%

2.14

0%

2.57

0%

3.71

14%

3.71

0%

3.86
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Approximately 3 months after the second retreat had concluded, telephone interviews
were conducted with 20 workshop participants (about a 71% response rate). Once again,
respondents were asked to answer structured questions about the frequency with which they
engaged in practices usually associated with effective and cohesive teams. The results of this
effort are shown in table 12. Thereafter, respondents were asked to respond to three open-ended
questions. Those data were compiled, analyzed quantitatively, and are reported in tables 13-15.
Selected verbatim qualitative responses are also offered in support of the quantitative data in
tables 13-15.
Table 12
SAELP Interagency Collaborative Governance Project
Participant Post-Project Telephone Interview – Structured Questions
Summary Results (N=20)

In our deliberations, its acceptable to
openly disagree with others’ ideas and
positions
Board members are conscious of the
positive and negative ways in which we
function
Our board uses consensus as its
customary method of decision making
Board deliberations are frank and
candid, yet constructive
Our board generally defers district
operational issues and decisions to the
district and school administrators
We use non-threatening conflict
resolution strategies in our
deliberations
Members try hard to avoid surprising
one another
Board members understand and accept
the limitations of their roles and
responsibilities as board members
Communication among our members is
characterized by careful listening as
well as speaking
Our board effectively manages our
deliberations, ensuring against one or
two dominant voices and “turf control”
Our board focuses primarily on policy
issues
Board business is generally conducted
in a relaxed atmosphere, free from
personal tensions
Members trust the motivations of each
other

Always =1 through Never = 5

Always

Almost
Always

Sometimes

Rarely

Never

Mean
Rating

56%

28%

6%

11%

0%

1.72

26%

53%

5%

11%

5%

2.16

26%

37%

16%

16%

5%

2.37

16%

53%

11%

16%

5%

2.42

11%

56%

17%

11%

6%

2.44

35%

18%

18%

24%

6%

2.47

11%

53%

16%

16%

5%

2.53

17%

33%

33%

6%

11%

2.61

5%

47%

32%

11%

5%

2.63

11%

39%

22%

17%

11%

2.78

11%

26%

37%

21%

5%

2.84

11%

47%

11%

11%

21%

2.84

11%

26%

21%

26%

16%

3.11
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The data in table 12 show that only the following practices were generally engaged in with
any degree of consistency. These practices are those that have a mean rating of 2.5 or less.
• it’s acceptable to openly disagree with others’ ideas and positions
• members are conscious of the positive and negative ways in which we function
• board uses consensus as its customary method of decision making
• board deliberations are frank and candid, yet constructive
• board defers operational issues and decisions to the district and school administrators
• we use non-threatening conflict resolution strategies in our deliberations.
It is interesting to note that among the practices whose scores would place them in the
sometimes, rarely, or never category are those related to role confusion, effective
communication, understanding member roles and responsibilities, dominant minorities and “turf
control”, a focus on policy issues, relaxed atmosphere, and trust.
These findings are generally consistent with findings that were observed from earlier data
collection efforts.
Respondents were also asked an open-ended question that sought information about whether
they believed that the training had been helpful. The resulting findings are presented both
quantitatively in table 13 and qualitatively in the verbatim comments that follow.
Table 13
SAELP Interagency Collaborative Governance Project
Participant Post-Project Telephone Interview – Unstructured Questions
Summary Results (N=19 )
“Do you think the training in which you participated has helped your board of
education to function better as a more effective team?”
Response/Comment
Percentage
Training Didn’t Help
Training was outstanding, but…(several different reasons cited)
32%
Board is dysfunctional; too polarized; members too entrenched
26%
Members too resistant to change
19%
Members don’t understand or trust other members’ motivations
5%
Members don’t really listen to each other
5%
Didn’t get what we expected
5%
Training Helped
Helped us to get to know each other better
53%
Helped us to communicate better
32%
Helped us to put issues on the table
26%
Helped people to see and understand their lack of trust
5%
We continually remind each other of what we learned
5%
Helped us to keep our focus
5%
Complemented ongoing training from SBA representatives
5%
Helped us to refresh our roles and responsibilities
5%
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The data in table 13 show the findings of those respondents who reported that the training
helped their board teams and why, as well those respondents who reported that the training did
not help their board teams and why. Verbatim comments supporting these quantitative data
follow table 13.
As the data in table 13 show, many of those who felt that the training really wasn’t very
helpful reported that they thought the facilitators had done an outstanding job in conducting the
training, but other factors not associated with the training had neutralized it. For the most part,
they identified the dysfunctionality of their boards, the polarization of the membership, the
resistance to change, a lack of understanding and trust of others’ motivations, and a lack of
communication among members as the chief contributors to the training not being effective.
Some of their comments are as follows:
•

•
•

•

•
•

“No, the training was ineffective because, as a board, we are too polarized. The
personalities of some individuals are such that they have become entrenched in their
beliefs. They are unwilling to be swayed from the directions in which they want to move.
After the first retreat in September, we thought that we could go back and make progress.
We were kind of gung ho; however, it didn’t work. School Boards would come in to help
us, but some individuals said that, ‘well that’s just your opinion, it’s not the law.’ ”
“No, the training really didn’t help all that much. It did to a certain extent, except that
board members didn’t or couldn’t apply what they learned in the training. They’re not
practicing what they learned. They’re not listening to each other.”
“No, the training was essentially ineffective because the board is so evenly divided. Some
of the newer members are trying to make positive changes and we’re being told by the
older members that ‘That’s not the way we do things around here.’ Pretty much they see
any changes that we offer as a direct attack on the superintendent and that’s just not true.
Trying to be a cohesive team is very difficult. There are too many personality clashes.
Lots of things get blown out of proportion, and the real stuff that we need to do is left
waiting in the wings.”
“No, we’re not a cohesive team. The training was valuable, but there’s only so much that
training can achieve. Given our circumstances, I’m not sure what can be done. Some
board members don’t even try to understand where other board members are coming
from. Sometimes, people ask questions that they don’t see as threatening, but they’re
perceived that way. Also, sometimes, people get very defensive about questions that were
posed innocently. I think things have not gotten any better. In fact, I think they’ve gotten
worse since our last meeting when two members almost punched each other out.”
“No, but I think it’s because of the board itself. The training was terrific, but this board
did a complete flop in one short year. We’re still in shock. The program could have been
more effective if other personalities were on the board.”
“No, I’d like to be able to say that the training helped us as a group, but it didn’t. The
training was excellent and the facilitator was outstanding, but it didn’t help us. Some
people have no desire to change. There are a lot of personality differences. It did,
perhaps, help one board member who had the superintendent running in a lot of different
directions. That person learned that board members shouldn’t be getting involved in a lot
of stuff. He learned better what his role and responsibility was as a board member. But
that was only one person. If anything, it might have created even more hostility among
other board members.”
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On the other hand, several respondents felt that the training was beneficial and helpful. At
least some of the benefits that they reported were almost exactly the opposite of those that were
cited as reasons why the training had been ineffective:
• helped them to know each other better
• helped them to communicate better
• helped them to put [challenging] issues on the table
• helped them to keep focused
• helped hem to better understand their roles and responsibilities as board members.
Some of their comments were:
•

•

•

•

•

•

“Yes, it was good because it helped people to get to know each other better and to better
understand where they were coming from. A lot of the board members are very
analytical and keep asking more and more questions. The board training helped others to
understand why they were doing that. I was extremely pleased that our board members
would make the commitment to travel to Princeton. That told me a lot. While the
Governance Project training was good, its real value was the fact that it served as a
catalyst for the subsequent training that we got from the School Board representatives. I
think that the training we got after January was equally as valuable as that which we got
in Princeton.”
“Yes, the training was very good and it helped us to learn about each other’s
personalities and how to work together as a team. It opened our eyes to other ways of
doing things and different points of view. It made us more aware of how different people
operate.”
“Yes, the training was very helpful in that it made us realize the reasons for differences
in people – like how people listen differently; why people do different things; why some
people need more information than others – things like that. It helped us to learn why
and how people act like they do.”
“Definitely yes, it has had a tremendous positive effect. We now have much more
respect for each others’ viewpoints; we’ve become better listeners; our defenses are
down; and people are putting aside personal agendas for the good of the board and the
kids. The training was very humanizing. The puzzle activity in which we had to share
parts without speaking was very eye-opening. [Name redacted] was exceptional in
guiding us, so professional. Just watching how people reacted to others and how they
were able to see themselves was very, very humanizing. As a result of the training, there
were some major personality shifts, and we keep reminding ourselves of the progress
we’ve made.”
“Yes, the training that you guys did was spectacular. It helped people to understand each
other. It also helped us to get over some personal issues that had been lingering. Some
board members were involved in some activities that other board members didn’t like.
This training helped us to get over that situation. I can’t say enough about the training; it
was fantastic, and if you make some presentations on the training and you’d like
someone to talk it up beforehand, I’ll be happy to do that.”
“Yes, our board was a pretty well functioning board before the training, but it helped us
anyway. It helped us get to know each other on a personal level and that helped everyone
to relax a little. We began to understand where people were coming from and what was
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motivating them to act or say the things they did. For me, it helped people understand
who I was as a person and why I was motivated in the way that I am.”
In table 14, respondents were asked about what was needed to sustain the progress, if any,
that their boards had made in becoming and remaining effective and cohesive teams. The most
frequently occurring responses were that (a) additional, periodic refresher training was desirable,
(b) members need constant reminders about why they became board members in the first place
and what individuals and board teams can and can’t do, and (c) members need to approach board
business without personal agendas.
Table 14
SAELP Interagency Collaborative Governance Project
Participant Post-Project Telephone Interview – Unstructured Questions
Summary Results (N= 19)
“What do you think could or needs to be done to help your board of education to
sustain the progress that it has made in becoming a more effective team?”
Response/Comment
Percentage
Members need to have periodic retraining to help to retain/regain focus
42%
Remind ourselves of our roles & responsibilities; the can do’s & can’t do’s
21%
Members need to understand why they became members
16%
Board members with open minds and without personal agendas
16%
No progress; no solution in sight
11%
Strong leadership from board president
11%
SBA representatives to help boards de-brief after meetings
5%
More sessions where members can openly discuss why they do things
5%
Authoritative direction from counsel on what the board can and cannot do
5%
Need to understand people’s motivations and why they do things
5%
Continued work with facilitators
5%
Other
5%
Some of their verbatim comments were as follows.
• “There should be mandatory refresher courses for all board members, as well as
mandatory training for all new members. It would be good if training could be more
local. I mean not in our district, but not as far away. And, if we could do it with other
boards, that would be helpful.”
• “The board should go through training as a whole board at least three times a year. At
least one of those times should be in a retreat formation, for an extended period of time.”
• “The training that we got in Princeton was more effective than the new member training
that I went to at School Boards. The School Boards training was OK; that is, it was
informational. But, as far as stuff you could really get your teeth into, that you could
really get into, was only offered at your training. For boards to be more effective, training
has to be usable. There ought to be re-training for all members.”
• “We did make a little progress, but only a little, and that’s probably because we were a
pretty tight-knit group before the training anyway. What we need in the future is some
type of training in communicating and conflict resolution. What seems to be the biggest
problem is that people come to board meetings and want to say something, but it doesn’t
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•
•
•

•

come out right or it’s taken the wrong way, and then people become defensive, and we
can’t seem to get over things.”
“Having periodic training as a refresher would be helpful. Also, having an objective, third
party facilitator is also helpful.”
“We need specialized training for the president and vice president to keep us focused. If
not, there could be some backsliding.
“Going to the training is like taking 3 steps forward and 2 steps back. Old members seem
resistant to change. What probably needs to happen is to get board members who have
been around for a while to go back for some retraining. They seem to have forgotten what
the focus is. The School Boards orientation was very informative, but sometimes, it looks
like people just forget why they’re on the board.”
“It would be good if there were workshops every six months or so that the whole board
could attend in a kind of retreat-like environment, without having to be in front of the
public. That way, we could talk about a lot of things and open up to each other.”

Finally, during the telephone interviews, respondents were asked about how the content of
future training sessions could be enhanced. These data are quantitatively reported in Table 15
and qualitatively reported in the verbatim narrative comments that follow. The majority of the
recommendations were for a type of case study approach to problem solving. The training should
provide for real board of education situations in which the board members could problem solve.
Many respondents felt that that was an excellent way in which board members could learn about
how others think and what motivates them. They also believed that, through this process,
individuals could come to better understand their roles and responsibilities and what they were
permitted and not permitted to do. Another recommendation that was offered was to establish
training in such a way that board members could interact with members of other boards. They
reported that this was a significant learning experience for them.
Table 15
SAELP Interagency Collaborative Governance Project
Participant Post-Project Telephone Interview – Unstructured Questions
Summary Results (N= 19)
“What recommendations do you have for the content of future training sessions to
help boards of education to function more effectively as cohesive teams?”
Response/Comment
Percentage
Training with real life situations that board members can problem solve
56%
Training that helps members to get to know others and their motivations
21%
Mandatory board training for all immediately after election or appointment
21%
Interactions with boards from other districts
21%
Training was outstanding and very helpful; more is needed
10%
Training in helping boards to retain focus
10%
Training has to be practical and usable
5%
Training that reinforces board member roles and responsibilities with
5%
limited individual power
Training that includes models of good board behavior
5%
Retreats and refresher training for all board members
5%
Training in listening and communication skills
5%
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Some of their comments were as follows:
•

•

•
•

•

•

•

•

“Future training should include interactions with other boards. That way, our members
get to see the whole picture – the good, the bad, and the ugly. There should be mandatory
training for all members and it would be great if it could be in the form like we
experienced in Princeton – with members of other boards. The training in Princeton was
perhaps too general; at least that’s what my board members reported to me. What was
valuable was the sharing that went on. That should be a part of any training. That way,
people get to know each other better and know what they’re thinking and why.”
“Activities that are more introspective would be very helpful. Things that help people to
examine their own motives, their own interpersonal skills, the things that they need to
function effectively. The training helped all of us to understand what individuals need to
function. Some people need things that other people don’t. In future training, if there
were activities that helped people to do more personal self-examination, that would be
good.”
“The topic is really less important than the process. It’s the process that helps people to
learn how to work together. So, different boards may have different topics, but what’s
really important is the process. That’s the catalyst for learning how to work together.”
“I don’t know if it’s possible but if there was a way to require that whole boards get
together in a sort of retreat setting – like Princeton – that would be good. What also
would be good is if there were real life situations, like real cases, that board members
could read and then talk about how the problem might be dealt with. Then, an expert
would come in and tell us how we did. Maybe, like, ‘Well, there’s where you started to
go wrong,’ or ‘This is the way you should have dealt with this to steer clear of trouble.
That sort of thing.’”
“What would be good is if the training could have, like a big problem or a couple of
smaller ones that the people could work through. That way, we could learn not only what
to do in response to certain types of problems but also how to work it out. That’s what we
need – the ‘how to’ work it out.”
“It’s important to get people on the board who don’t have personal agendas. New board
member training should be mandatory, and people should not be permitted to put it off.
They should have to go to training. It would be very helpful if the training had real life
case studies of real situations that people could work through. That would probably help
them to see themselves a little more clearly. Board members have to understand that they
have no real individual power. New members who go around telling people in the
community that they can do this and that only create false expectations and that’s not
good.”
“Begin board training with the whole board immediately after the election; don’t wait
until the members become polarized. The activities that were conducted in Princeton
were wonderful, and if we were a normal board, we may have blossomed as a result.
However, we’re not a normal board. Training needs to begin immediately so that the
members can begin to learn about each other and determine why, specifically, a particular
member chose to be on the board. SBA training doesn’t get at those issues.”
“Any training that could help people to understand other people’s motivations would be
helpful. Some people appear threatening when they don’t intend to be, and others get
defensive when they don’t need to be.”

2009 HICE Proceedings
Page 356

•

“Some role playing and case studies in which we get to talk about real life situations
would be good.”

The differences that were observed among the three pilot districts are perhaps best illustrated
in the following three figures. In the beginning of the project, each of the project facilitator teams
collaborated on a pre-training survey of where they observed their pilot districts to be with
regard to 15 different characteristics of effective teams. Within a few weeks of completion of the
training, the project facilitator teams again collaborated on a post-project survey identical to the
one they had completed earlier. Thus, in addition to the self-reports from each of the board
member teams in the pilot districts, comparative data were available from the perspectives of the
project team facilitators who had continually worked with the board teams throughout the life of
the project. These comparative data are graphically illustrated in figures 1-3, which follow
immediately.
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The pre/post-project data for the Southern District reveals significant growth as a cohesive
team. Rating the Southern board team on the 15 characteristics of effective teams, the project
facilitator teams provided ratings of strongly disagree on six characteristics and disagree on
another six characteristics prior to the beginning of the training. In only one instance did the
project team members strongly agree that the Southern board team demonstrated an effective
team characteristic. These data clearly show a board team in distress. In a stunning reversal,
however, by the time the training had been completed, the project team facilitators provided
ratings of strongly agree on six characteristics and agree on the remaining nine characteristics.
Clearly, the training had a significant positive effect on the Southern board in helping them move
from a position of board-in-distress to one of a clearly cohesive and effective team. (see figure 1)
Figure 1
Pre/Post Assessment of Southern District
by Project Team Facilitators
(1=Strongly Disagree; 5 =Strongly Agree)

Southern - Pre-Survey

Southern - Post-Survey

District Name and Survey

good understanding of
colleagues and where
they're coming from
committed to helping
children learn
trust and respect each
other
understand roles and
responsibilities
enjoy good interpersonal
relations with each other
work collaboratively with
each other on matters
before the board
know how to work
together in a team
environment
communicate effectively
with each other
are able to give and
receive constructive
feedback
function effectively as a
cohesive team
know how to avoid
conflict
know how to resolve
conflict if it arises
engage in periodic selfevaluation
clear about what they
need to do and what
they'll need to get there
well poised to move
ahead in its strategic
planning for the
successof all children
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The pre/post data for the Central District reveals a similar positive effect. On the pre-project
survey, the project team facilitators provided ratings for the Central board team of strongly agree
for one of the effective team characteristics, agree for seven of the characteristics, neutral for
four of the characteristics, and disagree for three of the characteristics. While not quite a board in
distress, the pre-project data portray a board team that seemed to be struggling with some issues.
However, in another example of reversal, by the time of the post-project survey, the project team
facilitators rated the Central board team as strongly agree on 11 of the 15 effective team
characteristics and agree on two other characteristics. These data similarly point to the positive
benefits of the training and move to cohesive and effective team work (see figure 2).
Figure 2
Pre/Post Assessment of Central District
by Project Team Facilitators
(1=Strongly Disagree; 5 =Strongly Agree)
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Central - Pre-Survey

Central - Post-Survey

District Name and Survey

good understanding of
colleagues and where
they're coming from
committed to helping
children learn
trust and respect each
other
understand roles and
responsibilities
enjoy good interpersonal
relations with each other
work collaboratively with
each other on matters
before the board
know how to work
together in a team
environment
communicate effectively
with each other
are able to give and
receive constructive
feedback
function effectively as a
cohesive team
know how to avoid
conflict
know how to resolve
conflict if it arises
engage in periodic selfevaluation
clear about what they
need to do and what
they'll need to get there
well poised to move
ahead in its strategic
planning for the
successof all children
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Finally, the district for which the project training seemed to have the least positive effect
was the Northern District. For the pre-project survey, the project team facilitators provided
ratings for the Northern board team of strongly disagree on 11 of the 15 effective team
characteristics and disagree on three other characteristics. These data clearly suggest a board in
great distress. The post-project data further seem to suggest that, while some progress had been
noted, the Northern board team remained in distress. For the post-project survey, the project
team facilitators provided ratings for the Northern board team of disagree on 10 effective team
characteristics and agree for four other characteristics. These data suggest that, even in the face
of slight movement toward becoming a cohesive team, the Northern board continued to
experience substantial and severe difficulties and challenges. (see figure 3)
Figure 3
Pre/Post Assessment of Northern District
by Project Team Facilitators
(1=Strongly Disagree; 5 =Strongly Agree)
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Northern - Pre-Survey

Northern - Post-Survey

District Name and Survey

good understanding of
colleagues and where
they're coming from
committed to helping
children learn
trust and respect each
other
understand roles and
responsibilities
enjoy good interpersonal
relations with each other
work collaboratively with
each other on matters
before the board
know how to work
together in a team
environment
communicate effectively
with each other
are able to give and
receive constructive
feedback
function effectively as a
cohesive team
know how to avoid
conflict
know how to resolve
conflict if it arises
engage in periodic selfevaluation
clear about what they
need to do and what
they'll need to get there
well poised to move
ahead in its strategic
planning for the
successof all children
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Exploratory Study #2 Findings
From the population of 150 school districts and 600 individuals, we received usable
surveys from 401 respondents, who represented 139 school districts. Thus, our responses
accounted for representation from 93% of the districts in the sample and 67% of the participants
identified in the sample. Participant responses were received from 76 superintendents, 52 board
presidents, and 273 board members. An analysis of our survey returns revealed that the responses
were validly representative of New Jersey school districts based on the variables of region,
county, DFG, and grade level span, and, as a result, no further tests for non-response bias were
conducted. We believe that the results of our survey are sufficiently representative to permit for a
valid generalization to the universe of school districts in the state of New Jersey.
The results of the study are both encouraging and revealing. On the one hand, they are
encouraging because they strongly suggest that the superintendent – board member relationships
in a solid majority of districts are healthy and that most district board leadership teams perceive
themselves as representative of the characteristics and behaviors of effective teams. On the other
hand, the results are revealing insofar as they also suggest that there are at least some districts in
the state where it might reasonably be inferred that there are board members who are disaffected
and/or board teams that are potentially in distress.
In Figures 4 and 5, mean scores for 19 survey items that have been categorized as
Perceptions of Board Team Characteristics and Behaviors clearly show that a majority (in many
cases, a substantial majority) of respondents (n=401) either strongly agree or agree with nearly
all of the statements. As indicated above, the cutoff scores in the figures were arbitrarily
determined to facilitate the physical presentation of the data. Of the 19 survey items included in
this category (see Figure 1), 8 items had mean scores that ranged from 1.66 to 1.99, meaning
that, on average, respondents strongly agreed with the statements about their board
characteristics and behaviors. The remaining 11 items included in this category (see Figure 2)
had means that ranged from 2.05 to 2.63, meaning that, on average, respondents agreed with the
statements about their board characteristics and behaviors. To add, perhaps, greater clarity to
these findings, for this category of responses, the percentage of respondents who reported that
they either strongly agreed or agreed with the 19 statements ranged from 47% (“Our board
regularly reviews the ground rules about the way we conduct board business”) to 89% (“Our
board has agreed on a common set of goals for education in our community that all our members
are fully committed to support”). On average, 75.3% of the respondents either strongly agreed or
agreed with the 19 statements. Conversely, the percentage of respondents who reported that they
either disagreed or strongly disagreed with the 19 statements ranged from 5% (“Our board has
agreed on a common set of goals for education in our community that all our members are fully
committed to support”) to 23% (“Our board regularly reviews the ground rules about the way we
conduct board business”) On average, 12.2% of the respondents either strongly disagreed or
disagreed with the 19 statements, and it is noteworthy that, among those items where team
members disagreed, several have to do with the issues of trust, conflict, and teamwork. Slightly
more than 12% of the respondents, on average, reported that they neither agreed nor disagreed
with the 19 statements.
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Figure 4
Perceptions of Board Team Characteristics and Behaviors
Tier 1 – Greater Relative Agreement
2.10

2.00
1.99

1.93
1.90

1.90

1.93

1.94

1.91

1.84
1.80

Mean

1.70
1.66
1.60

LEGEND:
1.67 - Board agrees on common goals to which all members are fully committed
1.84 - Board prefers to seek solutions to problems and difficulties rather than assign blame
1.90 – Board acknowledges the diverse talents and contributions of its members
1.91 – Relationship between board members and the superintendent is based on trust and mutual respect
1.93 – When conflict arises, board tries to keep it professional rather than personal
1.93 – Board president exercises clear leadership in the conduct of board business
1.94 – Board deliberations include frank and candid discussion of ideas and opinions without personal attacks
or criticisms
1.99 - All board members fully participate in deliberations and decision making
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Figure 5
Perceptions of Board Team Characteristics and Behaviors
Tier 2 – Lesser Relative Agreement
2.70

2.63

2.60

2.50

2.40

2.30
2.27
2.23

2.20
2.16

Mean

2.18

2.14

2.10

2.00

2.25

2.05

2.06

2.06

2.07

1.90

LEGEND:
2.05 – Members trust each other to perform duties and responsibilities in a way that clearly focuses on the best
interests of students in our community
2.05 – Board agrees on “ground rules” that guide behaviors in meetings, deliberations, and decision making
2.07 – Personal relationships among members are predicated on trust and mutual respect
2.07 – Members of our board enjoy good interpersonal relations
2.13 – Disagreement and professional (as opposed to personal) conflict is viewed as positive and healthy
2.16 – Board regularly evaluates its progress in achieving educational goals for our community
2.18 – Board enjoys the trust and respect of the community
2.23 – Members clearly demonstrate an understanding of their roles and responsibilities as board members
2.24 – Members avoid promoting personal agenda items in advancing board business
2.27 – Each member carries his/her own weight in carrying out board business
2.63 – Board regularly reviews the “ground rules” about the way we conduct board business

In figures 6 and 7, mean scores for the remaining 23 survey items that have been
categorized as Perceptions of Frequency of Board Teamwork Behaviors clearly show that the
majority (again, in some case, a substantial majority) of respondents (n=401) perceive that these
teamwork behaviors occur always or almost always. As indicated above, the cutoff scores were
arbitrarily determined to facilitate the physical presentation of the data. Of the 23 survey items
included in this category, the 12 items in Figure 3 had mean scores that ranged from 1.61 to 1.90,
meaning that, on average, respondents perceived that members of their board teams always
demonstrated the behaviors described in the statements about their board characteristics and
behaviors. Similarly, 9 of the 11 items in Figure 4 had means that ranged from 1.90 to 1.99 and 2
of the 11 had means that ranged from 2.11 to 2.13, meaning that, on average, respondents
perceived that members of their board teams always, or in two cases, almost always
demonstrated the behaviors described in the statements about their board characteristics and
behaviors. Again, to add perhaps, greater clarity to these findings, for this category of responses,
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the percentage of respondents who reported that they perceived board behaviors to occur always
or almost always ranged from 68% (“Our board is focused on policy, rather than operations, for
the schools”) to 89% (“In our deliberations, it’s acceptable to openly disagree with others’ ideas
and positions”). On average, nearly 80% of the respondents perceived that the teamwork
behaviors represented in the 23 statements occurred either always or almost always. Conversely,
the percentage of respondents who perceived that the behaviors in the 23 statements occurred
rarely or never ranged from 2% (“Communication among members is characterized by careful
listening as well as speaking” and “Board members focus on how to make proposed changes
work rather than on how or why they won’t work”) to 8% (“Our board celebrates our progress
and accomplishments as a team”). On average, about 4% of the respondents perceived that the
behaviors represented in the 23 statements occurred either rarely or never, and it is again
noteworthy that issues of trust, power, teamwork, and conflict are observed within many of the
statements. On average, about 16% of the respondents reported that the characteristics and
behaviors represented in the 23 statements occurred sometimes. (See tables 17 and 18)
Figure 6
Perceptions of Frequency of Board Teamwork Behaviors
Tier 1 – Greater Relative Frequency
2.00

1.90
1.89
1.86
1.80

1.81
1.76

1.86

1.86

1.90

1.86

1.82

1.76

1.70

1.64

Mean

1.60

1.61

1.50

LEGEND:
1.62 – In our deliberations, it’s acceptable to openly disagree with others’ ideas and positions
1.64 – Board uses consensus as our preferred method of decision making
1.76 – Board business is generally conducted in a relaxed atmosphere, free from personal tensions
1.76 – Board members respect each other
1.81 – Board members defer district operational issues and decisions to the district and school administrators
1.82 – Our board deliberations are frank and candid, yet constructive
1.85 – In advancing district goals, board generally adheres to the established chain of command within the
district
1.85 – Board establishes clear ground rules for private and public deliberations
1.85 – Board members try to build dialogue and shared understandings with each other
1.86 – Board uses non-threatening conflict resolution strategies when disagreements arise
1.89 – Board focuses on how to make proposed changes work rather than on how or why they won’t work
1.90 – Collectively, our board effectively manages our discussions and deliberations, ensuring against one or
two dominant voices and “turf control”
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Figure 7
Perceptions of Frequency of Board Teamwork Behaviors
Tier 1 – Lesser Relative Frequency
2.20

2.13
2.11

2.10

2.00
1.99
1.98
1.95
1.94
1.93

1.90
1.90

Mean

1.94

1.90

1.91

1.80

LEGEND:
1.90 – Board members understand and accept the limitations of our individual responsibilities and authority
1.90 – On our board, power is distributed among all members and not concentrated in the hands of 1 or 2
people
1.92 – Board members are generally open to new ideas, roles, and structures
1.92 – Board members try hard to understand where others are coming from and why they do or say things
1.94 – Board celebrates progress and accomplishments as a team
1.94 – Board tries hard to avoid surprising one another
1.96 – Board is conscious of the positive and negative ways in which we function in conducting board business
1.98 – Communication among our members is characterized by careful listening as well as speaking
1.99 – Board members effectively collaborate with each other
2.11 – Board members trust each other’s motivations
2.13 – Board is focused on policy, rather than operations

In addition to the descriptive statistical analyses presented above in figures 4-7 and in
figures 16 and 17 below, we also analyzed the data according to selected classifying variables.
We conducted one-way analyses of variances (ANOVAs) to explore potential significant
differences among the 42 survey questions based on geographic region (south, central, north),
grade level span (P/K-8, P/K 12, 9-12), district factor grouping (A through J) superintendent
tenure (1-21 years) and board tenure (1-40 years); however, no meaningful differences were
observed. We also conducted a series of t-tests of independent means to explore potential
significant differences based on position (superintendent, board member), gender (male, female),
and method of board selection (elected, appointed). We also explored the gender issue while
controlling for position (superintendent, board member). Only one of these explorations yielded
any statistically significant differences: respondent position (superintendents and board
members). In responses to only six questions did we observe statistically significant differences
between superintendents and board members. These differences are as follows.
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Table 16
Perceptions of Board Team Characteristics and Behaviors (N=401)
(Strongly agree = 1 ….. Strongly Disagree = 5)

Our board has agreed on a common set of goals for education in our community that
all our members are fully committed to support
Members of our board prefer to seek solutions to problems and difficulties rather than
assign blame
Our board acknowledges the diverse talents and contributions of our members
The relationship between the board members and the superintendent is based on trust
and mutual respect
When conflict arises, we try to keep it professional rather than personal
Board deliberations include frank and candid discussion of ideas and opinions without
personal attacks or criticisms
Our board president exercises clear leadership in the conduct of board business
All board members fully participate in our deliberations and decision making
Members trust each other to perform their duties and responsibilities in a way that
clearly focuses on the best interests of students in our community
Personal relationships among our members are predicated on trust and mutual respect
for each other
Members of our board enjoy good interpersonal relations
Our board has agreed on a set of “ground rules” that guide our behaviors in meetings,
deliberations, and decision making
Disagreement and professional (as opposed to personal) conflict among members is
viewed as positive and healthy
Our board regularly evaluates our progress in achieving our stated goals for education
in our community
Our board enjoys the trust and respect of our community
Members clearly demonstrate an understanding of their roles and responsibilities as
members of the board
Members avoid promoting personal agenda items in advancing board business
Each member carries his/her own weight in carrying out the business of the board
Our board regularly reviews the “ground rules” about the way we conduct board
business
Mean Percentage

Strongly
Agree/
Agree
(1-2)

Neither
Agree
nor
Disagree
(3)

Disagree/
Strongly
Disagree
(4-5)

89%

6%

5%

84%

11%

6%

82%
80%

11%
9%

7%
11%

82%
81%

8%
9%

10%
10%

81%
79%
77%

10%
8%
10%

9%
13%
13%

74%

13%

13%

73%
73%

16%
15%

11%
12%

76%

17%

8%

72%

16%

12%

72%
71%

17%
12%

11%
17%

68%
69%
47%

13%
10%
30%

19%
21%
23%

75.3%

12.7%

12.2%
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Table 17
Perceptions of Frequency of Board Teamwork Behaviors (N=401)
(Always = 1 ….. Never = 5)

In our deliberations, it’s acceptable to openly disagree with others’ ideas and positions
Our board uses consensus as our preferred method of decision making
Board business is generally conducted in a relaxed atmosphere, free from personal
tensions
Board members respect each other
Our board deliberations are frank and candid, yet constructive
Board members defer district operational issues and decisions to the district and school
administrators
In advancing the goals of the district, board members generally adhere to the
established chain of command within the district
Our board establishes clear ground rules for our private and public deliberations
Board members try to build dialogue and shared understandings with each other
Our board uses non-threatening conflict resolution strategies when disagreements arise
between or among members
Board members focus on how to make proposed changes work rather than on how or
why they won’t work
Collectively, our board effectively manages our discussions and deliberations, ensuring
against one or two dominant voices and “turf control”
Board members are generally open to new ideas, new roles, and new structures
Board members understand and accept the limitations of our individual responsibilities
and authority as board members
On our board, power is distributed among all members and not concentrated in the
hands of one or two people
Board members try hard to understand where others are coming from and why they do
or say the things they do
Our board celebrates our progress and accomplishments as a team
Our board tries hard to avoid surprising one another
Communication among members is characterized by careful listening as well as
speaking
Our board is conscious of the positive and negative ways in which we function in
conducting board business
Board members effectively collaborate with each other
Our board members trust each other’s motivations
Our board is focused on policy, rather than operations, for the schools
Mean Percentage

Always/
Almost
Always
(1-2)
89%
88%
85%

Sometimes
(3)
8%
10%
10%

Rarely/
Never
(4-5)
3%
3%
4%

82%
82%
87%

15%
14%
10%

3%
3%
3%

84%

13%

4%

79%
80%
81%

16%
17%
14%

6%
3%
5%

82%

16%

2%

81%

14%

6%

78%
78%

17%
18%

4%
4%

78%

15%

7%

79%

17%

4%

75%
78%
79%

17%
18%
20%

8%
4%
2%

78%

18%

4%

76%
69%
68%
79.9%

21%
26%
28%
16.1%

3%
5%
4%
4.1%
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Table 18
Statistically Significant Differences
Superintendents and Board Members
Survey Item

Superintendent
Mean

p- value

2.53

Board
Member
Mean
2.15

Members avoid promoting personal agenda items in advancing the
business of the board *
Disagreement and professional (as opposed to personal) conflict among
members is viewed as positive and healthy *
Our board is focused on policy, rather than operations, for the schools #
Our board uses consensus as our preferred method of decision making #
Board members understand and accept the limitations of our individual
responsibilities and authority as board members #
Board members defer district operational issues and decisions to the
district and school administrators #
* Based on scale where 1=strongly agree and 5=strongly disagree
# Based on scale where 1=always and 5=never

2.32

2.08

.030

2.33
1.83
2.11

2.08
1.60
1.84

.036
.023
.021

1.99

1.78

.033

.009

While these data demonstrate a difference of perception among superintendents and board
members on these selected issues (i.e., superintendents appear to be slightly more negative than
their board member counterparts), the differences on most statements are rendered generally
moot, given the fact that, in all cases, superintendents’ and board members’ responses remain,
generally speaking, very similar. For example, while superintendents and board members may
disagree statistically on the issue of whether board members avoid promoting personal agenda
items in advancing the business of the board, both groups’ mean responses place them solidly in
agree range.
Discussion
In the first phase of this research study, three pilot districts were identified and selected
based on their admission of needing help. Each of the board of education teams was experiencing
some type of distress, either in unsatisfactory board member-to-board member relationships or in
the board – superintendent relationships. In the Southern District, it appears that the problems
stemmed from a “stuck” organization (Fullan, 2008). A crisis had occurred in the district, and the
members could not seem to agree on a solution. The crisis seemed to polarize members of the
board, until a compromise could be reached. Thereafter, a sense of ill feeling seemed to prevail.
In the Central District, there seemed to be a combination of member-to-member problems and a
board – superintendent problem. However, shortly before the start of the training, a new
superintendent was hired, and some of the problems seemed to diminish. Nevertheless, tensions
among some of the board members remained. In the Northern District, there was the greatest
tension and problem. There were serious member-to-member problems, especially among new
and more veteran members, which gave way to serious board – superintendent problems. The
Northern District board team was clearly dysfunctional, and the climate in which the board –
superintendent team functioned could reasonably be characterized as “toxic” (Schein, 1992).
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The data in the above tables and illustrations strongly suggest that the project enjoyed
differing degrees of success. Perhaps the greatest success was found among the board members
of the Southern District, at least among the members who participated in the training (one board
member indicated that a colleague who perhaps needed the training the most chose not to attend
either session). The board team in the Central District also enjoyed substantial success; however,
some of the data seem to suggest that hard feelings among at least some of the members remain.
In the Northern District, while some of the board members spoke very highly of the benefits of
the training, and while at least some slight movement toward becoming a cohesive team was
noted, it appears that the training had the least sustaining impact. Many of the respondents from
Northern cited the dysfunctional nature of the board, the intransigence and strong resistance to
change among of some of its members, and the open hostility that exists between selected
members of the board and the superintendent as reasons for the lack of success. What is perhaps
most interesting among all the data collected from the Northern District came during an
interview with the superintendent, who stood alone among all the participants from that district
in reporting that the training had been successful. The superintendent indicated that the training
had been successful because it caused the members to confront their lack of collective trust in
each other. The members would confirm this, but most felt that they were too entrenched in their
own beliefs to do anything about it. Some even suggested that, with the coming board election,
the problems they faced would only be further exacerbated.
For those who believed that the training had been successful, their sentiments were pretty
uniform. When aggregated, the data provide five specific benefits of the training. First,
participants believed that the project was successful because it provided an opportunity for
individuals to begin to better understand each other, to get a better idea of “where people were
coming from”, and to better understand what motivated people to act in the ways that they did.
The response of one participant provides a good example of this. She indicated that, “We were
able to work out differences and put everything out on the table to understand where we were
coming from.” Another participant reported, “I think that my getting to ‘know’ them on a
different level may have helped me realize where they come from and perhaps why some issues
are more dear or close to them.” Even a participant from the Northern District offered this
comment, “[The] project has helped me to have a better understanding of the personalities of the
other board members, including the superintendent. Also, [it] has helped me to better understand
my own personality and its impact on other board members.”
Second, the data also show that the participants really appreciated the training because it
helped them to better understand their own roles and responsibilities as members of team. One
participant responded that, “I never considered the impact that my attitude/reactions had on the
other members. It was all about my reactions to them. I realize that I also leave a footprint.”
Another participant noted, “the training was good in that it helped us to establish ground rules on
how to work with one another. It gave us the opportunity to re-fresh regarding our roles and
responsibilities as board members; who has what hot buttons, and understanding that people act
differently.” A third participant offered, “the training was definitely effective. In fact, on our
board, we refer to it frequently. Whenever we reach a place where we’re not really functioning
well, we’re at a deadlock, we stop and say, ‘wait a minute, what did we learn at the training?’
That always brings us back to reality, and we listen better. The training was definitely helpful in
getting us to work better as a team. We still have our moments, but the training is something that
we all remember, and we often call ourselves on things that we shouldn’t be doing.”
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Third, the training helped individuals to improve their communication skills, especially
their ability to give and receive constructive feedback. One participant noted, “I believe that we
allow each other to fully air views, and we respect each other’s views. This leads to compromise,
if not consensus.” Another participant commented, “the training was helpful because it taught us
strategies on how to hold discussions and communicate with each other. We learned how to
listen before we spoke. I mean that we still have our own ideas about things, but now we can
listen before we present. We also learned about others and the way they think. The training
caused us to put a lot of things on the table that otherwise may not have been placed there. And,
once they’re on the table, it makes talking about them easier. Actually, we found that there were
more common denominators than obstacles.”
Fourth, the training helped individuals to improve their interpersonal relations and to
become more collaborative. One respondent commented on an unanticipated consequence, “The
training helped me in way that I really didn’t expect. There’s a particular person on our board
who’s been on the board for a few years, but I didn’t really know him. During the training, I sat
next to him and we started to talk. I found out that we really have a lot in common and, as a
result, I think I’ve found a new friend. In fact, on board business, I think I’ve experienced a new
way of collaborating. It was really a very pleasant experience – one that I didn’t expect.”
Another participant reported, “The training helped in that it allowed us the opportunity to know
each other better. We became better listeners as a result of the training. We’re more on board
with what each other wants for the children of the district. The training was valuable because it
helped people to open up and talk about things that were important to them. We became better
listeners. Even though we may not always agree with each other, at least we listen.”
Finally, several participants spoke to the issues of trust and respect. One participant
offered, “I think we have made great progress. We have learned to trust and respect each other as
individuals. Trust amongst members and continued communications will only help make a
stronger and better functioning board.” Another participant commented, “[We have finally
gained] trust. We have made progress, but [we] have to have that progress continue.” One other
participant has put it perhaps most succinctly, “I see a calmer more trusting board. Members are
listening more.”
Among those participants who have reported that they didn’t see much success in the
training, they seemed to cite the very things that others have reported as the primary benefits of
the training. For example, one participant seemed to sum it up when she reported in the
interview, “We can’t seem to do anything, we’re so entrenched. We don’t like each other; we
can’t get along as adults. We don’t communicate well. Everything is a challenge for us because
we have no sense of trust. For some reason, we seem to be suspicious of everyone’s intentions
and motivations. It’s really too bad, it’s almost like we enjoy the constant conflict. We set a
horrible example for kids!”
The training seems to have been successful because of two additional reasons. First, it
was made available to the board team as a whole. The only formal training that board members
experience is individually received. New board members are required to undergo NJSBA
training within one year of being elected or appointed to the board. However, it is rare, if ever,
that boards are able to retreat, as they did with this training, and engage in the kinds of exercises
and activities that allow them to get to know each other, collaborate, and build trust. Tuckman’s
(1965) stages of are very real for these teams; however, oftentimes they seem to find themselves
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not being able to move beyond the forming and storming stages. This training was successful
because it provided an opportunity for them to more seriously engage in team-building activities.
Another factor that contributed to the success of the training was the ability to interact
with members of other board of education teams. In offering a recommendation for future
training sessions, one participant remarked, “future training should include interactions with
other boards. That way, our members get to see the whole picture – the good, the bad, and the
ugly.” Having the ability to interact with other boards and the members of these boards allowed
them to hold a kind of mirror to their organizational faces. In some cases, members saw that they
weren’t as bad off as perhaps they had thought. In other cases, the reverse may unfortunately
been the case. In all cases, members were able to see that they all had some common challenges
and problems. For many of them, this was an eye-opening experience.
In summary, the training provided during the first phase of this research seemed to be a
good experience for all involved – albeit for different reasons. For those who saw it as beneficial,
it helped them to get to know each other better, to communicate better, to improve their
interpersonal relations, to become collaborative, and to begin to increase their trust and respect
for each other. For those for whom the training was less successful, at least it provided them with
an opportunity to identify the factors that influence their dysfunctional nature and toxic climate.
As we introduced the findings of the second phase of this research, we indicated that the
results were both encouraging and revealing: encouraging because the data suggest that the board
teams in our sample perceived themselves as manifesting the characteristics and behaviors of
effective teams and revealing because the data also suggest that there are at least some board
team members who take a markedly different view from the majority of their colleagues. Based
on these data, we have concluded that generally speaking, the health (in terms of teams working
together) of the boards in our sample is good. The boards perceive themselves as consistently
manifesting the characteristics and behaviors that are generally perceived in the scholarly and
other literature as representative of effective teams. This conclusion speaks well for children in
these districts and should be applauded. On the other hand, there is, at least in some cases, a
minority of board team members who express a different point of view, and, thus, their
perceptions might be of interest to the NJASA and NJSBA as each of these organizations designs
or refines future professional development programs.
We observed that, among the items for which there was even minimal disagreement or
which were perceived to occur rarely or never, issues of mutual trust and respect, conflict,
power, and the ability to work together as a team were clearly evident. For example, the second
phase data showed that at least some of respondents disagreed that (a) the relationship between
board members and the superintendent was based on trust and mutual respect, (b) members
trusted each other, and that personal relationships among members were predicated on mutual
trust and respect, (c) their boards enjoyed the trust of the community they served, (d) board
members enjoyed good interpersonal relationships.
Moreover, the data continued to show that some respondents disagreed that conflict, when it
arose, was professional or intellectual, rather than personal, and that professional and intellectual
(as opposed to personal) conflict was viewed as healthy and positive. Other respondents
disagreed that board members clearly understood their roles as members of a team, and nearly a
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quarter of them disagreed that members avoid promoting personal agenda items in carrying out
the business of the board.
Regarding their perceptions about being able to work together effectively as a team, small
numbers of respondents disagreed that their boards established ground rules that guide their
behaviors in meetings, and that such ground rules, when enacted, were regularly reviewed.
Others disagreed that all members fully participated in board business and that each member of
the team carried his/her own weight in conducting board business.
Finally, the data clearly indicate that the tensions that exist among board member teams
emanates from issues attendant to those identified in the literature (e.g., Mountford as cited in
Alsbury (Ed.), 2008): lack of trust in people’s motivations, power, voice, and decision-making
methods.
Summary
We recognize that, in both of these exploratory studies, the numbers are relatively small or
limited geographically to a single state. However, even though the numbers of participants is
small and some perceptions are clearly in the minority (and a small minority, at that), it would be
unwise to consider these findings inconsequential, or worse, unimportant. The fact that selected
board members disagree with the majority of their counterparts does not immediately make them
wrong, although several researchers (e.g., Kowalski, 1995; Glass, Bjork, & Brunner, 2000;
Bjork, 2001; Mountford & Brunner, 2001; Peterson & Fusarelli, 2002; Mountford, 2006;
Mountford, 2007, Mountford as cited in Alsbury, 2008) have written widely about board
members who act in order to achieve personal power or prestige or who seek to fulfill strictly
personal goals. The influence of even one member who is not in a trusting relationship with other
board members or the superintendent has a great influence on how a board operates.
In order to work effectively as a team for the benefit of student achievement and learning,
boards of education must forge shared visions for student learning to which all can commit, and
they must be able to work collaboratively and cooperatively to achieve that vision. This means
that they have to put aside personal motivations and agendas, avoid micromanagement as a form
of decision making, disavow the appropriation of personal power, provide for a healthy climate
in which trustful collaboration and frank and candid discussions can occur, and where
disagreements and professional (as opposed to personal) conflict is permitted.
These are learned skills and, as such, need to be included in school board and
superintendent training curricula. Such training has been found to be particularly valuable in
helping board teams to function cohesively for the improvement of student achievement and
learning (Delagardelle as cited in Alsbury, 2008). We recognize that all new board members are
required to undergo NJSBA-offered initial and refresher training in what is generally constituted
as the basic curriculum (e.g., ethics, finance, school law, policy, labor relations, government
relations, and curriculum). Moreover, we recognize that field representatives of NJSBA offer
more concentrated training in team building, team work, parliamentary procedures, conflict
resolution, and related areas on an ad hoc basis to boards that request it. However, while these
important areas may be addressed in one or more of the venues of NJSBA training; due to time
and/or other constraints, they may not be covered in sufficient depth. Additionally, the scope and
depth of NJASA new superintendent training in these areas require an even greater concentration
on these topics than is currently provided. Therefore, we believe that future training sessions
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offered by both NJSBA and NJASA should include substantive explorations of effective team
building and team work skills, especially as these relate to important issues of power, voice,
trust, shared visioning, communication and collaboration, conflict, and personal reflective
practice.
In the discussion of the first phase findings above, we noted how valuable joint board
training was perceived by members in board training sessions. Having the opportunity to meet
and interact with members of different board teams may prove enlightening for all involved. And
so, we further recommend that future training sessions should provide opportunities for board
members as a team to explore ways in which they can get to know each other better. Hands-on
activities and case studies that allow the participants to problem solve real life situations they are
likely to encounter will be well received and probably will be very effective. To the extent
possible and practical, training should include multiple boards. Further, it should be more
sustained over a longer period of time. Attendance and participation at such training sessions
should be mandatory as a condition for continuation in the respective roles as superintendent and
board member. Finally, future training sessions should include exposure to the most current
research in superintendent and board relations, associated topics (e.g., why individuals become
board members), and reflective practice.
We believe that the suggestions for board member and superintendent training and
preparation programs are important for a very simple reason. If board members and
superintendents are unaware of the reasons why people are motivated to join boards of
education, if they don’t understand how their own conceptualizations of certain constructs (e.g.,
power and voice) and their own capacity for trust influence their interpersonal relationships and
decision-making predilections, and, perhaps, most importantly, if they do not understand the
importance of reflective practice and assessing the extent to which they are “walking their talk,”
then they will generally continue to act as they have consistently done in the past, and may,
therefore, be doomed to continue to experience the difficult and challenging relationships they
might have in the past. Hence, one of the recommendations of these exploratory studies is to
introduce these topics in future training sessions. One of the important outcomes of the training
described in this research was to help board members and superintendents to begin to better
understand their colleagues and where they were coming from. Introducing these topics in future
training efforts for both board members and superintendents will help to facilitate this level of
understanding.
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Teacher evaluation is to assess the teaching and then with the estimation to
promote teachers’ faculty development. The evaluating outcome of the college
teachers will be the reference materials on teachers’ promotion, students curriculums
selection, and administrations’ viewing curricula quality (Ellett, Annunziata, &
Schiavone, 2002; Iwanicki,1990; Ribas, 2000). In order to evaluate the college
teachers’ teaching, we always ask students to assess through questionnaires. Which
always includes teaching attitude, teaching materials, classroom management,
teachers’ characteristics, teaching content, teaching skill, assessment, interacting with
students, and so on (Arreola, 1995). The college students’ evaluating on their
teachers’ teaching began in 1980s in Taiwan. But are they with valid or reality?
This study was to find the disturbed factors on evaluating teaching from the
college students’ opinions. And then hope to explain the evaluation data fairly. It was
conducted on 131 college students who came from 9 colleges from North, Middle,
South, and East of Taiwan. By 131 open questionnaires and 5 individualized interview,
the researchers found the factors through quality analyzing. The disturbed factors
1
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could be categorized into 4 factors:
1. Teacher conditions: includes sex, job position, grade, and attitude.
2. Students conditions: includes sex, hard studying or not, and the grade they got
3. Class conditions: includes the class size.
4. Curriculum conditions: optional or obligatory course, course time and the
department belongings.
The study yielded the following thinking: (1) It is better to write the instruction
language of the questionnaire clearly and describe the evaluation meaning. That
would lead the students write the question consciously. (2) With fairly evaluating,
teachers should have the opportunities to know the factors before the curriculum
arrangement. The study pointed out some recommendations about the evaluation in
college. It offers some stimulating ideas to researchers and practitioners for faculty
development in college.
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Introduction
The separation of subject matter (e.g., mathematical) knowledge from teaching methods
knowledge is unnatural and ineffective – teachers must use their knowledge in practice and
continually build new knowledge through practice. Teacher preparation and professional
development will be more effective when individuals are supported in building integrated
knowledge; that is, knowledge of mathematics that is tied to issues and concerns of teaching, and
knowledge of teaching that is embedded in mathematical understandings. How best to link
content knowledge development to development of knowledge of pedagogy is a central question.
It is a question that demands the combined attention of mathematicians and mathematics
educators. However, jurisdiction over teacher preparation, and to a lesser extent professional
development, is often divided across separate and distinct academic units, and administrative and
cultural barriers impede communication and joint work.
Efforts to engage individuals in collaborative work, and to integrate content and pedagogy in
teacher education, have sprung up around the U.S. during the last ten years. However, current
collaborations depending largely, if not solely, upon the personal characteristics of the
individuals involved. No one knows why some collaborations succeed while others fail. At the
same time, resources for the integration of content and pedagogy in teacher education are
beginning to be developed. Appropriate utilization of such resources requires effective
collaboration between mathematicians and mathematics educators, which cannot happen on a
large scale without systematic study of collaboration. In this paper, we discuss several potentially
profitable areas of focus for studies of collaboration. These areas of focus are based on
preliminary analysis of data from two projects in which collaboration between mathematicians
and mathematics educators were central components.
Theoretical framework
Underlying the proposed study is a sociocultural perspective on learning, in which learning is
understood to be a fundamentally social phenomenon inseparable from its historical, cultural,
and institutional context (Vygotsky, 1981; Wertsch, 1985; 1998). Sociocultural theory assumes
that access to the world is mediated by psychological and cultural tools (e.g., languages or other
symbol systems). These tools perform supportive, constraining, and transformational functions.
Sociocultural researchers examine interactions among human agents as mediated by
psychological and cultural tools, and how these interactions are situated within local and broader
contexts (e.g., classroom communities, disciplines, and institutions).
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Within a sociocultural framework, we view an academic discipline as a set of theories, texts, and
methods, but also as a community of individuals with particular social practices and styles of
discourse (Lattuca, 2002). The methods and practices of disciplines frame the thinking of those
who work within them; members of a discipline tend to “see” things in similar ways. At the same
time, it is possible to find great variations among members of a single discipline with respect to
methodologies, pedagogies, and epistemologies (Lattuca, 2001. Thus, we must consider how
individuals are situated within their respective disciplines, how the disciplines are situated within
institutions, and how the disciplines are situated with respect to one another. And we must also
consider the historical contexts of these interrelationships. In order to study collaborations, we
must understand each discipline in terms of (1) its historical, cultural, and institutional context,
(2) its tools and methods, and (3) its social practices and discourses..
Mathematics education developed as an area of study at universities during the early 1900s, with
research in mathematics education growing out of the fields of mathematics and psychology
(Kilpatrick, 1992). Nesher (1997) describes “investigations that could improve the practice of
learning mathematics” and “defining (and redefining) the boundaries of mathematics as a subject
matter to be learned in school” (p. 34) as two central activities within the discipline of
mathematics education. To this list a third activity may be added: developing the pedagogical
and pedagogical content knowledge (Shulman, 1986) of future and current teachers. Until quite
recently, investigations within the discipline utilized mainly behaviorist theories and an
objectivist research paradigm, with quantitative research methods borrowed from the “hard”
sciences. In the 1980s, neo-Piagetian, constructivist epistemologies, and associated research
methodologies, began to be adopted and utilized by mathematics educators and researchers. Such
theories underlie much of the current research on mathematics learning, as well as the practices
utilized by (and advocated by) mathematics educators in their instruction of pre-service and inservice teachers.
Mathematics education research took a “social turn” in the late 1980s, however, with the
adoption of “theories that [view] meaning, thinking, and reasoning as products of social activity
(Lerman, 2000, p. 23). Over the past decade and a half, the analytical lens has shifted from the
individual to the group, and many researchers now focus on interactions around mathematics
within small groups of students and across large groups of students and teachers (Tsatsaroni,
Lerman, & Xu, 2003). Following this trend in mathematics education research, methods for
facilitating the development of “mathematical learning communities” have become a focus of
teacher education. Currently, both psychological and sociological perspectives influence the
content and process of both research and teacher education. With respect to knowledge for
teaching mathematics, current influences on the field include the idea of “principled knowledge”
as described in The Mathematical Education of Teachers (Conference Board of the Mathematical
Sciences (CBMS), 2001), the concept of pedagogical content knowledge (Shulman, 1986) and its
key components as described by Grossman (1990), and descriptions of the mathematics teachers
do in practice (Ball, 2003) and mathematical knowledge for teaching (Ball, Thames, & Phelps,
2005).
Mathematics is typically seen by its practitioners not as a cultural product, but rather as the study
of external objects whose properties are not in doubt once discerned and established. "Every
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problem of mathematics gets solved sooner or later. Once solved, a mathematical problem is
forever finished: no later event will disprove a correct solution” (Rota, 2006). This Platonic
stance was challenged by discoveries in geometry and analysis in the 19th century, and by
problems with the foundations of mathematics in the early 20th century. These events led to
various solutions such as logicism, formalism, and intuitionism, all of which, however, retained
as a central value the underlying certainty of mathematical ideas (Hersh, 1979). The logical
structure of mathematics and the relative permanence of its ideas results in a culture that enjoys
an extraordinary degree of consensus compared to other scientific disciplines. Mathematicians
tend to view their subject as having a rigid structure, a cumulative nature, and an extraordinary
compactness. Paradoxically, this allows for a combative intellectual culture—when there is little
doubt that the truth or falsity of a proposition will ultimately be settled by appeal to external
norms, there is no need for social practices of negotiation and compromise. Recently, however,
some mathematicians have advocated grounding the philosophy of mathematics in human
practice, viewing mathematics as a subject whose ideas and methods are still external to its
practitioners but nonetheless embedded in human culture (Gowers, 2006; Lakatos, 1976).
Mathematicians can be characterized as working within a “realist” mode of inquiry, while
mathematics educators are frequently “relativists.” Becher (1987, 1995) suggests that an
important division exists between these modes of inquiry. For example, scholars working in the
humanities (relativists) tend to explore particulars or complexity and interpretation, while pure or
natural scientists (realists) focus on universals and simplification (Frost & Jean, 2003). Our
research on collaborations across disciplinary boundaries is grounded in an awareness of the
ways in which disciplines may differ, but also a wariness of simplistic or naïve assumptions
about the nature of disciplines. Both differences in the disciplines themselves and beliefs about
differences influence the cross-disciplinary interactions of individuals.
Although many definitions of collaboration exist, most include the following elements: (1)
commitment to a common goal and the use of a coordinated effort to achieve it, (2) shared
authority over the processes and products of collaboration, and (3) sustained engagement in
interactions that promote collective and integrative cognition (Amey & Brown, 2004; Bruffee,
1993; John-Steiner, Weber, & Minnis, 1998). From a sociocultural perspective, a fourth element
must be added – the development and utilization of a shared discourse through the appropriation
and transformation of psychological and cultural tools. Thus, we seek to understand the how this
shared discourse develops, how difference in disciplinary cultures are negotiated, and how
mathematics teacher education can be enriched by the creation of interdisciplinary knowledge
and practice.
Methods
In this section, we describe two projects, Making Connections and Mathematical KnoTSS
(Knowledge for Teaching Secondary School). The areas of focus described in the results section
are based on preliminary analysis of a subset of data collected during each project. The areas of
focus are not meant to be a definitive list of similarities and differences across the disciplines of
mathematics and mathematics education, or a specific set of suggestions to guide collaborators,
but rather suggest potentially profitable areas for further study.
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Making Connections
Making Connections was a 3-day workshop (held annually for three years beginning in 2006)
that brought together mathematicians, mathematics education researchers, and mathematics
teachers from geographically diverse areas. The workshop is framed by analysis of a common set
of mathematics problems and student work on these problems (produced in the classrooms of the
participating teachers). The workshop from which the data discussed here was drawn focused on
middle and high school algebra content. The workshop was motivated by a recognition of the
crucial roles that the three disciplinary groups play in K-12 mathematics education and by the
belief that each group has something unique to contribute. The workshop was organized around a
set of twelve algebra problems administered to students in three States across the U.S. At least
one mathematician, mathematics educator, and teacher attended from each of the three
geographic regions (a total of 12 participants). The teachers brought with them to the workshop
their students’ work on the set of algebra problems. The workshop was structured as follows:
1. Disciplinary groups discussed and categorized the algebra problems. Each group then
reported its findings to the whole group.
2. Each teacher described to the whole group her/his classroom and students and discussed
what happened in the classroom when administering the problems.
3. Regional groups met to discuss particular problems or student work of their choice.
4. Regional groups met to discuss development and implementation of some sort of
professional development and/or curricular material inspired by the set of problems. Each
group then reported its findings to the whole group.
We report here on specific areas of focus for further study that emerged from a preliminary
analysis of data collected during the 2006 Making Connections workshop. Our present focus is
on the ways in which the participating mathematicians and mathematics educators interacted
with the Making Connections algebra content. We make comparisons between the members of
the two disciplinary groups with regard to what they noticed, valued, or did not value about the
mathematics problems and how they justified their claims. The analysis is based upon the intradisciplinary 90 minute-long discussions and categorizations of the problems (phase 1 as listed
above). Four mathematics educators and five mathematicians participated. The sessions were
transcribed and coded as part of an ongoing broader-focused project to examine aspects of the
disciplinary cultures of mathematicians, teachers, and mathematics educators. In the results
section of this paper, we highlight some prominent themes relevant to interdisciplinary
similarities and differences amongst mathematicians and mathematics educators as they interact
with algebra content.
Mathematical KnoTSS (Knowledge for Teaching Secondary School)
KnoTSS is an NSF-funded research project that investigates the collaborative practices of
mathematicians and mathematics educators engaged in co-teaching courses for future middle and
high school teachers. The data analyzed for this paper came from a KnoTSS pilot study of a
collaboration between a mathematician and a mathematics educator who co-taught two courses
for prospective secondary mathematics teachers – Synthesis of Mathematical Concepts (a
mathematics “capstone” course) in Fall 2006, and Curriculum and Assessment in Secondary
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School Mathematics (the first of two “methods” courses) in Spring 2007. The pilot study focuses
on the collaborators’ beliefs and knowledge related to mathematics and teaching and learning,
how their knowledge and beliefs influenced their joint practice, and how the collaboration
influenced the collaborators’ thinking about mathematics and teacher education.
During each of the two courses, the two instructors met approximately once per week to discuss
the previous classes and plan for upcoming classes. All meetings were audiotaped. In addition,
artifacts used in the class (lesson plans, boardwork, Powerpoint images) were collected, and the
instructors were interviewed individually approximately every two weeks and the interviews
were audiotaped. The purpose of the interviews was to collect information about the perspectives
of the two instructors with regard to the course content and structure, student (and instructor)
learning, and the collaboration itself. Analysis of KnoTSS pilot study data is ongoing.
Results
The results described here are based on preliminary examination of a subset of data from each of
the two projects. Results are described by project, followed by a brief description of findings and
connections across projects.
Making Connections
The themes described below emerged from interactions among mathematicians (in one group)
and among mathematics educators (in another group) as framed by the following tasks and
questions:
1. Organize the algebra problems according to mathematical content. Do they fall naturally
into different groups? What is the mathematics that students could/should/would wrestle
with in these problems?
2. What are the concepts/ideas/skills students need to answer these problems?
3. Are there any questions within these groups that seem particularly difficult? Why?
We will draw attention to four emergent themes with the intention of providing a useful
framework for discussing differences and similarities in how these two groups interact with
mathematical content.
The role of context. The mathematics educators began their session by asking questions about the
classrooms in which the problems were administered, the origins of the problems, and how
typical the problems may or may not be as a whole. These concerns came up throughout the
mathematics educator’s discussion. For the most part, these contextual details did not arise
among the mathematicians in their discussion of the problems.
The context of the problems was also a concern for the mathematics educators and this concern
was not voiced by the mathematicians. For example, one of the problems was criticized as a
“contextual problem with no context” by two of the mathematics educators. An opposing
viewpoint was expressed by a third mathematics educator, and this became a highly contested
discussion.
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The role of “the student.” The mathematics educators often animated an imagined student or
drew upon their own experiences with students in their discussions of the problems. They drew
on pedagogical content knowledge (Shulman, 1986) about common errors and student learning
to support their analyses of the problems. The following are examples of utterances by three
different mathematics educators.
“I have a feeling that for many kids they will just go and solve these…”
“Kids are not going to react the same way.”
“I just thought about kids and …”
This type of student animation was done among the mathematicians also, but with less
frequency. When they did animate an imagined student or reference their own teaching
experience, the student was often a college level student.
“So, I think the way they would solve this is to…”
“If I asked calculus students to talk about this problem, they might think about slope and they
might say, ‘okay, what’s slope? Well, I don’t know. It’s m when y=mx+b.’ And then they
might try to sort of say ‘Okay, so m is 80.’ And so even that is a difficulty, right?”
In general, when the mathematicians discussed the skills necessary to solve a question it was
without regard to a student, real or abstracted. The use of the pronoun “you” to describe what
“you” need to know in order to solve a question was much more common than “they”, as in the
students. For example:
“You have to know what the vocabulary ‘algebraic expression’ is”
“You have to be able to translate words into mathematics”
Mathematical habits which are valued. Both mathematicians and mathematics educators
discussed mathematical habits which they value. Common to both groups was “experimentation”
by plugging in and changing values of variables to build understanding of an expression,
equation, or function. This was often presented in opposition to “doing the math”. One such
exchange between mathematicians went as follows:
Mathematician #1: Yeah, so I was going to say that [problems] 6, 7, and 12 go together because
they are all about solving equations, well 7 is about writing equations, but.
Mathematician #2: Yeah, I mean you don’t have to actually SOLVE an equation for any of them
right?
Mathematician #3: Not in the sense of actually finding the solution.
Similarly, the mathematics educators praised “laziness” as an alternative to “solving”.
Mathematics educator #1: Being the lazy sort that I am when I looked at number 6, okay, my
first thing is alright you gave me these issues: positive, negative, or zero. I don’t want to solve
these. So I’ll just find zero…
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Mathematics educator #2: I mean I wonder see I think I think not very many students are given
the opportunity to be lazy. I think students are not encouraged to find quick ways of thinking
about it. They’re more often, okay, told “for this kind of problem here’s what you do”, “for this
kind of problem here’s what you do”.
Mathematicians spoke of mathematical conventions in terms of the structure of equations and, in
their groupings of problems, included “purpose of different forms” as a category. They valued
“what leaps out at you” when you look at an equation; i.e., recognizing standard forms of
equations. Mathematicians made statements such as:
“But [problem] 10 is certainly about what leaps out at you, although you would have to sort of
look at the thing and have some sense of structure. Some idea that this random string of
parentheses and symbols is not a random string but has a structure related to the arithmetic
structure of the number system.”
Mathematicians also discussed standard forms of equations as being something students
understand well enough.
Mathematician #1: Certainly standard forms that have names and they spend a lot of their lives
being told to put them from one form into another, but how much do they think about why it’s
important to put them into forms, why do you want to factor, why do you want to put things into
completed square form.
Mathematician #3: I was going to say, I don’t even think they would look at 11 and say “oh, in b
we are completing the square” I doubt that they would even come up with that. Because
completing the square is something that someone told them to do that and then they carry it out.
Mathematician #1: Right. And again, you completed the square, you carried it out, and you can
do that a 100 times without every noticing “oh, I see there’s a form here that I’m getting at the
end,” Without every sort of explicitly paying attention to “oh, that always comes out a constant
because you have a constant times a square” it’s the end product of the completing the square
process and you never look at the end product.
Mathematics educators spoke about the importance of standard forms of equations but did not
invoke the idea of ideas “leaping out”.
“It’s also like what does the structure, what does the structure of a particular symbolic form,
what kind of information is easily obtained from a certain symbolic form?”
Relationship of algebraic reasoning to algebra. Mathematics educators discussed the difference
between knowing algebra and being able to write it in standard notation. Some mathematics
educators spoke about the importance of giving students the opportunity “to reason algebraically
without letters” and spoke about how the unfamiliar wording of the Making Connections
problems may prevent students from showing the algebraic reasoning of which they are capable.
In reference to two problems, there was agreement amongst the group when one mathematics
educator said, “There is this issue of our notation is not completely unambiguous, both of these
questions are about standard meaning of standard algebraic notation.” For the mathematicians
these questions were about “number and operation” and “writing expressions and equations”.
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Concerns about student reasoning not being represented in the “writing” never arose amongst the
mathematicians even though they did, at times, acknowledge that questions may be unfamiliar to
students.
To summarize, the mathematicians and mathematics educators were more similar to each other
in what they noticed and what they valued than either group was similar to the teachers (whose
perspectives are not discussed here). Differences were found, however, in the extent to which the
groups seemed to feel that problem context was an important issue in analyzing mathematical
problems, in the frequency in which they brought the students who solved the problems to the
foreground of their discussions, and whether they discussed the extent to which student
knowledge may not be invoked by the problems themselves. The two groups were similar in
valuing student thinking and mathematical habits that went beyond knowing procedures for
finding answers.
Mathematical KnoTSS
Preliminary analysis of KnoTSS pilot study data suggests several themes possibly worthy of
further study. These themes are (1) the relationships among teacher, students, and curriculum, (2)
the nature and structure of mathematics, and (3) the interrelationships between learning content
and learning pedagogy.
Relationships among teacher, students, and curriculum. The teacher, the students, and the
content (e.g., mathematics/pedagogy) are often thought of as three points of a triangle.

Teacher

Students

Content

When the mathematician and mathematics educator in the KnoTSS pilot study were engaged in
co-teaching the mathematics capstone course, the mathematician’s attention seemed to focus
heavily upon the structure and content of the mathematical ideas that formed the content of the
course. This thinking was guided, in part, by knowledge gained in previous experiences teaching
the course about the mathematics that students do and do not know. Knowledge of students
influenced the mathematician’s thinking about course content and sequencing. The mathematics
educator’s primary focus seemed to be upon the particular students in the course – what they
were or were not learning from each lesson, and how they were thinking about the content, and
the extent to which the content, in the minds of these particular students, was linked to their
future work as teachers. This is not to suggest that the mathematician wasn’t thinking about the
students or that the mathematics educator was not thinking about the content, but in the data we
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find a marked difference in focus between the collaborators. Part of the reason for this difference
may have been that the teaching responsibilities were not divided evenly between the
collaborators. The mathematics educator spent less time orchestrating the lessons than did the
mathematician, and therefore had more opportunities to observe students during the course.
The situation was reversed during the second course, which was a “methods” course previously
taught by the mathematics educator alone. Based on the first course, one would expect that the
mathematics educator would have a stronger focus on course content and structure during the
second course and the mathematician a greater focus on students. To some extent this did occur.
The mathematics educator spent a greater portion of time thinking about content (mathematics
and pedagogy). This thinking was generally prompted by concern that the particular students in
the course were not learning the things it was hoped they would learn (about mathematics and
pedagogy). The mathematician’s focus was frequently upon connections that could be made
across mathematical ideas. This focus allowed the mathematician to deepen the level of
mathematics the students in the course had the opportunity to learn.
The differences in focus we found in the pilot data raise the following questions: What
influences the decisions of mathematicians and mathematics educators as they plan for an
implement instruction? In what ways, and to what extent, does each group think about the flow
and structure of content? What methods does each group use to access student thinking and what
role does student thinking play in the instructional process? What drives the instructor’s
decisions from one lesson to the next? If answers to the questions above reveal substantial
differences, what might that imply for teacher educators working to integrate content with
pedagogy in teacher preparation?
The nature and structure of mathematics. Throughout the two courses, a difference can be seen
in the data with respect to the collaborators views of mathematics. A primary concern of the
mathematics educator was to engage students with searching for patterns, identifying
relationships, and then seeking explanations (i.e., informal proofs) that would show that the
relationships would hold beyond the particular cases examined. This investigative process was
valued by the mathematician as well; however the mathematician was also concerned with
engaging students in deductive reasoning, including the creation of precise definitions of terms,
and deriving conclusions based upon logical sequences of ideas. This was a concern of the
mathematics educator’s as well, but was not emphasized. A more detailed examination of the
pilot study data is planned to better understand to what extent this difference in emphasis seems
to imply (or not imply) a fundamental difference in views about mathematics itself and about
how to prepare future middle and high school teachers.
Interrelationships between learning content and learning pedagogy. It was a goal of both the
mathematician and the mathematics educator to engage students in thinking about both content
and pedagogy in both the mathematics capstone course and the methods course. In both courses
this was usually (although not always) done by first engaging students with the mathematics and
then engaging them in thinking about various issues and aspects of engaging middle and high
school students with similar or related ideas. To a great extent the collaborators seem to be
connecting content and pedagogy primarily unidirectionally – from content to pedagogy. In
general, it would be inaccurate to say that the development of content and pedagogical
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knowledge were integrated. The question that is raised here relates to the goals of the
collaboration as they are understood and enacted by the collaborators themselves. As was stated
previously, teachers must use their knowledge in practice and continually build new knowledge
through practice. If this is so, then future teachers need to be apprenticed in some way into this
way of learning. Certainly, models for doing this exist and have been used by mathematics
educators, but this way of teaching teachers seems to lie almost exclusively in the domain of the
educators. In other words, the idea of interweaving content and pedagogy is part of the discipline
of mathematics education and not of mathematics. This makes for an interesting asymmetry
between collaborators who come together for the purpose of integrating content and pedagogy. It
is one example of a broader, open set of question for collaborators and the study of
collaborations. Who has responsibility (implicit or explicit) for which knowledge? Who actually
has knowledge of what? What is the relationship (as perceived by the collaborators) of
mathematical and pedagogical knowledge? How does the perceived distribution of knowledge
influence the process and outcomes of the collaborations? We find in the pilot study data
evidence of implicit assumptions made by each person about what the other knew. Such
assumptions seemed to be made out of respect for each discipline; however, such assumptions
can have great, and not necessarily helpful, influences on the process and outcomes of
collaborations. Again, we find here an interesting focus for further study.
Conclusion
To conclude, we would like to reiterate that the purpose of this paper was not to report definitive
results, but rather to use our preliminary analysis of data from two projects to suggest possible
areas of further study. Looking across the projects, we can see some connections in the types of
issues raised. Perhaps not surprisingly we notice that the mathematics educators were more likely
to situate the mathematical problems or lessons with respect to particular contexts and the
imagined or real thinking of particular students. Perhaps it is not too strong to say that for them
the mathematics seems to have meaning through its attachment to context and minds. The
mathematicians seem to connect problems and lessons to one another and to give it meaning to
mathematics through connection to itself. If this is a fundamental difference, then it would be
potentially quite useful to understand how it unfolds in the teaching of content and pedagogy to
future teachers, and what it implies for collaborations across the disciplines of mathematics and
education.
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I.

INTRODUCTION

It is well documented that adult students nationwide are returning to colleges and universities in record
numbers – establishing a trend that is likely to continue into the foreseeable future (see Fig. 1). “In 2001, it [was]
reported that approximately 92 million U.S. adults (46 percent) participated in some kind of formal adult
education…” [1] Those numbers have grown steadily – bolstered, in large part, by the growing numbers of students
who are participating in online programs of education. In fact, evidence has shown that “online enrollments have
been growing substantially faster than the overall higher education student body.” Allen and Seaman [2] report that:
• nearly 3.2 million students were taking at least
one online course during the fall 2005 term, a
substantial increase over the 2.3 million
reported the previous year.
• the more than 800,000 additional online
students is more than twice the number added
in any previous year.
This unprecedented growth of online
education has afforded working adults, those with
long-standing professional careers and personal
lives, to gain additional skills and education. Many
have chosen to do so for career advancement,
professional certification, self- improvement, and
others have done so for the sheer fun of learning. Online education has offered “…students tremendous flexibility in
being able to study at a time and place that best fits their busy schedules.” [3] It is interesting to note similar fully
online and blended learning opportunities (those that combine the elements of an online course with those of face-toface instruction), now exist for K-12 students [4,5] and online programs are becoming increasing available abroad in
countries such as Australia, Canada, and throughout Europe. [6]
As projected by the International Data Corporation (IDC), “…online enrollments are increasing by 33% per
year and … the online learning market [was] expected to grow from $6.6 billion in 2002 to $23.7 billion in 2006.”
[7] Clearly, growth such as that projected by IDC and Allen and Seaman [2] can hardly be ignored. Of concern,
though, is the quality of education derived from such programs. Do academic leaders rate the learning outcomes
from such programs as commensurate with those derived from more traditional programs? Further, how do potential
employers view the graduates from such programs, are online programs a good choice for everyone, and how are the
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programs, themselves rated by the very students who attend them? Lastly, how is the quality of such programs
measured? These are compelling questions – and ones that are difficult to answer. As members of the governing
board for UPE (the International Honor Society for the Computing and Information Disciplines), the authors must
carefully and objectively address these pressing issues as applications for honor society membership are initiated
from totally online programs and those that are ‘mostly’ online.
With regard to student satisfaction, most students who have obtained a degree from an online institution seem
to be reasonably well satisfied with the results. After all, online learning has been made accessible to them, often at a
location and preferred time of the student’s choosing, with course materials available 24/7, no commuting costs, and
all with controlled impact on their family and professional lives.
While online college degree holders are increasingly being hired to occupy both workplace and academic
positions, some graduates from online programs continue to report bias. Many potential employers persist in
expressing favoritism for applicants holding traditional degrees over those with online degrees. [8] Similar thoughts
of inferiority have been expressed by a majority of our country’s Chief Academic Officers – albeit, these feelings
seem to be slowly changing. [2] Perhaps not surprisingly, non-CAO’s (i.e., faculty members) have generally favored
traditional education over online education. This feeling too, may be changing as more and more faculty members
become engaged in delivering education from a distance.
This acceptance issue is consistent with the acceptance issue confronting academic honor societies charged
with setting standards for scholastic eligibility and membership within their respective societies. In particular, is the
applying institution or program creditable, and does the degree have real value – real quality respected by the
employer, academic institutions, and honor societies alike? To this end, it is paramount that legitimate programs be
readily distinguishable from those promising a degree in exchange for a fee and oftentimes accompanied by a very
suspect program of study. A number of programs granting considerable credit for life’s experiences and other
workplace factors, while valuable, are not universally embraced as ‘academic’ particular by those strong adherents
to traditional high quality educational delivery. This reality is an emergent problem for honor societies and their
governing boards who are tasked with having to justly evaluate chapter applications from these institutions.

II.

DIPLOMA MILLS

According to Wikipedia, the Free Encyclopedia [9], “a diploma mill (also known as a degree mill) is an
organization that awards academic degrees and diplomas with substandard or no academic study and without
recognition by official educational accrediting bodies. These degrees are often awarded based on life experience.”
Webster’s third New International Dictionary further defines a diploma mill as “an institution of higher education
operating without supervision of a state or professional agency and granting diplomas which are either fraudulent or,
because of the lack of proper standards, worthless.” Such institutions are more often interested in taking money from
an unsuspecting student than actually providing a quality educational experience. In so doing, they may use a name
that sounds similar to a legitimate institution, and/or may claim accreditation. Unfortunately, all too frequently the
accreditation is made by an organization that is “set up for the purposes of providing a veneer of authenticity.” [9]
While diploma mills are frequently unaccredited (at least by legitimate accrediting agencies), lack of
educational accreditation does not necessarily indicate that an institution is a diploma mill. These are, however,
some of the problems facing potential employers and honor society membership boards. While many well-known
institutions are offering legitimate online programs, there are just as many that are not. Employers may be faced
with the prospect of having to worry about the legitimacy of a degree from a school with which they have little, or
no, familiarity – and certainly, honor societies are being confronted with having to evaluate chapter applications
from similarly suspect institutions.
One such program advertises: “The life experience, non-fake degrees online that we offer are granted by
xxxx University, which is accredited by yyyy & zzzz. The degrees hold worldwide acceptance and can be used
for educational or professional advancement anywhere in the world. Thus your accredited quick online degree
is legal and fully verifiable. Your employer/educational institutes can check your credentials at any given
time. Buy a bechelors degree now!” Note the misspelling of bachelors!
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Students are well advised to be careful when selecting an institution offering an online degree and to select
“a degree from the distance learning arm of a well-recognized traditional university, or at least of a well-established
and accredited distance learning school.” [10] Online education is relatively new and legitimate programs are being
regularly modified and improved to have greater appeal to students. Any web site, if made to look attractive, and
registered with a .edu domain name can be packaged to appear genuine – even if it is not. The Better Business
Bureau suggests the following precautions and regards them as “red flags when considering whether or not to enroll
in a school” [11]:
•
•
•
•
•
•
•

Degrees that can be earned in less time than at an accredited postsecondary institution.
A list of accrediting agencies that sounds a little too impressive. Often, these schools will list accreditation
by organizations that are not recognized by the U.S. Department of Education or the Council for Higher
Education Accreditation (the two reputable organizations that recognize accrediting agencies).
Offers that place unrealistic emphasis on offering college credits for lifetime or real world experience.
Tuition paid on a per-degree basis, or discounts for enrolling in multiple degree programs. Accredited
institutions charge by credit hours, course, or semester.
Little or no interaction with professors.
Names that are similar to well known reputable universities.
Addresses that are [Post Office] box numbers or suites. That campus may very well be a mail drop box or
someone's attic.

Academic honor societies must likewise be careful. As mentioned earlier, it is the responsibility of a
society’s governing board to evaluate new chapter applications and to act, either favorably or unfavorably, on the
merits of the application. As honor societies have little control over the applications they receive, they are required
to fairly review each application, regardless of institution, and to act appropriately. Honor societies that determine
new chapter eligibility based on brick-and-mortar, equipment, and faculty may be faced with evolving criteria
making the “old ways of doing business” obsolete – or at the very least, difficult. Just as a potential student must
closely inspect the credentials of an institution before committing themselves to enroll, so too honor societies must
do likewise before granting new chapters to a suspect institution.

III. ACCREDITATION MILLS
One of the points above, in the diploma mills section, should be of particular interest. The authors would like
to caution that special care should be taken with regard to institutions that espouse: “A list of accrediting agencies
that sounds a little too impressive. Often, these schools will list accreditation by organizations that are not
recognized by the U.S. Department of Education or the Council for Higher Education Accreditation (the two
reputable organizations that recognize accrediting agencies).” As previously mentioned, it is important to remember
that a school's accreditation status has a substantial impact on how employers view the school from which a
candidate has graduated or chosen to attend. One must be very certain the online school is accredited and that the
accrediting agency is legitimate (i.e., one that is recognized by either the U.S. Department of Education or the
Council on Higher Education Accreditation (CHEA)). "Online Associate Degree" and "online business degree"
colleges must be particularly scrutinized in this area. [2]
It is the authors’ experiences, in discussing an accreditation status of an institution with an attending student,
the student will frequently assert that the institution is accredited. Generally, however, students do not know by
whom the accreditation is awarded, have not heard of CHEA or the big six regional accreditation agencies [12], do
not know the period of accreditation, and, in general, only know that ‘accreditation’ is a good thing. Students are
simply provided an assertion that their program of study or institution is accredited. Thus, the buzzword is
communicated and students often feel fully assured – only to later discover, to their amazement, that their program
of study lacks accreditation by a valid accrediting agency. By then, it is too late.
Similarly, another key assertion made by some of these ‘accredited institutions’ regards the issue of ‘transfer
credit.’ Students should carefully determine whether the credits they earn from a suspect institution are
‘transferrable’ to another undergraduate or graduate program. They are frequently led to believe that all credits in
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their program of study will, indeed, be transferrable. But the reality, again, is often discovered too late. Frequently,
such coursework may be transferrable, but the courses don’t map or do not count unit for unit with traditional
courses in a legitimately accredited institution. Thus, their ‘coursework’ will not count toward fulfilling degree
requirements at other institutions.
It is indeed unfortunate that such ‘accredited’ institutions are allowed to take advantage of students and, in
so doing, cause credible online programs to suffer. There is an enormous list of high quality online programs. But
an aspiring student must spend the time to do the research to differentiate the legitimate ones from those not so
legitimate. Complicating the matter are articles such as the one appearing in Fortune: "Most Admired Companies".
[16] Southwest Airlines, Wal-Mart Stores and Intel Corp. all indicated they would accept online degrees from
accredited institutions. Note the word ‘accredited.’ But as we have seen, there are accredited institutions and there
are ‘accredited’ institutions. Intel's Gail Dundas stated: Certainly we'd consider applicants with online degrees so
long as they're from major universities or a regionally accredited [note again, ‘accredited’] program that we'd
typically hire from." Intel has partnered with Babson College in Wellesley, Mass., in offering an online MBA
program designed just for Intel employees.[17] So students are cautioned to judge wisely when considering which
school to earn a college degree from online.

IV. HONOR SOCIETIES
Turing attention to honor societies, the Association of College Honor Societies (ACHS) “is the nation’s only
certifying agency for college and university honor societies. ACHS sets standards for organizational excellence and
for scholastic eligibility for the various categories of membership”. [13] In short, ACHS may be viewed as an
accrediting agency for honor societies. Appearing on the ACHS website is the statement that honor societies “exist
for one primary purpose: to encourage and honor superior scholarship and leadership achievement”. This is the
mission of each of the 60+ international honor societies that make up the membership of ACHS. It is likewise the
responsibility of each individual society’s governing board to work to ensure that any student who is ultimately
invited to membership in their respective society has met these same high levels of scholarship.
To become a member of ACHS requires that an individual honor society has complied with a set of criteria
that establishes the credibility of the applying society. These criteria are:
•

•

•

•

Minimum Scholastic criteria
o Undergraduate (Specialized and Leadership) – Rank in the upper 35% of the class. That rank converts
to a 3.2 or 3.3 GPA in most cases—3.0 is likely too low in this age of grade inflation. Honor societies
that advertise a minimum 3.0 are probably more appropriately labeled Recognition Societies (a
definition that has been generally accepted since 1925).
o Undergraduate (General) - Rank in the upper 20% of the class.
o These criteria are minimum ones; many societies have higher standards.
Governance
o Membership participation in setting authority for control of the affairs of the organization.
o Governance by officers/board members elected by the membership.
o Membership participation in approving and amending bylaws.
o Full financial disclosure.
Campus Chapters
o Formal chartering of each campus chapter by institution and college/department petition, approved by
official action of the governing body of the national organization.
o Candidate selection by the campus chapter.
o Membership invitation by an official chapter.
o Chapter representation in national governance.
Web Site – the following items are accessible by the general public (missing items raise questions of
credibility):
o National Officers and Headquarters Staff
o National Office mailing, telephone, fax, and e-mail addresses
o Criteria for membership
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•

o Benefits of membership
o Membership fee
o Bylaws
o Chapter charter policies and procedures
Factors that Raise Questions about Credibility
o Address limited to Post Office Number
o Web site items (above) missing, especially bylaws - thus transparency is lacking
o Chief Executive Officer contact information missing
o Online application - certified honor societies issue invitations to all qualified candidates from
institutional chapters
o Vague and flexible eligibility standards
o No institutional chapter structure.

It is useful to consider these ACHS membership criteria because similar criteria are applicable when an honor
society’s board is called upon to evaluate a new chapter application from an aspiring institution. Since a member
society, say Upsilon Pi Epsilon (UPE) [14], must comply with ACHS criteria, it follows that an institution having
(or applying) for a UPE chapter must not only be in compliance with UPE’s specialized criteria, but also be fully
compliant with the ACHS criteria. Similarly, the institution having a UPE chapter must work to ensure that, once a
chapter is approved and initiated, these criteria are continuously and rigorously applied when new student members
are invited into membership at their respective institutions. It is an imperative that the careful application of these
criteria be executed regardless of whether the applying institution represents one delivering traditional education or
one that delivers online education.

V.

SUMMARY

If an honor society lacks membership in ACHS, it does not necessarily mean that the society is “bogus.” Nor
does the lack of a discipline-specific honor society at a given institution indicate that the institution is “bogus” or
that its educational offerings have little value. It is important, however, to realize that online institutions are looking
for means to enhance their credibility and stature. Accreditation is certainly one way of doing so and the already
discussed proliferation of accreditation mills is exacerbating the problem of evaluation. For example, “the
"American Association of Accredited Colleges and Universities", may sound rather official but in reality this fake
organization was invented several years ago by a less than prestigious college”. [15] Thus, unless the claim of
accreditation is honest, and the accreditation is made by a reputable organization, it may carry very little
significance. After all, institutions know full well that the claim of accreditation may be the difference between a
student choosing to attend or to not. Also, if an institution fails to claim accreditation, some employers may not
recognize their degrees and course credits may not transfer to other institutions.
Recognition by a legitimate honor society is another means by which online programs are seeking credibility.
Online educational opportunities are currently available in many countries and their availability is growing daily. It
is only natural for such programs to seek honor society chapters. As such, honor society governing boards must
learn how to evaluate these programs and to deal with them in an honest, objective manner. It is the society’s
governing board that must be vigilant to protect their society and its members by taking steps to ensure only
qualifying institutions are granted chapters. Criteria must be fairly applied and due consideration must be paid to
applying online schools – but not at the expense of the society and its members.
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Faculty’s Perceptions and Preferences toward Shared Governance in
Higher Education
Shih-Ching Tsai
Aletheia University

Introduction
Shared governance has generally been described as the joint participation by
both faculty and administration in the institutional decision-making process (Joyce,
2000). The concept of shared governance requires sharing of responsibility by faculty
and administrators for major institutional decision-making. Faculty involvement in
governance impacts the effectiveness of a university (Terrell, 1999). Faculty
involvement is also an important element of their individual performance, level of
satisfaction, and acceptance of decisions (Carlisle& Miller, 1998; Evans, 1999; Miller
& Seagren, 1993). Therefore, it is important to explore the level of faculty
involvement, and the gap that may exist between actual and preferred levels of faculty
involvement.
The literature is generally in favor of shared governance. Participatory
decision-making is accepted by administrators and faculty members as the preferred
way for universities to operate. Universities in Taiwan are also adopting a shared
governance structure and trying to involve faculty in the decision-making process.
This paper reports the findings of a study that examined the perceptions, attitudes,
preferences, and actual reported degree of faculty participation in decision-making in
Taiwanese universities. It was aimed at exploring possible agreements and
disagreements between the faculty and administrators concerning these perceptions,
and between the actual and preferred degree of faculty participation in both groups.
Six questions were addressed in this study: (a) What are the most and the least
reported areas of faculty involvement in decision-making? (b) What are the most and
the least preferred areas of faculty involvement in decision-making? (c) Is there a
difference between faculty and administrators’ reports of faculty involvement in
decision-making? (d) Is there a difference between faculty and administrators in their
preference for faculty involvement in decision-making? (e) Among the faculty, is
reported involvement different from preferred involvement in decision-making? and,
(f) Among the administrators, is their reported faculty involvement different from
their preferred faculty involvement?
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Method
A questionnaire concerning faculty participation in decision-making process was
developed as the instrument used in the study (Appendix A). The questionnaire
measured the actual level and preferred level of faculty involvement in institutional
decision-making as reported by faculty and administrators. In order to maximize the
construct validity of the scales, research literature and faculty manuals were used to
guide the instrument development.
The population for this study is the faculty members in 46 universities in Taiwan.
All 46 universities are listed in Statistic Summary of Colleges and Universities
published by The Ministry of Education. Some of the important attributes of the
universities such as location, number of faculty, and students, are also listed in the
statistics summary. For the purpose of this study, these universities were grouped in
six categories on the basis of their public or private status and relative size (small,
medium, and large). Table 1 shows the structure of the population.
Table 1
Status

The Structure of the Population
Small
less than 300 faculty

Medium
300-499 faculty

Large
more than 500 faculty

Public

8

6

7

Private

9

11

5

A purposive sample (Creswell, 2003) of six universities was selected from
this population on the basis of two attributes: public vs. private, and the size of
their institution. One university in each category indicated in Table 1 was
randomly selected.
The participants in the study were 900 full-time faculty members and 131
administrators at six selected universities. 150 faculty members in each
university were randomly selected. The administrators were selected by their job
titles: (a) President and Vice President, (b) Dean of Academic Affairs, (c) Dean
of Student Affairs, (d) Dean of Financial Affairs, (e) Dean of College and
Department Chairs, and (f) Division Directors. Administrators with these titles at
the selected institutions were all included in the Study.
A total of 900 questionnaires wee mailed to selected faculty members. A
total of 505 questionnaires were returned, resulting in a return rate of 56.1%. A
total of 131 questionnaires were mailed to the administrators in this study, and 98
were returned, resulting in a return rate of 74.8%.
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Findings
(a) What are the Most and the Least Reported Areas of Faculty Involvement in
Decision-Making?
To answer this question, means and standard deviations were calculated for
each of the items of the Faculty Involvement Questionnaire. Table2 presents the
means and standard deviations of the 21 items.
Table 2

Means and Standard Deviations for Faculty and Administrators’ Perception
of Faculty’s Actual Involvement

Item

Faculty

Administrator

Mean

SD

Mean

SD

Deciding on non-reappointment of a faculty member.

1.74

.88

2.33

1.12

Deciding who get promotion.

1.83

.91

2.46

1.07

Deciding who to hire as a new faculty member.

1.96

.96

2.56

1.03

Developing personnel policies.

1.76

.86

2.31

1.02

Deciding who can take a leave of absence.

1.53

.80

2.26

1.06

Selecting textbooks for your courses.

3.06

1.05

3.15

1.02

Deciding who should graduate.

2.04

1.04

2.82

1.08

Deciding required and elective courses.

2.35

.99

2.88

1.06

Deciding who should be admitted to the program.

1.94

1.03

2.82

1.06

Selecting college deans.

1.62

.95

1.86

1.09

Selecting university president.

1.60

.96

1.87

1.14

Selecting department chairs.

2.05

1.17

2.49

1.13

Selecting division directors.

1.41

.80

1.54

.95

Making institutional budget plans.

1.38

.65

1.78

.89

Determining the department financial needs.

1.76

.86

2.61

1.08

Allocating financial resources.

1.37

.63

1.85

.90

Supervising department budget plan implementation.

1.63

.84

2.59

1.08

Supervising institutional budget plan implementation.

1.46

.74

1.68

.88

Developing the guidelines for student organization.

1.55

.80

1.76

.79

Developing the policy for use of the university building.

1.48

.73

1.72

.81

Developing the policy for public relations.

1.43

.70

1.68

.71

As the table shows, the three most frequent reported decisions by faculty
were selecting textbooks (M=3.06), deciding required and elective courses
(M=2.35) and selecting department chairs (M=2.05). The three most frequent
areas of faculty participation as reported by the administrators were selecting
textbooks (M=3.15), deciding required and elective courses (M=2.88), and
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deciding who should graduate (M=2.82). Both faculty and administrators
reported faculty were most involved in textbook and course decisions. Selecting
department chairs was the third biggest area of participation reported by faculty
(M=2.05), but was the eighth strongest area reposted by administrators (M=2.49).
Overall, the administrators perceived the faculty to be more involved than the
faculty themselves did.
The three least frequent areas of reported involvement by the faculty were
allocating financial resources (M=1.37), making institutional budget plans
(M=1.38), and selecting division directors (M=1.41). For administrators, the
three smallest means were selecting division directors (M=1.54), supervising
institutional budget plan implementation (M=1.68), and developing policy for
public relations (M=1.68). Both Faculty and administrators reported low levels
of faculty involvement in selecting division directors. The administrators had
higher means than the faculty for each of the 21 items, which means the
administrators perceived that faculty were more involved in these decisions than
the faculty reported they were.
(b) What are the Most and the Least Preferred Areas of Faculty Involvement in
Decision-Making?
This question was answered by calculating means and standard deviations
for the 21 items of the Faculty Involvement Questionnaire measuring faculty and
administrators’ preferred level of faculty involvement. Table 3 presents the
means and standard deviations for the 21 items by faculty and administrator.
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Table 3

Means and Standard Deviations for Faculty and Administrators’
Preferences for Faculty Involvement

Item

Faculty

Administrator

Mean

SD

Mean

SD

Deciding on non-reappointment of a faculty member.

2.36

.90

2.69

1.01

Deciding who get promotion.

2.39

.88

2.61

1.01

Deciding who to hire as a new faculty member.

2.52

.91

2.90

.87

Developing personnel policies.

2.37

.81

2.66

.85

Deciding who can take a leave of absence.

2.21

.96

2.60

.98

Selecting textbooks for your courses.

3.23

.92

3.40

.82

Deciding who should graduate.

2.84

.86

3.14

.89

Deciding required and elective courses.

2.96

.92

3.22

.87

Deciding who should be admitted to the program.

2.73

.96

3.09

.93

Selecting college deans.

2.71

1.02

2.60

1.12

Selecting university president.

2.62

1.08

2.63

1.06

Selecting department chairs.

2.88

1.03

3.07

1.00

Selecting division directors.

2.17

1.03

2.08

1.11

Making institutional budget plans.

2.15

.90

2.41

.97

Determining the department financial needs.

2.54

.88

3.06

.88

Allocating financial resources.

2.17

.90

2.55

.99

Supervising department budget plan implementation.

2.48

.91

3.13

.86

Supervising institutional budget plan implementation.

2.14

.86

2.38

1.05

Developing the guidelines for student organization.

2.10

.77

2.19

.82

Developing the policy for use of the university building.

2.24

.87

2.41

.89

Developing the policy for public relations.

2.09

80

2.35

.84

As shown in Table 3, consistent with reports of actual involvement, the three
areas of involvement most preferred by the faculty selecting textbooks (M=3.23),
deciding required and elective courses (M=2.96), and selecting department chairs
(M=2.88). Similarly, administrators’ three most preferred decisions were selecting
textbooks (M=3.40), deciding required and elective courses (M=3.22), and deciding
who should graduate (M=3.14). These three are academic decisions. Faculty and
administrators agreed on their preferences for faculty to be involved in selecting
textbooks and deciding required and elective courses. Selecting department chairs was
the third most preferred decision for the faculty (M=2.88), but was the sixth most
preferred decision for the administrators (M=3.07).
The three least preferred decisions for the faculty were developing policies for
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public relations (M=2.09), developing guidelines for student organizations (M=2.10),
and supervising institutional budget plan implementation (M=2.14). Similarly, the
administrators’ least preferred decisions were selecting division directors (M=2.08),
developing guidelines for student organizations (M=2.19), and supervising
institutional budget plan implementation (M=2.38).
(c) Is There a Difference between Faculty and Administrators’ Reports of Faculty
Involvement in Decision-Making?
This question was answered by performing a multivariate analysis of variance
(MANOVA), with five scores representing five decision areas : personnel decisions,
academic decisions, selecting leaders, financial decisions, and general policies. The
independent variable was the participants’ position (faculty or administrator).
MANOVA showed a significant multivariate difference between faculty and
administrators in their report of faculty involvement in decision making, F(5, 588)
=20.29, p<.05, η2=.15. Table 3 shows that the biggest mean difference between
faculty and administrators existed in personnel decisions (2.40-1.76=.64), and the
smallest mean difference between them existed in developing general policies
(1.72-1.49=.23). Overall, the magnitude of differences between the faculty and
administrators was not strong. Only 15% of the variation in the level of faculty
involvement is related to the participants’ position as faculty or administrators.
Following this multivariate effect, a univariate ANOVA was conducted on each
of the five decision areas. The result is presented in Table 4.
Table 4

ANOVA for Group Effects on Faculty’s Actual Involvement

Area

F

η2

p*

Making Personnel Decisions

55.26

.09

.00

Making Academic Decisions

43.04

.07

.00

8.66

.01

.00

Making Financial Decisions

76.57

.12

.00

Developing General Policies

10.16

.02

.00

Selecting Leaders

*

P was tested at .01 level

Following a Bonferroni-like procedure for controlling Type I error (Tabachnick
& Fidell, 2000), each ANOVA was tested at .01 level (α=.05/5=.01). The univariate
ANOVAs for these five areas were all statistically significant, indicating that faculty

2009 HICE Proceedings
Page 402

and administrator reported different levels of faculty participation in each of the five
areas. Despite the statistical significance of differences, magnitudes of the effect were
relatively small. The largestη2was .12 in financial decisions, indicating that 12% of
the variation in scores was attributable to position (faculty vs. administrator).
To summarize the results for this question, the position differences in the
preferred faculty involvement was statistically significant, but the magnitudes were
small. Administrators reported that faculty have a higher level of involvement than
faculty reported for themselves.
(d) Is There a Difference between Faculty and Administrators in Their Preference for
Faculty Involvement in Decision-Making?
This question was answered by performing MANOVA on five dependent
variables: personnel decisions, academic decisions, selecting leaders, financial
decisions, and general policies. The independent variable was respondents’ position
(faculty or administrator). MANOVA showed a significant multivariate difference
between faculty and administrators in their preferences for faculty involvement in the
combination of the five decision areas, F(5, 588)=10.74, p<.05,η2=.08. Despite a
statistical significance, the magnitude of the difference between faculty and
administrators was not great,η2=.08 indicates that 8% of the variance in scores was
related to differences between faculty and administrators.
Following this multivariate effect, a univariate ANOVA was conducted on each
of the five decision areas. A Bonferroni-like procedure was used to control for Type I
error (Tabachnick & Fidell, 2000) by testing each ANOVA at .01 level(α=.05/5=.01).
The result is presented in Table 5.
Table 5

ANOVA for Group Effects on the Preference for Faculty Involvement

Area

η2

p*

Making Personnel Decisions

15.24

.03

.00

Making Academic Decisions

11.20

.02

.00

.13

.00

.72

Making Financial Decisions

25.58

.14

.00

Developing General Policies

4.26

.01

.04

Selecting Leaders

*

F

P was tested at .01 level
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The univariate ANOVAs were statistically significant for personnel decisions,
F(1, 592)=15.24, p<.01, academic decisions F(1, 592)=11.20, p<.01, and financial
decisions, F(1,592)=24.58, p<.01. Despite significant differences in these three areas,
the magnitude of these differences (η2) were small, ranging between .02 to .04.
To summarize the results for this question, multivariate analysis showed that
faculty and administrators did express different preferences for faculty involvement in
the five areas in combination. The univariate analysis showed small but statistically
significant differences in personnel, academic and financial decisions.
(e) Among the Faculty, Is Reported Involvement Different from Preferred Involvement
in Decision-Making?
This question was answered by performing a multivariate repeated measure
analysis of variance (Repeated MANOVA) on faculty’s actual and preferred scores on
the five subscales as the dependent variables. The within-subject factor was the type
of involvement (actual vs. preferred). The multivariate result showed a significant
effect of type, F(5, 494)=181.38, p<.05,η2=.65, indicating that faculty’s actual
involvement in decision-making was different from their desired involvement.
As reflected in the effect size (η2), there is a broad gap between faculty actual
and preferred involvement. Sixty-five percent of the variation in scores was explained
by this gap. Repeated MANOVA analysis found a significant difference between
faculty’s actual and preferred involvement in decision-making. Faculty desired a
higher level of involvement than they currently have.
(f) Among the Administrators, is Their Reported Faculty Involvement Different from
Their Preferred Faculty Involvement?
To answer this question, a repeated MANOVA was performed on administrators’
reports of faculty’s actual involvement and administrators’ preferred faculty
involvement in the five areas as dependent variables. The within-subject factor was
the type of involvement (actual vs. preferred). The multivariate result showed that the
difference between reported and preferred involvement was statistically significant, F
(5, 89)=52.28, p<.05,η2=.75. The effect size (η2) indicates a relatively large gap.
Seventy-five percent of the variation in scores was explained by the type of
involvement (actual vs. preferred).
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To summarize the results for this question, administrators think that faculty
should have a higher level of participation than they currently have, especially in
selecting leaders. Although administrators reported a higher level of faculty
involvement than faculty themselves did, they still think that faculty should have a
higher level of participation than they currently have. However, the gap between the
actual and preferred involvement was smaller among the administrators than among
the faculty themselves.
Conclusion
The results of data analysis indicated that faculty and administrators reported
faculty to have the highest level of involvement in academic decisions. Both groups
also showed the highest preference for faculty involvement in academic decisions.
Differences were found between both their reports of faculty involvement, and in their
preference for faculty involvement. Analysis of actual and preferred faculty
involvement suggested that faculty desired a higher level of involvement, and the
administrators agreed that faculty should have a higher level of involvement.
The findings of this study pointed to a large gap between actual and preferred
level of faculty involvement. The result supported the notion that faculty and
administrators at universities in Taiwan would prefer greater involvement of faculty
members in the decision-making process. Since both faculty and administrators
desired a higher level of faculty involvement, there is a need for universities to review
their governance structures such as the role and authority of councils and committees
that exist for the purpose of involving faculty members in institutional
decision-making. The decision-making process needs to be more open to the faculty
member to reduce the gap between actual and desired level of faculty participation.
For faculty to be effectively involved in the decision-making process,
universities should provide training for them to understand the complex nature of
higher education decision-making, and the management and communication skills
that are necessary for it.
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Appendix A
FACULTY INVOLVEMENT SURVEY
Instructions:
The following are brief descriptions of decisions that are typically made at the university.
Please read each of them carefully and specify how much you are currently involved in each
of the decisions. Then, in the next column, pleas give your opinion on how much do you think
you should be involved in each of the decisions. 1=never involved, 2=seldom involved,
3=sometimes involved, and 4=always involved.

Area of decision making
Developing policies and procedures for faculty

How much are you
currently involved in

How much do you
think you should be
involved in

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

Developing policy for public relations

1

2

3

4

1

2

3

4

Developing the policy for use of the university

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

Deciding who gets promotion.

1

2

3

4

1

2

3

4

Making the decision on non-reappointment of a

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

Selecting the university president.

1

2

3

4

1

2

3

4

Selecting college deans.

1

2

3

4

1

2

3

4

Selecting department chairs.

1

2

3

4

1

2

3

4

Selecting division directors.

1

2

3

4

1

2

3

4

Deciding who should be admitted to the

1

2

3

4

1

2

3

4

Deciding who should graduate.

1

2

3

4

1

2

3

4

Selecting textbooks for your courses.

1

2

3

4

1

2

3

4

Deciding which courses to be required and

1

2

3

4

1

2

3

4

recruitment, promotion, and non-reappointment.
Developing the guidelines for governing student
organizations.

building.
Deciding who to hire as a new faculty member
at your department.

faculty member.
Deciding which faculty member can take a
leave of absence to do research or further study.

program.

which to be elective.
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Deciding who should get student financial aid.

1

2

3

4

1

2

3

4

Determining the department financial needs and

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

Making institutional budget plans.

1

2

3

4

1

2

3

4

Allocating financial resources among

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

making budget plans.
Supervising and evaluating department budget
plan implementation.

departments and programs.
Supervising and evaluating institutional budget
plan implementation.
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Abstract: Videostreaming Technology has been demonstrated to improve the
learning achievement of Middle School students (Holodick & Smith,
2006).It is a technique used by Pre-Student Teaching and Graduate students
to incorporate video clips directly from the internet into lessons. Griffin
(2005) wrote about the effective use of video in the classroom as a means to
improve the achievement levels of students in a K-12 classroom. As the
technology level of our students becomes more sophisticated, so does the
need for higher levels of videostreaming. As our students seek to meet
mandates to reach all children, it provides opportunities to meet the needs of
students who are increasingly watching and playing videos. Thus, our
students need to increase their abilities to incorporate videos into lessons.
Videostreaming provides a comprehensive forum for undergraduate and
graduate students to use video clips in an easier format than other means of
integrated video. A pre and post survey was conducted on the undergraduate
and graduate students to determine their knowledge of videostreaming and
their readiness to incorporate it into their teaching.

Introduction:
Video streaming is an interactive video experience designed to deliver content
area related videos to students. Users (with a password) are able to download videos or
video clips, save them and use them in any number of ways. It provides schools with the
ability to access a substantial number of videos (50,000+) for a fixed rate, accessible at
teacher’s fingertips, rather than building a library of videotapes and needing to store these
tapes. As the technology level of our undergraduate and graduate students becomes more
sophisticated, so does the need for higher sophistication of video streaming capabilities.
The program “United Video Streaming” provides a comprehensive forum for
undergraduate and graduate students to use video clips in the classroom in an easier
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format than other means of integrated video. This technology has been demonstrated to
improve the learning achievement of Middle School students (Holodick & Smith, 2006).
Boster et al.(2002) also showed dramatic improvement in student achievement in a larger
study, showing an average increase of 12.6% by students exposed to United Streaming.
In addition, the U.S. Department of Education indicates that the use of videostreaming technology can help accomplish National Educational Technology goals
(2004). These goals are:
1.

All students and teachers will have access to information technology in their
classrooms, schools, communities, and homes.

2. All teachers will use technology effectively to help students achieve high
academic standards.
3. All students will have technology and information literacy skills.
4. Research and evaluation will improve the next generation of technology
applications for teaching and learning.
5. Digital content and networked applications will transform teaching and
learning.
One concern that is often raised is the amount of time it takes within a class to introduce
and use such technology. Research has suggested that “…more student projects and
cooperative learning activities that are student-centered can be developed” by building
from the video-clips (Reed, 2003). Often the “United Streaming” that we have used
includes various lesson plans and lesson plan ideas that allows our students to see how
others have worked through the time management perspective.
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In this project video streaming was a technique used by Elementary Pre-Student
Teaching and Graduate students to incorporate video clips directly from the internet into
lessons. Griffin (2005) wrote about the effective use of video in the classroom as a means
to improve the achievement levels of students in a K-12 classroom. As our students seek
to meet mandates to reach all children, video streaming provides opportunities to meet
the needs of students who are increasingly watching and playing videos. Therefore, our
college students need to increase their abilities to incorporate videos into their lessons.
Methods:
The authors began this study by administering an attitudinal survey to
undergraduate and graduate education majors. After the initial survey was completed, the
two different instructors began to assist students in implementing this type of technology
into their teaching experiences. After various techniques were used to assist these
students in learning about video streaming, a secondary survey was administered to both
groups. Additional work and follow-up continued as these students progressed through
their courses.
Undergraduates: Streaming videos were used within the education pre-student
teaching methods courses for undergraduates, as a way of introducing new material and
demonstrating how mathematical concepts are used in the everyday world. Students in
these courses are expected to develop curriculum units integrating mathematics, language
arts, and science around a central theme. Immediately upon demonstration, pre-student
teaching students began brainstorming how these might fit into the curriculum.
In addition to the curriculum unit, these students also participated in a field
experience in local schools. Students were required to teach the integrated theme cycle
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within the classrooms they were assigned. Faculty also required students to use
technology during one of these lessons. Many students used video clips to bring material
to life in their elementary teaching assignments. These videos allowed students in the
classroom to experience the material through a different venue and using different senses
than a traditional lesson. The videos were typically used to enhance instruction, rather
than replace it. Students commented on how well this was received by both the students
in their class and the co-operating teachers.
The use of videostreaming in this setting also provided students with another
chance to work with their co-operating teachers. As many of the co-operating teachers
had not previously been exposed to this means of finding video, our pre-student teachers
had the opportunity to share some of their knowledge with teachers in the field who had
already given so much to our students.
Graduate: The graduate students had very little to no experience with streaming
videos. The technology was introduced to the graduates to be incorporated into an
assignment designed to teach reading in the content areas. One class session was devoted
to learning how to access the information and discovering the many aspect of the
program. Graduate students were then assigned a project to develop a lesson around the
streaming video to improve the knowledge level and reading strategies for their students.
A rubric was developed according to The International Reading Association’s reading
specialist guidelines.
The survey was administrated at the end of both courses to determine if there
were changes in attitude and amount of usage.
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Results
Undergraduates: Pre-testing survey results from the undergraduate education
majors were informative about their level of knowledge about streaming videos. They
admitted having limited knowledge of this technology at the start of our project. One
way “United Video Streaming” was introduced to the students was as an opportunity to
introduce lessons or to show experiments that cannot be replicated in the classroom
(often due to safety concerns). As previously noted, students began to brainstorm the use
of this technology in the classroom. Several students followed through. One student
used it as an opportunity to illustrate to elementary students the variety of insects in their
native habitats as she was teaching this material. Another student used the video to
discuss electricity. Most undergraduate pre-professional students wished to develop a
proficiency in using this technology in the classroom and wanted to know what kind of
effect use of this technology would have on their teaching. Undergraduate students
appeared to be more concerned with the technical knowledge that they would need and
their ability to effectively manage the videos while working with students. Students
initially questioned the roles of elementary students and teachers when using the videos
on a computer. At the start of the project, students were also reluctant to say that they
would have the ability to familiarize other teachers with the use of streaming videos.
After working with them a short time, students found themselves discussing the
technology with their co-operating teachers.
After using the program for ten weeks the survey was re-administered. The
results at that time were interesting. After statistical analysis significant difference was
demonstrated on seven items. The first three items reflected the limited knowledge of the
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undergraduate about possible technology. These three items asked about the knowledge
level of video streaming and using them in a lesson. Undergraduates appeared to be very
open to the idea of learning about the technique and incorporating video streaming into
lessons. Time was also a consideration for the undergraduates. Time was a consideration
in developing lessons and using the lessons in the classrooms; however their opinions
changed for the post survey. There was also a significant difference in their belief in
effective classroom management using the video. Experience on the part of the
undergraduates may have had more of an effect than the technology.
Graduates: Pre-testing survey results indicated that the graduate students were
not familiar with streaming video as a technology that they could utilize within the
classroom. Many were uncertain as to the purpose of video streaming. As a discussion
developed about video streaming the graduate students became very excited about the
possibilities of the techniques. They eagerly anticipated demonstrating this new
pedagogy to their colleagues and saw a tremendous advantage of the video streaming for
their students.
After reviewing the results of the post survey some interesting trends were noted.
Similar to the undergraduates the graduates knew very little about video streaming but
post results indicated considerable knowledge gains. One area that caused hesitation of
the part of graduate students was that they were unsure of their roles as a teacher in the
process. Discussion indicated that sometimes, as teachers, they view the internet as a
filler for information not as a teaching tool. Results indicated a significant difference in
this belief at the end of the study. The teachers became very active in the learning
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experience. Also, the graduate students were very accepting of the ideas of increased
used of the internet as a teaching tool.
Comparisons: When conducting a t-test on the results of the two sets of surveys
(undergraduate and graduate) there were only significant differences on two questions
(alpha=.05). The two questions (6) “I would like to know what resources are available
for Integrating streaming videos in my curriculum” and (20) “Learning how use
streaming videos is a low priority for me because I am too preoccupied learning about
other teaching strategies to be concerned with streaming videos”.
The graduate students were very interested in the resources available for integration of
streaming videos in their curriculum because they observed a deficiency in the
knowledge level of their students. It was a low priority for undergraduate because they
understand that everything is new to them. The undergraduates believe in their
competency in using technology and they are not concerned about learning something
new. The graduates were very concerned about mastering the technology because they
believe they have an inadequate background on the subject area. The graduate students
were also pleased about the quality of the video clips available through Video Streaming.
When analyzing the post survey results three areas for consideration became
evident. The first was that the technology was new to both undergraduates and graduates.
The second consideration was that the graduate students were comfortable about
introducing new technology into the classroom but the undergraduates were hesitant.
This could be because it was one of their first whole classroom teaching experiences and
the classroom was not their students. The third area for consideration was in the area of
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time to plan the introduction of new technology. The graduate students had a better
understanding of the process, while the undergraduates were hesitant.
The researchers were pleased with the results and plan to continue to introduce
and require lessons from both undergraduate and graduate students.
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Statement of the Problem
The retention of highly qualified teachers is an ongoing problem in education. During the
past two decades much has been written about the need to address the critical K-12 teacher
shortage (Bobbitt, Leich, Whitener & Lynch, 1994; Meich & Elder, 1996; Murnane, Singer,
Wilet, Kemple & Olsen, 1991; Weiss & Boyd, 1990; Rumberger, 1987). Ingersoll (2002) pointed
out that teaching has a higher drop-out rate than any other profession.
Some researchers have characterized the teaching profession as an occupation that “eats
its young” (Ingersoll & Smith, 2004, p.28) because the initiation process for entry level teachers
is often a trial by fire. Ingersoll and Smith (2004) compared the initiation of newly hired teachers
as similar to being” lost at sea” (p. 28) because often entry level teachers are left to succeed or
fail within the isolation of their own classrooms.
Approximately, 40% of current teachers in the United States are expected to retire by
2010 (Allen, 2002). Teacher retention is an ongoing problem since 50% leave the profession
within their first 5 years (Ingersoll, 2002). Moreover, Ingersoll (2001a, 2001b) found that
teachers retiring from the profession steadily increased during the 1990s. The number of retirees
leaving the teaching profession was less than the number of teachers leaving the profession for
other reasons. Ingersoll’s work suggests that the greater problem in retaining teachers is related
to nonretirement turnover.
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Background of the Problem
There is a growing interest in providing support to induction level teachers. Historically,
the teaching profession has not offered a structured initiation process to teachers that is common
in most white collar and traditional professions (Ingersoll & Smith, 2004). Teaching requires
intensive daily interactions with youngsters but for the most part teachers work in isolation
separated from their colleagues. This often has dire consequences for “rookies” who are often
left on their own to “sink or swim” within the confines of their own classrooms (Ingersoll &
Smith, 2004). Not surprisingly, the attrition rate of novice teachers is a chronic problem in
education.
According to Washurn and Washburn-Moses (2008) approximately 50% of new teachers
leave the profession within the first five years. Veenman (1984) analyzed eighty-three studies to
identify the most serious problems faced by novice teachers. He ranked the most serious
problems in the following order of importance: classroom discipline, motivating students,
dealing with individual differences, assessing students’ work, relations with parents, classroom
organization, insufficient supplies and materials, and dealing with students’ individual problems.
A review of the literature suggested that mentoring novice teachers during the induction
process was an effective way to mitigate attrition and in some cases increased retention rates and
efficacy for both mentors and mentees (Brennan, Thames, & Roberts, 1999; McCormick &
Brennan, 2001). Ingersoll and Smith (2004) reported that nearly two-thirds of new teachers
reported working with a mentor at some time during their first year. The degree of helpfulness
depended on the quality of the interaction between mentor and mentee and how well the
mentor’s experience and teaching assignment meshed with that of the induction level teacher.
Significance of the Problem
According to Mihans (2008), over 64, 900 public schools reported vacancies during the
2003 to 2004 school year. Alarmingly, teacher attrition rates continue to soar, while student
enrollment steadily increases. These data make it imperative to retain highly qualified teachers.
Goodlad (2004) suggested that one reason for the attrition rate may be because schools
are expected to do much more than teach reading, writing, and arithmetic. Society in general, and
parents in particular, expect schools not only to teach academics but to supply a reasonably
balanced program of learning that focuses attention on their children’s intellectual, social,
vocational, and personal development. To further complicate curricular issues, there is ongoing
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debate regarding the appropriate teaching of the nature of man because of conflicting value
systems, ambiguous ethical, moral, and spiritual beliefs and questions about man’s role in society
(p.54).
Statement of the Purpose
The purpose of this case study was to elicit a beginning teacher’s reflections about the
challenges she faced during her first year (induction year) of teaching and to share her thoughts
about her mentor’s role in guiding her teaching practices.
Research Design
The researchers observed one teacher (hereafter referred to as Ava) from the Fall 2007
through the end of the Fall 2008. The researchers observed and scripted Ava’s interaction with
her students, their parents, her mentor, her principal, and her colleagues. She was asked to reflect
on her teaching practices, the quality of her interactions her mentor and her relationship with her
peers. The researchers asked Ava to specifically articulate the challenges she faced as a novice
teacher and how suggestions from her mentor had assisted her.. Data were gathered from
observations, interviews with Ava, her principal, her mentor, and her university supervisor.
Specific information about the school demographics and resources was gathered from the
principal.
The researchers observed Ava during instructional activities and during extra-curricular
activities (i.e. Harvest Ho-Down, Jog-a-thon, athletic events). Ava was also observed on days
considered to be difficult teaching days (i.e. minimum day, day before spring break, Halloween,
day before winter break).
During extra-curricular activities the researchers noted that it was not uncommon for the
students and their parents to engage Ava in conversation. Frequently, her first graders
spontaneously ran up to her and hugged her. They appeared genuinely delighted to see her. The
researchers observed these interactions were frequent and that the parents appeared to respect
Ava as a professional. On more than one occasion, the researchers heard the parents say how
delighted their student/s/ were to be in Ava’s class.
During minimum days or days before major holidays, the researchers observed that
although the students were more excited and more “lively” than usual, most students were
engaged and on task. When the researchers observed on the Friday before Spring break, Ava’s
students were cheerfully engaged in a craft project related to a story they had completed earlier
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in the week. Subsequent to the observation, the researchers learned that Ava’s mentor and
several of her colleagues had encouraged Ava to plan a unit that would culminate in a fun
activity to help mitigate students’ excitement over the impending holiday. During a follow up
interview with Ava, the researchers learned that guidance of novice teachers and good advice
were a common occurrence in the first grade pod.
Subject of the Study
Ava, the subject of the study, is a 26 year old woman with a multiple subject credential.
Ava graduated from UCLA with a degree in Sociology in 2003. Her academic records indicate
that she was a diligent student with an undergraduate GPA that qualified her for the Dean’s list.
Prior to entering teaching, she worked in the private sector for 2 years but found the work dull
and uninspiring.
Ava resigned from the private sector, enrolled in graduate school and volunteered as an
unpaid teacher’s aide in a kindergarten class for a veteran teacher who was characterized by the
principal as a “showcase” teacher. While she was an aide, Ava completed the coursework
required for a multiple subject credential. During fall of 2007, she began her student teaching
assignment.
Approximately 9 weeks into her student teaching experience, a full-time teacher left on
emergency leave. Ava, who had been observed by the school principal, was offered a temporary
contract as a long-term substitute to replace a full-time teacher who had left suddenly on
emergency leave. After consulting with her university supervisor and her master teacher, Ava
accepted the position. She ended the semester with glowing evaluations from parents, and
administrators and was promptly re-hired as the long term substitute for the Spring 2008
semester.
During the fall 2008, Ava applied for a full-time, tenure track teaching position at the
same school where she had been a long-term substitute. She was hired during fall 2008, and is
currently under contract. Feedback from the principal indicated that the subject of the study
ranked #1 on the list of 286 candidates who applied.
Ava clearly did not have a traditional student teaching experience. She was hired to
replace a tenured teacher while she was in the process of completing her student teaching. This
rarely happens. Her university supervisor and master teacher encouraged her to accept the
position because they believed she would succeed. Arguably, many things could have gone
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wrong and her acceptance of the long term substitute job could have ended disastrously; but it
did not. Aside from being an exceptionally competent student teacher, the researchers believe
there are some intervening variables that may have contributed to the subject’s success as a longterm substitute.
Ava is the daughter of a university professor who has worked extensively with the
California Commission on Teacher Credentialing and has had considerable experience
developing and teaching graduate courses in education. She indicated that her mother was one of
her mentors, and that she often used her mother as a sounding board. In addition, Ava had
access to family friends who are currently teachers, university professors, and public school
administrators. Many of these friends provided Ava with academic and career guidance.
Description of the Setting
The setting for this case study is an elementary school located in a very affluent suburban
neighborhood in Southern California. Most of the residents are educated professionals. A
majority of the population consists of nuclear families with stay-at-home moms. There is a
significant military presence, but most military residents are flag or senior command officers.
The housing cost is prohibitive for enlisted personnel, so unless they are granted base housing,
enlisted personnel are unable to live in this city. The average cost of a single family home is
approximately one million dollars.
The school site itself includes Kindergarten through fifth grades and has an enrollment of
774 students. Ninety-six percent of enrolled students are mainstream Anglo students; 14% are
non-mainstream (African-American, Asian, Filipino, Hispanic and Pacific Islander). The average
expenditure per pupil is $4363. The average class size is approximately 25 students per grade.
The school Academic Performance Index (API) indicates that students’ test scores rank in the
10%. All of the teachers at this school have a multiple subject credential and all are NCLB
compliant.
Two percent of the students are English language learners. A majority of students
enrolled in this school are English dominant and come from print rich environments. Most
students have been read to on a regular basis since they were toddlers and arrive at school on the
first day knowing their ABCs and how to count to twenty.
At-risk students are identified by formal and informal assessments and by classroom
performance. Students experiencing difficulty are referred to our Student Study Team which
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meets weekly to address student need, concerns and develop an action plan of strategies that
benefit each learner. Progress is closely monitored. Modifications are implemented and adjusted
as needed. If necessary, a referral to special education may occur. The reading specialists provide
additional literacy group instruction for identified students in grades first through fifth.
English Language Learners receive specialized lessons in English Language
Development daily from a specially credentialed teacher in addition to small group instruction in
their general education classrooms. Special education students' needs are met through
implementation of their Individualized Education Program plans. Appropriate specialists deliver
services, consult with the general education teachers, and provide support to students with
special needs. The District employs two full-time psychologists, two full-time reading specialists
and three speech pathologists.
For the past several years, the school district has offered before and after school
assistance clubs in the areas of Language Arts and Math for students who are performing below
proficient levels. These classes are taught by our regular staff which enhances the learning and
progress of each student. Free tutoring is offered to students through special funding provided by
our Coronado Schools Foundation. The Everyone a Reader tutoring program includes active
involvement from parents and community members who work individually with students to
improve reading skills. Peer tutoring is used within each general education classroom. The tutors
are selected from middle school and high school students trained to work as reading tutors.
Research Questions
The following questions were addressed in this study:
1. What have been your most difficult challenges this year?
I am teaching a K-1 combination. The two grades were formed into a combination class
because we did not have enough students enrolled in either grade to open an additional
kindergarten or a first grade section. As a result, my principal asked me if I would be
willing to teach the combination class. I told her I welcomed the challenge, and it has
been a challenge that I have enjoyed for the most part.
The class is very small – 15 students – and overall they are great kids who are interested
in learning. The dynamic is such that the kids learn from each other. The older kids (first
graders) are familiar with the school routines and they help the kinders with that. I have 2
special needs students with impulse control problems, and 2 English language learners in
kinder who have what I call “playground” English. They are shy and work well with their
peers. Both are quickly acquiring English and their site vocabulary is increasing
geometrically.
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Because my class enrollment is so small, my class is the one that accepts referrals. So far
I have one referral --- a student with impulse control and anger issues. He was so
disruptive in the other class that the decision was made to transfer him to a smaller
setting. My principal included me in the discussion, so his presence was not a surprise.
He is adjusting well, and I am keeping a close watch over him. He and I talk on a daily
basis to discuss his day and any concerns he may have. We review his “decisions” and
discuss the “bad decisions” he may have made that day and what alternative decisions he
could have made if should find himself in a similar situation. He seems to understand the
classroom procedures and has been cooperative for the most parts. Some days are better
than others, but I think we are making progress.
This past year I think my most difficult challenges involved developing best practices for
teaching math and reading lessons. This is partially because there is no specific text for a
combination class. The teaching standards are similar in Kinder and first grade, but there
are differences. I am developing classroom materials that I consider engaging and
interesting and I am also purchasing more reading books and hands on materials to use in
math class. The school budgets have been cut, so I usually spend my own money.
2. What strategies did you receive from your mentor to assist with these challenges?
My mentor taught me the importance of using the appropriate language to use when
dealing with students in both positive and negative situations. She also validated my use
of a consistent discipline plan and due process to track student behavior. Perhaps my
favorite thing was her suggestion that hold a class “meeting” at the end of the day so that
we can discuss, as a class, all of the GOOD things that were accomplished on this day.
We begin by closing our eyes and reviewing our day silently. Next I ask them to pick one
thing out of their day that they would like to share. In this way the entire class can be
celebrate the positive aspects of the day. These moments are teachable moments because
I can reward them with words of praise and recognition. The kids have responded very
well to this.
Alternatively, my mentor has given me ideas for dealing with disruptive behaviors.
Again, words are significant in this process. During the first week of class I explain my
behavioral expectations and acceptable classroom procedures. I keep a chart with 3
different colored cards and if someone is off-task, the first intervention is a verbal
encouragement to get on task; the second is flipping their card to another color. In my
class this keeps most of my students on task and each week, my students (especially the
kinders) have gotten better and better at following classroom procedures and transitions.
In the first question you asked about my challenges and I told you how I talk daily with
the student who has impulse control issues. We do this one-on-one. To ensure he
understands, I frequently ask him to use his words to tell me what he thinks I just said or
to repeat to me the alternative choices he can make. I think he is responding well to our
one-on-one talks. He listens actively and I think he wants to do better. He is making
steady progress with his impulse issues.
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My kids like our class meetings and they enjoy one-on-ones. A one-on-one “chat” with
me does not automatically signal a discipline issue. I also call kids to conference with me
when I have “caught them” being good and want them to know that I noticed. Frequently,
during our class meetings other students will point out when another student has behaved
well. Kids notice everything. They even noticed when they thought I behaved better than
usual!!
3. How did your mentor assist you with assessment?
My mentor showed me how and what assessments drive instruction and guide lesson
plans.. She pointed out that assessment should inform instruction. In other words, if I
teach a lesson and the kids don’t get it, then I need to revise and re-teach the lesson based
on the feedback from the assessment.
At my school we use the DRA II as a basis for assigning reading levels to students. I use
test results as a basis for assigning guided reading groups. The results of this assessment
also indicate what skill individual students excel at, or what skills they need to learn.
I also use informal assessments daily. I keep a reading binder which houses anecdotal
records on each student based on what I have observed.
For math, I use timed tests to assess their number sense and fact memorization. I also
track their progress during classroom instruction and observe how well they know their
math facts.
4. How would you describe your interaction with parents?
I am very comfortable with interacting with parents and I have very good working
relationship with the parents of my students. Every once in a while, there is a glitch but I
address this by keeping clear and open communication with the parents. If I see a
problem developing, I try to catch it early and keep the parents in the loops. My mom
taught me that I should phone each parent at least once by the end of the first week of
class to introduce myself and share my interest and pleasure of having their student in
class, and to share the school phone number and best time to reach me during the school
year. In this way, my first contact with all parents is a positive contact.
I also learned positive strategies for dealing with parents from my mentor. As a student
teacher, I sat in on parent conferences. I noted that she used diplomacy embedded with
specific language when talking with parents. For example if she needed to tell parents
about their student’s disruptive behavior she began by reviewing the student’s positive
attributes and introduced the targeted behavior diplomatically (Johnny has a great smile.
He has lots of energy and enthusiasm and he is very social.) From there she would
transition to the sticky issue of Johnny’s need to settle down and be quiet during
instruction.
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5. How do you handle discipline issue in your classroom? What role did your mentor play in
your discipline approach?
I believe that I am very good at dealing with behavioral issues. My mentor played a
significant role by modeling this for me. I believe we covered this very thoroughly in
question 2, but to reiterate, I follow a consistent discipline plan in my class. I teach the
classroom expectations to my students and review the process daily. Every day they
know they will line up quietly outside the classroom, precede quietly to their desk, empty
their backpacks and get ready for the instructional day. They signal me that they are
ready to begin by folding their hands on their desk, making eye contact and sitting
quietly.
In addition, BTSA has been a very helpful resource (especially the Rick Morris seminar I
attended for BTSA!) 5. Rick Morris seminar teaches induction level teachers
management techniques. My students now transition to new activities using tv theme
songs without words. Rick also uses sign language in his class and I have taught my
students signs for thank you, for permission to use the bathroom. I have also taught them
signs for when they raise their hand to indicate “I have a comment”, “I have a question”
or “I have an answer”. His website is accessible to all teachers enrolled in the seminar
(newmanegement.com)
6. What do you do to diversify instruction for your students?
I am getting better at diversifying instruction because I am getting better at assessing and
using assessments to inform instruction. My mentor modeled this well and continues to
help me with this.
My students have access to a print rich environment in my class. I have hundreds of high
interest picture books on a variety of topics written at an array of reading levels. In math,
I have manipulatives to help students connect abstract concepts to concrete information.
I have set up learning centers in my class for language, math and science. Each station is
equipped with visuals to scaffold word recognition. The math center includes an array of
manipulatives to help students understand basic math concepts (i.e. addition and
subtraction).
We have large group and small group interactions so that students have many
opportunities to use language to share their thoughts and ideas. They learn from direct
instruction and they learn from one another. (See Appendix A for sample lesson)
7. Aside from your mentor, did anyone else provide you with assistance? What did s/he do?
We have a “lead teacher” at school with whom I have had many conversations about
Balanced Literacy. She volunteered to come to my class last year to model a reading
lesson. She selected a book that had not been read to the students at home, that was
beautifully illustrated, age appropriate and interesting. The students were leaning forward
and attentive throughout. As she read, she included them in the process. She began with a
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pre-reading where she showed them the cover and the back of the book. She asked
students to guess what they thought the book was about based on the illustrations on the
front and back of the book. She accepted all answers without judgment and recorded their
guesses on the easel situated behind her. Then she read the book with appropriate
intonation and drama. As she read she asked the students what they thought would
happen next. Again she accepted all answers without judgment. At the end of the story
the kids applauded and giggled. She reviewed the “guesses” on the easel and found
something positive to say about each guess. It was great. I took notes and I use this lesson
as a model.
I have wonderful colleagues --- with extensive experience. They are very generous with
their time and materials. One teacher in particular, Mrs. G, has been an exceptional help.
She retired last year but before she left she opened her cupboards to me. She gave me
children’s literature books, math manipulative, puzzles, bulletin board ideas, ideas for
lesson plans and most importantly has had many instructional conversations with me. On
my first day of teaching, she arrived on my doorstep and helped me put up bulletin
boards and discussed the importance furniture arrangement and transitions. I have learned
a lot from Mrs. G and I appreciate her very much. She always made teaching look so
effortless and it is not; just the opposite. Good teaching is the result of intensive and
extensive planning.
I also learned a lot from observing Ms. R when I worked as a volunteer aide in her kinder
class. She is VERY organized and has excellent classroom management skills. She made
everything look easy and it definitely was not. The kids loved her and they did what she
said the first time she said so. Not so much for me. The first time I had to take over a
reading group one of the girls got out of her seat and sprawled out on the floor pretending
to be asleep. I was shocked and I saw Ms. R was watching but she did not intervene, so I
did what I thought was best. I asked the youngster to return to her seat and she did. What
surprise! That was the first time I realized that I needed to make my expectations clear to
the students and to have plan A and plan B to fall back on.
Another influential person has been my principal. She has an open-door policy. She is
very supportive and insightful. She has observed me teach and provided excellent
feedback. She keeps me on my toes.
My mother has also been very helpful. She is a university professor with over 30 years of
teaching experience. She is a credentialed reading specialist and when I was a baby she
owned her own reading clinic. Her insight and guidance has been invaluable. She has
taught and developed “Children’s Literature” courses in the College of Education, so
many of my birthday and Christmas gifts are children’s literature books for my
classroom. Last year she brought me several beautifully illustrated children’s books from
Hawaii that discuss sea creatures and island traditions.
I also have access to one of my mother’s closest friends. She is a college professor and an
expert on literacy issues. She knows more about the California credentialing process and
National Board Certification than anyone I know. Her support and expertise have been
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invaluable and she has always been willing to share her expertise with me. She has
helped me navigate the bureaucracy of graduate school.
Conclusion and Discussion
The feedback the researchers received from Ava, her mentor and her principal indicated
that Ava has received valuable mentoring during her first year of teaching. Her induction
experiences and her pre-induction experiences have included a consistent support system. The
researchers observed Ava teaching and interacting with her students. Her instructional practices
and demeanor indicated that Ava is very competent, and enjoys her interactions with her
students. There is no indication that she will leave the profession.
Whenever Ava encountered a difficult situation, she had at least 3 other professionals
available and interested in providing her with guidance and feedback: her mentor, a colleague
(another first grade teacher who was formerly her master teacher) and her principal. Her mentor
met with her on a regular basis, and her colleague was available on an as needed basis. Her
principal had an “open door” policy and was genuinely interested in helping Ava to succeed.
In a perfect world, all induction level teachers would teach in an educational environment
that offers mentoring, administrative support, parental involvement and professional
development opportunities. However, that is not always the case. All too often, induction level
teachers are left to fend for themselves in the isolation of their classrooms (Ingersoll & Smith,
2004). To stem the high numbers of teachers who are leaving the profession, there is a need to
implement a plan to ensure that induction level teachers have mentors who are willing and
qualified to assist them with instruction and classroom management.
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APPENDIX A
Lesson Plan Design
Subject: Language Arts
Grade: 1st
Lesson: McDuff and the Baby
Topic: Word Families and Rhyming
KEY TERM: Individualized Daily reading (IDR)
Introduction: (Identify Grade Level K12 Academic Content Standard(s), Rationale,
focus learner, create bridges from past learning, behavior expectations)
This lesson plan is designed for first grade students. It addresses CA Educational
Content Standard 2.7: Retell the central ideas of simple expository or narrative
passages. I expect the students to be attentive and focused learners during the
Making Meaning read aloud and when sharing with their peers.
Learner Outcome(s): (Identify Conditions, Learning Behavior and Success Indicators)
The students will be able to attentively listen to McDuff and the Baby.. They will
retell it using the characters and plot to organize their thinking. In addition they
will develop listening skills while working together and continue to develop caring
and respectful relationships with their classmates. A successful learner outcome of
the lesson will be that the students will correctly be able to verbally answer
comprehension questions about the McDuff and the Baby and share their answers
with their partner in a pair share.
Pre-assessment Activity: (Determine students’ abilities to achieve the Learner Outcome
and prescribe instruction accordingly)
The students previously did a Making Meaning lesson with the story Mathew and
Tilly. During this lesson it was observed that the students struggled with their retell
and listening skills.
Resources: (Identify materials needed for this lesson accounting for varying degrees of
skill level)
The resources for this lesson needed are:
- McDuff and the Baby
- Individualized Daily Reading (IDR) Book
Learning Activities: Explicit Instruction - (Model, Demonstrate, Check for
Understanding)
First, I will have the students sit on the reading carpet next to their assigned
partners. Then I will introduce the book McDuff and the Baby. I will ask them
what they think the story will be about and have them turn to their partner and
discuss. Then I will read the story aloud to the students stopping at pre-determined
points to ask the students comprehension questions. The students will discuss their
answers with their partners. In addition, I will define difficult vocabulary words as
they are encountered. After I have finished reading the story I will have them share
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with their partner what happened at the end of the story and what they were
surprised by. Finally, the students will use their individualized daily reading book
(IDR) and silently read back to back with their partner for 10 minutes.
Differentiating Strategies: (Modify Learning Activities to meet the needs of ELL &
special needs students, highly achieving students and low achieving students)
Although the Making Meaning program is designed to be accessible for all students,
whatever their reading level I will make sure to define any words that may be
challenging for my ELD students. Also, each student’s IDR book is at their
independent reading level.
Learning Activities: Guided Practice (Check for understanding and provide feedback
and re-teaching)
To check for understanding I will listen to the students as they discuss with their
partners. I will also have the students share with the class their answers to the
comprehension questions.
Assessment and Evaluation: (Describe how you will assess and/or evaluate the
students’ learning. Describe differentiating strategies you will make for ELL, special
needs students, highly achieving students and low achieving students)
Assessment will occur informally through out the lesson by teacher observation. I
will closely monitor the students during IDR time and write down any anecdotal
observations in their student assessment books.
Independent Practice: ( Provide practice that supports the learning outcome. Note:
Independent activities are assigned assuming that students understand the concept well
enough to work on their own.)
The students will independently practice their reading and retelling skills during
IDR time. After their 10 minute IDR period, they will share with their partner what
they have read.
Closure: (Describe how students will reflect on what they have learned.)
After the students are finished with their IDR we will meet at the carpet. I will
select students to share with the class what they discussed with their partner about
their book.
Lesson Reflection: ( Collect student learning data to determine: What went well? What
needs to be changed? Were learning outcomes met? What activities will you add, change,
modify in the future? What can be done to follow up on the learning from this lesson.
Who needs additional help? Who needs enrichment or higher level work?)
(to be completed after the lesson)

15
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E-Literacy for ESL Students:
An After-School Internet Protocol Technology Pilot Program
Joyce C. Armstrong, Ph.D.
King’s College
133 North River St.
Wilkes-Barre, PA 18711
joycearmstrong@kings.edu

Abstract: E-Literacy for ESL Students: An After-School Internet Protocol Technology Pilot
Program was a model literacy program funded by the Prudential Foundation using the King’s
College Dan Flood Elementary Tutoring Program, an after-school enrichment program for Hispanic
children in grades 1 through 6. Approximately 30 King’s College education majors serve as tutors
each semester. Pre-service teachers helped elementary-age students develop their language,
vocabulary, and mathematics skills.

Introduction
The E-Literacy for English as a Second Language pilot program supported two goals emphasized
by the King’s College Education Department which were to (1) enhance the curriculum’s community-based
(service) learning component as an important expression and (2) explore other potential applications of
technology to further support student learning and facilitate administrative operations. These goals were
addressed in the completion of this project. Technology was incorporated into courses to improve the
knowledge and skills of the pre-service teachers to help them become better teachers and to assist King’s
College faculty in serving the local public schools.
The report, “Educating School Teachers,” by Arthur Levine (2006), recently alluded to the
substandard performance of most schools of education in preparing future teachers for the 21st century. The
report, second in a series of four, was based on the evaluation of 28 varied teacher programs across the
country, using survey research of key administrators, case studies of each program and an evaluation of the
relationship between characteristics of teacher preparation and children’s achievement.
Key findings noted weaknesses in several areas, including the failure of teacher education
programs to adequately prepare future teachers to integrate technology within their classrooms, to prepare
children for life in an increasingly globalized civilization, and to ensure that all students reach specific
learning goals and objectives. The first two of five major recommendations described by Dr. Levine are 1)
to transform education schools from ivory towers into professional schools focused on classroom practice
and 2) to focus on student achievement as the primary measure of teacher education program success.
Studies incorporating online video (Knight, Pederse, & Peters, 2004; Basham, Lowrey, & Jones, 2006)
have shown promise in closing the elusive gap between teaching and theory. The use of online video is not
without drawbacks but its possible role in connecting higher education programs with real classrooms
cannot be disputed.
Given the recommendations outlined by Levine (2006) and our program’s commitment to
technology integration, we resolved to initiate an online video link between classroom teachers whose
students are involved in an after-school tutoring session in a local elementary school and the pre-service
college students tutoring the ESL children.
Project Goals
The specific objectives of the project were:
1.

Integrate technology into pre-service education
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2.
3.
4.
5.
6.

Access websites to optimize reading strategies for ESL students
Provide a partnership between local school districts and the College
Practice presenting children’s literature to individual students
Develop an understanding of the complexity, multiplicity, and fluidity of ethnic
identities as expressed in children’s literature
Expand the liberal arts competencies emphasized in King’s core curriculum

Outcomes
The conclusions reached during this pilot study were very encouraging. In general, the reactions
by the participants to the technology, the tutoring sessions, and the cooperation of the College were highly
favorable. The cooperation by the Wilkes-Barre Area School District (WASD) was phenomenal. The
administrators, technicians, and the teachers contributed to the success of the pilot project. They
understand that educating ESL students is a multi-faceted endeavor. They appreciate the assistance
provided by King’s College pre-service teachers and their instructor. All of participants want the King’s
College Dan Flood Elementary Tutoring Program to continue as a service to their ESL students. The
WASD teachers are confident that the teaching abilities of the King’s students will improve. They look
forward to continuing the relationship with King’s College.
During the broadcast, the teachers and administrators were impressed with the College’s
technological capabilities. The participants brainstormed about the capabilities and flexibility that this
usable technology could provide them. During the panel discussion the teachers immediately asked their
administrators for similar equipment to help in their classrooms. The idea of being able to observe their
students without intrusion was compelling to the teachers. The pre-service teachers commented on their
level of ease in using the technology because they are exposed to different technologies within their courses
and will be expected to incorporate these skills in future lesson plans. They reported that the broadcasting
capabilities demonstrated in the pilot project will help them become better teachers.
Specific Outcomes:
WASD Teachers
The five (5) teachers were administered a pre-survey. The teachers reported ease with the integrating
technology in their teaching. Four out of five teachers regularly access websites to optimize reading
strategies. Four out of five teachers think their ESL students like to be read to. One teacher was not sure.
They all believed they were prepared for the experience. Following the program, the teachers’ level of
confidence with the technology remained the same. Three out of the five teachers agreed reading strategies
website helped with the program. The other two teachers were undecided. All the teachers reported that
they will continue to integrate technology in their teaching. All the teachers believed their students were
prepared for the experience and that their students benefited from the program. One teacher observed that
her student became more comfortable as the program went on. According to another teacher, “This
program gave her student a boost of confidence. She now responds better and reads with much more
confidence and pride. It was also great to hear feedback from teachers. I wish we could have that all the
time!”
Pre-Service Teachers
The three (3) pre-service teachers, who were broadcasted, of King’s College reported in their pre-survey
that they were comfortable with integrating technology in their pre-service education thus far. Their
current professors’ access websites that optimize reading strategies and the students are comfortable with
accessing those websites. They felt they would be at ease with reading aloud to ESL students. The
students are confident their professors prepared them for the experience. Following the program, the preservice teachers remained confident with using technology, were unsure if the reading strategies websites
helped with their part in the program, but would integrate technology in their future teaching careers. They
were confident in reading aloud to the ESL students and feel the ESL students benefited from this program.
They also reported that their professors prepared them for the experience. One pre-service teacher wrote,
“I would love to be able to communicate with the teachers on a regular basis! Thank you.”
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Technical Staff -Wilkes-Barre Area School District and King’s College
The WASD technical staff and King’s College IITS staff worked together to ensure that the technology
could work for the pilot program. According to both, they were comfortable using the technology with the
program and felt the staff would be comfortable using the MCS 1500 Internet Protocol System. They were
undecided whether the MCS system would be beneficial to the program and if WASD would be able to
handle the system. They agree the MCS would be beneficial to the school district. At the conclusion of the
program, the staff was surveyed again; the response was the same as the pre-survey.
ESL Students
Irwin
Irwin says he likes to read in Spanish and English. His parents tell stories in Spanish. They sometimes read
to him. He likes to read stories about animals. He likes to look at the pictures and learn about new things.
He doesn’t like long stories. When he comes to a word he doesn’t know he sounds it out or asks for
assistance. During the program he was working on spelling. He appeared to be a phonetic speller. He
seemed to be comfortable working, spoke loud enough, closed eyes to spell and also read with assistance.
Johnny
Johnny likes to read about Pokemon, dinosaurs, and sharks. His parents read to him in Spanish and
English, but mostly in Spanish. He likes to learn facts about animals. He doesn’t like the boring parts of
stories. When he comes to a word he doesn’t know, he sounds it out or asks for assistance. During the
program Johnny read with confidence and sounded out unknown words. The teacher modeled reading and
Johnny reciprocated.
Alejandra
Alejandra does not like to read. He reads in English at school. His parents tell stories in Spanish. Some of
his favorite topics are Dr. Seuss, Dora, and Clifford. During the program Alejandra read a story about
Sesame Street. He seemed confident reading aloud in front of the camera.
Kimberly
Kimberly likes to read in both Spanish and English. She is read to primarily in Spanish at home. She likes
stories about Cinderella and modern Rapunzel. She prefers being read to and doesn’t like hard words in
stories. During the program, Kimberly was a little nervous at first, but eventually became comfortable. As
she read, she became more confident.
A roundtable discussion concluded the program. The WASD teachers, the pre-service teachers, and
administrators all agreed the program was beneficial to all the parties involved. The discussion spawned
questions from the pre-service teachers about particular ESL students they were tutoring. The Dan Flood
teachers were able to provide insights into personalities of the children. Both the pre-service teachers as
well as the Dan Flood Elementary School teachers believe the pilot program will help them to better serve
the needs of their ESL students.
Conclusion
Overall, the program was technologically successful. Because the network system at Dan Flood
Elementary School could not support the new broadcast technology at King’s College, the College’s IITS
staff used wireless technology to conduct the pilot program. Academically it was a success in as far as the
classroom teachers were able to observe and informally assess the ESL students from a remote area. In
addition, the program director was able to assess the abilities of the King’s students. The King’s students
have had little or no training in the teaching of reading. Therefore, they concentrated on tutoring more than
direct instruction with the ESL students. This included assistance in comprehension, the sounding out of
words, and instruction on spelling. Although the ESL students read aloud, the level of comprehension was
not observed. It was difficult to assess comprehension of the material read to the student because no
follow-up questions were asked by the King’s students.
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Recommendations
We believe that the project was highly successful. We recommend that it be continued for the benefit of
the ESL students and the pre-service teachers. Through the generosity of the Prudential Foundation, the
equipment is now available for use by King’s College and the Dan Flood Elementary School. We also
recognize that there are current limitations of the existing network bandwidth. Expanding to Interner-2
(WEB-2) would greatly increase the effectiveness of this program.
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Is L2 Rime Awareness a Better Predictor of L2 Word Reading than L2
Phoneme Awareness?

Seunghyun Baek and Sang-Hee Jeong

Abstract
A short-term longitudinal study examined the effect of synthetic (phoneme-based)
versus analytic (rime-based) phonics on Korean-speaking English language
learners’ word reading. Forty-three children in third grade were randomly assigned
to phoneme-based or rime-based groups. The two groups had equal English
phonological awareness. Twelve 30-minute teaching sessions over three months
were provided to each group. Phonological awareness and real/pseudo-word reading
with two conditions (phoneme-based and rime-based words) were measured.
Children experienced with phoneme-based reading strategy outperformed on word
reading than those with rime-based reading strategy. Phoneme awareness (i.e.,
initial, middle, and final phoneme) was more closely related to word reading than
rime awareness. Furthermore, phonemic sensitivity was a stronger predictor of word
reading than rime sensitivity. The results suggest that letter recoding strategy may
play a crucial role in L2 word recognition.
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Views from a Peer
Gen-hua Chi
Indiana University, Bloomington
7F-2 315 Sect. 2 Nei-hu Rd. Taipei 114, Taiwan
gchi@indiana.edu

The harmony of a community is more valuable than an argument its members
have.
Chinese proverb

Introduction
Peer review has become a common activity in many of the ESL writing and
graduate classes in the U.S. During a peer review session, students in pairs or groups
read their classmates’ papers and give written or oral feedback to their peers. However,
this seemingly easy task may pose a challenge to international students because of
different cultural norms.
Research on peer review activities done by international students has had
conflicting results. Proponents are almost lyrical in their praise of peer review, while
opponents claim that peer review has a limited, if not potentially harmful, influence on
student writing. An example frequently cited by critics of peer review is Carson and
Nelson’s (1996) study. It showed that Chinese students were reluctant to engage in peer
review activities because their primary goal was to maintain group harmony. The mixed
research results on peer review intrigued me, so I decided to conduct this study to
examine whether peer review can improve Chinese students’ writing in ESL and graduate
classes in the U.S.

Conceptual Framework/Research Questions
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Advocates of peer review base their argument on the theoretical framework of
constructivism: cognitive development results from social interaction and thus students
construct knowledge together in peer review activities (see Ferris & Hedgcock, 2004, for
a summary). On the other hand, critics of peer review turn to the theory of intercultural
communication. Because the focus of this study is Chinese culture, I will use Nelson’s
(1997) four cultural dimensions as my guiding conceptual framework. The first
dimension is individualism and collectivism. According to Nelson, in American
individualistic culture, peer review groups often function for the benefit of the individual
writer. However, in Chinese collectivist culture, students’ main goal in a peer review
group may be to maintain group harmony rather than to critique peers’ writing. This
emphasis on the good of the group instead of the good of the individual has been a
tradition in Confucianism and guided Chinese culture for thousands of years. The second
dimension, the concept of face, is closely related to Chinese collectivist culture. To
maintain group harmony, Chinese students may avoid giving negative feedback to their
peers because negative feedback will cause their peers to lose face. Face has greater
social significance in Chinese culture than in American culture. The third dimension is
communication style. Chinese often have a more indirect communication style than
people from American and other cultures. As a result, students from a different culture
may miss their Chinese peers’ indirect suggestions and Chinese students may consider
their peers’ direct criticism as rude and hostile. The last dimension is power distance, a
measure of interpersonal power and influence between the teacher and students. Coming
from a culture with a large power distance between the teacher and students, Chinese
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students tend to regard the teacher as the only authority and to distrust their peers’
feedback.
To decide which conceptual framework better explains Chinese students’
behavior in peer review activities, this study attempts to answer the following three
research questions: 1) What cross-cultural problems do Chinese students have when they
are doing peer review activities? 2)Do Chinese students construct knowledge together
with their classmates in peer review groups? 3) Can peer review, as a whole, help
improve Chinese students’ writing?

Methodology
In order to answer the three research questions, I interviewed six Chinese who
received their master’s degrees either in TESOL or Language Education from U.S.
universities. One of them is male and the other five are female. I will use the
pseudonyms: Benny, Deborah, Ching, Nicole, Kelly, and Daniela to address the
participants. They were all unfamiliar with the concept of peer review until they came to
the U.S. In their MA studies, the participants did peer review activities in ESL writing
and/or graduate courses. Benny, Deborah, and Ching were in Taiwan when I conducted
this study. I did two one-hour semi-structured interviews with each of them by phone.
There was a two-week interval between the first and second interviews. Nicole, Kelly,
and Daniela were in the U.S. and I did a four-hour semi-structured interview with all of
them in a focus group. The participants read my analyses of their comments in order to
make sure that there are no misinterpretations.

Analysis/Interpretation
Cultural Problems with Peer Review
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All the participants agreed that cultural differences had caused problems for them
in peer review groups. Benny reflected on his first experience in peer review:
The first time I did peer review was in an ESL literature and writing class. I was
supposed to review a Japanese girl’s essay and tell her whether her content and
organization were ok. The rest of the class seemed to have had a lot of experience
with peer review because they had been in the U.S. for many years. But not me.
I was there for only 2 months. The Japanese girl’s essay was bad. It did not have
a thesis statement at all and its ideas did not connect to each other. But I didn’t
know how to tell her. You know it is very impolite to criticize a person in public,
not to mention a beautiful Japanese girl. So I just told her, “I really like your
essay, but I am not sure about your thesis statement. Maybe you could ask the
instructor about it.” I was hoping to shift the burden to the instructor. The whole
peer review activity was really uncomfortable for me.
Benny’s reflection shows that he was trying hard to maintain group harmony and to help
the Japanese girl save face by giving her positive feedback, even though he knew that her
essay was bad. He was not trained to give negative feedback to his classmates in the
collectivist culture in Taiwan and he did not want to carry the “burden” of criticizing his
peer. As a result, the peer review did not work. The Japanese girl did not go to see the
professor and did not get the hint from Benny that her essay needed a thesis statement.
This result also indicated the problem of indirect communication style, which I will
discuss later. Ching had similar experience when she first encountered peer review in a
graduate writing class:
The professor asked us to review each other’s research papers in groups of four.
My group had two Chinese and two Japanese. I really didn’t know the purpose of
peer review at that time and didn’t want to criticize others. Later, we found out
that all of us spent most of the time praising each other’s essays. However, when
we received the grades of our essays from the professor, they ranged from A to C.
In this peer review group of Chinese and Japanese (both have a collectivist culture),
Ching and her peers successfully maintained group harmony and helped each other save
face, only at the expense of their grades. Again the peer review did not work.
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The first experience with peer review was not quite comfortable for the
participants of this study. However, even after they have become veterans of peer
review, they still hold back some of their criticisms from time to time for the sake of
group harmony. Kelly explained, “I will offer constructive criticism to my classmates.
However, if there are too many things to criticize, I will not write down all of them
because I think they may hurt my classmates’ feelings.” Benny confirmed what Kelly
said and pointed out that he feels “frustrated and irritated” when he receives too much
criticism from his peers. These negative feelings sometimes make Benny disregard his
peers’ feedback. Both holding back and ignoring criticism cause problems for peer
review and limit its effectiveness. However, Chinese students with a lot of experience in
peer review still do so when there is too much criticism, under the influence of Chinese
collectivist culture.
Now let us turn to the indirect communication style associated with Chinese
collectivist culture. Nicole reflected on how she reviewed a classmate’s paper recently:
I did not directly tell her how I thought she should revise her paper. Instead, I
used questions like “Why did you put this idea here,” when I was thinking this
idea should not be here at all. But that was written feedback. I was not sure if she
got my point. I also used phrases such as “Maybe you could…,” “I am not sure,
but…,” and “I really like your idea, but it might be better….” I didn’t want to
sound rude.
Nicole reflection includes two indirect communication strategies, indirect questions and
hedges, which Chinese students often use to provide criticism without showing disrespect
to their peers. As Nicole suspected, students from a culture that values direct
communication style may not understand the meaning behind these two communication
strategies. Even in collectivist culture, sometimes this meaning is not easy to grasp, as
shown in Benny’s first peer review experience with the Japanese girl. Benny said to the
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Japanese girl, “…I am not sure about your thesis statement. Maybe you could ask the
instructor about it,” but she did not get the hint that her essay needed a thesis statement.
This misunderstanding can cause peer review to fail.
What will happen if Chinese receive direct criticism without any hedges?
Deborah answered this question with her personal story:
My paper was due two days later. I didn’t get a good grade for my last paper, so
this time I asked my boyfriend to read it first and give me feedback. I asked him
to be as critical as he could because the professor was very picky. He told me he
would skip the nice words due to lack of time, and I said ok. However, when I
read the direct criticisms he gave me, I was so angry that I didn’t talk to him for a
whole day. And I didn’t even finish reading his feedback.
Even though Deborah knew that her boyfriend was trying to help, she could not help but
feel angry for losing face. Direct criticism can be even more unpleasant when it is from a
stranger. Ching was one step away from asking her professor to reassign her to another
peer review group because an American in her group “directly criticized” her paper and
actually told her how to write it. However, in order to maintain group harmony, Ching
stayed in the same group until the end. Deborah’s and Ching’s experiences suggested
that Chinese students often consider direct criticism as hostile and offensive. When this
happens, Chinese students tend to disregard their peers’ feedback and as a result, peer
review may fail.
Finally, the power distance between the professor and students was also a concern
for the participants when they first arrived in the U.S. Ching recalled how she felt in the
graduate writing class where she first did peer review activities:
I doubted that my classmates could help improve my writing. They were just
students like me. They did not have more knowledge than I did. In Taiwan, only
instructors read my papers and gave me feedback, and I was used to it. It felt
strange to let my classmates do the instructor’s job.
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However, this strange feeling did not last long. Peer review started to “make sense” to
my participants and many of their peers have provided “valuable feedback” for them.
Now the participants believe that peer and teacher feedback can work “hand in hand” and
they welcome both of them.
Benefits of Peer Review
Despite the problems of peer review, all the participants agreed that peer review
had helped them “generate and organize ideas” and “improve the quality of their papers”
since they were socialized into “peer review culture.” Daniela provided a good example:
I was having a writer’s block when I wrote my paper on critical literacy, and I
was not sure where my paper was headed. I talked to my friends in class and by
phone. The more I talked to them, the clearer my ideas became. I don’t think I
would have written a paper of the same quality without them.
Benny also constructed knowledge through his interaction with the classmates in two
graduate TESOL methodology courses;
We had to review each other’s lesson plans in a group for the entire semester.
I think peer review works extremely well for lesson plans. My classmates gave
me so many ideas to revise my lesson plans that I actually looked forward to the
peer review activities. I think I learned more from the peer review sessions than
any other activities in the two classes.
Deborah added that “Reading peers’ papers itself helps [her] see things from different
perspectives and generate ideas for [her] own writing.”
The only problematic area is grammar. Nicole was once annoyed by her peers’
feedback on grammar:
My classmate corrected many of my grammar “mistakes.” However, he shouldn’t
have done that and I didn’t agree with his corrections at all. He is an international
student and his English was no better than mine. I think international students can
help each other with general grammar rules such as subject verb agreement and
verb tense, but not the idiosyncratic parts in grammar. It is hard for international
students to fully acquire general grammar rules in English, not to mention the
idiosyncratic parts.
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This distrust in international students’ feedback on grammar is quite common among my
participants, and they have a good reason for it, based on their own experience in learning
English. However, with the exception of grammar feedback from international students,
Kelly reached the conclusion that “the theory of constructivism really works in a peer
review group.”
The Benefits Outweigh the Problems
When asked whether peer review, as a whole, is helpful or harmful to Chinese
students, the participants agreed that “the benefits of peer review outweigh its problems,”
and that “peer review is a valuable classroom activity.”
The power distance between the instructor and students has not been considered a
problem since the participants realized the value of peer review. Moreover, the
participants think that instructors can reduce the problems caused by differences between
direct and indirect communication style if they “demonstrate and discuss the differences
before peer review activities.” Even though most of the participants said that they still
felt uncomfortable when giving or receiving too many criticisms and that they would
hold back some of the criticisms in this case to help their peers save face, this should not
be too much a problem for peer review. As Deborah pointed out:
Even if I hold back some criticisms, I think my feedback will still help my peers
improve their writing to some extent. Sometimes I feel annoyed when receiving
too many criticisms, but I think that is the price we have to pay in order to reap
the benefits of peer review. Hey, I feel annoyed when I have to see the dentist,
but I still go to see him for the sake of my health.
Deborah’s comment is insightful. Maybe most Chinese students are bound to pay some
price in order to reap the benefits of peer review. The question is how to keep this price
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low and how to keep the cultural problems of peer review to a minimum. According to
the participants, the key is the instructor.
In order to minimize the cultural problems of peer review, the instructor should
“explain the rationale for doing peer review activities” so that Chinese students “know
the theoretical framework behind them” and “feel more comfortable when offering
criticism.” Moreover, the instructor should “teach students about the differences between
individualistic and collectivist cultures,” “provide a clear structure for peer review
activities,” and “model them,” so that students know the role they are expected to play in
peer review activities and how this role may be viewed differently in other cultures. Peer
review may not work very well when Chinese students first encounter it because it is a
foreign concept that seldom exists in the Chinese educational system. However, if the
instructor is aware of this fact and deals with the cultural problems of peer review, soon
Chinese students will start to construct knowledge together in peer review groups.

Significance
The results of this study have both theoretical and practical implications. First,
the results suggest that both constructivism and Nelson’s four cultural dimensions can
explain Chinese students’ behavior in peer review groups to some extent. Chinese
students are heavily influenced by Chinese collectivist culture and the concept of power
distance when they first start doing peer review activities. However, when they are
gradually socialized into peer review culture, the influence of Chinese culture decreases
and Chinese students begin to construct knowledge with their peers. Therefore, instead
of building a dichotomy between Chinese culture and constructivism and arguing that
peer review either works for Chinese students or not, perhaps we can conceptualize
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Chinese culture and constructivism as a continuum. Chinese students move along this
continuum after they start doing peer review activities. This can explain why there are
conflicting research results on the effectiveness of peer review for Chinese students.
Studies done with Chinese students on the Chinese collectivist culture side of the
continuum have shown that peer review creates more problems than benefits for Chinese
students. On the other hand, studies done with Chinese students on the constructivism
side of the continuum have shown the opposite. These one-time one-result studies have
failed to explain Chinese students’ peer review experience as a whole. More longitudinal
studies on how Chinese students adjust themselves to peer review activities are needed,
so that we can better understand how Chinese students move from their home culture to
constructivism.
To make peer review activities more effective, the instructor can, as the
participants of this study suggested, explain the rationale for doing peer review activities,
discuss the concept of power distance and the cultural differences between individualism
and collectivism, provide a clear structure for peer review, and model the activity. These
pedagogical strategies help Chinese students move toward constructivism.
The second theoretical implication is that constructivism may fail when
international students give each other feedback on grammar because second language
learners may never fully acquire English grammar and they often do not trust their
international peers’ feedback on grammar. To avoid this problem, instructors can give
grammar feedback to students themselves or tell students that they can save their
grammar questions for writing tutors.

Conclusion
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Peer review can be a valuable classroom activity for Chinese students, but it does
not happen overnight because of cultural differences. Chinese students needs time to
socialize themselves into peer review culture, and instructors can help facilitate this
socialization process. In time, Chinese students will reach a point where the benefits of
peer review outweigh its problems. This does not mean that Chinese students should
abandon the view of Chinese collectivist culture. It means that constructivism can
provide Chinese students with a different view from the peer.
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Abstract
The number of teens using the Internet is increasing, as is the breadth and frequency of
their practices. Text-only applications are being replaced by user-created content that mixes
images, video, and audio. These applications are reshaping traditional understandings of literacy
as teens share their new media creations via web pages, blogs, wikis, and gaming environments.
In this paper I suggest that teens’ emerging use of new media cannot be ignored.
Specifically, pre-service teachers need to become familiar with a wider-range of digital
technologies as they prepare to work with these, their future, students. Further, to support preservice teachers’ use of digital technology, teacher educators need to infuse their courses with
meaningful and purposeful uses of new media. To this end, I offer a brief overview of new media
practices and outline my attempts to incorporate digital technology into my children’s literature
course.
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Introduction
The Internet, once simply a repository of information, has transmogrified into an infinite
easel for expressing and exchanging ideas. Currently, anyone with access to broadband, DSL, a
wireless connection and a coffee shop can receive or send, decode or encode, digest or produce
texts that combine written, visual and aural elements. New technologies have spawned new
media. Broadly defined, new media includes digital, interactive, and manipulable systems of
communication or expression. The interactive aspects of the Internet are what set it apart from
other forms of media (Nellen, 2001). New media have given rise to new literacies.
While people of all ages and backgrounds use digital technology (DT), teens are among
the most connected. Approximately half of all U.S. adolescents regularly use new media
(Lenhardt & Madden, 2005). As a college professor working with undergraduate, pre-service
teachers, I am struck by the scope of these usage numbers. The level of participation by the teen
sector of school-aged students cannot be dismissed. Out of necessity, I think about what affect
new media has on my work preparing future educators. By extension, I also consider the impact
that these evolving technologies will have on my students’ work when they become classroom
teachers.
While many of the effects new media will have on student learning are still unknown, one
point is clear. Technology has and will continue to share a connection to literacy instruction
(Kajder, 2004). Throughout my career in literacy education, I have come to believe that real
literacy is acquired only in meaningful and authentic contexts. These contexts can be created in
many ways, and clearly, such contexts continue to expand in number and form. New media is a
new literacy. It exists in conjunction with traditional, paper and pencil literacy. Arguments that
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pit one of these literacies against the other seem to accomplish little in the end. If I want my
students to integrate new media into their classrooms in meaningful and authentic ways, then it
makes sense for me, now, to provide models of how such a task might be accomplished. As I
integrate these new literacies into my courses, I forego arguments about the superiority of
paperbacks over digital images or the supremacy web pages over printed pages. Rather than
adopting an either/or stance, I see using both new and traditional media as an opportunity to
employ appropriate and current modes of reading, writing, and responding that reflect the ways
in which literate people engage with texts and with each other.
As I explore these issues in this paper, I provide a brief overview of new media practices
and their connection to traditional literacies. Following this overview, I discuss how I have
attempted to use and model new and traditional media in my children’s literature course as
vehicles for student responses to the books and stories that we read. I conclude with a reflection
on the relative successes and shortcomings of my work and suggest future questions to explore.
New Media
New media has created a participatory culture in which users of DT can easily create and
widely share their products with others (Jenkins, 2006). Jenkins identified four distinct
applications employed by members of this growing participatory culture (Jenkins, p. 3):
Affiliations: belonging to an online community like Facebook, MySpace, or a specific
gaming community, etc.
Expressions: using and producing content with new media applications such as zines,
sampling, or videomaking, etc.
Collaborative Problem Solving: working with others to explore or create new knowledge.
Circulations: providing commentary through blogs and podcasts, etc.
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In each of these forms, a person accessing DT usually does so to create content. DT has
given rise to a culture in which many more people are creators of media rather than solely
receivers (Jenkins, p. 10). While the same or similar claims may be made about other
communicative and creative endeavors, the speed, pervasive influence, and accessibility of the
Internet and new media shapes the creations in unique ways. New media fosters asynchronous
interactions between people. In these interactions, one can blend text, audio, and visual sources
with great flexibility. Using DT and the Internet, one can post or upload text that has the
potential to be viewed and shaped by a massive world audience. The allure of this potentiality
has engendered large numbers of users, especially among young adults and teens.
Teens and the Internet
Lenhardt and Madden (2005) reported that "more than one-half of all American teens--and 57
percent of teens who use the Internet--could be considered media creators…One-third of teens
share what they create online with others, 22 percent have their own websites, 19 percent blog,
and 19 percent remix online content" (as cited in Jenkins, p. 6). The social and interactive aspects
inherent in Internet usage strongly appeal to today’s students and support their work via a) the
interactive and flexible forms of electronic texts, b) the integration of multiple media
applications, c) the use of hyperlinks to numerous sources of information, d) the ability to
navigate from link to link as needed (Karchmer, 2001).
The number of teens regularly using the Internet and creating media is so large that we in
schools and teacher education programs must pay closer attention. We must simultaneously work
to get ourselves and our students plugged in.
Writing for the Pew Internet and American Life Project, Lenhart, Madden, and Hitlin
(2005) reported the follow statistics on teen Internet use in the U.S.
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How many teens are using the Internet?
87% of teens (21 million people ages 12-17) use the Internet
51% of teen users go online every day
66% of adults use the Internet
What are they using the Internet for?
81% of teen Internet users play online games
76% get news
43% have purchased something online
31% gather health information
What types of technology devices do teens own?
84% of teens own a desktop, laptop, cell phone, or PDA
44% own two or more devices
12% own three or more
2% own all four
16% say they do not own any of the four
At what age do teens plug in?
60% of 6th graders are Internet users
82% of 7th graders are online
94% of 11th and 12th graders access the Internet
Does gender affect usage?
44% of 6th grade boys have logged on
79% of 6th grade girls maintain an online presence
Older teenage girls (ages 15-17) are among the heaviest
and broadest users of the Internet.
What about ethnicity?
89% of Hispanic teens reported going online
87% of white teens use the Internet
77% of African-American teens report using the
Internet

Lenhart, Madden, and Hitlin (2005) also reported teens’ subtle, but gradual shift from
email to instant messaging (IM) when communicating with friends:
Teens who participated in focus groups for this study said that they view email as
something you use to talk to “old people,” institutions, or to send complex instructions to
large groups. When it comes to casual written conversation, particularly when talking
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with friends, online instant messaging is the clearly the mode of choice for today’s online
teens. (p. ii)
In their IMs, teens are also now more likely to include links, files, photos, music, or video
files as well as printed texts (Lenhart, Madden, & Hitlin 2005).
This data reveals two points worthy of consideration: a) Large numbers of teens are
using the Internet, and their online presence is becoming multidimensional. More teens are
engaging in new media participatory cultures through gaming, creating content, and blending
printed texts with photos, videos, and music. b) Teens on-going use of these new media
applications for creative and communicative purposes has brought greater attention to the
interplay between traditional and new literacies.
The Interplay between Traditional and New Media
In classrooms, teens’ use of new media is stretching our understanding of literacy. “The
ability to communicate through animated graphics, video, digitized pronunciations, hyperlinks,
and other information resources necessitates the development of new literacy skills and creates
new opportunities for literacy instruction.” (Karchmer, 2001, p. 442). Even when we consider the
widespread presence of DT, it is doubtful that new media literacies will outstrip and replace
traditional forms of literacy any time soon because, foundationally, much of new media creations
are built on the ability to read and write (Jenkins, 2006). Historically, the introduction of
technology transforms thinking about literacy rather than replacing it. “One has only to notice
the impact book technologies had on the widespread access to print material and the concomitant
consequences for more universal literacy education to chart this relationship. Literacy,
technology, and literacy instruction are closely linked” (Karchmer, p. 442). Kajder echoed this
notion as she incorporated traditional literacy practices with digital storytelling that cast her
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students “not only as readers and writers but also as directors, artists, programmers,
screenwriters, and designers” (2004, p. 64). The Internet and digital applications are powerful
outlets for creativity and communication that build on or extend traditional literacies.
The close connections between the uses of new and non-electronic media are further
substantiated from an anthropological view. All online interactions are bound by social and
cultural, albeit new and developing, forces (Wilson & Peterson, 2002). Access to, identification
of, and participation in these environments can be examined and explained using existing
understandings of how people interact. As Wilson and Peterson (2002) wrote:
We agree that a focus on interactions that take place online to the exclusion of those that
do not is counterproductive. The idea that a community was defined by face-to-face
interaction was effectively challenged long ago by scholars of the development of
nationalism (Anderson 1983) and transnationalism (Basch et al. 1994, Hannerz 1996). An
online/offline conceptual dichotomy [for example Castells' (1996) "network society"] is
also counter to the direction taken within recent anthropology, which acknowledges the
multiple identities and negotiated roles individuals have within different sociopolitical
and cultural contexts. (p. 456)
In peoples’ personal, private, and professional lives, they have historically, and currently,
taken on a variety of social and political roles. New media did not create this phenomenon,
however, it does provide additional outlets and options that make assuming and portraying
multiple roles and easier and, perhaps, more ubiquitous. Choosing new media and excluding
traditional forms negates an entire set of important creative and expressive tools. As an educator,
my task is to recognize the value and purpose of new and traditional literacies and establish an

2009 HICE Proceedings
Page 457

environment in which my students can use, explore, and discover the place of each in their
teaching and in their lives.
Taking Children’s Literature Electric
I structure my children’s literature course in a fairly typical way. In class, we read texts
from a variety of genres including traditional tales, picture books, animal fantasy, realistic
fiction, historical fiction, high fantasy, poems, songs, rhymes, and chants. As a matter of
practice, I select books that include male and female protagonists and books that include
characters from different cultures and backgrounds. My goals for the course include analyzing
how various authors use literary elements in the high-quality literature that we read from and
respond to. In connection to the reading and responding, I hope that my students become more
informed and critical consumers of literature. I further hope that they can use their more
informed and critical approach to literature as a lens to examine and understand their own lives
and their connection to the human condition. In turn, when my students begin teaching their
teaching careers, I hope that they will continue to use literature as a tool for exploring basic,
human questions with their students. While I have consistently focused on these tenets using
traditional approaches, over the past several semesters I have gradually incorporated the use of
new media to support readers’ responses. I am making a transition to children’s e-literature.
Beginnings
This year, for the first time, I moved away from handing out a paper syllabus and opted
instead to post it online. The College of Saint Benedict and Saint John’s University (CSB/SJU)
offers professors the option of using an online, course management system known as Moodle.
Similar to other web-based applications, Moodle allows me to post assignments, course topics,
and support materials. It is a one-stop site where students can find day-to-day and a semester-
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views of the course. The following figure shows one day’s information on a Moodle page for my
course:
Figure 1. Sample Moodle cell from children’s literature

Sept. 8 What do you see in a picture book?
Day’s topic

In-class:
•
•

Analyzing picture books through Bang's lens.
Introduction to reading aloud and picture book review

In-class work

Looking ahead:
•
•

Read Bang pp. 42-96
Follow the link and read the article on fictional characterization in literature

Tomorrow’s
work

Due Today: Bang pp. 8-41
Fictional Characterization Word document

Today’s assignment and
additional hyperlinks

On Moodle, students can access a detailed outline of the course at any time. Should new
events surface or I find it necessary to adjust the topics or pacing, I can simply revise the course
outline to reflect these changes. In addition to general course information, I have used Moodle to
provide students with an online record of their assignments and their cumulative standing in the
course.
Discussion Forums
Most of the students in my children’s literature classes are sophomore, education majors
and minors who are also enrolled in several other foundations courses. One of the courses
requires these students to participate in a week-long, practicum placement in Minneapolis and St.
Paul urban schools. Since CSB/SJU are 70 miles from these practicum sites, the students remain
in the Twin Cities for the week and their on-campus education classes are cancelled. In previous
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years, this practicum meant that our reading and discussions of children’s literature had to be put
on hold. This semester, however, we were able to continue our study of the literature. Prior to the
students’ departure, I set up a discussion forum (a bulletin board-style application on Moodle) on
which students posted reactions to the book The View from Saturday (Konigsburg, 1996). I
facilitated the forum discussion by placing students in groups of three. At three separate times
during the week, students posted a new discussion topic or question for their group. Each
member responded to the postings of the other group members. By week’s end, every student
had generated three original discussion topics and posted six responses.
The forum supported our literature work in two important ways. First, the electronic
format of the forum freed us from temporal constraints of in-class discussions. In essence, using
the forum allowed the literature to be more portable. The students took their books with them,
reflected (I hope), and responded to each other on their own time, asynchronistically. Some
students posted their comments and responses early in the week. Other students responded at
various times throughout the due dates. Before students posted, they could read a number of
comments, again as their schedules allowed, as an aide to forming their ideas and responses.
When students responded on-line, they were freed from the direct and immediate turn-taking
structures found in classroom discussions.
Secondly, the forum provided students with the opportunity to reflect on their urbanschool experiences through the lens of the story. In my class, I regularly reinforce the idea that
literature, via characters, plot events, themes, and symbolism, can often help us examine and
understand our lives from differing perspectives. For the week, my students were placed in
environments that were new to many of them. They worked with a broad range of students in
diverse neighborhoods and settings. My students continued to read while they worked and
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instead of processing the book from their familiar campus perspectives, many related the book to
the events they experienced in the new environments. Students found connections between The
View from Saturday (Konigsburg, 1996) and their experiences. The literature provided a different
perspective for the students to view their teaching, learning, and living. Conversely, the new
experiences provided the students with a new lens for interpreting the literature. The forum
united traditional and digital literacy practices and functioned as the students’ tool for sharing
their new insights and knowledge.
Wikis
I, like many teachers perhaps, believed that all of my students knew more about
technology than I did. I discovered, however, that this was not always the reality. When I first
introduced my students to wikis I received puzzled looks and comments like, “What’s a wiki? Is
it like Wikipedia?” (FYI, Word auto-capitalizes Wikipedia…A sign of the times?). I told my
students that a wiki was a cross between a webpage and a blog (check out http://pbwiki.com/ for
instructions on how to create your own wiki). The students’ inquires about wikis reminded me of
how essential it is to provide my pre-service teachers with access to the technology and examples
of how one might apply it in instructional settings. I assumed my students had declarative and
procedural knowledge about wikis, and I was wrong. In my classroom, all of my students did not
know about and had not used them. For us, the wiki became a tool for a collaborative writing
project in response to The Higher Power of Lucky (Patron, 2006).
The children’s literature class at CSB/SJU can be taken by students outside of the
education department as a course that fulfills a humanities requirement. As such, I need to
balance the teacher educational aspects of our study of children’s literature with the literary
aspects of the field. In an attempt to maintain this balance, I assign the students an analysis paper
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in which they examine the author’s use of literary elements in one of the texts we read. Recently,
I structured this assignment as a collaborative project and made use of in-class discussions and
student-created wikis as the means of gathering information, determining the paper’s content and
structure, and composing the final product. Even on a small-college campus, I have found that
collaborative projects can be challenging for students to complete. Incompatible class schedules,
other assignments and tests, and leisure time plans seem to make meeting difficult for many. The
wiki provided a way for students to benefit and learn in a collaborative setting while easing the
frustrations of finding the time to meet face-to-face.
During the literary analysis assignment, students read the text individually and took notes
on various literary elements. In pairs, they created a wiki which the team could use to post their
notes and ideas. Figure 2 represents one team’s wiki homepage for their writing project in
response to The Higher Power of Lucky (Patron, 2006).
Figure 2. Wiki homepage for collaborative writing project
Welcome to the Higher Power Wiki... a wiki page designed to introduce the literary
elements of theme and character of The Higher Power of Lucky by Susan Patron.
Character Notes
Theme Notes
Megann Outline
Tom Outline
Rough Draft Megann
Rough Draft Tom
Final Draft
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As can be seen in this example, students collected notes on a several literary elements and
then drafted and shared outlines. The team members worked from these outlines, collaborating
both on-line and in face-to-face environments, to create drafts and to develop a final version of
their paper.
Through this collaborative process, students blended practices embedded in traditional
and new media. During class, students discussed the assigned readings in large and small groups
and then began collaborating with their partners. In a traditional collaborative setting, I would
have had to set aside a good deal class time for the students to meet. Often students would have
had to find additional time outside of class to finish their work, a difficult scheduling feat for
many. The wiki allowed students to post their initial ideas, view their partner’s thoughts, and
begin revising at a time that was convenient given their individual schedules. When students
made the transition from a face-to-face to an on-line environment, they wrote separately and
cooperatively in asynchronistic ways. Each person posted suggestions and supplied quotes that
supported a developing thesis. The students brainstormed ideas, drafted paragraphs, and revised
their work to complete an authentic writing task, and they did so using traditional and digital
technologies. They explored new media and new literacy practices.
Digital Movies
In my children’s literature course, I try to create opportunities for my students to use new
media in ways that highlight the literary foundations of the course. One way I have tried to
establish this union is by asking the students to create a digital movie in response to Monster by
Walter Dean Myers (2004). In the book, Myers uses the structures of a personal diary and a
movie script to tell the story of Steve Harmon’s alleged involvement in a robbery/murder and the
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subsequent trial. These diary and script forms provide natural connections to our digital movie
making project.
The students begin the project by reading the text and noting reoccurring images,
symbols, and themes. During the three days I would normally schedule for class discussions of
the book, the students work to create their video. As with other DT, some students have made
movies and others have not, so I begin with a tutorial on Windows Movie Maker. Students
search the Internet for images, music, audio, video, and text that they will incorporate into their
movies. They order and reorder this content to focus the message they wish the movie to
communicate. Much like one would write a paper, the students decide on the movie’s thesis,
content and organization. Throughout the movie making process, I confer with the students to
provide technical support—“How did you get titles into your movie?—and to remind students
that the purpose of the assignment is to communicate their understanding and interpretation of
the literary elements of the book. I do not ask the students to keep a written journal or write a
reflection paper on their processes. This assignment is new media based and driven but mixes
traditional and new literacies.
After three days of in-class work, and some outside of class work for many, we view the
movies. The creators briefly introduce their movies and offer a few comments on their
interpretation of the book. After the screening, audience members give the writer/directors
feedback by sharing what they saw and enjoyed.
Successes, Challenges and Questions
While my goal for incorporating digital literacies into my children’s literature course is to
model purposeful uses of traditional and new media and to provide options for readers’
responses, some of my attempts have succeeded and others have not.
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Beginning with my challenges, the collaborative analysis paper completed on a wiki
created as many or more problems than it solved. I noticed that many students struggled with
writing tasks and with interpersonal factors. My vision for the wiki was that, as students read and
thought they would logon to the wiki and record their ideas. I believed that once they generated a
list of possible ideas and topics they would focus on those that caught their interest. In theory,
the wiki should have been a place for thinking about, drafting, and polishing their work.
Unfortunately, I did not really see most of the groups use the wiki in these ways. In fact, the
degree to which students used the wiki in support of their work was lower than I expected. The
reasons for the lack of use were probably many. Informally, some students commented that using
the wiki seemed like one more thing to do. These students did not feel that the wiki made their
writing more efficient. For them, it added time and complicated the writing process rather than
expediting the tasks. The other criticism students had of the assignment was that it was just too
hard to write a paper with another person. Students brought different abilities, ideas, and levels
of commitment to the project. Students struggled to reconcile their ideas and approaches with
another person. In some pairs, one of the students invested in the project and the other did not. In
these groups, the level of participation between team members was not always equal. The
collaboration was not always collaborative.
As I reflected on these reactions, I wondered about the value of collaborative writing
projects in my course. Given the students schedules, preferences, and familiarity with wiki
technology I question whether this type of collaborative writing assignment is appropriate or
beneficial. On the surface, the wiki should have supported collaborative problem solving and
expression. I wonder, too, how the technology itself and the assignment’s structure may have
prevented collaboration. What unchecked assumptions did I make about the learning? While
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these questions and their answers may offer ways to improve this collaborative, wiki project,
they may also raise basic issues about incorporating other forms of new media into my
instructional approaches as well.
In contrast to the challenges I encountered during the wiki project, the digital movies
created in connection to reading Monster (Myers, 2004) have offered considerable rewards. One
of the reasons for the project’s success is that it is a natural fit to the script-format of the book.
The students make digital movies based on the scenes and themes that Myers describes in the
writing. The movie project maximizes the use of new media in capturing these images. Students
rely almost exclusively on visual and aural elements to communicate their messages. Some
students add title frames, use quotes from the book, or incorporate a reoccurring word from the
story into their movies, but mostly they blend still pictures, video clips, and music. They are
composing, but composing outside of the traditional forms of written text. The process of
creating in this media seems to focus and engage the students like nothing else we do in class.
When they are working on their movies in class, it is quiet. From the front of the room, I see the
tops of the students’ head above the laptop screens, but scarcely do I see their faces come up for
air. On screening day, we view a range of products, and students seem generally accepting of the
differences. Some students, because this is their first experience with digital technology, simply
complete the assignment. Some movies are really quite good, and there is always one or two in
each section that when they come to an end, the room remains still and quiet.
Students seem to take this project seriously. Last semester I asked the students, “Which
would take you longer, writing a paper on Monster or making your movie?” Immediately, one
student replied, “The movie takes a lot longer, but I don’t mind. I wouldn’t spend this much time
writing a paper.” Another solid endorsement came from a student who told me that literature was
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not his favorite subject. On the first day of classes after spring break, this student told me that
over break he had gone on a skiing vacation. As he skied, he listened to his iPod. On one
particular run, he listened closely to the song that was playing and immediately knew that he had
found the soundtrack to his movie. This student, with an aversion to literature, had taken his
movie project with him on spring break. His story showed me how powerful new media can be
for students who are not enamored with traditional literacies. I wonder, now, what are the
elemental underpinnings in the movie project that make it enjoyable and interesting for the
students? How might I recreate this level of engagement and thought in other projects .As I
include more new media in my course, I wonder what the proper balance between new and
traditional is. Most importantly, I wonder how to help my students see the relevance of literacy
practices, both new and traditional, in their lives because, soon, they will need to do the same for
their students.
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Abstract

The electronic portfolio or "e-portfolio" has been a valuable tool for technologyusing educators to document and assess their professional development using the
National Educational Technology Standards (NETS). However, the recent revisions
in the standards for both teachers (NETS-T) and students (NETS-S) have raised
expectations and shifted priorities regarding the role of technology in education.
This paper describes how the revised NETS-S and NETS-T are likely to impact
educators' professional electronic portfolios. Changes in e-portfolios can be
anticipated as educators understand the meaning and implications of the new
standards, choose to adopt them and change their thinking and practice to reflect
the new priorities.
Introduction
In recent years, teacher educators have used electronic teaching portfolios to structure
professional growth experiences for pre-service and in-service teachers (Strudler &
Wetzel, 2005). It is estimated that 89% of schools or colleges of education use some type of
portfolio system to fulfill their evaluation and assessment needs (Salzman, Denner, &
Harris, 2002). These professional growth portfolios serve as both a program evaluation tool and a
individual teacher candidate assessment tool. They are often used to assess student attainment of
the National Educational Technology Standards (NETS), as defined by the International Society
for Technology in Education (ISTE).
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This paper explores potential implications of the "refreshed" ISTE NETS-S (2007) and ISTE
NETS-T (2008). It aims to examine how these nascent standards may provide more rigorous
opportunities for teachers to demonstrate professional growth with e-portfolios. For example,
will the refreshed NETS inspire the inclusion of more "authentic" artifacts in e-portfolios? Will
the heightened requirements for student and teacher competencies result in higher quality eportfolios? Will teacher education programs that adopt the new NETS also revise their
curriculum as well as the e-portfolio requirements in light of these more robust expectations?
Types of Portfolios
There are various types of portfolios used in education. Student portfolios show what students
have learned, studied, or researched for a particular assignment, a course, or an entire program.
Student portfolios may be used at all levels, pre-K through post graduate. Typically the instructor
defines standards-based criteria for students to follow and on which the portfolio is evaluated.
Similarly, faculty portfolios in K-12 or higher education may be used to for hiring decisions, for
performance evaluations, including promotion or tenure decisions. (Texas Women's University,
2008)
A development or growth portfolio is used to demonstrate learning or achievements over time,
to show growth in performance or expertise. Developmental portfolios are dynamic works in
progress. They are formative, not summative or evaluative. (Regis University, 2008; van
Tartwijk and Driessen, 2008; Instructional Assessments Resources, 2008)
Presentation, showcase, or job portfolios document accomplishments, describe relevant skills
and knowledge, and include relevant reflections. They are typically used for job applications, i.e.
an expanded resumé or curriculum vitae that include cover letters, work samples, and support
letters. (van Tartwijk and Driessen, 2008; Instructional Assessments Resources, 2008)
Professional teaching portfolios are repositories of artifacts that provide evidence to an
evaluator that pre-service teachers have attained particular standards. Such portfolios are
normally organized around a set of standards and require students to reflect on the artifacts as
well as competencies attained. Barrett (1999) writes, “A portfolio without standards, goals and/or
reflection is just a fancy resume...” (p 31). These portfolios aim to document (a) students'
competence and performance over time so that student professional growth can be observed and
measured; and (b) student attainment of standards and competencies in the context of program
goals. This provides an opportunity for program goals and practices to be brought into further
alignment with wider professional standards or aspirations. (Barrett, 2000)
Any of the portfolio types described above may be built on an electronic format. Hence,
electronic portfolios, also known as e-portfolios and digital portfolios, combine the use of
multimedia development with traditional portfolio development (Barrett, 2000). In this regard eportfolios reflect multimedia design processes (Ivers & Barron, 2002). As Barrett points out, eportfolios are developed or mapped to Ivers and Barron's Decide, Design, Develop, and Evaluate
(DDDE) model of multimedia design. Electronic portfolios are assembled using various types of
multimedia and hypermedia authoring tools, and disseminated through hypermedia publishing
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online via the World Wide Web or through local media such as a CD-ROM.
Electronic portfolios also embody the fundamental design stages of traditional print-based
portfolio creation. These five stage process including, (1) collection, (2) selection, (3) reflection,
(4) evaluation and (5) celebration (or projection) are used in both print-based and electronic
portfolio designs (Wade 2005, Barrett 2000; Danielson and Abrutyn; 1997; QESN-RÉCIT,
2008).
E-portfolios have evolved into use for program assessment. For example, LiveText, TaskStream,
Chaulk and Wire include assessment-ready features that are integrated with multimedia tools.
With these e-portfolios tools, the portfolio authors and the assessors are able to organize the
structure, goals and content using national, state or local standards. Scoring guides and
assessment rubrics are also integrated into these e-portfolio systems.
Revisions in NETS-S and NETS-T
The National Educational Technology Standards (NETS) were developed by the International
Society for Technology in Education (ISTE) in 1998 (Murray, 2002). Originally ISTE released
standards for k-12 students (ISTE NETS-S) and for teachers (ISTE NETS-T). These standards
defined core competencies for what k-12 students should be able to know and do with
technology. The NETS-T defined the competencies (knowledge, skills and dispositions)
expected of elementary and secondary school teachers.
The standards from various professional associations, including NETS-T and NETS-S from
ISTE, are used in schools today and often are the foundation for state standards on information
and technology literacies (Pappas, 2008). ISTE's NETS have been the benchmark standards in
educational technology since 1998. The revised NETS, are called the Refreshed NETS, NETSSecond Edition, or "The Next Generation Standards." The Refreshed NETS for students, teachers
and administrators (NETS-S, NETS-T, NETS-A) are being published in June 2007, June 2008
and June 2009 respectively (National Educational Technology Standards, 2008).
Rising Expectations & Standards: Implications for Teacher Competencies
The changes in NETS-T are largely driven by rapid and dynamic processes in
telecommunications and computing over the past 15 years. This communal and collaborative
revolution (Grossman, 2006) has put the connected individual at the center of the teaching and
learning process. In the December 2006 edition of Time magazine "You" were selected as Time's
person of the year. Grossman attributed this accolade to the rapid rise of social networking, i.e.
the massive man-hours that individuals invested in collaboration and community through My
Space, Facebook and other online social spaces.
The refreshed NETS can be appreciated in this context. NETS advance greater expectations for
teacher-student and peer-to-peer collaboration assuming the ability to work with current Web 2.0
technologies. These new standards stress learning for flexible thinking, and for creativity and
innovation, which are the foundations of 21st century and digital competencies in the global
workplace.
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The new standards refocus teachers to foster a learning environment in which technology is
assumed and embedded. Technology is a given part of the learning environment. It is part of all
learning processes, communication and research fluency. Students not only learn about, but also
practice and model digital citizenship, responsibility and leadership. This development is not
particularly new for educational computing (Luehrmann, 2002; Kafai & Resnick, 1996; Harel &
Papert, 1991). However, it does reprioritize the role of computing and media technologies by
embedding them in learning processes and 21st century ciitzenship. (A Digital Decade, 2007).
Emerging expectations of student learning are focused on ethical behavior and innovation. These
expectations of and for students are mirrored with teachers. Academic and scholarship
expectations for both students and teachers are notably higher and consistent with processes and
skills required for the so-called "21st century skills," "global citizenship" and "digital age skills."
As Education Week most recently noted in a summary article of their annual report, Technology
Counts 2007:
For many educators, 21st-century digital literacy must hinge not on the superficial
fluency with technology that many students exhibit in their off hours, but on
proficiency in such skills as effectively sifting through a glut of electronic
information and producing creative work that will be valued highly in the global
marketplace (A Digital Decade, 2007, p.9).
The key changes in the 2007 NETS-S are summarized in Table 1. Although the emphasis on
learning technology concepts and operations in NETS-S.2000-#1 continues as NETS-S.2007-#6,
this emphasis has been overshadowed by other priorities. The attention to technology tools,
including communication tools, productivity tools, and research tools in NETS-S.2000 has been
replaced with the attention to learning processes and outcomes. Creativity, innovation and
inventiveness is introduced anew in NETS-S.2007.
Table 1: Changes in 2007 NET-S
FROM 2000 NETS-S:
A. emphasis on learning technology
concepts & operations (Standard 1)

TO 2007 NETS-S:
A. [continues] (Standard 6)

B. emphasis on communication tools
(Standard 4)

B. emphasis on communication and
collaboration processes (Standard 2)

C. emphasis on learning the technology
(Standards 1, 3, 4, 5, 6)

C. emphasis on learning to think, on
creativity, and on research fluency
(Standard 1, 2, 3)

D. focus on technology productivity tools
D. [deleted]
(Standard 3)
E. knowing and practicing digital
responsibility and ethics (Standard 2)

E. advocating, modeling, and showing
leadership in digital responsibility and
ethics (Standard 5)

F. focus on using digital research tools
(Standard 5)

F. focus on research skills, purposes and
processes (Standards 3, 4)
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Both the NETS-S.2000 and NETS-S.2007 view the importance of norms appropriate, responsible
behavior with regard to technology use, which are also known as "digital citizenship skills."
However, in NETS-S.2007, it is no longer sufficient for students to know and understand the
"digital citizenship" skills. They are expected to advocate, model, and show leadership in digital
responsibility. As consumers and authors of digital content in our media rich society (Goodin,
2007), students are expected to follow ethical, legal and general acceptable use policies in their
technology use.
Teachers in turn, need updated knowledge and skills in acting as a role model in practicing
digital citizenship skills, as well as in guiding students toward these practices. Teacher education
courses and professional development institutes and workshops are updated to include this new
priority. In professional e-portfolios, teachers will need to ensure that every artifact is not
plagiarized, is copyright clear, is properly attributed, and is secured for confidentiality and FRPA
considerations. Evaluators of e-portfolios may also include rubrics that check artifacts for
security, copyright and intellectual property rights considerations.
NETS-T.2008 has also introduced new priorities and emphases. Previously the NET-T.2000
mirrored the NETS-S. Teachers were expected to possess parallel competencies that were
expected of students. For example, both NETS-S.2000 and NETS-T.2000 included the
"understanding of technology concepts, systems, and operations." In NETS-T.2008, this plank
has been deleted, even though it remains in the NETS-S.2007. NETS-T.2008 considers the
"understanding of technology concepts, systems, and operations" to be an assumed, prerequisite
competence that the teacher possesses to support students toward fulfilling NETS-S.
Consequently it is not listed in NETS-T.
Table 2 highlights other major changes in NETS-T from 2000 to 2008.
Table 2: Highlights of Changes in ISTE NETS-T
FROM 2000 NETS-T:

TO 2008 NETS-T:

A. emphasis on learning technology
concepts & operations (Standard 1)

A. emphasis on supporting student learning
for creativity, inventiveness, innovation
(Standard 1)

B. integration of technology with

B. authentic (real-world) learning experiences

curriculum (Standards 2, 3, 4)
C. learning environment is face-to-face

D. teach about digital citizenship,

responsibility, ethics, and social issues

make up the curriculum (Standards 2, 3, 4)
C. learning environment is both face-to-face
and virtual
D. practice, model, promote and

demonstrate leadership in digital
citizenship, responsibility, ethics, and
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(Standard 6)

addressing social issues. (Standard 4)
E. actively participate and demonstrate

E. show ongoing professional development
and lifelong learning (Standard 5)

leadership in collaborative learning
communities for professional development /
lifelong learning (Standard 5)

F. rubrics contain 4 levels: beginning,
developing, proficient, advanced.

F. rubrics contain 4 levels: beginning,
developing, proficient, transforming.

G. highest level of rubric emphasizes
technical, academic, and teaching
expertise

G. highest level of rubric emphasizes
changing education and addressing
global issues (social change agent)

Changes in E-Portfolios
In what ways will e-portfolios based on the Refreshed NETS-T or NET-S remain the same or
differ from e-portfolios based on the first edition NETS? Potentially there may be similarities
and differences in (a) the kinds of artifacts contained in the portfolio; i.e. the portfolio contents;
and (b) the portfolio's value, significance, purpose or impact on the portfolio's author.
Table 3 summarizes (a) which contents and artifacts in e-portfolios are likely to remain the same;
(b) which contents are likely to be deemphasized or eliminated; and (c) what contents and
artifact are likely to be new in NETS 2008 portfolios.
Table 3: Artifacts and Contents in NETS Professional Portfolios
CHARACTERISTICS
A. Contents and artifacts that
remain the same in NETS-T
(2000) and NETS-T (2008)
portfolio

•
•
•
•
•

B. Contents and artifacts
used in NETS-T (2000)
portfolio which are
deemphasized or
eliminated in NETS-T
(2008) portfolio

•
•
•

•

EXAMPLES OF ARTIFACTS
Philosophy of eduction essay
Resume or curriculum vitae
Examples of lesson plans or curriculum plans developed
Powerpoint presentations that illustrate didactic lessons
Reproductions of images, published content, web page
contents, copyrighted video; other non-self-authored material
subject to copyright
Sample workbook or textbook pages
Student work samples (excluded per FRPA regulations and
confidentiality protocols)
Videos produced, published or copyrighted by someone else,
including You-Tube, United Streaming, and video captured
from television or DVD.
Elimination of artifacts only used to show technology-
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CHARACTERISTICS

EXAMPLES OF ARTIFACTS
curriculum integration (e.g. using databases in a science
classification lesson)
•
•
•

C. Contents and artifacts that
are new, expanded or
increased in NETS-T (2008)
portfolio

•
•
•
•

Examples of virtual curricula and lessons (e.g. Moodles,
Second city environments, Electronic simulations)
Self-initiated dynamic, read-write (Web 2.0) artifacts (e.g.
blogs, wikis, mashups, social tags)
Anecdotal material and reflections the explain authentic
learning experiences
Videos or animations that annotate or explain the artifacts.
More examples of newly designed curriculum or programs
(self-authored or collaborative)
More examples of success stories in transforming or
changing programs, organizations or students thinking.
More examples of how the teacher created or used student
assessment and diagnostic tools

Teachers who adopt the Refreshed NETS-T are likely to experience a difference in what
opportunities the portfolio provides them and how the portfolio challenges them. Table 4
summarizes these potential changes.
Table 4: Changes in the Portfolios' Value To Their Authors
FROM (2000 NETS-T)
The portfolio provides an opportunity to
demonstrate:
1. technical skills and expertise
2. integration of technology into curriculum
3. teaching skills in raising student
achievement
The portfolio challenges the teacher to:
1. increase one's competence in technology
tools and applications
2. become a more skillful teacher
3. become a teaching professional
4. build professional competence

TO (2008 NETS-T)
The portfolio provides an opportunity to
demonstrate:
1. sensitivity to learners' needs
2. creative solutions that improve learning
3. how to inspire students' creativity,
inventiveness & innovation
The portfolio challenges the teacher to:
1. increase one's "digital citizenship" and
digital responsibility
2. become a social and educational change
agent
3. become a leader by example and model
4. build collaborative, learning communities

The changes from the first edition NETS to the refreshed NETS are significant. They shift the
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focus from technology integration into the curriculum to learning processes. They emphasize
21st century, digital age thinking and professionalism. Although schools, teachers and students
will be encouraged to adopt the new standards, the real changes will only occur as individuals
understand their meaning and implications. Next they must reflect on the standards and
deliberately choose to accept or reject them. If they fully embrace the new standards, then they
must rethink, reorganize and transform their thinking and their work according to the new
priorities. For most educators, this will be a gradual process. Since e-portfolios themselves
mirror their author's thinking and practice, we are likely to also see parallel and gradual changes
in the professional e-portfolio format and content in the coming years.
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Abstract
With student mental health and safety issues being areas of major concern for many
universities, stress levels among university students are a critical area to be explored. With the
alarming occurrence of rage-related events on school campuses across the United States, it is
critical to seek ways to identify students exhibiting extremely high levels of stress coupled with
poor coping skills. The purpose of this study was to identify the percentage of students with high
levels of stress and to evaluate whether exercise habits and health are potentially mitigating factors
that could affect a student’s level of stress and overall satisfaction with life.
Introduction
Stress plays a major role in people’s lives. There are stressors which affect people every
day, as well as special events which affect people at certain times in their lives. College, for some
people, can be a stress-filled experience. Identifying elements which cause stress can be a
valuable tool in avoiding or coping with stress. At the university level, many university personnel
recognize that college life marks a major transition in a young person’s life. Being away from
home, living independently, and planning for the future are big steps for many college students.
The purpose of this study was to evaluate how a student’s exercise habits and overall health
affect a student’s levels of stress and satisfaction with life. By identifying the stressors and ways
to cope with, eliminate, or limit the stressors, institutions of higher learning can work to create
better academic and social environments for their students.
Purpose of the Study
The purpose of this study is to examine how a student’s health and physical activity affect his or
her level of stress and satisfaction with life.

2009 HICE Proceedings
Page 480

Subproblems
1) How does a student’s health affect his or her level of stress?
2) How does a student’s level of physical activity affect his or her level of stress?
3) How does a student’s health affect his or her level of satisfaction with life?
4) How does a student’s level of physical activity affect his or her level of satisfaction with life?
5) How does a student’s ability to cope with stress affect his or her level of stress?
Review of Related Literature
According to Goldman and Wong, “Stress is a part of everyone's life. A certain amount of
stress is to be expected in daily life, but too much stress may be harmful.” How a person perceives
the stress they encounter may be a factor in how stress affects a person’s psychological well-being.
Stress may also have a positive or negative impact on a person’s self-esteem and self-concept.
Studies have shown that students’ perceptions of themselves change as they move through the
college experience (1997).
The transition to college life is a critical period for young people. It is a time when a
student will leave home and enter a new setting where there are different social requirements and
new people. This time marks a period of great adjustment and can be very stressful for a student.
Lonely feelings and a longing for the former home environment are common feelings experienced
by the college student. The transition may be more difficult for some students if they find they are
unable to create new relationships or if they do not develop a positive connection to their new
environment. In some situations, disconnected students may blame the campus climate for their
feelings of discontent. Studies have shown that students who felt a sense of community also had
positive perceptions of college life concerning other areas such as faculty and personal levels of
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achievement (Lee, Keough, & Sexton, 2002).
Young adults in college are facing several developmental tasks that can cause stress.
Separating emotionally from family, planning and preparing for future careers, relationships, and
family life, and developing or refining a personal set of values are areas which are stressful for
young adults. With this transition, young adults must enter new social situations. College students
are a good population to study for stress related issues since they are in a situation where they are
experiencing a number of developmental transitions (Towbes & Cohen, 1996).
Studies have shown that there is a relationship between stress and illness. How a person
handles stress can have an effect on their physical and mental well-being. When a person enters
college, their ability to cope with the new environment is a critical element in their future success
and their physical and mental health (Pritchard & Wilson, 2006). Stress-related illnesses often
send students to the college infirmary. Coping with the freedom of college life, the academic
schedules, and outside jobs cause students to be more vulnerable to illnesses such as colds, the flu,
and infections. Stress levels are the highest for freshmen since they are adapting to their
new-found independence and responsibility of structuring their own lives. Fatigue is common and
the students may not be eating healthy foods and may also be skipping meals. Homesickness may
also be an issue for many students. Although students experience health problems throughout the
school year, the busiest time of the year for health centers on college campuses is at the end of the
fall semester during final exams. Stress, combined with insufficient sleep and improper nutrition,
makes students more susceptible to catching the flu (College freedom, 1996).
To combat stress, students may be able to improve their physical and mental health through
regular exercise. Although the benefits of exercise are well documented, studies have shown that
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the level of physical activity of a student decreases as the student moves from high school to
college. Studies have shown that the activity levels of college students are frequently insufficient
to benefit the students’ overall health and fitness levels. Studies show that vigorous physical
activity was engaged in by only of 38% of college students and moderate activity was a part of the
lives of only 20% of college students (Kilpatrick, Hebert & Bartholomew). Exercise is used at
some universities as a form of stress management. One Chinese university utilizes an anger
management room that has punching bags for the students and faculty to vent feelings of anger or
frustration (Mooney, 2006).
Method and Results
From Fall 2002 to Spring 2005, students in AR 170 - Art Appreciation at the University of
North Alabama were given a comprehensive survey that asked them to rate their perceived levels
of stress. AR 170 is a course which fulfills an elective requirement in the General Studies
component of all undergraduate programs at UNA, a four-year institution located in northwestern
Alabama. The General Studies component of the academic course of study consists of the
freshman and sophomore level courses which are usually completed by students during the first
two years of their four-year college experience and AR 170 is generally considered a freshman
level course. AR 170 is taught in an auditorium style lecture hall and usually has about 70 students
in each section. It is a popular course and is taken by students from all four colleges at the
university. Nine hundred forty- three students (46% male and 54% female) responded to the
questionnaire. Of those responses, the majority of the respondents (60%) were freshmen, 23%
were sophomore, 7% were juniors, 7% were seniors, and 3% were special students.
Seventy-seven percent of the students surveyed were Caucasian, 12% were African-American, 6%
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were Asian, 1% were Hispanic or Latino, and 4% were of other origin. Ninety-four percent of the
students surveyed were full-time students. All four colleges were represented: Nursing (10%),
Business (27%), Arts and Sciences (29%), and Education (17%). Fifteen percent of the students
responding to the survey had not yet declared a major.
The survey asked students to identify their perceived levels of stress with a rating system
that included the following categories: low level of stress, some stress, average level of stress, high
level of stress, or extremely high level of stress. Each ranked level included a descriptor for
students to help to better define that level. Nine percent of the students reported a low level of
stress, 23% reported some stress, 48% perceived their stress to be average, 17 % perceived their
stress to be high and 3 % perceived their stress to be extremely high.
In regard to exercise as a potentially mitigating factor upon stress, of the 943 students
surveyed, 11% did not exercise, 15% exercised less than one hour per week, 25% exercised one to
two hours per week, 21% exercised three to four hours per week and 29% exercised five or more
hours per week. Thirty-four percent responded that their health was excellent, 41% felt their
health was good, 21% felt their health was average, 3% felt their health was poor and 1% felt their
health was extremely bad.
When comparing the amount of time the student spent exercising or engaging in physical
activity to the level of stress, 27% of students who did not engage in any physical activity reported
high or extremely high stress as compared to students who exercised five or more hours per week
where 16% reported high or extremely high stress.
When examining perceived levels of satisfaction with life, 58% of students who did not
exercise reported being extremely happy or having a good life, 75% of students who exercised five

2009 HICE Proceedings
Page 484

or more hours per week reported being extremely happy or having a good life. Seventy-four
percent of students who exercised 3-4 hours per week reported being extremely happy or having a
good life.
In regard to perceived physical health and stress, 57% of students who considered
themselves to be in bad health reported high or extremely high stress. Fifty percent of students
who considered themselves to be in poor health reported high or extremely high stress. In contrast,
only 16% of students who considered themselves to be in excellent and good health considered
themselves to have high or extremely high stress.
In terms of life satisfaction, 78 % of students who considered their health excellent also
considered their life to be extremely happy or good. Forty-three percent of the students who
reported their health as bad and 39% of the students who reported their health as poor considered
their life to be extremely happy or good. Only 3% of students who reported their health as
excellent and 5% of students who reported their health as good considered their quality of life as
somewhat poor or extremely bad. Twenty-nine percent of students who considered their health to
be bad also considered their life to be somewhat poor or extremely bad. Fifty-five percent of
students who were satisfied with life at the level of extremely happy or good felt low or some
stress. Seventy-five percent of students whose level of satisfaction with life was somewhat poor or
extremely bad felt that they were experiencing high or extremely high levels of stress.
When asked how they handle feeling stressed, emotionally upset, or angry, 6% (34
students) of the participants surveyed stated that they tended to express negative feelings with
physical actions and angry words, including sometimes engaging in violent behaviors towards
themselves or others. Of these same 34 students, 21% perceived themselves to be under some or
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little stress, 44% felt average stress, and 35% (12 students) felt they were under high or extremely
high stress. Also of these same 34 students, only 12% (4 students) felt their life was poor or bad,
32% felt their life was average and 56% felt their life was extremely happy or good.
When asked how well they felt that they were equipped to handle stress, 7% of the students
surveyed (65 students) reported coping poorly or very poorly and indicated that they needed more
ways to cope with stress. Of the 65 students who reported coping poorly or very poorly, 44 of
these students (68%) were under high or extremely high stress. When considering their level of
satisfaction with life, 15 of these 65 students felt that their life was poor or bad and 20 of the 65 felt
their life was extremely happy or good.
Of all the students surveyed, 24% (228 students) responded that the most useful way they
have found to cope with stress, anger, or emotional upset was engaging in physical activities or
sports to rid themselves of negative feelings as opposed to alternative means of coping with stress.
Of these 228 students, 36% reported some or low stress, 45% reported average stress, and 19%
(44 students) reported high or extremely high stress. In terms of life satisfaction, 10 of these 228
students (5%) considered themselves to have a poor or bad life. Seventy one percent were
extremely happy or felt good about their life and 25% felt their life was average.
Conclusion
Overall, in terms of perceived stress, students who exercised and were healthy,
experienced less stress and reported that their lives were happier. It was not surprising that there
was a link between poor health and higher levels of stress. Also, students who were dissatisfied
with their lives reported higher levels of stress. Although the majority of the students did report
exercising at least one hour per week or more and most of them considered themselves to be in
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average to excellent health, it is important for the colleges and universities to focus on the factors
that affect the 20% of students who reported high or extremely high levels of stress. Do higher
levels of stress trigger feelings of anger or depression? Will the higher levels of stress lead to
illness or poor choices such as poor diet, poor sleeping habits, excessive drinking or substance
abuse? It is of concern to the researchers that of the 65 students who reported coping poorly or
very poorly with stress, 44 were experiencing high or extremely high stress in their lives. It is also
of concern to the researchers that over half of the students who tended to express negative feelings
in a violent manner also reported that their life was extremely happy or good. Could this be a “red
flag” in terms of shifting perceptions towards what constitutes socially or morally unacceptable
behaviors or attitudes? Have these students become desensitized to violence? For the students
that reported their current level of satisfaction with life as extremely bad, the explanatory
descriptor for that level of satisfaction included depression, feeling sad, lonely, or angry, with
occasional thoughts of suicide or violence. Although this number was less than 1% of students
surveyed (5 students), it is still cause for concern.
For the non-exercisers or those who exercised very little, how will this affect them later in
life? From this project, it can be stated that students who are healthy and who exercise regularly
tend to exhibit less stress and tend to perceive themselves as happier. It was interesting that of the
228 students that coped with stress, anger, or emotional upset by engaging in physical activities or
sports, only 10 of these students (5%) considered themselves to have a poor or bad life and 71%
were extremely happy or felt good about their life. Continued research in this area would include
focusing on ways to promote health and well-being among university students and finding ways to
encourage exercise among university students. And perhaps most importantly, with rage-related
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Student Stress 10
current events on school campuses across the United States, continued research should focus on
the impact of high stress as a factor that might be linked to campus rage and look for possible ways
to mitigate this behavior.
References
College freedom can trigger illness. (1996, December). USA Today, 125(2619), 7.
Goldman, C. S. & Wong, E. H. (1997, Summer). Stress and the college student. Education,
117(4), 604 - 610.
Gutfeld, G. & Munson, M. (1993, November). Making the grade: going back to school may ease
stress. Prevention, 45(11), 20(3).
Kilpatrick, M, Hebert, E. & Bartholomew, J. (Year). College students’ motivation for physical
activity: Differentiating men’s and women’s motives for sport participation and exercise.
Journal of American College Health. 54(2), 87 - 94.
Lee, R.M., Keough, K.A. & Sexton, J. D. (2002, June 1). Social connectedness, social appraisal,
and perceived stress in college women and men. Journal of Counseling & Development,
80(3), 355 - 361.
Mooney, P. (2006, January 6). A blow against stress. The Chronicle of Higher Education. 52,
A-7.
Pritchard, M.E. & Wilson, G.S. (2006).

Do coping styles change during the first semester of

college. The Journal of Social Psychology, 146(1), 125-127.
Towbes, L.C. & Cohen, L.H. (1996, April). Chronic stress in the lives of college students: scale
development and prospective prediction of distress. Journal of Youth and Adolescence,
25(2), 199 - 217.

2009 HICE Proceedings
Page 488

Information for Conference Proceedings
7th Annual Hawaii International Conference on Education
January 4-7, 2009, Honolulu, Hawaii

1. Title of the submission: Promoting International Collaboration through
Undergraduate Research
2. Name(s); Affiliations, Addresses and Email Addresses of the author(s):
Coughlin, Chris, Ph.D.
Child Development Program
California State University, Chico
Chico, CA 95929
ccoughlin@csuchico.edu
Gloysis Mayers, Ph.D.
College of Education
Zayed University
P.O. Box 19282
Dubai, U.A.E.
gloysis.mayers@zu.ac.ae
Jesse Dizard, Ph.D.
Department of Anthropology
California State University, Chico
Chico, CA 95929
jdizard@csuchico.edu
Judy Bordin, Ph.D.
Child Development Program
California State University, Chico
Chico, CA 95929
jbordin@csuchico.edu

6. Abstract:
This presentation reports on a collaborative research project between
students and faculty in the College of Education at Zayed University, United Arab
Emirates and students and faculty in the departments of Child Development and
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2009 HICE Proceedings
Page 489

the world and the potential for conflict that exists, it is only through cultural
exchange organized around empirical research into processes of human
socialization, that one can hope to dispel myths and create understanding and
tolerance, thereby forming the basis for international cooperation.
The purposes of the research project were:
• To provide undergraduate students with research experience as faculty
and university students collaborate in the investigation of children’s
perceptions about war and peace across cultural context.
• To provide opportunities for the involvement of students and faculty in
a cross cultural collaborative project.
• To investigate children’s perceptions about war and peace across
cultural contexts.
Towards the achievement of our project goals, we organized a pilot
project whereby undergraduate students and faculty from the Middle East and
the United States collaborated on a cross-cultural research study. The student
team presented their results at an international conference in the United Arab
Emirates. This assisted students and faculty in gaining experience regarding the
social science research process, and to further deepen understandings of the role
that environment plays in child development. Perhaps more importantly, it also
deepened understandings about Middle Eastern and American cultures and value
systems, through the investigation of children’s perceptions on war and peace.
Results and reflections will be reported. Future directions for the project will also
be discussed.
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“Justics”

2

“Justics:” With discipline and justice for all?
Recently, with images of Columbine and Jena 6 in Louisiana, however, one must
contemplate the existence of a relationship between discipline and justice. With the
school shootings’ data, one defining highlight is the undermining effects of a lack of
classroom and/or school discipline that involve social justice. In Columbine, for instance,
the young school shooters were bullied by peers, yet the data reflects that there was little
management and community building within the classrooms and school in regard to those
disrespectful behaviors. In addition, recently with the Jena 6 in Louisiana, discipline
problems regarding racism on campus escalated because administrators and teachers
would not face the situation and deal with that “ism” (racism on campus) in a proactive
way; and the African-American and Caucasian students took the matter into their own
hands with hate crime and violence that continued to build until the community became
enraged and involved. In order to better understand how social justice and discipline
intertwine as well as how socially just discipline strategies and culturally relevant
teaching build relationships and community ownership in classrooms, we need a research
approach and methods for teachers to merge social justice with pedagogy and classroom
management as well as a study that focuses on the effects and effectiveness of these
merges. This article outlines a qualitative study which examines the interrelationship(s)
between social justice, discipline, and pedagogy within methods that outline several preservice and in-service teachers’ strategies for dealing with the “isms” and social injustices
in their classrooms.
“Justics,” social justice comics—a new method for merging teachers’ understandings of
justice and classroom management, involves an unjust situation that could (or has)
happened in schools pertaining to racism, sexism, “ableism,” ethnocentrism, socioeconomic classism, heterosexism, and religious fundamentalism, and in the project, preservice and in-service teachers develop a visual or a comic that represents the unjust
occurrence. The pre-service teachers describe the moment, and then they develop three
strategies to deal with the injustice including opportunities to teach about the “ism” or
topic connected to the situation such as race or ability among the seven. Afterwards, they
list a mnemonic device to remember why and how to deal with the injustice in their
schools. On the other hand, the in-service teachers describe the unjust occurrence
including a description of the initial strategy they used to addressed the situation, and
then they provided at least three strategies they could have used (or can use) to deal with
the injustice including opportunities to teach about the topic connected to the situation.
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CHANGE MANAGEMENT MAIN FACTORS AFFECTING ELEARNING ADOPTION

ABSTRACT

This paper describes the main change management factors affecting the adoption process of e-Learning systems inside
the organizations, focusing on the soft-side of change and handling the Jordanian case, since this topic becomes more
important in today’s knowledge-based economy. It presents the preliminary results of a PhD research which indicate
that leadership, motivation, culture and human capabilities are the main factors affecting the e-Learning adoption
inside the organizations. The paper started with a brief introduction followed by the research main objectives and
questions and then clarifying some important concepts such as the e-learning adoption and change management,
discussing the main factors affecting the adoption process and come up with a preliminary conceptual model to be
tested in the later stages which is the main aim the research.

Keywords: change management, e-learning adoption, innovation, soft-side of change, knowledge-based economy.
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1. INTRODUCTION:
Many studies were conducted in order to investigate different aspects of E-Learning such as e-Learning styles, [26] [3],
importance [12]; [16], satisfaction [2] [27], evaluation [5] [14] [15], culture [11] [1]… etc. However, a few studies
focus on the change management role for successful adoption of the e-Learning systems especially inside organizations.
Electronic learning is considered to be a major educational innovation [7]; it becomes more and more important in
today's knowledge-based economy [28]. Thus, companies and universities are increasingly implementing it, which
reveal the raise need for such strategy, especially that they are spending a large amount of money buying and installing
these systems. Unfortunately, many of organizations failed to achieve the expected results and gain the systems
maximum potential for many reasons [13] [7] [29] most of them relating to change management process [13].

Furthermore, most organizations focus on technological issues which has to be their least concerns and neglect
the more essential side concerning people, as it's easy to find a highly effective system and install it inside the
organization, but in many cases these systems did not add any value for their organization because very few number of
employee decided or motivated to use it. Hence the more essential element is to make a person accept this system and
use it, which is the role of the change management process. [17] [29]. “Electronic learning adoption is more about
change than technology. Big-budget staff development of technical resources is a secondary stage in adoption - social
issues and change management are first. Most organizations don't realize that…” [4]

Nowadays it is believed that people side presents the most important factor affecting e-Learning adoption
success or failure. From this point this paper will focus on the change management role in e-Learning adoption, analyze
the reasons behind the low usage of online learning systems by investigating the main factors affecting the adoption
process. Moreover, this paper tries to provide the proper solutions through an appropriate change management model to
guarantee the maximum usage and achieve the highest possible potential from deploying an electronic learning system
especially inside Jordanian organization since there is a very few number of studies concentrate on this topic, and
almost no one study this topic in Jordan, so it will be very important for Jordanian organizations especially that eLearning system is just start entering some of Jordanian organizations, which make this topic new and important as they
can make use of an appropriate change management model to help them successfully implemented new learning
systems in the near future.

2 RESEARCH OBJECTIVES AND QUESTIONS
The major objective of this paper is to “build a change management model that guarantees successful e-Learning
adoption inside Jordanian organizations” This objective can be divided into the following minor objectives:
•
•
•
•

Investigate the acceptance factors for e-Learning purposes by organizations' employees.
Explore the obstacles that organizations' employees faced while adopting this new technology.
Discuss the role of change management in supporting the acceptance factors and overcoming the obstacles
factors.
Outline the model for successful adopting electronic learning systems inside organizations.

The main question to be addressed and answered in this paper is:
•

What are the major factors of change management that affect the successful adoption of e-Learning inside
organization?

3. E-LEARNING DEFINITION AND IMPORTANCE:
Until now there is no clear definition for e-Learning since it’s a continuously evolving term, so a definition which is
believed to be a good one today may become invalid tomorrow [17]. It has been defined as creating and delivering a
rich learning environment that includes a huge amount of information resource and solutions using internet technologies
with main goal of enhancing organization performance [18]
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It becomes obvious that e-Learning is crucial for public and private sectors, for industries and academic. It
becomes even more important with time because of the huge knowledge growth [17], the social, economical and
technological changes and the external market pressure [18]. Many studies mentioned the importance of the e-Learning
in saving time, effort and money, especially if the employees have to go outside the company to get the training [9]
[17]. In addition, it provides a tool that permits learners to learn anything, any time and anywhere [12]. It also provides
learners with effective, just-in-time training [9] [23], which increase the performance, productivity and efficiency [28].

Furthermore, e-Learning not only provides learners with access to huge amount of data, but also gives them the
opportunity to communicate with each other, exchange knowledge and share information [18]. Finally, e-Learning
provides a lifelong learning that can foster innovation, improve the organization competitiveness and increase equity
[16].

3. E-LEARNING ADOPTION:
3.1 ADOPTION DEFINITION
Adoption defined as the stage when the organization starts to observe the long-lasting implication of the change, which
reached after the learner become aware of the change, understand this change, accept, support it and become committed
to this change. So e-Learning adoption is not only about making people use the system it's to ensure that they will
internalize it over log-term. [6]

E-Learning adoption is more than only installing the system inside the organization; the success is getting elearning to work" [18]. The meaning of work here is not related to technology as many people may think, but eLearning work and succeed when it contributes in raising the system usage, productivity, quality, profits, people skills,
over all performance and meet the business needs.The most important thing is to find out what is done with the eLearning system once it is installed, is it fully used by employees? Does it reach its full potential? What value it added
for the company? The real success is to make people accept the system and use it to increase their performance and
meet business objectives [18]. "Designing, developing, and deploying e-Learning resources are only part of the eLearning battle. Actually getting employees and prospective students and instructors to use e-Learning is a challenge on
its own." [4]

3.2 ADOPTIONS OBSTACLES
Before suggesting the solution, we have to start with the obstacles which prevent the employee from using the system
and taking full advantage from it, which can be categorized as followed [17] [23]:
•
•
•

Learner level relating to employees resistance to change since it's hard to change their first idea about
learning as they always experience it with a teacher in a classroom, other personal reasons regarding their
own preferences, learning styles, interests, lack of computer skills, experience, and performance level
Organization level such as lack of time, no budget, poor marketing, lack of attention to learning culture,
failure in the alignment between e-learning objectives and business objectives, improper leaders, missing
reward structure or other forms of motivation.
Technological reasons like lack of equipment, low bandwidth, lack of technical support or help desk.

Furthermore, the variety in the targeted people, used technologies, context or management styles may play a key
role in their failure. Most if not all these problems are related to change management process, and can be solved through
an appropriate change management model.

4. CHANG MANAGEMENT:
Introducing new E-Learning system presents a significant change for the organization and like any other change inside
the organization it needs careful planning, analysis and management [6] [13] [17] [18]. Change management forms a
critical element in the success of e-Learning adoption. As aforementioned to handle the people side of change is more
important and more difficult than the technological issues [29].
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Change management defined as an organized approach to integrate technological change, which include both a
formal process to evaluate the impact of change, and the techniques to make users accept the change caused by
introducing new technology and change their behavior to take full potential of the new IT functionalities [21]

There are three phases of change the organizations need to go trough in order to reach a successful adoption;
the preparation phase, before the system launch, in which the organization contacts the employees and make them
aware of the new change and the need for that change through emails, newsletters, posters…etc, the next phase is the
acceptance phase, during the system implementation, in which they understand the nature, scope and benefits of change,
beside encourage them to accept the change through training, motivation and support , the last phase is the commitment
phase, after the system launch, in which they try to sustain the change by making the change integral with it's
organization and individual. [6]

From the preliminary study it is found that the most important change management factors which play a key role in
the success of e-Learning adoption are:
• Leadership
• Motivation
• Culture
• Human capabilities
Next section we will discuss each in more details.

4.1 LEADERSHIP
"Leaders are distinguished by their ability to communicate and motivate and their willingness to participate.
Furthermore, leaders can act as catalysts for your e-Learning implementation and the changes that need to take
place"[6]. So the leaders need to prepare the needed plan, form the appropriate change team, explain the reality to the
team, clarify the nature of the change and the reason behind it, align between e-Learning and business objectives, design
the needed roadmap to achieve their goal and encourage their employees to participate and support that change [8]

Leaders present the most important change agents inside the organizations, without effective leadership there is
no way to achieve the learner acceptance and succeed in the change process, so they must believe in change, have the
vision, transfer it to employees, lead by example, have the charisma, have big influence on others in which other
employees, trust, respect and listen to, beside owning strong training and communications skills, finally and most
important they need to make sure that the change process is aligned with the organization strategy. [6]
H1: There is a positive relationship between Leadership and successful e-Learning adoption.

4.2 MOTIVATION
Motivation is one of the most critical factors for e-Learning adoption, as it many cases employees refuse to use the eLearning systems for many reasons, so it is very important for change management to convince them to accept the
change and motivate them to use the new system through any possible method

Many practices can be used by the organization in order to encourage people to use the new system, one of the
most effective ways to motivate them is by answering the question "What's In It For Me" to explain the benefits they
can gain by using the system [17], Some organizations use direct reward structure to increase participation such as
promotions, incentives, prizes, perk and bonuses or even by words of praise [23].

Communication and marketing play a key role for the adoption success, the organization need to market the
e-Learning for both managers and employees to change their perception of e-Learning, by announcing the initiative,
communicating success stories, quick win and marketing the most exciting activities [29]. Many suggest to choose eLearning champions from the employees themselves to do the marketing, since the an employee may believe what
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another employee said more than other way of advertisement, these champions need to have certain characteristics like
strong belief in the importance of e-Learning and respect from people they work with[22] [24]. Of course we can not
ignore other marketing techniques value, such as branding, brochures, emails, memos, kickoff parties, e-Cards, posters,
newsletters, announcement board, lunch meeting or even video playing over the intranet which keeps employee
informed with up to date information about any new changes. [23]

Furthermore, try to involve all stakeholders early in the change process in all steps of e-Learning
implementation so they will have a sense of ownership and you can gain their trust, commitment and support, since the
one who is involved in creating new thing are more likely to support it [18]. And maintain their involvement through a
loop of communications and feedbacks [10] [19]

In addition change management needs to allocate the needed time during the working hours and offer the
suitable environment for training in order to encourage employees to engage in learning activities [22] [23] [24]. Also
they have to provide them with any needed device for their learning process including headsets, printers, microphones
or video cards. Moreover, they have to facilitate group learning and give them the opportunity to interact and
collaborate, either face to face or electronically. [23] [29]

Many companies believe that they need to make e-Learning mandatory [6] [23]. 'Carrot and stick' approach
were suggested, which means to give incentives for those use e-Learning systems and consequences to those who don't
[20] [22].
H2: There is a positive relationship between motivation and successful e-Learning adoption.

4.3 CULTURE
Culture has been defined as "a shared set of learned assumptions, values and behavior developed over time, which
influence thoughts, feelings and day-to-day actions" [25]. Transforming people from a traditional learning method to eLearning presents a big cultural shift; it needs a lot of work to change people perspective and to accept the new learning
style. [18]

Geert Hofstede defined four dimensions of culture which affect an adoption of new change [25] which are:
Uncertainty- Avoidance (Security vs. Risk): it shows to what extent the culture is willing to take the risk and try new,
uncertain things. In e-Learning sense it means the ability to try the new system
Power-Distance (Status vs. Equity): it measures the difference between the boss and other employees. In e-Learning it
means to share the knowledge between all, managers and employees.
Individualism: (independence vs. groups): it measures the strength of ties between individuals and the degree of
cohesion between them. In e-Learning environment it means if they prefer work alone or with groups which affect the
collaboration and teamwork.
Work-life balance (Focus on work vs. Focus on Life): it measures which is more valuable their work achievements or
other life issues. Are they "live to work" or "work to live" it indicate how people will look to learning opportunity and if
they able to learn at home too, to benefit from anytime/any where opportunity.

Without cultural change, change will not succeed and people will return to their past state. Culture presents one
of the most important aspects affecting e-Learning adoption, any organization want to succeed in implementing eLearning system or any other system has to pay great attention to the cultural issues and start by studying the targeted
organization culture, since different cultures means different interest, preferences, attitudes, worries and perspectives.
Thus different contents, different marketing, different environment and different motivation techniques are needed [6]
H3: There is a relationship between the culture and successful e-Learning adoption.
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4.4 HUMAN CAPABILITIES:
One of the main reasons behind people resistance to the new system is their fear from new technology because they
don't know how to use it or don't have the needed skills and experience to use it [18]. So organizations need to make
training courses for employees before launching the system so that the employee will be more familiar with the system,
provide them with the needed skills, eliminate their fear from the new technology and increase their acceptance for the
new system [23].
In order to guarantee sustainable change training need to show the staff not only how the system work, but also
why it work in that way[6], training must not limited to the new features and tools, it needs to explain to people how to
get the maximum benefits from this system. Training must be customized to people skills and performance level [18].
Simply when people become able to use the system they will be more wiling to use it [6].
H4: There is a positive relationship between the Human Capabilities and successful e-Learning adoption.
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5. RESEARCH APPROACHES
This section discusses the research methods that will be used in order to answer the research questions and prove or
disprove the research hypotheses.
Three phases will be followed. In the first phase the main factors in change management affecting the eLearning adoption inside the organization will be determined, using previous reading; literature review and previous
theories, then building the preliminary hypotheses and model according to these results (Figure 1).

In the second phase the researcher will use the factors gained in the first phase to develop an interview for eLearning and change management experts inside Jordanian organizations which initiate e-Learning adoption process
starting with open-end questions to take their point of view around the success or failure factors, in order to validate this
model beside collecting and reviewing the main organization documents concerning their systems including archival,
surveys and other studies done by the organizations, then use the results to give weight for each factor and refine the
model.

In the final phase the results gained from the interviews will be used to build a more focused questionnaire
with a series of close-end questions in order to test each relation in the developed model. The questionnaire will be sent
to a random sample of managers and employees inside the Jordanian organizations to take their opinion, test the
hypotheses and see weather the developed model is suitable to them or not, as they present the most important factor of
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the study. After that the results will be analyzed using statistical methods such as SPSS, to find out the strength of the
relation between the each variable and the successful adoption.

Finally, the researcher will use the results from the second questioner to refine the developed model and come
up with a more appropriate one for the Jordanian organizations.

6. CONCLUSION AND FUTURE WORKS
The main factors in change management affecting the e-Learning adoption process were described in this paper and the
preliminary conceptual model was presented. This model is planed to be tested in later stages as a part of PhD research.
These factors were found from different resources of previous theories and literature review but it have not been tested
before and no empirical studies were conducted. Besides it is a new topic in Jordan since these systems are just start
entering the Jordanian organizations and there is no previous studies concerning this issue in Jordan.

The next step will be to experiment this model starting by interviewing experts of different Jordanian
organizations to find the most important factors affecting the Jordanian organizations and come up with a more suitable
model and then use the interview results to build a questionnaire for the employees and managers in different
organization to test the resulted model.
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The Development of the Participatory Role of the Students in University Level
Instruction at Rajamangala University of Technology Lanna (RMUTL)
Assoc. Prof. Parichat Buacharoen1
Asst. Prof. Sermsuk Buochareon2
Background
Thailand has had an educational management followed by students-centered
approach but there are several reasons that it didn’t achieve the targets of the
curriculum for example teachers’ behavior. Teachers didn’t provide the opportunities
to students to participate in the instruction design. Because of participate less activities,
this would make students lack of learning attention and motivation which could effect
their learning achievements. Thai National Education Act 1999 (Development 2002)
stated the importance of students-centered approach which means students take an
important role in the instruction activities increasingly by participating and
collaborating. So if teachers themselves give their chances to increase their
participatory role in every steps including thinking, taking action, and decision-making
which will create teaching atmosphere emphasized the students-centered approach and
will effect the students’ participatory . (Korn and Crossley, 2003:1). From the previous
instruction management, there is less students’ participatory because most of
instruction didn’t provide much opportunities to participate. These will have an effect
on their learning and learning achievement so there should be the development of
_______________________________________________________
1
Rajamangala University of Technology Lanna (RMUTL), Chiang Mai, Thailand.
E-mail address: panu_mas9@hotmail.com. Tel: (66) 89 2626558
2

Rajamangala University of Technology Lanna (RMUTL), Chiang Mai, Thailand.
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participatory role for the instruction starts at planning which includes instruction plan
by determine objectives, content, teaching method, and evaluation and assessment.
Second step is action and observation which means the instruction process including
an introduction, instruction, conclusion, and evaluation and assessment. The last step is
reflection which creates students’ participatory behavior and students will be a part of
the instruction. So the researcher chose participatory action research which including
planning, action and observation and reflection and has cycle feature always develop
for the next action until reach the target of vocational curriculum.
Objective of the study
The objectives of this research are
1. To study the model of students’ participatory in the instruction at university
level
2. To develop the participatory role of students in university instruction
Scope of the study
This research study particularly the students’ participatory role in the university
instruction of Rajamangala University of Technology Lanna by using stratified
sampling which is students from school of engineering Rajamangala University of
Technology Lanna Chiang Mai Campus. And the students, instructors, and teachers are
willing to participate in this research.
The content that is used in this research is in the course ‘Material Testing’
which is the core course of Engineering major.
Population is totally 35 people including 32 students from engineering major, 2
instructors from Engineering division and a head of curriculum at Rajamangala
University of Technology Lanna second semester academic year 2007
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Conceptual Framework
This research studies the situation occurred to the instruction at vocational
university level. The research, students, teachers, and administrators attempt to learn
the truth and discuss the problem issues together for studying the students’
participatory model by the researchers and cooperative researchers help plan, take
action and observe, and reflect several times to get data lead to the participatory. For
the instruction, the fundamental concept emphasizes the educational management and
instruction according to students-centered approach, o the educational reformation
emphasized on learning reformation fro developing efficiently by stating in the
curriculum. Most of teachers in Thailand still use teacher-centered which not motivate
students’ interest and lack of students’ motivation which effect their learning
achievement. To solve the problem, students should collaborate in the instruction and
be apart of the activities which can assess their needs according to the objectives of
curriculum. So if teachers themselves give their chances to increase their participatory
role in every steps including thinking, taking action, and decision-making which will
create teaching atmosphere emphasized the students-centered approach and will effect
the students’ participatory . Buch (1973:1-12) stated that in the students’ learning
instruction, students should participate instead of teacher-centered approach.
So the study of students’ participatory instruction starts at planning which
includes instruction plan by determines objectives, content, teaching method, and
evaluation and assessment. Second step is action and observation which means the
instruction process including an introduction, instruction, conclusion, and evaluation
and assessment. The last step is reflection which creates students’ participatory
behavior and students will be a part of the instruction. So the researcher chose
participatory action research which including planning, action and observation and
reflection and has cycle feature always develop for the next action until reach the
target of vocational curriculum.
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Methodology
Methodology design
This study uses AIC process (Appreciation Influence Control) to study the
participatory model of students in engineering major and PAR process (Participatory
Action Research) to develop students’ participatory role in the engineering instruction.
Students, teachers, and administrators participate in this action research as the
following.
Study the model of students’ participatory in the university instruction

The development of participatory role of students in the university instruction
1. Planning
2. Action and Observation
3. Reflection
4. Planning Development
5. Action and Observation
6. Reflection
7. Planning Development
8. Action and Observation
9. Reflection
10. Participatory role of students in the university instruction
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1. To study the model of students’ participatory in the university instruction by
starting at arrange a meeting invited researchers, students, teachers, and engineering
administrators by using AIC process (Appreciation Influence Control) for studying the
participatory model compared between the previous instruction and the present
instruction, and the need assessment of students’ participatory in the future instruction
to make an participatory acceptance in the university instruction.
2. To develop participatory of students’ role in the university instruction by
using PAR process (Participatory Action Research) as the following steps:
2.1 Planning Researcher and co-researcher help to determine by using
focus group discussion to develop participatory students’ role in the instruction
creating the understanding, truth acceptance, learning, information exchange, and the
way to develop the participatory of students’ role in the instruction.
2.2 Reflection Researcher and co-researcher reflect the instructional
participatory of students in each step starts at instruction plan, teaching process, and
evaluation and assessment.
2.3 Planning Development Lead to the second cycle researcher and coresearcher help each other to plan solution from the problem analysis by arrange the
meeting and present the need.
2.4 The Action and Observation Researcher and co-researcher plan the
instruction and teach starting at instruction plan, teaching methods, evaluation and
assessment, and second evaluation for developing the participatory of students’ role in
the instruction.
2.5 Reflection Researcher and co-researcher reflect the participatory
problems from the instruction plan, teaching methods, and evaluation and assessment
to develop in the third cycle.
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2.6 Planning Development In the third cycle, researcher and coresearcher plan the solution from the problem analysis by using focus group discussion
to find the way to solve the problems.
2.7 The Action and Observation Researcher and co-researcher plan the
instruction and teach starting at instruction plan, teaching methods, evaluation and
assessment, and second evaluation for developing the participatory of students’ role in
the instruction.
2.8 Reflection Researcher and co-researcher reflect the participatory
problems to have the participatory of students’ role in the instruction.
Research Instrument
1. Observe the fundamental data to study the general condition of teachers and
students and choose co-researchers who are interested in this research. The
fundamental data observation includes
1.1 Focus Group Interview to 32 second year students divided into 4
groups (8 students for each group) in the topic the participatory of students’ role in the
instruction.
1.2 Interview 1 administrator from engineering division, 4 teachers in the
topic the participatory of students’ role in the instruction.
2. Stratified sampling 32 students from school of engineering in academic year
2007, 2 teachers from engineering division in academic year 2007, and a head of
curriculum who is interested in this participatory action research.
3. Experiment the participatory action research to 30 second year students in
other majors, 1 teacher, and 1 administrator who doesn’t participate in this research for
examining problems and improve the activities before doing the research.
4. Participatory action research cycle
The study of participatory model of students in the instructional management
which are determination of past and present and objectives of the process, the
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researchers apply the AIC process (Appreciation Influence Control) consists of
Appreciation, Influence, and Control.
Conclusion
The development of the participatory of students’ role in the instruction is a
behavior study occur from 3 things; first is the instruction plan consists of determining
objectives, choosing content, teaching methods, instructional materials, and evaluation
and assessment. The second is teaching process which consists of the introduction,
instruction, conclusion and evaluation and assessment and the third is evaluation.
Those three roles can use to identify the participatory action research cycle fro
developing the participatory of students’ role in the instruction.
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Abstract:
The efficacy of teacher education programs (TEPs) has been the focus of debate
in recent years, with special education teacher education not immune to critical
evaluation. Expectations of the Individuals with Disabilities Educational Improvement
Act of 2004 (IDEA; 2004) and the No Child Left Behind Act (NCLB; 2001), along with
increasing numbers of students identified with disabilities, and the varied educational
experiences of limited license teachers (LLTs) who are working as special educators
(Billingsley, 2004; Brownell, Hirsch, & Seo, 2004); all impact special education teacher
education. In response, studies have been conducted focusing on best practices in special
education. These studies (Brownell, Ross, Colon, & McCallum, 2005; Fisher, Frey, &
Thousand, 2003; Friend, 2000), indicate that special educators benefit from training in
co-teaching and working collaboratively with general educators, adapting curriculum,
and providing necessary supports to promote learning for students with disabilities in
inclusive classrooms. The necessity for collaboration and co-teaching support is a
common theme that is reflective of the complex and inclusive placements that special
educators experience. The dilemma then becomes how to provide special educators,
specifically those with limited licenses who are working as special educators, with
strategies and collaborative opportunities to fulfill their job responsibilities and meet the
increasingly diverse needs of students with special needs in the general education
classroom.
A promising approach to addressing the needs of the special educator is Universal
Design for Learning (UDL) (Jackson, Harper et al. 2001). IDEA mandates that universal
design be used as an intervention to assist students with special needs in participating
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more fully in the general education curriculum. UDL aligns with NCLB (2001) and
IDEA (2004) by promoting the use of ongoing assessment and usage of scientifically
researched strategies to support students.
The purpose of this qualitative case study was to illuminate the experiences of five
LLTs as they participate in a re-designed Master’s practicum for special education. The
practicum addressed the teacher education program essential elements of inquiry,
collaboration and reflection by employing Universal Design for Learning (UDL)
concepts. The case study design utilized data from four in-depth interviews and
observations, online chats, forums, and course projects to uncover three emerging
themes. These themes illuminated the efficacy of UDL in the practicum experience for
the participants including supporting collaboration, UDL/technology, and empowerment.
In conclusion, in order to redesign TEPs in special education and address the urgent
necessity for well-trained special educators to meet the needs of an increasingly diverse
set of students with disabilities, it is important to examine how special educators translate
what they learn to practice. In an executive summary report on teacher education for the
American Educational Research Association, Cochran-Smith & Zeichner (2005) point
out the need for this type of case study research to shed light on … “what teacher
education students learn from the opportunities they are provided within their programs”
(p.30). Clearly, UDL procedures can be learned and applied in special education teacher
education, as was demonstrated by all five of the LLTs in this study. Additionally, the
UDL model introduced in this study practicum provided four of the five LLTs with a
welcomed instructional format to enhance the learning experiences of their students with
disabilities in inclusive settings, a rare opportunity to participate in localized research of
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their own teaching environment and perhaps most significantly, effective means to
support a collaborative co-teaching partnership in the general education classroom.
These results have important implications for special education teacher education
programs.
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Abstract
The purpose of this paper is to examine how middle school students’ perceptions of scientists
change during a year in which STEM doctoral researchers work collaboratively with the students
and their teachers in science and math classes. The NSF-funded, Indiana Interdisciplinary GK-12
project pairs STEM doctoral fellows with middle school science and math teachers to achieve
several goals, which include: 1) training and mentoring for graduate student fellows; 2)
professional development for teachers, focused on inquiry-based education in STEM disciplines;
3) higher quality STEM education in middle schools, and; 4) increased student knowledge and
interest in STEM fields and careers. Participants are 8 doctoral fellows, 8 middle school teachers,
and 414 middle school students who took part in GK-12 during the year 2006-07. The Draw-aScientist Checklist (DAST-C) and open-ended questions were administered to students at the
beginning and end of the project. Teachers and fellows completed open-ended questions and/or
reflective journals throughout the project, and focus groups were used at the conclusion of the
program year. Students’ drawings included a significantly lower number of stereotypes of
scientists and significantly more positive traits following the program than at the beginning of
the year. Teachers and fellows reported that the students define more broadly who are scientists
and also better understand the varied types of research that scientists perform. Educational
implications include greater motivation for students to pursue STEM coursework and careers as
a result of thinking more positively about scientists and understanding that anyone can become a
scientist. These changes in perceptions may impact students’ choice of coursework and fields of
study, especially for females and minorities.
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Assessment of the Impact of Placing STEM Graduate Students in Middle School Classrooms on
Students’ Perceptions of Scientists
Introduction
The pervasive image of a scientist is someone who is white and male (Barman, 1999),
who works in a laboratory setting (Barman, Ostlund, Gatto, & Halferty, 1997), and who is
wearing a lab coat (Chambers, 1983). This image most negatively affects females and minorities
who cannot relate to this image and as a consequence may not pursue further study or careers in
STEM (science, technology, engineering, math) fields (Packard & Wong, 1999). The purpose of
this paper is to examine how middle school students’ perceptions of scientists change during a
year in which STEM doctoral researchers work collaboratively with the students and their
teachers in science and math classes.
Perceptions of Scientists
The majority of students perceive scientists as white, male, working in a laboratory
(Barman, et al., 1997), and socially isolated (Stage & Maple (1996). Hammrich (1997) found
that individuals who have negative perceptions of scientists are unlikely to pursue science
coursework or fields of study. These stereotypes can also affect the career choices of females and
minorities. For example, one study shows that women’s conflicting perceptions about scientists
and their future goals impacts their choice of science as a career (Packard & Wong, 1999).
These stereotypes persist across gender (Huber & Burton, 1995), race (Odell, Hewitt,
Bowman, & Boone, 1993), and culture (Chambers, 1983; Kaya, Doğan, & Öcal, 2008). For
example, Odell et al. (1993) examined drawings of scientists at the elementary through junior
high and university level and found that minority students drew mostly Caucasian scientists.
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Similarly, Chambers (1983) found that while some K-5th grade girls drew female scientists, the
majority of their drawings portrayed scientists as male; the boys did not draw female scientists.
These stereotypical perceptions of scientists emerge more frequently as students progress
in grade level. Chambers (1983) examined students’ drawings of scientists and found that
stereotypical indicators begin to emerge in 2nd grade, while the majority of students drew at least
three to four indicators by the 5th grade. In a study of students ranging from grades K-8, Barman
(1999) similarly found that students in grades K-2 drew more females and had fewer
stereotypical attributes overall than students in grades 3-8. Although there have been efforts to
change these perceptions, there have been mixed results.
Visiting Scientist Interventions
There have been numerous efforts to challenge stereotypical perceptions of scientists
using interventions such as instructional initiatives (Scherz & Oren, 2006), teacher interventions
(Mason, Kahle, & Gardner, 1991; Huber & Burton, 1995), and visiting scientists (Smith & Erb,
1986; Bodzin & Gehringer, 2001; Buck, Leslie-Pelecky, & Kirby, 2002). The impact of visiting
scientists or role models on students’ perceptions has been examined with several types of
visiting scientist models revealing positive impacts.
One-time classroom visits appear to have some positive effects on students’ perceptions.
One such intervention (Holubec, Schmidt, Anderson-Trevino, Wingenbach, & Lindner, 2007)
found that classroom visits to rural middle schools by university professors for one to two hours
resulted in students’ increased interest in science careers. However, the students strongly agreed
with the statement that science careers are just for males, which the authors attributed to the fact
that the visiting scientists were both males.
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Another study found that one-time visits to elementary classrooms from either a male or
female scientist showed significantly less stereotypical drawings of scientists on the post Drawa-Scientist Test (DAST) than the pre DAST (Bodzin & Gehringer, 2001). Despite this result, the
authors emphasized the need for a continuing relationship between the scientist and students.
Building relationships with students may be more likely with longer-duration visits from
scientists.
A different type of visiting scientist model includes visiting scientists who spend a longer
amount of time in classrooms. For example, the Scientist in Residence Program featured visits
from two scientists for one hour per week for three weeks in fifth grade classrooms (Flick, 1990).
Results of the program showed a decrease in stereotypical indicators from pre to post drawings
of scientists.
An additional long-term intervention brought female and minority visiting scientists to
elementary school classrooms weekly for approximately 45-minutes during the course of three
months as well as showing videos of them at their workplaces (Buck, et al., 2002). The authors
of the study concluded that students perceived the female scientists as teachers rather than
scientists. Although the visiting scientists restated who they were and what their jobs were for
the first few days that they were in the classrooms, some students appeared not to remember who
or what the scientists did. For example, students would refer to them as “the girl in the maroon
shirt” or “the teacher who is writing,” indicating that they lacked familiarity with the scientists
and did not know their names. Students reported that the scientists looked and acted like their
teachers (Buck, et al., 2002). Because the pervasive stereotype of a scientist is male (Barman,
1999), female scientists may face additional barriers to overcoming students’ perceptions of the
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scientists as teachers. Spending a longer amount of time in the classroom to build a relationship
with students may allow more opportunities to challenge these stereotypes.
The current study is a long-term visiting scientist model in which graduate scientists of
diverse backgrounds spend approximately 10 hours per week for a year with a teacher partner in
a middle school classroom.
Method
Program Description
In 1999, the National Science Foundation (NSF) began funding the GK-12 Education
Program to support fellowships for graduate students in STEM disciplines (science, technology,
engineering, and math) that integrated research, professional development, and teaching. Based
upon a comprehensive NSF model of graduate education (National Science Foundation, 2006)
the program was designed to integrate teaching and learning through long-term, systematic
interactions between K-12 teachers and graduate research scientists in the context of the K-12
classroom. It was reasoned that the two-way interaction between teachers and graduate scientists
would result in benefits to all participants. Graduate scientists would gain experience in
communicating science concepts, teachers would infuse new science concepts into their
curricula, and students would receive additional mentoring from a diverse cadre of research
scientists in the classroom.
The Indiana Interdisciplinary GK-12 Program is one example of the efforts of the NSF to
extend this model to rural middle school settings. The Indiana GK-12 annually matches eight
teachers from four middle schools with eight graduate fellows representing a variety of STEM
disciplines. The GK-12 program is organized around an interdisciplinary team model designed
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to approximate current trends in scientific research while capitalizing on authentic problem
solving as a mechanism for developing interest and motivation for STEM study in K-12 students.
The graduate fellow spends approximately 10 hours per week in the classroom for the
school year. Fellows construct lesson plans and implement their units in the classroom using
inquiry-based teaching methods. As part of the program requirements, fellows participated in an
orientation to middle school environments and workshops/classes designed to develop an
understanding of STEM curriculum development and pedagogy. These teacher/fellow/student
interactions have the purpose of meeting the following program goals: 1) training and mentoring
for graduate student fellows; 2) professional development for teachers, focused on inquiry-based
education in STEM disciplines; 3) higher quality STEM education in middle schools, and; 4)
increased student knowledge and interest in STEM fields and careers. The fourth goal is the
focus of this paper. Constructs of interest include broadened perceptions of scientists and
increased motivation to pursue STEM careers or fields of study.
Participants
Participants are eight doctoral fellows, eight middle school teachers, and 414 middle
school students who took part in GK-12 during the year 2006-07. Middle school students are in
the 7th or 8th grade and took either a science or math class with a GK-12 teacher-fellow pair.
Fellows. Fellows were one male Hispanic, four female Caucasians, and three male
Caucasians. All of the graduate fellows were doctoral students in a math or science-related field.
Fellows’ previous teaching experience, including teaching assistantships, ranged from two to
seven years. Most responded that they planned to find a primarily teaching position at a
university or college.
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Teachers. There was one male teacher and seven female teachers, all of whom were
Caucasian. Teachers’ educational backgrounds ranged from a Bachelors degree to a Ph.D. degree
with most responding that they planned to earn additional degrees. Teaching experience ranged
from two to 31 years.
Students. Students represented four local middle schools, which varied with regards to
ethnic makeup and socioeconomic level. Fifty-one percent of students were female and 48%
were male. The majority of students, 76%, were Caucasian, 8% were Hispanic, 3% were
African-American, and 2% were Asian-American.
Design
This study uses a mixed-methods design, incorporating both quantitative and qualitative
measures for each participant group.
Instruments
Students. The Draw-A-Scientist Test (DAST) was developed by Chambers (1983) to
assess students’ perceptions of scientists. Further research by Finson, Beaver, and Cramond
(1995) resulted in a checklist of stereotypical attributes to score drawings of scientists (DAST-C)
designed to improve objectivity and inter-rater reliability. This list was slightly modified based
Barman, Ostlund, Gatto, and Halferty’s (1997) findings of the 14 common stereotypes and two
positive indicators (see the Appendix for the DAST-C instrument). The DAST has been used on
students in grades K-12 (Chambers, 1983) to adults (Rosenthal, 1993). To allow greater
interpretability of drawings, students were also asked to describe what their scientist was doing
in their drawing.

2009 HICE Proceedings
Page 520

Students also completed a survey that contained an open-ended question asking, “What
do you want to be when you grow up?” The majority of students completed the survey using an
online version.
Fellows and teachers. Qualitative data were collected throughout the year for fellows and
teachers. An example is a series of reflective questions that fellows completed biweekly. The
purpose of these questions was to prompt the fellow to reflect more deeply about his or her
teaching experiences.
Other measures included a pre-post program survey for teachers and fellows containing
open-ended questions administered at the beginning and end of the year. Post-survey questions
were: What did you gain from your involvement in the GK12 program? and What challenges
resulted from your participation in the program? Pre-survey questions were similar but asked
about anticipated gains and challenges of the program.
Additional qualitative data were collected from two focus groups, which were carried out
separately for the group of teachers and for the group of fellows. Both focus groups lasted about
45 minutes each. The moderator for the teachers’ focus group was the external evaluator for the
project and the moderator for the fellows’ group was the project liaison. The focus groups
occurred at the end of the school year.
Procedure
The DAST was administered at the beginning of the academic year by the teacher or the
fellow without any prior discussion of scientists. After the pre-DAST was completed, the fellows
explained their roles as scientists. The fellows continued to explain and integrate their research
into the classroom lessons throughout the school year and the DAST was again administered by
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the teacher or fellow at the end of the year. The DAST was analyzed using two raters with an
inter-rater agreement of 93%.
Results
Broadened Perceptions of Scientists
The DAST was scored according to the number of stereotypes that were drawn. Positive
traits, which include a smile and regular clothing, were also scored to obtain a separate total
score.
Using a paired samples t-test, students drew significantly less stereotypical images of
scientists at the completion of the GK-12 program than the beginning (t = 4.857; p = .000).
Additionally, students drew significantly more positive traits at the end of the program than the
beginning (t = -6.459; p = .000). See Table 1 for pre-post means, standard deviations, t statistics,
and p-values. See Figures 1 and 2 for an example of one student’s pre and post drawings.
The influence of two of the visiting scientists in the same school is demonstrated by the
number of drawings that show the scientists or students participating in the fellows’ lesson plans,
which were topics such as face identification, fingerprint analysis, and robotics. See Figure 3 for
an example. Out of 85 total drawings, 11 students drew that particular fellow (i.e., mentioned by
name) or drew an unnamed scientist carrying out experiments pertaining to the fellows’ lessons.
Teachers and fellows also reported changes in the students’ perceptions of scientists and
the different kinds of work that scientists perform. One teacher said:
“I feel my students have a little better understanding about what a scientist can be
and they experienced some opportunities that would not have been possible
without my GK-12 fellow.”
Additionally, one fellow reflected:
“One of the central goals I have for this project is for students to realize that science does
exist outside of their textbook. I have been pleased that several students have found
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science-themed articles in unlikely places, including Teen Vogue magazine and even on
the back of cereal boxes. To me this indicates that my goal is being met, because these
students are discovering that science is around them in their everyday lives.”
Another fellow believed that students changed their perception of the student-teacher
image to one of a visiting scientist, saying:
“I would have to say our first success was [another fellow] and I integrating our
research into the ‘Am I a Scientist’ module that [the teacher] did. This really was
a time for us to show kids what we do when we are not at the school. I think this
really allowed the kids to grasp what we were doing there and open up to us. Prior
to that, it felt like the students just thought we were another student teacher.”
Career Interests
It is expected that if students broadened their notions of scientists following the GK-12
program then more students will show interest in pursuing a STEM career. To examine this
phenomenon, an open-ended question asking what students wanted to be when they grew up was
analyzed. Because of the number of responses and non-matching student identification numbers,
a random sample of 50% of students on the pre-survey and 50% of students on the post-survey
was selected for analysis. The open-ended question was scored according to the percentage of
students choosing a career in science, technology, engineering, math, a non-STEM field, or
unsure of a career path.
Significant gains were found from pre to post responses for students’ career interests in
engineering and math. Furthermore, the number of students who listed an unsure response on the
pre survey decreased significantly on the post survey. Table 2 displays the number and
percentage of students’ responses for each career interest area from the pre to post survey.
Discussion
The purpose of this study was to examine how middle school students’ perceptions of
scientists changed during a year in which STEM doctoral researchers worked collaboratively
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with the students and their teachers in science and math classes. The analysis of the DAST
revealed that students were able to envision a less stereotypical version of a scientist. This
conclusion is shown by the significant decrease in stereotypical drawings as well as a significant
increase in positive attributes. Supporting evidence was found in pre-post analyses of an openended question that asked students about their career choice. The majority of students listed a
significantly greater percentage of STEM-related careers at the end of the GK-12 program. It is
possible that by picturing scientists as less stereotypical, students are better able to imagine
themselves pursuing a STEM-related career, especially for underrepresented groups of students.
Fellows and teachers were also surveyed about their perceptions of student attitudes
regarding perceptions of scientists. Focus groups, reflective questions, and open-ended survey
questions revealed assertions from both teachers and fellows that the visiting scientist model
allowed students to broaden their perceptions of scientists and science.
The results of this study contrast with a prior study in which female visiting scientists that
were in the classroom were perceived as teachers rather than as scientists (Buck, et al., 2002).
The GK-12 program allows relationships to develop between middle school students and
doctoral fellows because it is a year-long program where fellows appear regularly in the
classroom and integrate their research into classroom activities. Because the scientist does not
take on the role of a teacher, as happens in many longer-term visiting scientist programs, it may
be easier for the students to perceive these fellows as scientists rather than teachers. Other
longer-term programs might benefit from utilizing this GK-12 model over the course of a school
year, which promotes the perception among students of these visitors as scientists (i.e., the same
scientists in the classroom, repeatedly discussing their research, directly challenging students’
stereotypes).
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Although short-term or one-time visits from scientists have shown positive outcomes for
students (Bodzin & Gehringer, 2001; Holubec, et al., 2007), Finson’s (2002) review of 50 years
of drawings of scientists concludes that these short-term visits may be insufficient to influence
students’ long-term perceptions of scientists. Thus, more re-emphasis on who the scientists are
throughout the project duration may be necessary to overcome stereotypical perceptions.
Additionally, activities that directly challenge students’ stereotypes might show more changes in
students’ perceptions. One study found that teachers who administered the DAST to their
students became aware of their students’ perceptions (Barman, 1999), which may provide the
impetus for future intervention strategies.
One limitation of this study is the lack of a control group for students. This aspect should
be kept in mind when interpreting the results. Future studies are needed to examine the effects of
visiting scientists on middle school students’ perceptions of scientists using a more rigorous
design. Additionally, student responses to the open-ended career interests question were not
matched. This limitation, however, was partially overcome by using a random sample of
responses.
Conclusions
The stereotypical image of a scientist continues to persist. Because these perceptions
influence career choices, it is important to alter stereotypes starting from a young age. The GK12 program, in which visiting scientists of diverse backgrounds interact regularly with students
and implement their research into classroom lesson plans over the course of a year, shows
promise as an effective method of reducing students’ stereotypical perceptions of scientists.
Further studies must be conducted into the long-term impacts of programs like these.
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Middle school is a crucial time for students who will have the option of selecting science
and math courses in high school. This path paves the way for future STEM careers, in which
women and minorities are still underrepresented.
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Table 1
Pre and Post DAST Results
N

Mean

Std. Dev.

Pre DAST

194

4.73

1.734

Post DAST

194

4.01

1.750

Pre Positive Traits

194

0.80

0.596

Post Positive Traits 194

1.21

0.677

t

p

4.857

0.000

-6.459

0.000
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Table 2
Percentage of Students Listing Careers on the Pre and Post Survey
Area of Career Interests

Percentage of Responses
Pre

Post

n = 273

n = 250

29%

32%

Technology

8%

4%

Engineering*

4%

8%

Mathematics**

0%

3%

Non-STEM area

49%

48%

Don’t know/unsure*

10%

6%

Total STEM interests

41%

47%

Science

Note. *p < .05, **p < .01.
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Figure Captions
Figure 1. Student’s stereotypical drawing of a scientist before the GK-12 program.
Figure 2. The same student’s drawing following the GK-12 program.
Figure 3. Student’s drawing of a scientist based on a graduate fellow’s lesson.
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Appendix
MODIFIED DRAW-A-SCIENTIST CHECKLIST (DAST-C)
Student ID number__________
1.
2.
3.
4.
5.

Lab coat _____
Eyeglasses _____
Facial growth of hair (beards, mustaches, abnormally long sideburns) _____
Symbols of research (scientific instruments, lab equipment of any kind) _____
Symbols of knowledge (principally books, filing cabinets, clipboards, pens in pickets,
etc.) _____
6. Technology (the “products” of science) _____
7. Relevant captions (formulae, taxonomic classification, the “eureka!” syndrome) _____
8. Male gender _____
9. Caucasian _____
10. Indications of danger _____
11. Mythic stereotypes (Frankenstein creatures, “mad/crazed”) _____
12. Indications of secrecy (signs or warnings of “private,” “top secret,” etc.) _____
13. Working in a lab (indoors) _____
14. Middle aged or elderly _____

Positive attributes
1. Smile _____
2. Regular clothes _____
TOTAL STEREOTYPES _______
TOTAL POSITIVE ATTRIBUTES _______
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Figure 1
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Figure 2

2009 HICE Proceedings
Page 535

Perceptions of Scientists
Figure 3
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Abstract
The purpose of this study was to examine the perceptions of
college freshmen and senior’s strengths and weaknesses in
information technology skills acquired in high school and college.
Participants for the study included 134 undergraduate students
enrolled in a private college in Long Island, New York. Univariate
descriptive statistics were calculated to determine the percentages
of disagreement or agreement for 40 items relating to the seven
variables that measured the following information technology
skills: spreadsheets, general computer use, advanced word
processing, sharing information, PowerPoint presentations, basic
word processing, and ethical use of computers. About their High
School training, Freshman indicated weaknesses in the ability to:
sort cells in spreadsheets (31%), access email (20%), group images
(28%), and create PowerPoint presentations (30.%), and familiarity
with tools in a draw document (37%), and not bypassing filtering
systems (29%). About their college training, Seniors reported
higher levels of disagreement based on median percentages in the
ability to: sort a row of cells in spreadsheet (28%), create a text
box in a draw document (23%), add visual effects in a PowerPoint
presentation (26%), and not bypassing filtering systems (14%).
Recommendations from this study include modifications in
curriculum and assessment at the high school and college level.
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Purpose
In an integrated and interdependent technology driven world, proficiency in information
technology skills takes on new importance for students’ success in college. Today’s students are
tomorrow’s leaders. They are the Internet generation. They can text message, instant message,
manage social networks and multitask. It is reasonable to assume that they are the most
technologically savvy members of society. But do these social information technology skills
transfer to school? Can students manage spreadsheets, share information with colleagues,
develop and present PowerPoint presentations, and create written documents using word
processors? Do they understand basic computer usage beyond downloading music and on-line
chatting? Are they sensitive to the ethical implications of computer usage in a non-personal
environment? What are their perceptions of their strengths and weaknesses in information
technology skills acquired in high school and college?
The purpose of this study was to examine how freshmen undergraduate students perceive
their strengths and weakness in information technology skills acquired from their high school
education. And how senior undergraduate students perceive their strengths and weaknesses in
information technology skills acquired from their college education. The study builds on the
prior research of Brachio (2005) who examined students’ perceptions of their information
technology skills in the variables of: spreadsheets, general computer use, advanced word
processing, sharing information, PowerPoint presentations, basic word processing, and ethical
use of computers.
This study was guided by two research questions: 1) how do college freshmen perceive
their strengths and weaknesses in information technology skills acquired in high school in the
areas of spreadsheets, general computer use, advanced word processing, sharing information,
PowerPoint presentations, basic word processing, and ethical use of computers? 2) How do
college seniors perceive their strengths and weaknesses in the same skills acquired in college?
Theoretical Framework
In 2001, President George W. Bush signed the No Child Left Behind Act (NCLB) into
law. NCLB was created to improve the educational performance of primary and secondary
schools in the United States by increasing the standards of accountability of individual state’s
educational outcomes (U.S. Department of Education, 2005). NCLB was designed to revamp the
entire K-12 system by implementing a standards based curriculum. However, the scope of the
curriculum is often limited and in many instances only emphasizes main content areas. Left out
are what are now considered to be almost ancillary subjects such as vocational studies and
information technology (Daggett, 2003).
NCLB required that by the end of 2006 all students should have achieved technological
proficiency by the end of the eighth grade. Specifically, the Enhancing Education Through
Technology Act of 2001 has a stated goal: “To assist every student in crossing the digital divide
by ensuring that every student is technologically literate by the time the student finishes the
eighth grade, regardless of the student's race, ethnicity, gender, family income, geographic
location, or disability” (Indiana Department of Education, 2008).
There have been several studies conducted to assess high school and college students’
perceptions of how well school has prepared them regarding their competence in information
technology. Messineo & DeOllos (2005) measured the reported experience, comfort level, and
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perceived information technology skills of college students. Their findings indicated that
students have different perceptions related to their level of competency contingent on personal
use versus school-related use. The findings also indicate a lack of student comfort and overall
exposure to advanced applications. Gupta and Houtz (2000) studied the attitudes, perceptions,
and biases of high school students towards information technology careers and the skills required
for employment. An overall finding showed that access to technology was a critical issue. Cuban
(2001), college faculty members are not integrating the technology into their instruction in a way
that will benefit student learning. Keengwe (2007) examined the relationship between faculty
integration of technology and student’s perceptions of the effect that computer technology has on
their ability to learn. Keengwe’s findings indicate that students lack computer skills regarding a
number of technology skills required to enhance their learning experiences.
Data Gathering and Methodology
For the purposes of this study, the survey instrument and data collected by Brachio
(2005) was used. The survey included a 5-point Likert scale with 5 indicating strongly agree, 4
indicating agree, 3 slightly agree, 2 indicating agree, and 1 indicating strongly agree. The data
was obtained from 134 surveys administered at a 4 year liberal arts college on Long Island, New
York with an enrollment of 6,915 students The survey was juried by seven people to ensure
content validity. Part 1 of the survey included 10 demographic questions and Part II of the
survey included 40 items that measured the seven variables. To answer the research questions,
data from the survey was entered into SPSS. Univariate descriptive statistics were calculated
using the responses from the college freshmen and seniors who completed the survey.
Percentages of disagreement or agreement as well as the median for each item were calculated.
The Cronbach alpha range of reliability was calculated for all seven variables (Brachio, 2005).
The combined percentages of strongly disagree and disagree and strongly agree and agree were
summarized to determine the level of disagreement or agreement for each item. The results are
presented in (Table 1).
Table 1.
Percentages of Levels of Agreement and Disagreement between College Freshmen and College
Seniors
College
College
Freshmen
Seniors
Item#
Item
Disagreement Agreement Disagreement Agreement
Spreadsheet (Reliability .89)
4
I can use a spreadsheet to
20.6
65.5
20.9
65.1
create a graph
16
I can use a spreadsheet to
24.1
62.1
18.6
67.4
make a chart
20
I can format cells in a
16.6
70.0
9.3
81.4
spreadsheet (change font,
style, etc.)
41
I can demonstrate
26.7
53.3
16.3
65.2
spreadsheet skills in the
classroom or in the computer
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46
48
59

1
5
6
7
11
12
13
15

23

51
52
53
54
55

22

lab
I can input formulas into
cells in a spreadsheet
I can sort a row of cells
I can use the input command
and place graphics into a
document
Median
General Computer Use
(Reliability .89)
I can access my e-mail
account
I can send an email
I can use a search engine
I can write a multi page
document
I can open a computer
program
I can quit a computer
program
I can format a page using
bullets and numbering
I am familiar with basic
computer components
(monitor, floppy drive, and
CD Rom
Median
Advanced Word Processing
(Reliability .84)
I know the difference
between a draw document
and a word processing
document
I can format a document
using page numbers
I can group images
I can format a page using
tabs and margins
I can create a text box in a
draw document
I avoid computer virus spread
Median
Share Information
(Reliability .85)
I can send an e-mail with an

25.0

53.6

23.3

67.5

31.0
13.3

55.2
73.4

28.0
14.0

62.8
62.1

24.10

62.10

18.60

65.20

20

80.2

0.0

95.3

16.7
10.0
13.3

83.4
76.7
80.0

7.0
4.7
4.7

63.0
95.3
93.0

6.6

93.3

2.3

93.0

6.6

93.3

0.0

93.0

6.6

86.7

4.6

90.7

3.3

93.3

2.3

90.7

8.30

85.05

4.60

93.00

20.0

63.3

20.9

74.4

20.6

58.6

9.3

81.4

27.6
17.2

58.6
80.0

20.9
9.3.

67.5
86.0

17.2

65.5

23.3

67.5

13.4
18.60

66.7
64.40

11.7
16.30

76.7
75.55

10.0

66.7

7.0

90.7
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5

24
30

31

36

39

2

18
19
45
57

63

27
32

37
59

attached file
I can use the thesaurus
I can demonstrate general
computer use skills in the
classroom or in the computer
lab
I can demonstrate word
processing skills in the
classroom or in the computer
lab
I can open more than one
browser at a time and toggle
between them
I can copy information from
one e-mail, paste it into a
new message, and send it
Median
PowerPoint Presentations
(Reliability .82)
I can create a basic slide
presentation with text and
graphics
I am familiar with the basic
tools in a draw document
I can use different text styles
(bold, italic, etc)
I can rearrange the slides in
my presentation
I can create a presentation
that is presented manually
(mouse click) or
automatically (timed)
I can add visual effects to the
slides in my presentation
Median
Basic Word Processing
(Reliability .73)
I know the difference
between “save” and “save as”
I can use the help menu on
programs when I need to
figure something out
I can set the desired print
range
I can resize an image
Median

6.6
10.0

86.7
90.0

0.0
4.7

95.3
93.0

10.0

86.7

4.6

90.7

3.3

93.3

2.3

93.0

6.6

90.0

9.4

86.0

8.30

88.35

4.65

91.85

30.0

60.0

18.6

74.4

36.7

56.7

16.3

69.8

0.0

92.9

2.4

97.6

27.6

72.4

23.3

65.1

31.0

58.6

23.2

65.1

23.3

70.0

25.6

62.8

28.8

65.00

20.95

67.45

6.7

86.7

4.7

93.0

10.0

80.0

7.0

86.1

3.3

86.7

11.6

83.7

13.3
8.35

73.4
83.35

14.0
9.30

72.1
84.90
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9
35

38

Ethical Use of Computer
(Reliability .67)
I respect the rights of
copyright owners
I do not use the school
system to access material that
is profane or obscene
I do not try to bypass content
filtering systems
Median

16.7

80.0

4.7

91.1

21.4

71.4

4.6

93.0

28.6

67.8

14.0

65.1

21.40

71.40

4.70

91.10

Findings
The Cronbach alpha range of reliability for the survey was .67 to .89. Relatively small
differences in median percentages among the seven variables were reported by the respondents.
However, when comparing the responses based on the medians of the variables there are greater
percentages of agreement in the areas of general computer use, sharing information, and basic
word processing. The college seniors reported higher levels of agreement in general computer
use (93.00 %), sharing information (91.85 %), and ethical use of computers (91.10%). The
college freshmen reported higher levels of agreement based on median percentages in general
computer use (85.50%), sharing information (88.35%) and basic word processing (83.35%).
Freshmen reported higher levels of disagreement in the areas of spreadsheet (24.10%),
PowerPoint (28.80%) and ethical use of computers (28.60%). Seniors reported higher levels of
disagreement in the areas of PowerPoint presentations (20.95%). Both groups reported higher
levels of agreement in sharing information, basic word processing, and general computer use.
Furthermore both groups reported higher levels of disagreement in the use of spreadsheets,
advanced word processing and, PowerPoint presentations.
Examining individual items revealed more specific findings. The greatest differences in
the levels of agreements between freshmen and seniors were in the following areas: formatting
cells in a spreadsheet, demonstrating spreadsheet skills, inputting formulas into cells, using the
input command and placing graphics into a document.
The items that measured spreadsheets had a reliability of .89 with the greatest differences
in the levels of agreement between freshmen and seniors in: formatting cells in a spreadsheet
(11.4%) and inputting formulas in cells (13.9%). The items that measured general computer use
had a reliability of .89 with the greatest differences in the levels of agreement between freshmen
and seniors in: accessing email (15.1%), using a search engine (18.6%), and writing a multi page
document (13.0%). The items that measured advanced word processing had a reliability of .87
with the greatest difference in the level of agreement between freshmen and seniors in formatting
a document using page numbers (28.8%). The items that measured sharing information had a
reliability of .85 with the greatest difference in the level of agreement between freshmen and
seniors in sending an email with an attachment (24.0%). The items that measured PowerPoint
presentations had a reliability of .82 with the greatest difference in the levels of agreement
between freshmen and seniors in: creating a basic slide presentation (14.4) and familiarity with
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basic tools in a draw document (13.1%). The items that measured basic word processing had a
reliability of .73; there was no significant difference in the levels of agreement for the items
between freshmen and seniors. The items that measured ethical use of computers had a reliability
of .67 with the greatest levels of difference in the levels of agreement between freshman and
seniors in: respecting copyright owners (11.1%) and not using the school system to access
profane or obscene material (21.6%).
Educational Importance of the Study
This study examined the perceptions of college freshmen and college seniors related to
their competencies in information technology skills acquired in high school and college. By
examining the individual items that comprised each of the seven variables a clearer picture of the
levels of agreement and disagreement can be gained to understand students’ perceptions of their
strengths and weaknesses in information technology skills acquired in high school and college.
The results of this study can be used to review the current curricula offerings for high school and
college students. The growing need for strong instructional technology skills is a challenge that
current and future students will face. The demand for academic accountability has placed an
emphasis on teaching and learning in preparation for assessments that do not measure
informational technology skills. Courses that focused on keyboarding, word processing and other
software applications have been replaced with remedial and elective courses that do not
necessarily offer direct instruction on the technology skills that were identified as weaknesses in
this study. Schools must look at the formal preparation and opportunities that are offered for
students. The need for higher levels of competency in information technology will continue to
increase as our nation competes in a technologically driven global society. Schools should
consider a digital portfolio or exit assessment that will measure the informational technology
skills that are necessary to apply and succeed in higher education. Educators would be able to
assess student’s content area knowledge while measuring their ability to apply information
technology skills. If schools integrate the consistent use of these skills they will also increase
student access and use of technology thus reducing the digital divide that exists in many school
communities. These skills should be integrated and nurtured throughout the curricula in high
schools and colleges. This practice will enhance a student’s preparation as they learn and
communicate through the use of technology to compete in a global society. Information
technology continues to advance and develop. The educational preparation that our students
receive must continue to evolve and develop to reflect these changes and allow them to compete
in the advanced age of information technology.
Recommendations for future studies include examining these relations by gender and
ethnicity individually and by gender and ethnicity as a combined group to determine if there are
any significant differences in these groups. Additionally, technology skills are not only important
for students to succeed in college. It is also recommended to examine the faculty’s perceptions of
their strengths and weaknesses in the same variables and items and the perception of college
faculty toward students’ competencies in informational technology.
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Abstract
A strong and powerful model for understanding online teaching is emerging called the Community of
Inquiry (COI) (Garrison, Anderson and Archer, 1999). The model integrates three factors of presence –
teaching, cognitive and social – to develop the COI. This paper will review the literature surrounding the
COI and the three factors, including underlying concepts, in the context of distance education.

Distance Education: A Historical Perspective
It was the emergence of the Industrial Revolution in both North America and
Europe in the mid-nineteenth century that began the movement of people by rail
transport. From within this movement of both people and goods over the ever-expanding
rail system came the advent of study by correspondence (Keegan, 2000). In the United
States the University of Chicago established the largest correspondence program between
1883 and 1891 (McIsaac & Gunawardena, 1996) as the United States Postal Service
expanded throughout the country with ever increasing efficiency and timely deliveries.
The correspondence courses at the time were established to allow those who could not
afford a higher education an opportunity to do so, much as they have been throughout
their history.
As is the case with many introductions of change in education, the
correspondence programs were not initially highly regarded and were met with much
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skepticism. As technologies evolved the effectiveness of distance education programs
increased (McIsaac & Gunawardena, 1996). At the outset most distance learning
programs relied on printed text and correspondence as the sole means of communication.
In the twentieth century as other technologies such as radio and television emerged
distance education programs began to transform the delivery mechanisms for distance
learning (McIsaac & Gunawardena, 1996).
In the late 1950s history witnessed the launch of Telestar the first active, direct
relay communications satellite, and the establishment of the first distance university
shortly followed, the University of South Africa in 1962. By the end of the 1960s another
major distance learning program was established, the British Open University (UNISA)
in 1969 (Simonson, Smaldino, Albright, & Zvacek, 2000; MacIsaac & Gunawardena,
1996). Coincidentally, throughout the 1960s television began to establish itself as the
dominant communication system globally. It was through the evolution of television
technology that distance education itself truly began to emerge as a creditable and viable
option for many wishing to seek greater educational opportunities. Television made it
possible to supplement to a much larger degree the learning materials that up until that
time had largely been reliant on print-based instruction, by delivering both live and
videotaped audio and visual instruction.
Into the 1970s continued advancements in television and other emerging
technologies such as fiber-optic and digital switching, which appeared in the
telecommunications industry, continuing to contribute to the expansion of the digital age.
This merging of wired terrestrial communications within the telephone industry
combined with the established satellite technologies lead to the emergence of global
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communications networks. Along with these emerging networks was the 1976
introduction of the first personal computer (PC) by Apple computer, ushering in the era
of computer use for the masses. All that remained was for these technologies to come
together in some meaningful form. Meanwhile, at universities and throughout the
business community worldwide mainframe computers increasingly began communicating
with each other through wired digital networks. These networks used a unique method of
transmission and reception of information or data known as packets. Packets consist of
discrete blocks of information that are then routed over shared networks (both wired and
wireless) between nodes. Through these technologies within a few short years the first
inklings of what is now known as the Internet and the World Wide Web and the PC
revolution set about the realities of live global communication for everyone. As this
communication began to link more and more mainframe computers and their masses of
stored information together, the revolution of instant access to information began to be
realized, as well.
A final hurdle to McLuhan's (1962) predicted vision of a global village was in
place and being realized by the mid-1990s when the Internet and the World Wide Web
(WWW) became widely accessible to the public and their PCs through the use of a cheap
and simple electronic device known as a modem. The modem although already
previously available to the public in various forms for more than twenty years, now
provided users with the capability of decoding and encoding packet communications over
a simple telephone line, which could then be linked to the Internet and the World Wide
Web by merely dialing any one of a number of commercially available Internet gateway
service providers. Though limited at their time in the continuum of technology, at present
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sees evolutions with ever-increasing access, lower costs and transmission speeds for
Internet based communications having become the reality.
Today, we see in the United States 61.8 percent of the citizens using PCs and of
these PC users, 54.1 percent have Internet access (National Telecommunications and
Information Administration [NTIA], 2004). With the continual advancements and
lowering costs for technology and increased communication speeds, these figures are
poised to increase with time. However, across the globe and in many regions of the
United States computer things are not as bright as Internet usage in some areas is limited
or not available at all. This phenomenon known as the Digital Divide has cause for
concern in the United States as well as developing and emerging countries as
participation in digital communication networks and the economies they spur become
increasingly vital for a wide variety of socioeconomic reasons. The Digital Divide as
explained by Mehra, B., Merkel, C., and Bishop, A. P. (2004) consists of the following
explanation, "…the troubling gap between those who use computers and the Internet and
those who do not". Amongst this debate education takes on a primary concern. As
individuals strive to participate as digital citizens globally or find themselves falling
farther and farther behind due to the lack of access to information, communication, and
thus educational opportunities blossoming throughout the reality of the digital realm.
Defining Distance Education
From its inception distance learning has been linked with traditional classroom
education. With traditional classroom providing the original groundwork for distance
learning instruction. By the same token, distance learning education has aided in the
evolution of traditional classroom education immensely. From its foundation distance
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education has attempted in one way or another to emulate the positive aspects of
traditional learning. Therefore, one of the implicit goals of distance education is to
provide a set of equal outcomes to the learner as those found in traditional face-to-face
instruction.
Within the discipline of distance education and distance learning there resides a
variety of theoretical perspectives. As with traditional education it is from this continued
research within the field that various definitions have evolved. There are several
definitions of what comprises distance education from differing points of view, Rudolf
Manfred Delling's (as cited in Keegan, 1996) defines distance education as a
Distance education is a planned and systematic activity which comprises the
choice, didactic preparation and presentation of teaching materials as well as the
supervision and support of student learning and which is achieved by bridging the
physical distance between student and teacher by means of at least one
appropriated technical medium (p. 57).
Desmond Keegan (1980) outlines six key elements of distance education:
1. Separation of teacher and learner.
2. Influence of an educational organization.
3. Use of media to link teacher and learner.
4. Two-way exchange of communication..
5. Learners as individuals rather than grouped.
6

Education as an industrialized form.
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While Hilary Perraton (1981) defines distance learning this way: "Distance
teaching is an educational process in which a significant portion of the teaching is
conducted by someone removed in space and/or time from the learner" (p. 13).
Brought about primarily due to technological advancements, the definition of
distance education is slowly changing as educational theorist and educators
reconceptualize the field. With new and more immediate communications emerging
continually these forces have driven by-and-large the current climate of educational
institutions embracing and expanding distance learning programs. Many of these
technology changes have shown increased abilities toward group communication and
interactivity. Thereby challenging some of Keegan's 1980 earlier notions.
Looking forward and into the future, other revisions of the definitions for distance
learning have come to refine a more student centered approach. Holmberg (1989) refined
the definition from this perspective stating that
Distance education is a concept that covers the learning-teaching activities in the
cognitive and/or psycho-motor and affective domains of an individual learner and
a supporting organization. It is characterized by non-contiguous communication
and can be carried out anywhere and at any time, which makes it attractive to
adults with professional and social commitments (p. 168).
Perhaps the most current definition is one posited by Simonson (2003). His
definition of distance education, which is often cited and is widely accepted today, is as
follows: "…is an institution-based, formal education where the learning group is
separated, and where interactive telecommunications systems are used to connect
learners, resources, and instructors" (p. vii).
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Most definitions of distance education imply some means of communication
between two or more parties being held either over a great physical distance or
timeframe. Therefore, the environment is thus explained as being mediated. At present,
this mediation is typically done through the use of some form of technology. The
mediation in distance learning environment most often is done via an appropriate
communication technology used to substitute face-to-face instruction. In today's world
with most distance learning environments relying on Internet or WWW technologies this
Computer-Mediated Communication (CMC) is broadly viewed to exist across computer
networks between two or more computers. The mechanics of which is drawn from
computer software that provides text-based, graphics-based, audio-visual, or all three, as
well as, other emerging forms of communication technologies (Thurlow, C., Lengel, L.
B., & Tomic, A., 2004, p. 32).
As definitions for distance learning undergo further refinement to reflect the
context in which they exist and the differing state of technologies used to employ their
contents delivery, other distance education research has examined the inner workings of
the distance learning environments itself, attempting to understand the mechanics of
human interactions and communications within these mediated environments. Principle
amongst the theories to emerge resides the notions and workings surrounding the human
sense of presence. Conceptual frameworks have been devised which attempts to explain
the interrelationships that exist between varying types of presence experienced in distant
learning environments. Most notably is the research Garrison, et al (1999) through their
framework known as the Community of Inquiry.
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Presence
Presence and the understanding of it constitute a great deal of debate within
distance learning. Merriam-Webster defines presence as: "the fact or condition of being
present". Within the foundations of human-to-human communications, presence is the
context from which other sub-disciplines have emerged for discussion by theorist. These
sub-disciplines of social presence, teacher presence, and cognitive presence will be
examined further in this section.
What is presence and why is it important? The sense of presence defines the
natural human sense of connection to someone or something. Biocca (1997) describes
this very human phenomenon as the following, "When we experience our everyday sense
of presence in the physical world, we automatically generate a mental model of an
external space from patterns of energy on the sensory organs." It is a part of the human
condition to attempt to make sense out of our condition. In various aspects it has provided
the mental foundations of religion, the sciences, and the arts. Presence can be either real
or imaginary, but simply stated it provides for the individual an anchor to an environment
or a sense of "being" or "purpose" (Loomis, 1992). It is how humans attempt to make
sense or mental connections to their environment or a mediated space.
Social Presence
Within the discussion of distance education lies the paradoxical issue that
educators and students are separated. Early researchers studying radio, Arnheim, (1957)
and film, Munsterberg (1916) relied heavily on Gestalt psychology theory to explain how
the given mediums affected human senses. In the 1960s Marshall McLuhan assembled a
controversial theory in Understanding Media, to explore the imbalances brought about by
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technology and electronic medium in the "sensorium" or the effect media had on the
senses, as he attempted to explain how humans perceived and made sense of their
environs through media.
The limitations imposed by the delivery technologies or mechanisms are viewed
as inadequate substitutes for actual face-to-face communications (Ciampa, 1989; Palmer,
1995; Rafaeli, 1988; Schudson, 1978). It is from this perspective that both immediate and
non-mediated learning that the notion regarding social presence was spawned (Short,
Williams, & Christie, 1976; Rice, 1993). As stated by Biocca (1997), "If mediated
communication is an inadequate substitute for face-to-face communication, then to what
degree does a medium simulate the face-to-face presence of another? Or to what degree
does a user feel the social presence of another?" (Being with Another Body: Designing
the Illusion of Social Presence section, para. 4) This is the question many distance
education theorists are attempting to resolve.
Simply put, social presence is the measure of community an individual feels
within a given environment. In distance learning social presence and the encompassing
theories have taken on a measure of importance due to the mediation of the environment.
It is the questions regarding the effects of mediation on the learning environment many
researchers are attempting to answer. Reseachers such as McIsaac et al., (1996) and
Short, et al., (1976) have regarded social presence as the most important perception that
occurs in an environment for humans. The researchers go on to emphasis that it is this
aspect of presence that it is that provides the foundation for person-to-person
communications.
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Due to the fact that there are less communication cues in a mediated learning
environment researchers have been explicitly interested in examining user's perceptions
of another intelligence. Researchers such as Short, et al., (1976) initially attempted to
measure social presence through semantic differential techniques such as:
sociable/unsociable, personal/impersonal, sensitive/insensitive and warm/cold. While Tu
(2002) argue that such instruments did not consider other important variables such as:
privacy, recipients, topics.
Within the context of social presence reside two distinctive concepts, intimacy
and immediacy. Intimacy first discussed by Argyle and Dean (1965) is a response to such
things as eye contact, physical proximity, and topic of conversation. Burgoon, Buller,
Hale and deTurck (1984) suggest that maintained eye contact, proximity, body leaning
forward, and smiling conveyed intimate communication between two parties. While
Short, et al (1976) suggests that when an uncomfortable degree of intimacy seems to be
present for one party of a communication that that individual will attempt to seek a more
comfortable level, called an equilibrium by alter their behavior is some manner.
Immediacy as defined by Wiener and Mehrabian (1968) is the psychological
distance between a communicator and the recipient of the communication. While Walther
(1992) further describes immediacy as, being conveyed through speech and its associated
verbal and nonverbal cues. Giving the user the ability to alter the state of immediacy.
Tu (2000 and 2001) proposed further refinement of intimacy and immediacy by
suggesting three additional sub-categories or dimensions (see Figure 1.). These three
dimensions are comprised of interactivity, social context and online communication.

2009 HICE Proceedings
Page 555

Figure 1. Social Presence and Interaction (Tu & McIsaac, 2002).
Interactivity
Norton (1986) outlined eleven communication styles (impression-leaving,
contentious, open, dramatic, dominant, precise, relaxed, friendly, attentive, animated, and
communicator image) that could be associated with social presence in a CMC
environment. Interactivity is comprised of the communication activities a CMC user uses
and engages in while participating in a distance education environment. In an
asynchronous environment communication is often delayed or not immediate. This low
immediacy can effect or decrease a CMC users sense of social presence.
Social Context
Social context comprised of six notions such as task orientation (Steinfield, 1986),
topics (Argyle & Dean, 1965; Walther, 1992), privacy (Champness, 1972; Steinfield
1986), social relationships/recipients (Walther, 1992; Williams & Rice, 1983), and social
process (Walther, 1992) makeup the degree of social presence. For example, "When the
conversation is task oriented and more public, the degree of social presence will
degrade." (Tu & McIsaac, 2002, p. 134)
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Steinfeld stated that task complexity; task interdependence, environmental
uncertainty, and the need for communication across distant locations were positively
associated with increasing task orientation in computer-mediated-communications
messaging.
Additionally, Walther (1992) suggested that it was from social relationships that
change was presented in interactions. Finding that CMC users tended to have limited
communication at first, but as time passed the CMC users began to develop social
relationships. These relationships were formed from the CMC users impressions of others
from the simple text-based information conveyed. Gunawardena and Zittle (1997) found
that CMC users became more social with one another over time and exchanged more
personal information as time between users increased.
A CMC users sense of privacy affects the degree of social presence they report.
Less private settings result in a decrease of reported social presences by CMC users.
Champness (1972) reported that users in a videoconference felt less private and more
public and therefore, a lower perceived amount of social presence.
Online Communication
Because of the very nature of CMC users need to have already acquired some
technical skills that allows them to communicate using a computer. These are most
commonly typing skills due to the text-based nature of a large degree of the
communications in online learning environments. However, users also need to have some
level of comfortability with the computer and computer based technologies. Garramone,
Harris, and Andersen, (1985) that the more active users were in participating in bulletin
board communications online, the more social presence was perceived. While Perse,

2009 HICE Proceedings
Page 557

Burton, Kovner, Lears, and Sen, (1992) found that social presence increased as users
reported higher comfortability levels with their computers.
Within the most current body of research lies the debate of whether social
presence has a casual or correlational relationship with course outcomes and social
presence's role in facilitating cognitive development and critical thinking (Arbaugh,
2007). Garrison and Cleveland-Innes (2005) suggest that social presence though not the
lone factor in developing critical thinking and inquiry in a CMC learning environment, it
is however, difficult for this type of discourse to exist without it. Piccaiano's (2002)
research has attempted to separate the understandings of interaction or interactivity
within the distance learning environment from presence, specifically cognitive presence.
Claiming that online interactivity showed no correlation with cognitive presence. While
other recent research by Beuchot and Bullen (2005) suggests increases in sociability leads
to increased interaction, implying that social presence is critical for the existence of
cognitive presence.
Teaching Presence
Mehrabian (1971) suggested that it was through the conduit of immediacy that a
positive attitude from the sender was transmitted to the receiver. Suggesting that
immediacy and liking were link stating, "two sides of the same coin. That is, liking
encourages greater immediacy and immediacy produces more liking (Mehrabian, 1971,
p. 77). While Hurt, Scott, and McGroskey note, that the difference between knowing and
teaching is reliant upon communication in the classroom (1978). It is from these
launching points that teacher immediacy stems. Andersen (1985) notes that immediacy
behaviors indicate approachability, availability for communication, increased sensory
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stimulation, and communicated interpersonal warmth and closeness. Burgoon, et al.
(1984) work and the subsequent findings mentioned earlier support this notion. It is from
this point that others have attempted to link the following premise; if increased
availability and willingness to communicate enhance teacher-student relationships, then
there exists the potential that learning maybe positively affected or translated.
In order to understand teacher immediacy more thoroughly there is a need to
understand more clearly the two components that comprise the effect and the related
research.
Nonverbal teacher immediacy
A great deal of research has been done in the nonverbal realm with respect to
teaching immediacy. Andersen (1979) suggesting that nonverbal communication cues
such as: eye contact, gestures, relaxed body position, directing body position toward
students, smiling, vocal expressiveness, movement, and proximity increased affective
learning. While other ( Chaiken, Gillen, Derlega, Heinen, & Wilson, 1978) suggest both
proxemic behaviors and students' perceptions of a teacher's nonverbal immediacy
positively related to students' learning. However, Richmond, Gorham, and McCroskey
(1987) contend it is not the measure of immediacy that affects the notions of cognitive
learning by students. Suggesting that moderate amounts of immediacy maybe required in
order to show real gains in cognitive learning. Stating low immediacy on the other hand
may suppress cognitive learning, while high immediacy may not increase cognitive
learning above moderate immediacy.
In an attempt to answer why immediacy influences cognitive learning Andersen
(1985) suggests and supported by Kelley and Gorham (1988) that proximity increases
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arousal which primes the two parties both teacher and student for cognitive learning.
Kelley and Gorham's (1988) research goes a step further in attempting to define which
cues establish this prime condition. They suggest a positive correlation exists between
high eye contact and high physical proximity, and short-term cognitive recall.
Verbal teacher immediacy
Like nonverbal immediacy, verbal immediacy has been argued to also have an
affect on teaching. Conville (1975) found that low verbal immediacy tended to convey
the communicator as having positive character traits, but more authoritative. In Bradac,
Bowers, and Courtright (1979), review of the research surrounding verbal immediacy
found, that high immediacy tended to have a positive affect and that verbal immediacy as
a whole when related to the source, was judged to be indicative of a source's competence
and character. Andersen (1981) found that perceptions in both teacher immediacy and
teacher communicator style were positive correlates and that teaching style showed a
positive relationship in affective learning and behavioral intent, but showed no
relationship with cognitive learning. Wheeless (1976) and Wheeless (1978) in two studies
suggested that self-disclosure and solidarity are linked. Higher levels of reported selfdisclosure showed and increase in solidarity. No research regarding nonverbal immediacy
showed any results when related to cognitive learning.
Perhaps the most relevant definition for teaching presence as it relates to today's
CMC and online learning environments is the one provided from Anderson, Rourke,
Garrison and Archer (2001)
… as the design, facilitation, and direction of cognitive and social processes for
the purpose of realizing personally meaningful and educationally worthwhile
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learning outcomes. Teaching presence begins before the course commences as the
teacher, acting as instructional designer, plans and prepares the course of studies,
and it continues during the course, as the instructor facilitates the discourse and
provides direct instruction when required (p. 5).
Of the three presence domains in the community of inquiry model, teaching
presence's research has been the most lacking prior to the Internet and other CMC
mechanisms (Garrison, et al., 1999). However, Shea, et al, (2003) in their survey of
research since this period found that the primary body of research regarding teaching
presence has only been through transcription analysis or used only basic statistical
techniques such as frequency distributions and correlational analyses.
At present recent research on teaching presence has begun to focus primarily on
two areas; empirical verification of dimensionality of the construct and the extent to
which teaching presence relies upon the actual presence of the instructor in the online
course (Arbaugh, 2007, p. 75). Of these findings "Instructional Design and Organization"
has emerged as a shared construct within two studies (Shea, 2006, and Arbaugh &
Hwang, 2006). This is echoed and expanded further by LaPointe and Gunawardena
(2004) finding of a positive relationship between course design, direct instruction, and
perceived teaching style While other studies (Conrad, 2002, and Stein, Wanstreet, Calvin,
Overtoom & Wheaton, 2005) show support for instructor presence as a means of building
community and mitigating student anxiety with online communication (as cited in
Arbaugh, 2007, p.75).
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Cognitive Presence
Cognitive presence is necessary in the establishment and maintenance of
cognitive learning. Within a virtual environment such as a CMC, cognitive presence
represents the level by which an individual is attentive and actively processing or
employing critical thinking skills. It is this component of critical thinking that Garrison
(1991), Garrison and Archer (2000) first defined as cognitive presence that relates to
education and CMC environments. A recent definition of cognitive presence provided by
Garrison views cognitive presence as, "the exploration, construction, resolution and
confirmation of understanding through collaboration and reflection in a community of
inquiry" (2007, p. 65). Cognitive presence is viewed by researchers as the most difficult
of the three forms of presence established in an online learning environment (Celani &
Collins, 2005, Garrison & Cleveland-Innes, 2005; Moore & Mara, 2005) as critical
thinking by the learner can be affected by a variety of factors. While Moore (2002)
argues that CMC learning environments are more appropriately suited for greater
cognitive presence than traditional face-to-face environments simply by the nature of the
learning environment having less social distractions and interpersonal communications.
Garrison and colleagues represent cognitive presence as having four phases.
These phases are: (1) a trigger event, whereby a problem or issue is presented for further
inquiry; (2) exploration, where learners explore the problem or issue together or
individually; (3) integration, where the students construct meaning from the notions
posited during exploration; and (4) resolution, students apply the gained knowledge to an
educational or workplace context.
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The establishment of cognitive presence in a learning environment provides an
environment whereby critical thinking is occurring. "When there is good cognitive
presence, the focus of discussion becomes ideas in contrast to social factors." (Moore,
2002, p. 62) When related to social presence and teaching presence, cognitive presence is
the domain in which learner's must engage in in-depth critical thought and reflection a
key characteristic of higher education (Dauer, 1989; Dewey & Small, 1897).
Community of Inquiry
Garrison, Anderson, and Archer (1999) introduced their Community of Inquiry
model in an attempt to establish a framework for understanding the elements of interplay
in human communication through a computer-mediated environment. The elements
consist of social presence, teaching presence, and. cognitive presence (see Figure 2.).

Figure 2. Elements of an Educational Experience (Garrison, Anderson, & Archer, 2000).
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Dubbing their framework as a collaborative constructivist perspective on the
teaching and learning transaction (Garrison & Archer, 2000) state,
This perspective views an educational experience, in its best manifestation, as a
collaborative communication process for the purpose of constructing meaningful
and worthwhile knowledge. Collaboration is seen as an essential aspect of
cognitive development since cognition cannot be separated from the social
context (Garrison, et al., 2000, p. 92).
At present perhaps the most meaningful definition for a community of inquiry
comes from Garrison, and Cleveland-Inness (2005) stating
A community of inquiry is more than a social community and more than the
magnitude of interaction among participants. A community of inquiry is the
integration of cognitive, social, and teaching presence. Considered together, the
three presences address the qualitative nature of interactive inquiry consistent
with the ideals of higher education. To appreciate interaction and the quality of
learning outcomes, one must understand how cognitive, social, and teaching
presence come together to create a purposeful community of inquiry (p. 134).
The authors argue that interaction does not guarantee meaningful cognitive engagement
or learning.
This framework attempts to wed the three domains of presence to not only
understand the transactions that occur in a CMC learning environments but also to
suggest a process whereby influence on any one of the domains could affect change in
learning or learning outcomes.
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Dewey (as cited in Garrison, et al. 2000, p. 92) suggested that the educational
process is two sided, one psychological and one sociological; and that neither is
subordinate to the other, they concentrate their efforts within the teaching presence
domain to explain causation and effects on learning. Because the community of inquiry is
created as well as maintained in an asynchronous virtual environment, primarily through
text-based communication it is crucial for the educator to understand their role and
influences upon the learning environment as it is greatly differentiated from the face-toface environs most educators are used to or have received training from within. Garrison,
et al. (2000) and others (Anderson & Garrison, 1995; Clark, 1994) suggest that
instructional design plays a key role in affecting quality learning outcomes. Schrage
(1995) suggesting in a CMC that technology "inevitably shapes the way people relate to
each other" (p. 137). The understanding of the principles of instructional design is vital to
the instructor teaching in a CMC environment as they provide a means of regulation
towards desirable learning outcomes. It is from this perspective of the instructors' skill
and understanding of communication and learning theory that Garrison and colleagues'
(2000) concentrate their efforts to present the effects of teaching presence.
Recent research has shown a distinct relationship between teaching presence and
cognitive presence. With social presence providing the foundation for higher-level
thinking through structure, organization, and leadership associated with teaching
presence, cognitive presence emerges and is allowed to develop (Arbaugh, 2007).
Garrison and Cleveland-Innes (2005) suggest course design, structure, and leadership
from the instructor has a significant impact regarding cognitive presences and therefore
deep and critical thinking.
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Conclusion
The Community of Inquiry model is emerging as a influential tool for distance
education. In particular, the COI has powerful implications for teaching and designing
online instruction. The three COI components of teaching presence (which focuses on
design and organization), social presence (which focuses on group and individual
communication) and cognitive presence (which focuses on content and connections)
interact to form strong and positive learning experiences. For instructors and
instructional designers, the COI offers a training structure for new faculty, design
suggestions for course developers, evaluative areas for assessors, and a management tool
for distance education administrators.
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Abstract
This study aims to investigate the effects of cross cultural
communication on the process of enculturation of EFL learners. Most of the
previous cross cultural communication studies were carried out between
language learners and native speakers. However, in this study, the participants
were all non-native English speakers using English to proceed in cross cultural
communication.
In this study, a collaborative cross cultural distance learning program was
conducted between Tamakang University in Taiwan and Waseda University in
Japan. Learners from both sides used English as a medium of communication
to share and compare Taiwanese and Japanese cultures. The program was a ten
week program in which the participants had to do group presentations on topics
related to family, career, social issues, and current affairs via videoconferencing,
and carried out chat room discussions via LiveOn System (an online chat room
software system). This breakdown of geographical boundaries enabled learners
in Taiwan and Japan to develop a better sense of cultural awareness, reflect
upon his or her own culture, and learn to respect cultural similarities and
differences.
Self reflection reports and classroom observations were used in this study.
For the guided reflections, the participants must answer questions concerning
identity, attitudes, and social network. Data were collected and analyzed
qualitatively. Results indicated that after this cross cultural communication
program, learners in Taiwan now have a better understanding and appreciation
of their own culture, developed awareness about Japanese culture, learned to
respect other cultures, and expanded their social network to include Japanese
friends.
Keywords: Cross Cultural Communication

Enculturation

1. Introduction
In Fall 2007, a distance learning course between Tamkang University in Taiwan
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and Waseda University in Japan took place. The title of the program was Cross
Cultural Distance Learning and the aim was to have cross cultural communication
between Taiwanese students and Japanese students, using English as a medium of
communication. The purpose was for both sides of the students to have a better
understanding about the two cultures and at the same time, have the chance of
practicing English.
During a ten week period, learners from both sides had discussions on topics
such as family, career, social affairs and current issues. The learners worked in groups
and had to give presentations via videoconferencing on the topics of their choice.
Following the presentations via videoconferencing, learners participated in chat room
discussions using the LiveOn System, an online chat room software, and talked about
the topics in detail.
Although many research have been done on distance learning and cross cultural
communication, the influences of cross cultural communication on the learner’
s
enculturation process are rarely found. How cross cultural communication influences
learner’
s perceptions of self-identity, attitudes, and social network are the focuses of
this study.
2. Review of the Literature
2.1 Cross Cultural Communication
According to Jandt (2001), cross cultural communication “
…refers to
comparing phenomena across cultures”(Jandt, 2001, p. 38). This term differs from
intercultural communication for “
Intercultural communication generally refers to
face-to-face interactions among people of diverse cultures”(Jandt, 2001, p. 38). Our
study involves certain features from both intercultural communication and cross
cultural communication. Nevertheless, for this study, cross cultural communication
may be a more appropriate term to refer to.
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From cross-cultural communication studies, it is known that culture influences
perception and action. We tend to perceive reality within the context of our own
culture, a reality that we have “
created”
, and not necessarily a reality which is
empirically defined (Brown, 2000). Although there are opportunities for us to get in
touch with other cultures, we have the tendency of believing what we perceive as true
reality.
Perception is always subjective and involves the filtering of information even
before it is stored in memory. What we perceive is a result of a selective form of
consciousness. How we perceive others and things happening around us are based on
our beliefs of how we should behave. The unwritten rules of appropriate behavior are
embedded in our culture, which may differ from one to another.
Our own culture-bound world view entails some bias; we too often picture other
cultures in an oversimplified manner, lumping cultural differences into exaggerated
categories, and then viewing every person in a culture as possessing stereotypical
traits (Levine & Adelman, 1993; Jandt, 2001; Storti, 1994; Diaz-Rico & Weed, 1995).
It is only when we really look objectively at another culture, perceive it as it is, be
aware of the differences, accept, and adapt to it that we can truly say we have come to
understand another culture. Such an understanding or awareness about another culture
plays an important role in successful cross cultural communication.
2.2 The Effects of Cross Cultural Communication
When two cultures come into continuous and first-hand contact with each other,
then, cultural transmission occurs. Cavalli-Sforza and Feldman (1981) introduced the
term “
cultural transmission”to indicate the transfer of certain behavioral features
from one to another (Berry, 1992). In another word, if there is contact between two
cultures, there will be cultural transmission, and the difference lies on the type and the
degree of transmission.
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Cultural transmission may occur within one’
s own culture or may be a result of
contact between two distinct cultures. If the process occurs entirely within one’
s own
culture, then, enculturation is taking place. If the process is the result of contact
between two distinct cultures, then, acculturation is taking place (Berry, 1992). In
both cases, the processes are complicated and indefinite, and the result may be that the
learner falls somewhere between an exact transmission and a complete failure of
transmission. In our current study, although both sides of the learners have the
opportunity of communicating and interacting with each other without geographical
boundaries with the assistance of modern technology, they still live in their own
countries and do not have day to day interaction between one another. In another
words, this type of communication does not have an effect on the daily routines of the
learners but the influence is more psychologically and self reflecting. Nevertheless,
such a cross cultural communication may have influential effects on learner’
s sense of
self, contributing to the process of enculturation.
It is of general consent that people from comparable ethnic, religious, and/or
cultural orientations may share similar values, behaviors, and beliefs (Noble &
Schewe, 2003). Nobel and Schewe’
s (2003) research on the globalization of values
indicates that for the younger generations, the expansion of world travel, advances in
communication technology, the Internet and the emergence of global media are all
factors contributing to the declining barriers between countries and cultures around
the world and in a way, to an acceleration of globalization world-wide. Therefore, the
younger individuals, even though they are socialized or enculturated into their own
cultures, may share comparable values with each other. In addition to learning about
their own society’
s values, language, beliefs, and culture, they are readily exposed to a
globalized culture through mass media such as television, radio, magazine
advertisements, and the Internet.

In our case, since Taiwan and Japan are closely
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related in various aspects and that Japanese popular culture has influential effects on
the young generations of Taiwan, Japan or Japanese culture, regardless of being
stereotypes due to misconception, are not totally strange to our participants.
2.3 Previous Research on Cross Cultural Communication
Various research has been done on cross cultural communication. Some
research are related with the effects of cross cultural communication on language
learning (Hurd & Xiao, 2006; Diaz-Rico & Weed, 1995), cross cultural
communication in different social settings (Storti, 1994), identity and values
(Ting-Toomey, 1999; Bruner, Goodnow & Austin, 1986; Jandt, 2001; Leontovich,
2005), and other aspects.
A cross cultural distance language learning program was carried out by Hurd
and Xiao (2006) between universities in China and the United Kingdom. In this study,
results indicated that the different cultural backgrounds played an important role in
the learners’attitudes and beliefs toward distance learning. Learning strategies and
communication skills are also found to be culturally related.
In terms of the influence of cross cultural communication on identity and value,
Leontovich (2005) carried out a research investigating the effects of using American
English as a medium of intercultural communication in Russian schools and
universities. The results of the research indicated that even in the EFL context of
Russia, using American English as a means of communication actually led to an
influence on Russian values and resulted in intercultural personality transformation
and cultural loss. The Russian university students were shown to be influenced by the
American culture and there was a tendency to shift away from their traditional culture
and conform more with the American culture.
Hofstede (1983) carried out a series of studies and identified the four value
dimensions, individualism, masculinity, power distance, and uncertainty avoidance. In
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each of the dimensions, he compared the extent to which a certain cultural tendency to
fall on the continuum. For example, on the continuum of individualism and
collectivism, Japan is placed about in the middle, and yet, Japan is often stereotyped
as a group-oriented culture. Therefore, there is often a gap between our perceptions of
a certain culture and the reality and it is necessary to be aware of the distinctive
cultural specific characteristics.
There are similarities and differences among cultures. Storti (1994) concluded
that though there are cultural differences but there are also cultural similarities. He
emphasizes that culture is real and that culture does show in our behaviors. Some
behaviors are culturally determined but some cultural behaviors are universal. We can
neither assume that every cross cultural encounter would result in conflict nor can we
readily project all our norms onto our encounter with people from other cultures and
we must be aware of the cultural differences.
Built on previous research on the effects of cross cultural communication on
identity, values, attitudes, and social network, current study focuses on the
enculturation process of Taiwanese learners. How self identity, values, attitudes, and
social network of the learners in Taiwan are influenced from this cross cultural
communication experience are the targets of investigation.
3

Methodology

3.1 Participants
The participants of this study were learners enrolled in a collaborative distance
learning course offered to sophomores of the English Department of Tamkang
University in Taiwan as Oral Communication. The course was a cross cultural
distance learning class where students from Tamkang University in Taiwan and
Waseda University in Japan to share their cultures. The purpose is for both sides of
the students to have a better understanding about the two cultures and at the same

2009 HICE Proceedings
Page 574

time, have the chance of using English as a means of communication. A total of 48
students from Tamkang University participated in this program. On the other hand,
there were fewer learners from Waseda University, only 28 Japanese learners
participated in this program. The study only focuses on the possible effects of cross
cultural communication on Taiwanese learners’various aspects of enculturation.
3.2 Materials
Guided self reflection reports were used in this study. After each group
presentation and discussion of each topic, participants were asked to write a self
reflection report on their thoughts about the process of discussion and the topics
discussed. For the guided reflections, the participants must answer questions
concerning identity, attitudes, and social network.
3.3 Procedures
The participants were arranged into four groups. Each group was responsible
for a group presentation on one of the following topics: family, career, social issues,
and current affairs. They chose a subtopic of their interest and did a research on the
topic. Then, a group presentation via videoconferencing was carried out by both sides
of the learners. The week following the group presentation, the learners engaged in
oral discussions, with the assistance of a text box and white board, by using the
LiveOn System. Over the ten week period, participants were asked to do group
presentations, small group discussions, write self reflections.
4

Results and Discussions

4.1 Cross Cultural Influence on Self-Identity
After participated in the cross cultural communication program, 89% (n = 25)
of the participants agreed that they have a better understanding about their identity
and are more proud of their origins. The remaining participants (n = 3) mentioned that
their understanding about self-identity did not change after the course. Before taking
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this course, the learners tend to take things for granted and they are not aware of the
unique features of their culture. Because they needed to do research on certain topics,
they realized that they had to present the topic from their perspective. This was an
opportunity for them to represent Taiwan, and they felt proud to share Taiwanese
culture with their Japanese friends.
4.2 Cross Cultural Influence on Attitude
From the reflections, it is evident that all (n = 28) of the participants’attitudes
toward Japanese and Japanese culture have changed after the course. Since there are
indirect contacts of Japanese culture from Japanese TV programs, movies, fashion,
music, cartoons, novels, and others, the participants have certain stereotypes about
Japanese and Japanese culture. The stereotypes they had were: Japanese are
male-chauvinistic, do not express their ideas directly, very punctual, serious and lack
a sense of humor. However, after they had actual contact with their Japanese partners,
they were very surprised that most of Japanese males can cook and do house work,
they were very willing to share their ideas, take work seriously, punctual, and
humorous.
4.3 Cross Cultural Influence on Social Network
In an EFL context, learners do not have frequent contact with native speakers of
English or other foreigners. All (n = 28) of the participants responded that they were
glad to have this opportunity to use English as a means of communication to share
Taiwanese culture with the Japanese students from Waseda University. This adds a
new page in their social network. They not only have the opportunity to practice their
English, but, also made new friends. The participants reported that they have contacts
with their Japanese friends via e-mail or msn even after class. This cross cultural
communication is not confined to classroom setting, but they have truly expanded
their social network overseas.
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5

Conclusions
From the results, it is feasible to conclude that cross cultural communication

does have an effect on learner’
s enculturation process. During the enculturation
process, this cross cultural communication experience enables the learners to have the
opportunity to reflect upon their own culture, which in turn, allow them to have a
stronger sense of self-identity, have an awareness of the similarities and the
differences between different cultures, learn to respect other cultures, and expand their
social network. The EFL learners in Taiwan benefited from this cross cultural
communication program with Waseda University not only in abovementioned
dimensions of enculturation, but also facilitated in their English learning for they are
not merely learning English in EFL classrooms, but now have the chance to use
English in real life contexts.
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How to Evaluate Objective Exam Scores in
Statistics Education when Student Populations
are Heterogeneous
Patrick Wessa

∗

August 15, 2008

Abstract
I propose an ex-post modeling approach that allows educators to improve the weights that could be attributed to objective exam questions.
This improvement is related to the ability to predict the overall exam
score, based on reported learning experiences and objective measurements
of learning activities. The point of this approach is that it allows educators
(and scientists) to investigate the quality of exam questions and their relationship with various cofactors, even if the student population is heterogeneous. Based on a preliminary, empirical analysis of two large samples it
is shown that: (1) exam questions may be relevant for one sub-population
but inadequate for another - even if both populations completed the same
course; (2) the relationship between exam questions and exogenous cofactors may be highly misleading because the weights of exam questions
are poorly aligned; (3) an adequate evaluation of examinations strongly
depends on the cofactors that are used; (4) the proposed approach has
important consequences for educational research about computer assisted
learning.
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Working Memory in Adults with Previously Undiagnosed Learning Disabilities
S Bender, M Mrazik & C Makovichuk
Working memory is a core psychological process required for daily functioning. Deficits
in working memory have been shown to be related to performance in academic tasks
including literacy and mathematics. A limited-capacity working memory system has
been shown to underlie some academic difficulties presented by children with diagnosed
learning disabilities. Although similar findings have been found for adults with learning
disabilities, less research has been conducted with this population. The current study
examined 97 (48 male and 49 female) adults who were pursuing post-secondary
schooling. The subjects were referred by career counselors who suspected them to have
undiagnosed learning disabilities. Subjects underwent a series of psycho-educational
testing including assessment of intellectual, achievement, memory, attention, and
executive functioning. All subjects met the criterion for a learning disability according to
the DSM-IV. After controlling for full-scale IQ, partial correlational analyses revealed
significant correlations (p<0.05) between working memory and reading, encoding of
verbal information, spelling, and executive functioning. Our results provide
corroborating evidence of working memory deficits in adults with learning disabilities.
Overall, implications regarding the support required by adults with previously
undiagnosed learning disabilities emerge, where supports, such as intervention programs
focused on training in working memory strategies, may benefit these individuals.
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|

Kindergarten Pilot Program
A Differentiated Instruction Approach

|

J500: Instruction in the Context of Curriculum
| Ophelia Hsiang-ling Huang
| Rachel Kratzer
| Sonya Sawtelle

|
|

Critique of the Current System

Special Education children are falling through the cracks in Gen. Ed.
Classes (Friend & Bursick)

|

Society is Diversifying, the structure of our educational system has not
changed to keep pace with this transformation (Li & Lapkoff)
y Urban poverty increases the likelihood of readiness gaps (Voltz &
Fore)
y Different cultural and ethnic backgrounds create different needs,
values and learning styles
| Philosophical influences
| Academic Approach
| (Macro): To encompass a broad historical and philosophical
overview (Ornstein & Hunkins, 1993)
| (Micro): To uncover the “background” information
| Deweys (1929) states that "Knowing consists of operations
that give experienced objects a form in which the relations,
upon which the onward course of events depends, are
securely experienced" (LW4, p.235).
| Humanist Approach (Huitt, 2001)
| Learner-Centered, curriculum control is Bottom-Up
| Emphasizes Curiosity, Creativity, Tolerance & Respect
| Encourages Personal/Social development & involves the
Parents and Community
| Reconstructionist Approach (Ornstein and Hunkins, 1993)
| Learner-Centered and focuses on individual experiences
| Encourages curriculum interaction with social, political,
economical, moral and artistic forms
| Encourages development of own identity and making
transformations in society

|

Theoretical Framework
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|
|

Purpose of Education:

Education should:
y guide children toward reaching their own unique potential, which
will ultimately optimize the growth of society.

y

|

provide students with the tools needed to make improvements in
the existing social patterns of discrimination and non-acceptance.
| Differentiated Instruction
“Differentiated instruction a set of strategies that will help teachers meet
each child where they are when they enter class and move them forward
as far as possible on their educational path (Levy, p. 162).”

|

Differentiated instruction is when “…a teacher reaches out to an
individual or small group to vary his or her teaching in order to create the
best learning experience possible…(Tomlinson).”

|

Levels of Differentiation:
| Benefits of Differentiated Instruction:
Addresses:
y Various academic needs
y Needs of students with unique learning difficulties
y Needs of students with culturally and linguistically diverse
backgrounds
Rock, Gregg, Ellis, Gable - 2008
Results In:
y Increased Math and Reading Performance across the board (Lewis
& Batts, 2005; Fisher et al., 2003)
y Everyone achieving their own unique potential

|

|

|

Kindergarten Pilot Program

Program will be a kindergarten program that is focused around differentiated
instruction of curriculum.
Program will meet individual needs of each student based on their level of
readiness, interests, and cultural background.
Program will encourage acceptance of all individuals as participating
members of society.
| Program Framework
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|

|

|

Collaboration:
y Teachers and Director are involved in an ongoing revisionary process
y External institutions will provide:
| Extra Resources and Community Perspectives
| Research data for evaluation
Program Expansion

|

Program Goals:

Learners Will Acquire:
y Academic Readiness (Math, Reading, Writing, etc.)
y Diversity Awareness
*The developed kindergarten program will accomplish the
above goals in such a way that is effectively and optimally
responsive to each learners’ unique needs, interests and
learning style.

|
|
|

Teachers Will Constantly Revise and Improve their DI practices
Program will cultivate a strong sense of community and belong for the
stakeholders
| Population and Context
Location:
| Albuquerque, New Mexico
y Culturally Diverse
y Urban Center
y Need for Diversity Awareness

|

Program Population:

|

Cross-section of a Classroom
| Chen has not caught on to the preschool curriculum as well as her peers she shows early signs of a language learning disability. Chen’s parents
are both high achieving, Chinese traditionalists who have very high
expectations for their daughter, they believe that the solution to academic
failure is to try harder.
| Meet Esteban from Brazil. His mother works two jobs, one shift keeps
here away from early afternoon until late at night. Esteban comes home
to his older brother, a high-school dropout, and his younger sister, who he
is responsible for. A significant language barrier causes difficulties and
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isolation for Esteban.
| Philip is an only child, his wealthy parents are indulgent but somewhat
distant and unaffectionate. Philip is prone to tantrums to extort what he
wants, and he does not share well. He is outgoing, but shows a lack of
regard for the feelings of other children, and does not respond well to
authority.
| Roles of Director
| Collaborate with:
| program educators,
| researchers,
| community leaders to encourage community involvement,
| Communicate with school administrators and parents on program
progress,
| Document program progress,
| Ensure legal requirements are fulfilled.
| Roles of teacher
*Better understand the learners
1. Quantitative Data
| Pre-assessment

|

Record Review: (Past->Current->Future)
*(Critical): Records do not tell the whole story

|

Family-centered & Culturally Responsive Fact Gathering

Neal, McCray, Webb-Johnson, and Bridgest (2003) and Webb-Johnston (2003)

| Roles of teacher

*Better understand the learners
2. Qualitative Data

|
|
|
|

Interest Inventories
(See Figure 4.3 “MI Pizza”)

Multiple Intelligences:
(See Table 4.2 “The 8 MI Defined”)
*Concepts from Howard Gardner’s Multiple Intelligences (MI) Theory
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|

(Armstrong, 2000; Gardner, 1983, 1997)

|

|

Professional Development
Training Circles: (*The context factor)Æ initial three core developers
continuously train coming teachers based on “experiences”

|

The collaboration community: weekly reflective meeting

|

Pre/post workshop+ regular seminar: small groups format,
combination with new/old teachers, instruction-based support

|
|

|
|
|
|

Student Engagement

Each student count: Unique pace, specific materials, explanations, and
activities :
| Interests
| Learning styles
| Ability
Autonomy/Freedom:
1. Involving in deciding contentÆ(Example) The KWL-Plus strategy (Carr
and Ogle, 1987)
2. Involving in deciding materials / activities in order to achieve
individual’s objectives
Sense of “communities” -“belongingness”: small class size /
cooperative learning

|

Materials
and Content

|

Books and Supplies offered in different:
y Ability Levels
y Interest Areas
y Expression Media

|

Décor of the Room promotes Diversity and Expression
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|

Classroom will provide a non-threatening environment
| Program Initiatives

|

Lea Conmigo (Families in Schools, Los Angeles)
y Provides Spanish and English Books to the families of kindergarten
children to encourage early literacy skills

|

Diversity Celebration Program (Early Childhood Center, Buffalo)
y Families and community members contribute cultural items and
work with students on costumes, skits, poems, songs and dances

|

Parents as Authors (Loreto Elementary School, Los Angeles)
y New immigrant parents create books, poems and videos about their
experiences and present them to their children

|

“In My Shoes” Series
y Students present what it’s like to spend a day in their
shoes using expressive media – targeted mostly to Special
Ed. Students
Blank, 2004
| Documentation
We will consider our program successful if the Students and Teachers attain
the specific objectives for their roles

|
|
|

Value Questions:
Decision Value
y Will we continue the program next year and expand into the first
grade?
Idealization Value
y Are we constantly revising and optimizing the program?
Instrumental Value
y Are the students attaining the curricular content objectives?
| Documentation
Learner Objectives
| Documentation
Teacher objectives
| References:
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Program Evaluation
Students will be evaluated on a regular basis to document individual
growth.
Overall success of program will be evaluated yearly with collaboration of
external institutions and researchers.
Program will be assessed by growth according to standardized assessment
only to justify success compared to traditional educational settings.
Longitudinal research will be performed through a collaboration with
outside researchers to document long-term social reform, and success and
lifestyle of students and families.
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Abstract: A shift to parallelism in software and hardware design has required a shift in
the basic ways that computer and software engineering courses are taught. An understanding of
multiple processors working concurrently and strategies for designing software to perform with
these new processing designs have become necessary for computer engineers. Universities are
beginning to make changes to integrate concurrency throughout the undergraduate curriculum
and produce qualified job applicants. Our study describes how a curricular strand (concurrency)
is being integrated into an existing computer engineering curriculum using concept maps as a
mechanism for articulating a structure of knowledge. The development of a Concurrency
Concept Inventory is the natural extension of the mapped curriculum, ensuring that student
knowledge of concepts is adequately sampled across the four years of engineering study.
Multiple choice items have been developed to reflect both nodes and the relationship between
nodes in the concept map. Matching items to concepts is iterative and involves layers of expert
review. The process helps ensure the construct and content validity of the CCI. Because
concurrency is being integrated into new computer engineering curricula across the country, it is
important to establish a common definition of this concept. Using concept maps is one way of
developing this common understanding.
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With thermal output constraints limiting the push for increasingly speedy processors,
semiconductor manufacturers have instead been developing multiple processing cores that work
in parallel to complete computing tasks. Current high-end desktop computing systems may use
as many as eight processing cores, and even embedded processors in cell phones, PDAs, and
other handheld devices have begun using multi-core designs. This shift to parallelism in software
and hardware design has required a shift in the basic ways that computer and software
engineering courses are taught. An understanding of multiple processors working concurrently
and strategies for designing software to perform with these new processing designs have become
necessary for computer engineers. Universities are beginning to make changes to integrate
concurrency throughout the undergraduate curriculum and produce qualified job applicants.
A project supported by funds from the National Science Foundation at a large midwestern research university is integrating concurrency concepts in the undergraduate computer
engineering curriculum beginning in the first-year of the curriculum. A first-year introductory
course has been developed utilizing a bottom-up self-bootstrapping instructional approach. This
introductory course surveys hardware, software, and programming topics in computer and
electrical engineering infused with explicit instruction of concurrency concepts. Other
curriculum changes have or are being implemented throughout the remaining curriculum in both
hardware and software courses. To measure the benefit of these curriculum changes, particularly
in the first two years of the curriculum, a new content assessment tool is in development. The
Concurrency Concept Inventory is modeled after the Force Concept Inventory (FCI) (Hestenes,
et. al., 1992). The FCI was developed to examine students’ conceptual understanding of
Newtonian physics concepts. It was an innovative approach in assessing students’ conceptual
knowledge and common misconceptions. Since its inception, a range of concept inventories have
been developed throughout various science, engineering, and mathematical fields. An increase in
the variety of concept inventories has been supported by the Foundation Coalition over the past
few years. An overview of the development and progress of numerous concept inventories can
be found in Frontiers in Education Conference Proceedings (Evans, et al., 2003). Concept
inventories are unique from other content assessments in their ability to 1) test a higher level of
conceptual understanding versus rote memorization and 2) to analyze the common
misconceptions often retained by students. The goal in developing the Concurrency Concept
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Inventory was to develop an instrument that could span various computer engineering curricula
while assessing the major conceptual components or gaps in the curriculum of parallelism. To do
this, a concept map model of integrating ideas was followed.
Based on constructivist pedagogy and epistemology, concept maps offer an effective
way for structuring knowledge. According to Novak & Cañas (2006), concept maps are twodimensional representations of knowledge in which concepts are represented by nodes that are
then linked using propositions. Propositions serve to make explicit the interdependencies
between the concepts. These visual elements facilitate the understanding of relationships
between important concepts within a content area. Concept maps have been used in a variety of
educational settings with a range of students, teachers, and curricula, but all concept maps seek
to make the structure of knowledge explicit.
Concept maps are not new to the engineering sciences. Mapping has been used to
encourage engaged learning, assist in curricula development, and support curricular
improvement (Turns, Atman, & Adams, 2000). Concept maps functioned as hierarchical
displays of knowledge and curriculum at a university in Spain to facilitate changes to an entire
electrical engineering program (Toral, et al., 2007). Morsi, Ibrahim, and Williams (2007) provide
an overview of the application of concept maps in engineering disciplines with specific attention
to the use of mapping in Electrical and Computer Engineering. The authors demonstrate how the
curriculum map can be validated for undergraduate engineering courses and how the curriculum
map leads naturally to the development of tools for the assessment of student learning.
The methods in our research address determining relevant content for integration, when
the integration would occur in the course schedule, and how the impact of these changes would
be assessed. Concept maps were implemented to create a hierarchical model of concurrency
concepts by level of specificity, from most encompassing to detail-level aspects of parallel
computing.. The development of a working concept map was a three-step process. First,
brainstorming of all conceptual ideas related to parallelism. Second, rank ordering those ideas
from most to least important for curriculum change and lastly, the creation of a hierarchical
concept map of the listed concepts. Six academic experts in the field created concept maps
individually and these were then merged into one overall representation of the concepts. From
this map (Figure 1) the nodes of Parallelism (hardware), Concurrency (software),
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Synchronization, and Locality were identified as the key components in the course curriculum
changes. These centralized concepts were then imposed on a course curriculum matrix to
determine when each concept would be covered in the course schedule. Key concepts covered or
mentioned in the first two years of courses also are discussed in detail in a senior level course.

Figure 1. Concurrency concept map
The Concurrency Concept Inventory items were then developed based on these key concepts
covered in the first two years of courses. The items cover mutual exclusion, locks, atomicity,
parallelism, concurrency, and event ordering. The content items have been created to test
underlying concurrency concepts using real world examples, such as simultaneous transactions
with ATMs and scheduling of concert tickets. Our attempt has been to create an instrument that
covers the gamut of concurrency concepts and can be used to assess student learning of
concurrency regardless of the textbook or teaching style.
An initial pilot study of the inventory was conducted in Spring 2008. Seventy-seven
students participated from three different courses within computer engineering. This version of
the inventory included 18 open-ended response questions to help identify common student
misconceptions of concurrency. The results helped form possible distracter options for a
multiple-choice response version of the inventory, identify gaps in the conceptual framework of
the inventory, and identified poorly phrased items for revision. With these necessary revisions, a
32-item multiple-choice inventory was piloted in Fall 2008 to measure its reliability and validity.
148 students participated in the second pilot consisting of four first-years, 35 sophomores,
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60 juniors, and 33 seniors. The data analysis results of the inventory show an average item
difficulty, p = 0.48, and an average item discrimination, d = 0.168, and Cronbach’s alpha,
α = 0.836. Currently, this alpha is not as large as desired (α ≥ 0.9).
Also in Fall 2008, a validity study was conducted with 3 graduate students in computer
engineering, two of whom had completed their undergraduate education at the same university
when concurrency was not explicitly integrated in the curriculum. From their feedback, further
revisions of the inventory and analysis are still in progress to create a more reliable and valid
instrument.
Concept mapping has served as a vital tool in the identification of key concepts and the
development of the concept inventory in our research. It has established a two-dimensional
representation of necessary concurrency knowledge to be integrated throughout the computer
engineering curriculum. As revisions continue to be made to the Concurrency Concept Inventory
and further data collected from students, the inventory will continuously be measured against the
concept map and curriculum matrix to ensure the inventory does not deviate from the original
task of assessing students’ knowledge of concurrency. Efforts will continue on evaluating the
reliability and validity of the Concurrency Concept Inventory with the intent to develop an
instrument that assesses the integration of concurrency in computer engineering curricula and the
students’ conceptual knowledge.
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Canadian Criminology Students Examine the Adoption of “Therapeutic
Jurisprudence” from American Community Courts: Is it a Prescription for what
Ails Vancouver’s Notorious “Downtown Eastside”?
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In this paper I will review the “Comparative Justice Systems” International Study
Criminology course that I developed and taught at Douglas College in the summer 2008
semester. As part of this course students from Greater Vancouver travelled to New York
City to examine the working environment of the Red Hook Justice Center and the
Midtown Community Court. The study was timely as Vancouver will open its first
Community Court in the Fall of 2008 specifically to address the significant street crime in
the vicinity known as the Downtown Eastside. Over the term, students learned that the
dramatic reduction of street crime in the areas served by New York’s Community Courts
resulted from a determined effort by the courts and their staff to treat the underlying
needs of the offenders. Upon return to Greater Vancouver, students conducted a field
study in the Downtown Eastside of Vancouver to compare the street crime issue there to
that of New York. The study included site visits to the existing Drug Court in downtown
Vancouver, (a version of the Community Court model but specific to low level narcotics
offences) and several “walkabouts” in the area. The potential for a successful application
of the therapeutic justice model to the unique criminal environment of Vancouver’s
streets was analyzed. The outcome of the field study revealed the students’ cautious
optimism that the Community Court will be an effective tool for reducing street crime in
the Downtown Eastside. Students concluded that the deeply entrenched poverty in the
Downtown neighborhood, the significant costs related to a community court justice
model, as well as the lack of sufficient existing detox facilities and social housing in
Greater Vancouver would significantly hamper the success of the Courts mandate.

The underlying legal philosophy of Community Courts is based on this view of the law:
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Therapeutic jurisprudence is the study of the role of the law as a
therapeutic agent….Legal rules, legal procedure and the roles of legal
actors (such as lawyers and judges) constitute social forces that, like it or
not, often produce therapeutic or anti-therapeutic consequences.
Therapeutic jurisprudence proposes that we be sensitive to those
consequences, and that we ask whether the law’s anti-therapeutic
consequences can be reduced, and its therapeutic consequences enhanced,
without subordinating due process and other justice values. 1
In September of 2008, British Columbia’s Ministry of the Attorney General will
open its first full-fledged “therapeutic court” in the City of Vancouver. It does so in
partnership with Vancouver Coastal Health, a marriage of stakeholders firmly rooted in
socio-medical ideals. Technically speaking, this will be a “Community Court”; one that is
purposely targeted at dealing with the plague of largely unchecked, yet relatively minor
“quality of life” criminal offences in the notoriously poor Downtown Eastside of the city.
Numerous working models of these Community Courts have been shown to be
extraordinarily effective in responding to the needs of their home communities. There are
several hundred community court models at work across this continent, particularly in the
US, and also with success in Europe and Australia. Canada, however, is slower to adopt
this model on a larger scale to its own very unique criminal environments.
Overall, Canada possesses an admirable human rights reputation in the practice of
criminal justice, arguably even in comparison to the United States. For example,
Canadians often argue a superior moral position in objection to the practice of capital
punishment, readily acknowledging the data that shows its uselessness as a deterrent to
crime. However, in recent years, Canada has developed a tendency to under-fund legal
aid and alternative justice initiatives across the provinces, and thus the adoption of the

1

Bruce Winick and David Wexler as cited in Greg Berman and John Feinblatt, “Good Courts: The Case for
Problem Solving Justice” The New Press, New York.
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Community Court model into the actual practice of criminal justice in British Columbia
is a rather remarkable event.
In the Criminology Department of Douglas College, the largest Community
College in Greater Vancouver, the problems of the city's "Downtown Eastside" as it is
known are often discussed. One doesn’t need to be a local college student to contemplate
the complexities of the Downtown neighborhood and its serious problems of poverty,
crime, mental health issues, and drug use. If any city desperately needs a problem solving
court, Downtown Vancouver does. My students understand this implicitly as they have
quite literally “grown up” with a certain awareness of the horrific specter of the 6 block
center of this otherwise very beautiful and wealthy city. These 6 blocks of Downtown
Vancouver are well known as both an “open air insane asylum” and an “open air drug
market”.
Arguably, there is nowhere else in Canada quite like the uniquely criminogenic
environment of Vancouver’s Downtown Eastside, and unfortunately or fortunately,
depending on one’s perspective, this area serves as a sociological hotbed for study and
inquiry. Thus, in light of the opening of the new “Downtown Community Court”, its
mandate specifically to address crime issues in Vancouver’s Eastside, I initiated a section
of international study to the originators of the model, New York City’s Red Hook Justice
Center and Midtown Community Court in Manhattan.
In framing this educational initiative as “international study”, the inevitable
question was whether Canadian criminal justice processes are actually that different from
American justice that they form separate and distinct approaches worthy of the time,
effort and recognition of “international study”? As the instructor responsible for
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implementing the “Comparative Justice Systems” course for this past semester at
Douglas College Criminology, I contemplated these same questions, even before I
proposed the plan to the administrators of Douglas College. Ultimately, having
considered the issue in some depth, I concluded that overall, Canadian – American
cultural differences may be subtle to the casual observer, but on closer examination, these
ideological differences are far more than simple minutiae. Even the most superficial of
considerations reveals that many of the differences appear to exist among our respective
guiding ethical and political ideologies, for example, in the aforementioned rejection of
Capital Punishment as a meaningful deterrent to crime, or to our preference for an
appointed judiciary in our courts rather than elected judges. Certainly volumes could be
written on the ways the two cultures and systems differ in significant ways and how those
differences make for interesting comparisons. For the purposes of studying “comparative
justice systems”, it is those sorts of differences in practice and underlying ideology that
matter to the exercise of comparing justice systems.
It was only after the students examined, studied and visited the working models in
New York City that it become apparent that Vancouver’s Community Court would be
working very hard to meet the very specific needs of the unique Downtown Eastside of
Vancouver environment, not simply replicating a successful American court that happens
to serve a different ethnic and cultural population. It will be a difficult and challenging
task indeed.
The American Community Courts in New York City were chosen as the location
of academic site visits in part due to the significant academic study and publication on the
efficacy of these courts. The most extensive study of a community court model to date is
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that of the Midtown Community Court in New York City, one of 4 NYC Courts visited in
total by Douglas College Criminology students this past summer as part of the
“Comparative Justice Systems” course. Findings on Midtown’s model reveal this highly
successful and long-standing court include an increased level of “real” punishment for
charges such as prostitution and drug possession, with offenders receiving actual
sentences as compared to traditional downtown New York courts where offenders simply
walked away without any intervention or punishment at all. 2 Often, the offenders arrest
and/or “time served” are perceived in traditional courts to be more than the requisite
punishment for the offence at issue. Further, studies show that the Midtown court did not
rely on short term prison sentences to the same extent as traditional downtown courts but
instead managed to improve compliance with court orders of community service, a
meaningful and individualized sanction with a 75% compliance rate to completed
community service. 3 One might expect that if most of British Columbia’s lower mainland
residents were asked what they’d rather see, a 4-5 day jail sentence for an offender, or a
completed 3 month community service work order, arguably, citizens would likely prefer
to see the offender actually work in their community to repay their “debt to society”.
Common sense dictates that this is preferable to simple time in a city or provincial gaol
with the offender fully expecting to return to the same lifestyle upon release.
Ultimately, it is the well-documented reductions in street crime that prove the
strongest case for Community Courts such as that of New York’s Midtown Court in
Manhattan. The volume of arrests for street prostitution dropped “dramatically when the
2

Michele Sviridoff, David B. Rottman, Brian Ostrom, and Richard Curtis, Dispensing Justice Locally: The
Implementation and Effects of Midtown Community Court (Amsterdam: Harwood Academic Publishers,
2000) in Greg Berman and John Feinblatt, “Good Courts: The Case for Problem Solving Justice”. The New
Press, New York.
3
Ibid., 164.
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midtown court opened”, and continued to drop through the research period of 19 months,
“a 56% decline comparable to another baseline period, with an additional marked
reduction in graffiti…” 4 While it must be stressed that each community will have its
unique challenges to meet, the premise of community courts remains the same: meet the
offenders “where they’re at” 5 , charge criminally for the offences that cause the greatest
detriment to your community, and ask the court to deal with the basis of the offence with
intensive interventions and support, holding the offender responsible for their actions and
reactions to that intervention. And importantly, the court needs to ask for the
community’s support. In fact, these courts need to be as accessible and transparent as
possible by inviting the community to sit it and watch the work being conducted. These
are indisputably the essential required elements of successful intervention with the
criminal population, a point made over and over by Community Court staff to the
criminology students while they conducted field research during site visits in New York.
Back at home, criminology students recognized that the epidemiology of the
criminal enterprise that dominates the Downtown East Side of Vancouver is well
established. In case they didn’t fully appreciate the depth of it, I required that the students
participate in a “walkabout” in the community as part of the course work following our
return from New York. Although most Vancouverites and residents of the greater region
are acutely aware of this 6 block region that “is to be avoided”, the majority of youth in
the middle and upper classes have likely found themselves shielded from it to a great
4

Ibid., 165.
“Meeting an offender where their at” is a phrase noted to be used extensively among various staff in the
therapeutic courts, both in New York’s Community Courts and in Vancouver’s Drug Court. It implies an
understanding of the circumstances of the offender at the time of the offence, an acceptance of the
offender’s issues, and a willingness to work from “where their at” towards addressing those issues together
with the offender. It also appears to imply a sense of forgiveness by society for the personal failings of the
offender.

5
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extent by well-meaning parents. Reasonably, many parents prohibit their children from
venturing on foot into the area, but it is essentially in the center of the city and most
residents of Greater Vancouver have to travel through it at least on occasion. One student
shared that his parents explained the disturbing view of the disheveled addicts zigzagging
across Hastings Street at all times of the day and night with stern cautions such as “this is
how you could end up if you make the wrong decisions”. One might imagine the families
as they drive through, their kids staring out at the mayhem from the safety of the family
mini-van. Some of those sheltered youth found their way to our college class this
summer, and one of my students wrote in her term paper that “travel for her and her
family was comprised solely of trips to Disneyland”, and thus this experience with our
class was “a life changing event”.
It was here in the Downtown Eastside that we undertook to understand the courts
projected task environment by “doing sociology”. I had taken class time to lecture on the
Weber’s concept of “Verstehen”, meaning “to engage in an interpretive process towards
understanding as outsiders the subculture of the area”. I employed 4 community members
to walk small groups of students through the streets for a full morning of introduction to
the genuine neighborhood. Within minutes of taking to the streets, one group of students
came face to face with a nearly naked young woman walking in the opposite direction on
Hastings St., high, emaciated, carrying a partially full garbage bag on her head, the
remnants of her eye makeup smudged down her face, and a large open wound on her
raised upper arm. I noted that the students didn’t stare for particularly long, and kept
moving even though the specter of this young woman continued on losing the few clothes
she was wearing as she walked by. The students, in walking these streets and talking with
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the resident guides (having been instructed to stay in the area for more than the 5 minutes
it normally takes them to drive through), absorbed the truth of it; they understood the
poverty, the momentum and routine behind drug use, the desperation, and the
normalizing of human suffering within that community. I noted that they literally fled
from the area once dismissed from the morning’s class. While I had plans for them to
remain over the lunch hour in the local Community Center and sample the $1.75 lunch
menu, I found later that the majority of the class preferred a far more costly lunch
together in the nearby touristy Gastown area rather than enduring any more immersion in
poverty. One student’s excuse to me for leaving was that she “could afford a more
expensive lunch”, thus she would prefer to leave the food at the community center for
those who “needed it more”. However, during the class that followed the “walkabout”,
several students expressed emotionality in reaction to having seen firsthand the living
conditions within the area.
The aforementioned epidemiology of low level criminality in the Downtown
Eastside of Vancouver is found in the open street level drug use, most of it intravenous,
and the nearly equally open drug trade that keeps the neighborhood and its most
unfortunate inhabitants impoverished and dependant on cheap accommodation and
charity handouts. Users primarily fund their habit by the similarly obvious “work” of
street prostitution, panhandling and property offences. Many of Vancouver’s addicts
never leave the Downtown area once they live there, with some staying in their 6 blockwide worlds their entire lives. The dozens of prolific, well-intentioned social welfare
resources, non-profit offices, and store-front advocates for the needs of “the needy” are
plenty and are easily located on every block offering up without charge all that minimally
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sustains life for their clients. As students discovered in their “walkabout”, it is clear that
one will never starve in the Downtown Eastside. They will not starve, but they may die of
an overdose, contract an illness or fall victim to the inherent risk of violence. Students
learned that an addict’s daily routine might potentially include more than one free meal,
an abundance of clean needles on request, more than one reliable dealer, free condoms
for less harmful business transactions, supervised injections at Insite 6 , maybe some
advice from a registered nurse, a shower and some clean clothes, and the latest
information on “bad dates”. As for physical rest, sustaining intravenous drug use is a
busy enterprise, a full time occupation even, but if homeless, rest might be a nap in
Oppenheimer Park, or several hours of noisy “group” sleep on the pews of the Sanctuary
of First United Church. The nights, however, are far more unstructured with most charity
storefronts closed and they can be potentially dangerous for the vulnerable. Overall,
considering all that maintains this lifestyle within the neighborhood, addicts seem to be
“circling the drain”, meaning that they can’t leave the area that sustains them, but rather
must feed their habit within it until they either clean up or eventually die from the disease
of addiction.
For some, the routine of service access relies on the addict’s ability to be
sufficiently mentally organized. In many cases, psychosis secondary to drug use or an
underlying mental disorder produces a “routine” of the worst that addiction has to offer; a
schedule dependent on working to service 10 - 15 (or more) “dates” per day, add tortuous
episodes of paranoia that keep addicts out on the street that then results in public
urination and defecation, physical exposure, assaults, harassment and back lane

6

Insite is Vancouver’s Safe Injection Site, a harm reduction initiative supported by the Provincial
Government and Vancouver Coastal Health.
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overdoses. It is the very worst our unique West Coast slum can be for a drug addict.
Neglect, public indifference, a mild climate and the absence of adequate detox facilities
and inpatient mental health care are all in the “DTES” recipe of human suffering. Here
and only here is it quite like this. Thus, as is suggested by the therapeutic approach of the
Community Court model, there must be a form of justice that is just as unique and
incorporates an element of social justice.
One might be asking at this point how the economy of this particular slum is
maintained. The necessary cash for drugs is obtained through various criminal means, the
most tragic of which occurs in the sex trade where the goods and services are very easily
obtained. While in the area this summer, students heard about the realities of street
prostitution and addiction from Russell Maynard, a skilled speaker, true believer and
employee of the Vancouver Safe Injection Site. In making his point on the desperation of
heroin addiction, he told of an 11 year old girl turned out to work the streets of
Vancouver by her parents so that her earnings could feed their habit. Russell discloses
that there are other “single digit” aged children working the streets of Vancouver.
Vancouverites can’t be accused of being completely ignorant to the fact of child
prostitutes among others working their streets. They might be well familiar with the
realities of street prostitution, the most recent exposure to its ugliness being the gruesome
Robert “Willy” Pickton trial this past year. Yet much of the public reaction to the news
coming out of the much anticipated trial seemed not to be directed at reducing the
victimization of street prostitutes, but in editorial letters protesting that the media placed
those “horrible stories on the front pages where children might see them”. Email petitions
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circulated to ban publication of stories on the trial from the Vancouver Sun newspaper.
Arguably, the denial factor is sadly evident among the middle class.
As a teacher, I have learned from my students that street prostitution is primarily
thought of by many as a survival tactic appropriate for addicts; that this “victimless”
transaction, like the drug use it feeds is one that is indisputably detrimental, even terminal
for the addict’s body and mind, yet arguably an acceptable choice for “work”. After all,
as one of my youthful male students very patiently explained to me in a criminology class
of a summer past, “we have garbage men sorta like we have prostitutes”. Apparently I
had missed the obvious and sensible connection between the two.
As far as Vancouver’s Downtown Eastside is to be understood, life for an addict
is one of near unfettered drug use. However, the horrible irony is that within that drugpermissive environment there is a likely risk that the user will be permanently ensnared
there. Students were told by professionals working in the area and by some area residents
themselves, that somehow, once living there, addicts tend to be kept there by way of
locating all that they “need” within that community. There really is nowhere else for the
majority of Vancouver’s homeless addicts to live and to maintain their addiction at the
same time. Much of the neighborhood, regardless of how often it is referred to as a
“community”, is also an open, festering sore on the skin of the city; one that doesn’t heal
regardless of how much good will and special interest funding is slathered on it through
the prescribed services. Yet all those services can easily justify their existence
considering the level of human suffering in the area. And thus the criminogenic
environment is maintained in perpetuity.
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So the question for my criminology class is this, will a court-based community
intervention work? Could Community Court as a problem solving court be the treatment
sought for these walking wounded that offend our middle class sensibilities and clog up
our traditional courts? Could this be the “right treatment” for the intractable pain of
addiction, mental illness and poverty combined? Perhaps the better question yet is
whether the Vancouver community really wants to try this innovative, labor intensive and
expensive approach or if it will simply have to entertain yet another promise of change
and see if the community court will prove itself. Certainly, some residents of the
Downtown core find the persistent focus on their streets as a “social science Petri-dish” a
rather tiresome hallmark, an insult even, an understandable affront to their dignity. For
the student or researcher, this “we’re a science project” awareness by the subjects can
manifest itself through various means. Upon arrival downtown for our last field trip, a
student made note of an alarm of sorts that went out to other street residents through a
self appointed equivalent of a “town crier”, the announcement to the effect of “here come
the Criminology students!” whereupon those that didn’t wish to be “studied” today knew
to disappear until the interlopers retreated to their comparatively affluent suburbs to bang
out the requisite term paper on the “DTES” unfortunates. While academic study of this
area is legitimate in that students need to see the criminalized behaviors as they exist,
there is a level of discomfort with the intensity of the gaze, the intrusion upon this area of
the city by those of us who seek to change it.
While the imminent opening of the Vancouver Community Court is getting all the
press as if it were the very first to attempt the grand foray into “Court Innovation”, in
actuality Vancouver has been quietly operating its one and only true “problem solving”
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court since 2001. Drug Court is in session every Tuesday and Thursday afternoon at 222
Main St., in the heart of the Downtown Eastside, where the dedicated, focused, and
remarkably patient comments of Judge Palmer reminds Vancouver’s drug addicts that
indeed, she is watching their progress, or lack of it, and very carefully at that. 7 The judge
relies on the expert opinions of the drug court staff, among them a psychologist and
several probation officers. The Court conducts its business with a dedicated defence
lawyer and a Crown counsel who meet with her to discuss the progress of every
“participant” before their court appearance. Judge Palmer told the students on their visits
to the Court that she knows that recovery requires time, that “one shot” at recovery won’t
be enough for most. She expects that she will need to see these offenders every week for
many, many months and at each hearing she will need to hold them responsible for
participating in their recovery.
In Drug Court, the offenders aren’t referred to in the traditional court manner as
“offenders” or “defendants” or “accuseds”. They are referred to as “participants”, a way
of using a label to reinforce the role of the individual in their own recovery. Sometimes,
because recovery takes time and involves the very high potential for relapse, the “taking
“responsibility” requirement will require some harsh measures including a revocation of
bail and for many, some time in jail. Criminology students observed a poignant case
during their afternoons of drug court proceedings where an addict participant informed
the court in response to clear evidence of her relapse that she could “not get a pain killer
stronger than heroin”, to which a markedly compassionate Judge Palmer responded that
for that very reason, she “couldn’t allow her to leave today”, and that the relapse would

7

Three judges in total currently sit in Vancouver’s Drug Court. The class viewed Judge Palmer as sitting
Judge only.
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result in some jail time. The participant obviously expected this, said “she wouldn’t fight
it” and while saying this, she instinctively backed up towards the waiting sheriff’s already
open handcuffs.
Problem solving courts exist in three general varieties including domestic assault
courts, drug courts and community courts. Mental health courts are another of the
specialized courts, the first of the therapeutic justice movement, and some criminal
justice professionals suggest that the Main Street court in Vancouver is a mental health
court by virtue of the population it serves. If that is the case, than every court is
potentially a mental health court, but such a conclusion would be flawed indeed as true
mental health courts do much more than simply dispose of cases. It is the model of the
Mental health courts of the late 1980’s that compelled the innovative practice of using
social science to promote a legal system that strives to improve the psychological and
physical well being of the people it confronts. Problem solving courts require
specialization and resources for treatment. For me, in the role of course instructor, and no
longer a participant of any sort in the Criminal Justice System, the focus of this course
prompted an unexpected revisiting of the area of my academic interest, the mentally
disordered offender. Our class study brought to me a new awareness that effective
management of mentally ill population requires the same “therapeutic jurisprudence”
approach of a community court. There must be a willingness to take the time to minimize
the law’s anti-therapeutic consequences, recognizable as “revolving door syndrome” or
inconsequential short term imprisonment or fines, and in its stead enhance therapeutic
consequences by holding people responsible not for their offence necessarily, but for
participating in their treatment without subordinating due process and other justice
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values. This is not an entirely new concept to British Columbia’s judicial practices. BC’s
Criminal Code Review Board may be well ahead in the practical application of
“therapeutic jurisprudence” in their dealings with the mentally ill who have been
confined to psychiatric care following a serious, most often a violent personal injury
criminal offence. 8 The difference here is that there is no voluntariness in engaging in
treatment and programming as is the case with participants in Community Courts. The
mentally ill accuseds are not “participants” as are those individuals appearing in
therapeutic Community Courts. Tragically, the mental health care system in British
Columbia and across Canada has devolved to the point of sheer neglect of the mentally
disordered in that there is little care available for those individuals who are so ill that
without any meaningful medical care or social assistance, voluntary or involuntary, they
may eventually only obtain care by coming to the attention of law enforcement. Students
did not visit a mental health court in New York City, although there are several. The
subject of the potential for a mental health court in Vancouver and field study of mental
health courts in other jurisdictions presents an interesting learning opportunity for future
criminology classes.
Operating on a “carrot and stick” approach, Vancouver’s Community Court will
present an opportunity for the individual to confront the social problem that underlies the
criminal behavior, genuinely and for real. In doing so successfully, the charges that
brought that person into the court may be stayed. Students observed this actual process
time and again in New York’s Community Courts and also here in Vancouver Drug
Court. Avoiding an addition to one’s criminal record can be a powerful motivator.

8

The author has worked extensively before the BCRB as an advocate for the mentally ill accused with the
Community Legal Assistance Society, from 1999 – 2004.
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However, where the individual fails to take responsibility, to participate, to work to show
a commitment to lawful behavior, the consequences can be traditional in nature,
including jail time.
Over the course of the semester, students discovered that “therapeutic
jurisprudence” is an imperfect model. They learned that we can expect some errors, even
a possible tragedy in the years that will follow where an offender might slip through the
accountability and treatment filters and commit another crime of some consequence,
something more serious than low level street crime, or “quality of life” crimes as they are
known. The model is one of utter patience and compassion for the offender. The students
learned this first hand in observing the American Community Courts through this
“international study” initiative and in their follow-up learning in the very community that
will be the target of the Vancouver Community Court. They were left with many
unanswered and truly confounding questions, most of which became apparent and well
considered in their subsequent term papers. Students questioned repeatedly as to how the
Province will pay for the tremendous amount of key medical and social interventions that
are essential to meet the mandate of a community court. They noted that the Federal
Government remains opposed even to the “Insite“ safe injection program, and has not
contributed federal funds for much desired additional detox beds in the City. Students
noted with great concern that their questions around funding for detox and housing could
never be satisfactorily answered even by the professional staff involved in the initial
operations of the Vancouver Community Court and in Drug Court. This led some
students to conclude that the initiative would not be as successful as the models they
observed in New York where the funding and resources needed were abundant.
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Ultimately students questioned quite appropriately, as they should, whether the
Community Courts were going to be able to extinguish property and drug crimes in the
Downtown East Side and in doing so reduce the poverty and suffering of the residents in
the area. They determined that invariably humans suffer to some extent, no matter what
interventions, prescribed salves, services and good will are in place. But they learned that
the promise of Community Court, the “Vancouver Edition” is this, that by addressing and
treating the source of the criminal behavior, the quality of an accused person’s life and
that of the larger community will improve. Equally compelling is that the community will
have the satisfaction of seeing justice done. For the Lower Mainland, this is bigger than 6
blocks in the Downtown Eastside. For Criminology students at Douglas College, it is an
opportunity to observe the adoption of internationally developed and working criminal
justice applications derived from the Social Sciences, to question those models and to
understand them from the perspective of their own culture.

currieh@douglas.bc.ca
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High School Completion: A Meta-Synthesis of Projects Directed Toward Keeping
Students in School
Abstract
Since 1999, the Alberta Initiative for School Improvement (AISI) has provided
funding to provincial school authorities for projects designed to improve student learning
and performance. Conducted in three-year cycles, this unique approach has successfully
helped to initiate approximately 1600 grassroots projects led by school districts, teachers,
parents, and students across the province. The following meta-synthesis examines 18
projects selected by Alberta Education as focusing upon high school completion. Based
on the project report findings, a number of successful strategies and programs were
implemented that targeted students at-risk of non-completion. The following discussion
will identify the major foci, themes, and strategies arising from those projects.

2009 HICE Proceedings
Page 616

High School Completion: A Meta-Synthesis of Projects Directed Toward Keeping
Students in School
The 21St Century has ushered in a need for greater technological comprehension,
occupational training, and intelligent consumption of global issues. Like most
industrialized countries, Canada is a nation that acknowledges these changes and
therefore places significant value on education and its means of training future
professionals and citizens. The need for a highly skilled workforce is mounting, and
shows no sign of decline.
Given the staggering provincial statistics which indicate that approximately 25%
of students entering Grade 10 do not complete high school within five years, we know
that the province of Alberta is falling below the national average, and may suffer serious
economic, political, and social consequences as we forge further into the 21st Century.
Therefore, it was the goal of the Alberta Commission on Learning (ACOL) to have 90%
of Alberta’s youth complete high school within four years of starting Grade 10
(http://education.alberta.ca/media/413413/commissionreport.pdf, p. 63). This sentiment
has been reiterated and accepted in the Alberta Learning 2008-2011 Business Plan
(http://www.education.alberta.ca/media/779918/bp2008-11.pdf) (p. 6). The Alberta
Commission on Learning (ACOL) has identified several strategies that may help
accomplish this goal. Most notably, and pertinent to this discussion, is that there must be
greater opportunity to pilot and evaluate new approaches through the Alberta Initiative
for School Improvement (AISI). The ACOL recommended that innovative strategies to
keep students in school should be considered a top priority for funding, and that all
results should be shared for further growth and benefits. Prior to reporting on the
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outcomes of Cycle 2 (2003-2006) AISI projects and their potential impact, it is important
to examine the factors associated with non-completion.
High School Completion
High school completion is a topic of considerable interest in industrialized
countries. The economic and socio-cultural health of a nation is often inextricably linked
to the importance of education. In a report released by the Centre for the Study of Living
Standards (2007), there are significant correlations between educational attainment and
labor market outcomes, the labor force participation rate, the employment rate, as well as
poverty, crime, and health. Most notably, the negative impact on these linkages is most
evident in the absence of high school completion.
Typically, high school completion is reported quantitatively. In Alberta,
completion status is based on those who complete high school within a prescribed
number of years after entering (Alberta Learning, 2004; Satchwell, 2004).
Factors Associated with Non-Completion
To better understand the factors leading to non-completion, there are
several specific factors that must be considered. The main factors identified for further
exploration in Alberta include grade retention, gender, First Nations/Metis/Inuit (FNMI),
socioeconomic and regional considerations, as well as student- and school-related issues
(e.g., Satchwell, 2004).
Grade retention is the strongest predictor of non-completion, with 9 out of every
10 dropouts having repeated at least one year (Bushnik, 2003; Levine, 2003). When
such demoralizing conditions are compounded with beckoning job opportunities, male
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students are likely to leave school early, flush with the possibilities of economic benefits
and feelings of success (Blackmore, 2007).

According to the literature, the gender with the greatest risk of leaving school
early is boys (e.g., Bushnik, Barr-Telford, & Bussiere, 2004; Satchwell, 2004). Male
students are more susceptible to substance abuse, learning/reading disabilities, acting out
in school, diagnoses of ADD and ADHD, delinquency, and the effects of poverty and
physical abuse, to name a few (e.g. Centre for the Study of Living Standards, 2007;
Satchwell, 2004). These, and other devastating consequences often cause male students
to either fail or to be retained at grade level.
First Nations/Metis/Inuit (FNMI) students are perhaps the highest risk for noncompletion in Canada. Statistics indicate that only one in five Canadian Aboriginal
students who enroll in Grade 8 will receive their high school diploma. (Centre for the
Study of Living Standards, 2007; Cowley & Easton, 2004; Satchwell, 2004; Statistics
Canada, 2001). Given the difficulties in finding employment without a high school
diploma, for either Aboriginal or non-Aboriginal peoples, the severity of the situation is
exacerbated by secondary social problems such as poverty, substance abuse, rapid
population increases, criminal involvement, and racism, to name a few (Satchwell, 2004).
Like many minority and indigenous populations throughout the world, Canadian
Aboriginal students feel marginalized within the school setting (McPartland, 1994).
They report poor relationships with teachers and fellow students, a lack of care and
concern, and a perceived expectation of failure (Heffernan, Beaudin, Gunn, &
Tailfeathers, 2004; Sinclair, Christenson, Lehr, & Anderson, 2003). These sentiments are

2009 HICE Proceedings
Page 619

coupled with the negative impact of former residential schools on Aboriginal culture and
family structure.
Low socioeconomic status is strongly correlated to inner city locations, where the
greatest number of early school leavers reside (Centre for the Study of Living Standards,
2007; Schargel & Smink, 2001; Suh, Suh, & Houston, 2007). The location and condition
of a student’s life can impact the decision to remain in school (Blackmore, 2007). As
indicated in the literature, students living in poverty are more likely to drop out (Bushnik,
et al, 2004; Satchwell, 2004) as are students living in low-income families (Satchwell,
2004; Schargel & Smink, 2001; Suh & Suh, 2007).
Several student- and school-based issues are predictive of non-completion. Poor
relationships with teachers, feelings of isolation, behavioral disorders, and achievementrelated factors are strong contributors to early school leaving (e.g., Satchwell, 2004; Suh,
Suh, & Houston, 2007). Other factors include poor family structures and support,
increased student mobility (South, Haynie, & Bose, 2005), and conduct disorders (Suh &
Suh, 2007).
School Retention
There is sufficient literature to suggest that student retention is primarily impacted
by a culture of community and care. In 2003, Lehr, Hansen, Sinclair, and Christenson
reviewed 45 prevention and intervention studies (i.e., conducted between 1983 and 2000)
that addressed dropout or school completion. Lehr, et al. concluded that successful
programs begin with a personal-affective focus (i.e., teaching interpersonal relations,
providing individual counseling), with a later shift to an academic focus (i.e., tutoring,
specialized courses).
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The literature also suggests that dropout rates are diminished where there is a
strong school based commitment to address specific student needs categorized under the
headings of home, community, peers, and school (e.g., Christenson, Sinclair, Lehr, &
Godber, 2001). With respect to home or family life, parents who provide greater
academic support, supervision, and educational expectations (Comer, Haynes, Joyner, &
Ben-Avie, 1996), positively increase academic engagement.

Community

involvement and activities also cultivate a greater sense of belonging, accountability, and
commitment to the school environment. This is especially important in schools that have
a significant number of poor and minority students (McPartland, 1994).
Peer influences must also be integrated into a high school completion program as
peer pressure and social networks can positively or negatively affect school experiences
and expectations to graduate (Sinclair, et al., 2003).
Finally, the school itself must find ways to enhance students' interest and
enthusiasm for school, motivation to learn, and sense of belonging (Christenson &
Thurlow, 2004). The student must understand that there is "someone who is not going to
give up on them or allow them to be distracted from school; that there is someone who
knows them and is available to them throughout the school year, the summer, and into the
next school year; and that caring adults want them to learn, do the work, attend class
regularly, be on time, express frustration constructively, stay in school, and succeed"
(Christenson & Thurlow, 2004, p. 38).
Alberta Initiative for School Improvement (AISI)
AISI has provided funding to provincial school authorities for projects designed
to improve student learning and performance (http://education.alberta.ca/aisi).
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Conducted in three-year cycles, this unique approach has successfully helped to initiate
approximately 1600 innovative and creative grassroots projects led by school districts,
teachers, parents, and students across the province. Each project is tailored to the local
needs and circumstances of the school, school district, and community over a three-year
period. Moreover, it is based on the principles of flexibility, collaboration, inquiry,
reflection and sustainability. Projects are funded by Alberta Education and are monitored
from the Student Improvement Branch (SIB). In order to qualify, detailed project
proposals are to be submitted and approved. Upon completion, those projects with the
greatest effect sizes are selected, thematically categorized, and forwarded to university
reviewers for meta-synthesis.
Method
Upon receipt of the 18 projects from Alberta Education’s Student Improvement
Branch (SIB), all identifying information was removed. The project reports were then
distributed to researchers for a triple blind review. The projects were initiated and
completed during the period identified as Cycle 2 (2003-2006).
An exploratory approach was employed for the thematic analysis. The researchers
read each project report in search of constructs that represent the major and minor
themes. These themes lead to hypotheses about causal linkages regarding project
effectiveness. Consequently, reports were also read to determine effectiveness for
student outcomes and impact on the school and community as well as project design.
Descriptive statistics were also calculated to determine the percentage of projects that fell
into each of the major themes.
Categorical Analysis
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Each of the 18 high school completion projects can be grouped into one or more
categories that best describe the purpose and focus/foci of each project (see Table 1).
Category titles are as follows: instructional/academic support, school retention, schoolbased mentorship, and transition.
Table 1
Categorical Frequencies and Percentages of AISI High School Completion Projects
Frequency*
Instructional/Academic Support

Percentage**

12

67%

School Retention

7

39%

School-Based Mentorship

6

33%

Transition
3
17%
_______________________________________________________________________
Note: Total number of projects = 18; Projects could fall into one or more categories.
*Frequency = The number of projects that were classified as falling within this category.
**Percentage = The percentage of projects that were classified as falling within this category.

The category of instructional/academic support included projects that provided
specific academic assistance through special course offerings, differentiated instruction,
and a desire to raise Provincial Achievement Test scores. Projects characterized as
instructional/academic support were committed to providing students with the academic
skills and training necessary for graduation.
School Retention projects were primarily focused on providing additional
assistance to ensure that students remain in school/coursework until graduation. There
were several different approaches included in this classification, all making attempts to
improve the school climate and provide alternative/flexible programming. In doing so,
the project reports indicated that they were hopeful that students would experience a
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sense of belonging, commitment, support, and flexibility with respect to their academic
well-being.
Many of the projects were categorized under school-based mentorship. By
definition, effective mentorship programs clearly demonstrate that each student is
provided with a caring environment comprised of mentors who provide emotional,
psychological, and academic support. These projects focused upon the vital personal
connection between a caring educator and the student.
Finally, several projects were designed to assist students in transitioning into postsecondary education and/or their career. Focus was upon meeting eligibility
requirements, making suitable career choices, and finding pathway opportunities. This
category was entitled transition.
Thematic Analysis
The five main themes derived from the project reports were instructional
modifications/support, alternative programming, social/psychological support,
professional development, and parental/home involvement (see table 2). Themes were
ascertained on the basis of being influential foci (i.e., area(s) of success, influence, and
primary importance), as reported in the project reports.
Table 2
Main Theme Frequencies and Percentages of AISI High School Completion Projects
Frequency*

Percentage**

Instructional Modifications

12

67%

Alternative Programming

10

56%

Social/Psychological Support

10

56%
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Professional Development

7

39%

Parental/Home Environment

6

33%

Note: Total number of projects = 18; Projects could fall into one or more themes.
*Frequency = The number of projects that were classified as exhibiting this theme.
**Percentage = The percentage of projects that were classified as exhibiting this theme.

Instructional Modifications. The most predominant theme of the projects was
instructional modifications. Differentiated learning, the adoption of more effective and
diverse learning strategies, one-on-one/small group support, motivational strategies, and
the targeting of subject specific needs were the most frequently identified modification
methods. Their primary purpose was to supplement basic classroom instruction and
provide specific methods of support for students at-risk. Several projects employed
differentiated learning in order to assist students approach the curriculum in personally
meaningful ways. Assessment methods, learning materials, and classroom experiences
were tailored to the needs of the students.
A number of projects adopted effective and diverse learning strategies such as
brain based learning strategies, accommodating multiple intelligences, and using
advanced technology in the classroom. According to the reports, both current and
research-supported strategies were carefully selected, practiced and deployed. It was
frequently stated that traditional methods of instruction had failed to be successful with
at-risk students. Therefore, alternative strategies were implemented. Following is an
example of the reported comments:
“Any reluctant writers were given the option of presenting evidence of learning
by various means: PowerPoint, web pages, taped audio presentation (could be
Podcast in the future), telephone interviews. This resulted in a greater number of
students who completed my courses”
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Many project reports highlighted the benefits associated with one-on-one or small
group instruction. Having peers and attentive adults work directly with students provided
both academic and psychological support for those at-risk. Comments included:
“Assistance was readily available – one on one or small group sessions.
Cooperative learning and peer assistance also became effective strategies.
Through the support of the school counselor and the community liaison
worker, these students were guided through turbulent times (often associated
with the home situation)” and “The small group environment permitted the
instructor to provide individual student assessment in a format that was more
appropriate to the student’s abilities.”
Targeting domain specific difficulties was frequently reported. Many students in
jeopardy of leaving school early have historical difficulties with one or more academic
subjects, most notably language and/or mathematics. Several projects made explicit
attempts to identify and remedy such difficulties with additional programming,
coaching/mentoring, and tutorials. Successes were reported in the following comments:
“New and innovative ways to assess student writing were set up with the
focus on the student becoming more aware of his errors and how to avoid
them. Students reviewed returned assignments, checked teacher comments
and correction symbols to determine the most frequent writing errors and
wrote specific goals for improvement. Each student developed personal goals
for improvement in consultation with the teacher.” and
“Models for support (learning centers, homework hotel, classroom support,
smaller class sizes, math clubs, homework lunch clubs, classroom workshops,
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classroom teacher professional development and support) helped mitigate the
effects of learned helplessness in some students.”
Alternative Programming. Over half of the projects reported the importance of
providing alternative programming to ensure completion. Students who were identified
as at-risk, below average, or who had already dropped out were provided with alternative
opportunities to complete the necessary course work for graduation. Typically, this
involved student learning centres, on-line academic programs, or career incentive
programs.
Student centres were created in several schools to provide additional instructional
support; individualized academic assistance; a safe and caring environment in which to
work; and a source for finding internal and external sources of mental and financial aid.
According to those projects that utilized centres, students responded positively with such
comments as:
“The Student Centre is an influential part of our school. It has continued to
provide help and assistance to me and my peers throughout our high school
career. It has helped me form superior study habits and organizational skills.”
Teachers and administration articulated similar sentiments as they noted the
importance of centres within the school and community:
“Students fill the Student Centre each time it is open. The flexible schedule
allows staff to notify and arrange for supervision of tests and projects” and
“Most of my students are non-academics and many have special needs. The
Student Centre has been the best support system I have had the opportunity to
work with. It is an essential part of my courses.”
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On-line programming and course completion offerings were also commonly
implemented. In providing this source of alternative programming, students were able to
complete graduation requirements with greater flexibility and creativity. Students could
either take courses offered through their own school or school division, or enroll in
externally based programs. This type of programming was most suitable for those
students who found regular attendance challenging, were working full- or part-time, or
who needed to pick up missed courses.
Career incentive programs were created to help students understand the
opportunities available to them after graduation. Post-secondary requirements, career
counseling, and career choices were highlighted by way of programs offered through the
school or external bodies, or through supplementary information found in student centres.
While many of the projects provided crucial information for transitioning into a postgraduation life, one project focused upon an alternative arts-based program connection
with the community. In a most poignant comment they wrote:
“Students that came and became involved in these projects would turn up for
rehearsal on days when they did not know where they would stay that night.
Performances and practice became more important than finding drugs or some
of the necessities of life.”
Social/Psychological Support. This was a prevalent theme in over half of the AISI
high school completion reports. Many projects recognized the importance of a safe and
caring environment when assisting students toward graduation. It was noted that the
connection a student feels toward their academic community, teachers, and peers is
critical when deciding whether to remain in school or to drop out. In response,
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counselling supports, cross cultural awareness initiatives, and mentorship programs were
frequently established.
Counseling supports ranged from the provision of links to the community for
additional psychological assistance, to helping students identify and adopt adaptive
emotional/psychological approaches. According to the project reports, such inclusions
were well received and successful:
“When students arrived, they took part in a sharing circle and developed an
understanding of respect, consensus and cooperation in decision making
through drama, games, and exercises...The games in the circle of trust
building worked really well. We were amazed that 70 people doing group
building games together could do so well. Community was built in places that
was extremely difficult before” and “Students who have been working on the
positive citizenship aspect of the project have been showing the use of
common language when dealing with others.”
Several projects were strongly committed to enhancing cross-cultural awareness
within their school(s) and community. For many minority populations, the feeling of
isolation is a leading cause of early school leaving. By identifying the contributions and
inherent strengths of each culture, at-risk students and their peers were able to create an
inclusive academic environment:
“Integration of Aboriginal perspective, content and resources into curriculum
and instruction and the use of Elders, Aboriginal storytellers, role models,
guest speakers...allowed students to see their culture reflected in the
curriculum. This increased the pride in the Aboriginal population and
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understanding in the non-Aboriginal population” and “Although the formal
language of the Circle of Courage philosophy was not strictly adhered to, the
basic tenets of this powerful way of ‘walking in the world’ provided the
framework for the project. Native students in year one of the project
performed a sacred ceremony in order to acknowledge the borrowing of native
beliefs.”
Mentorship programs were often established with the intention of assisting at-risk
students with academic and socio-emotional issues. Teachers modeled effective
academic strategies and were available advocates and counselors. Comments included:
“(They) boosted students’ self-esteem by helping them become more
independent and responsible for their own learning; students learned to selfadvocate and became more self-aware, confident and responsible learners”
and “...it was pleasing to see the number of students actively participating in
the Mentorship Program. Some real gains were made in getting students to
complete course work and indeed in just staying connected to the school
itself.”
Professional Development. Another major theme emanating from the project
reports concerned professional development. For many of the high school completion
projects, the primary focus, and reported source(s) of success, was the professional
development component. The training, workshops, and seminars that teachers and
administrations received were critical for the establishment and maintenance of a threeyear project, as well as for future sustainability. Professional development also aided in
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building collaboration and commitment amongst teachers and schools. The comments
found within the reports attest to these sentiments:
“Professional development gives educators a gift that cannot be taken away
after the...AISI project no longer exists”; “The overall outcome of our
focused and directed PD was that teachers had a larger repertoire of strategies
to keep more ‘at-risk’ students at the school site which in turn contributed to
more appropriate instruction and hence improved student learning and
achievement”; and “Professional Development is the most important element
in this AISI project.”
Parental/Home Environment. The final major theme arising from the project
reports concerned parental/home environment. Many of the high school completion
projects made overt attempts to forge adaptive links to the home life of at-risk students,
as well as incorporate the positive influences of parents and guardians. It was often
stated, and always understood that in order for students to understand the importance of
education, parents must be active participants, advocates, and mentors. To this end,
communication strategies and partnerships were the most commonly reported methods of
collaboration. They included Parent Advisory Councils, websites, newsletters, and
“open door” policies, to name a few.
For those projects that successfully incorporated parental involvement, support
was evident. For instance:
“ We received enormous positive feedback from parents as their children had
never been recognized before for their academics, citizenship, or school
involvement.” and “Parental support remained a critical factor for the success
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of the Student Centre. Communication between parents and schools was
imperative for a positive relationship to exist and for this program to flourish.”
Tabulations Concerning Summary Outcomes
Based on the Summary section of the project reports, tabulations were calculated
for the headings “What worked well” (see Table 3) and “What did not work well” (see
Table 4). The most frequently occurring responses were categorized and tabulated.
The most commonly reported reason for a project’s success concerned the level of
commitment and support amongst the staff and administration. It was recognized that a
project of such duration and magnitude could only be undertaken where there is schoolbased and district-wide backing. Also commonly reported was the recognition that
project success was found within the students themselves. By being given appropriate
psychological supports and opportunities for a second chance, student outcomes were
positive. Other commonly reported reasons for project success involved the flexibility of
the program structure as well as instructional approaches; the ease and success of project
implementation; the gains experienced from professional development activities; the ease
of transition for students going on to the next level of education or career; and the
creation of an optimistic future for at-risk students.
Table 3
“What Worked Well” Frequencies and Percentages
Frequency*

Percentage**

Staff were supportive/committed
to the project

9

50%

Students were given a second chance/
good psychological support

7

39%
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The flexibility of the program/
flexibility for instruction

6

33%

The program was successful/
implementation was successful

6

33%

The success of the professional development
activities/focus

5

28%

Students were better able to transition
into the next level of school/into a career

4

22%

The project created hope for the future

4

22%

Note: Total number of projects = 18; Projects could report one or more themes.
*Frequency = The number of projects that reported this theme.
**Percentage = The percentage of projects that reported this theme.

With respect to the reported reasons concerning what did not work well, the most
common response was that parents were neither as involved nor as communicative as
hoped. Many projects made concerted efforts to involve parents. While some were
successful in their attempts, many reported falling short of anticipated parental
involvement. This same sentiment was echoed in the second highest reported reason.
Although some projects stated that what worked best in their project was staff
commitment, many reported that it was lacking. Specifically, it was often indicated that
this was partially due to staff turnaround and attrition. Other commonly reported reasons
for a project not working well included problems associated with keeping students in
school and on track academically and psychologically; the time commitments associated
with a large scale project as well as completion deadlines; and the difficulties associated
with the selection of appropriate data instruments and the subsequent analyses of
outcomes.
Table 4
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“What Did Not Work Well” Frequencies and Percentages
Frequency*

Percentage**

Parents were not involved enough/did
not communicate enough

13

72%

Staff/school commitment was not strong/
too much staff turnaround

10

56%

It was difficult keeping students in
school/on track

8

44%

The time commitment was too
great/the time limits were too tight

7

39%

Collecting data was difficult/not always
appropriate to the project design

4

22%

Note: Total number of projects = 18; Projects could report one or more themes.
*Frequency = The number of projects that reported this theme.
**Percentage = The percentage of projects that reported this theme.

Conclusion
According to the literature, high school completion is impacted by several critical
factors. Gender, First Nations/Metis/Inuit (FNMI), socioeconomic and regional
considerations, and student- and school-based issues both individually and collectively
influence whether a student decides to leave school early, or to continue until meeting the
requirements for graduation. While these factors are formidable, they can be mediated
through careful prevention and intervention strategies. There is sufficient evidence to
suggest that by attending to the social/psychological needs of each student (i.e.,
developing strong interpersonal connections between students, peer, teachers, and
parents; providing counseling services; creating mentorship programs and alliances), and
then shifting toward academic needs (i.e., tutoring services; flexible programming;
differentiated instruction), early school leaving may be prevented.
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Upon review of the 18 projects, many either attended to social/psychological
issues prior to academic issues, or placed more emphasis on social/psychological issues
as compared to academic issues. Of those that focused more heavily on academic issues,
there was still considerable attention directed toward social/psychological issues.
Therefore, it appears that all of the 18 selected projects from Cycle 2 were aligned with
the literature regarding prevention and intervention. However, this was not the case with
respect to several of the factors associated with early school leaving.
Although the literature states that male students tend to be at higher risk for early
school leaving, no project tailored their program toward this at-risk population. Nor did
any project focus upon female students. While such a focus may not have been
warranted by any of the projects for Cycle 2, it may be a consideration for future projects.
Similarly, for First Nations, Metis, and Inuit (FNMI) students, there was only one
project that focused exclusively on an Aboriginal population. A few studies made
mention of Aboriginal issues and the importance of cultural awareness within the school,
but it was not a primary focus. Given the statistics regarding non-completion by
Aboriginal students, there is no question that more projects focusing upon Aboriginal
student retention need to be created, supported, and deployed.
Finally, while there is evidence to suggest that it is never too late to address the
risk factors associated with early leaving, there should be an even greater focus on
elementary school students (e.g., Edmondson & White, 1998; Entisle, 1990; Suh & Suh,
2007). Several of the projects cited population parameters beginning in kindergarten, but
there was little data derived from, or reporting of students younger than Grade 10.
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Overall, the 18 selected Cycle 2 projects regarding high school completion were
designed, deployed, and reported with the utmost integrity. The project reports clearly
exhibited the dedication and commitment of teachers, staff, and administrators in Alberta
schools. While the gains were not always as significant as the project coordinators had
hoped, they were critical first-steps toward future outcomes. The knowledge, skills, and
strategies acquired through Cycle 2 will likely have an impact for many years. As the
literature suggests, early school leaving is a process, not an event. The same can be said
for reversing this formidable trend.
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Introduction
Globalization and international conflicts have called for a leader with new
characteristics that will bring success on a global scale. This leader will need to have
multiple skills and characteristics to excel in different parts of the world. The purpose of
this study is to investigate differing characteristics of leaders who work in the United
States with leaders who work internationally to determine universal characteristics of
leaders; forming characteristics for the New Global Leaders. This paper examines
characteristics in global leaders based on current literature, specifically leadership skills
defined in the Global Leadership and Organizational Behavior Effectiveness (GLOBE)
Research Project, and information gathered from interviews with leaders who have a
global impact to determine universal characteristics for the New Global Leader.
Review of the Literature
Globalization is the increase of interaction and interdependence of multiple
countries (Friedman, 2005). Kouzes and Posner (2002) conclude that from an economic
perspective, the world has become boundary-less, forcing changes in the economic,
cultural, social, political, and labor resources. With globalization comes the need for a
global leader. Many organizations and executives are unsure how to adjust to this change
internally. It is necessary for an effective global leader to acquire leadership
characteristics that will support universal change. Due to the increased interaction, the
new global leader needs to be more collaborative, cooperative, and connected.
An emerging leader needs to be conversant in, and able to use the requisite
characteristics of a leader operating in a global economy. Bryan and Fraser (1999) assert
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that a requisite characteristic of a global leader is the ability to adapt to the social and
emotional vocabulary in various global locations. Adler (1995) also states that global
leaders need to be willing to adapt to a changing organizational environment. As the
world is adapting to meet the needs of a global community, it is necessary to examine
new leadership context and its implications for the practice of leadership.
In the Global Life Leadership Inventory, Kets de Vries, Vrignaud, and FlorentTreacy (2004) postulate that there are 12 dimensions of exemplary leadership that exist,
regardless of culture or nationality. World-class leaders are skilled at: (a) envisioning,
(b)empowering, (c) energizing, (d) designing and controlling, (e) rewarding and
feedback, (f) team-building, (g) outside orientation, (h) global mindset, (i) tenacity, (j)
emotional intelligence, (k) maintaining a work-life balance, and (l) being resilient to
stress.
Tubbs and Schultz (2007) have done extensive research into over fifty global
leadership competencies. From these fifty, they have placed them into seven metacategories of competencies that are crucial for successful global leadership. These metacategories are: (a) understanding the big picture; (b) having the right attitude; (c)
acknowledging leadership as the driving force of the organization; (d) communication;
(e) innovation and creativity; (f) the ability to lead change; and (g) focus on teamwork
and followership.
Adler (1995) suggests global leaders need five cross-cultural competencies: (a)
they must understand the worldwide business, political, and cultural environment from a
global perspective, (b) they must learn about the world’s many cultures’ perspectives,
tastes, trends, technologies, and approaches to conducting business, (c) they must be able
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to work alongside people from many cultures simultaneously, (d) they must be able to
adapt to living in other cultures and use cross-cultural skills on a daily basis throughout
their career, and (e) they must interact with international colleagues as equals, rather than
from within clearly defined hierarchies of structural or cultural dominance and
subordination. In summary, Adler suggests both the variety and frequency of crosscultural interaction increase with globalization, as does the very nature of cross-cultural
interaction changes.
Martin (2007) illustrated six key steps for future global leaders. First,
collaboration, teamwork, and innovation are the first three key ingredients of global
leadership. Leaders will depend upon relationships within and external to their own
organization for success. Leaders need to create structures in their organizations that
allow for independent, autonomy, and collaboration. They need to be flexible and
multidimensional in their approach, and simultaneously, perceptive and adaptive enough
to change styles, strategies, and ideas on the fly. Finally, leaders need to question the
status quo and be willing to stand up for what they believe in. A summary of these global
leadership skills identified by these authors and others can be found in Appendixes A and
B.
The global environment is filled with uncertainty, restructuring, reorganization,
risks, and mistakes. These are part of the price people pay for innovation, change, and
ultimately learning (Kouzes & Posner, 2002). Part of this learning and thinking
differently includes paying attention and actively appreciating others. This is crucial for
leadership because it increases trust and develops strong leader-follower relationships.
This kind of relationship is becoming more critical as the workforce becomes
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increasingly global and diverse, as well as the additional benefits of Empathetic listening.
If others know they are genuinely cared about, they’re more likely to care about others in
return. When dealing with different cultures in this global world, this can be a bridge that
culturally divides (Kouzes & Posner, 2002).
To be an effective leader in this new global world, one must open themselves up
to a more global view. The global leader, typically at the forefront of most organizations,
is usually the first to encounter the world outside of the organization. They gain
knowledge from around them. The more known about the world, the easier it is to
approach it with assurance. You should seek to learn as much as possible about the forces
including political, economic, social, moral, or artistic that affect the organization
(Kouzes & Posner, 2002). The implication for anyone who would lead in a global
economy, therefore, needs to spend time traveling the world. “How can you be a leader in
a global economy if you’ve never left home?” (Kouzes and Posner, p. 176).
Many additional skills will be needed to succeed as a leader in a globalized world.
All leaders will find it necessary to share knowledge with their employees, thus
empowering them with the potential for leadership. This is certainly a challenge to the
status quo. Dess and Pickens (2000) suggest leaders need to focus their energies on four
key themes: (a) using strategic vision to motivate and inspire, (b) accumulating and
sharing internal knowledge, (c) gathering and integrating external information, and (d)
challenging the status quo to enable creativity. Additionally, integrity is a key element of
character, and is essential for anyone wishing to be an effective global leader. Without
integrity, leaders will never generate the goodwill, collaboration, and trust so vital in this
global environment. Although challenging, maintaining integrity is often the difference
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between success and failure for global leaders (Morrison, 2001). (For a synthesized chart
of these authors and their characteristics, see Appendixes A and B.) Quoting the words of
Ian Mitroff, Nancy Adler (1995) adds:
For all practical purposes, all business today is global. Those individual
businesses, firms, industries, and whole societies that clearly understand the new
rules of doing business in a world economy will prosper; those that do not will
perish. . . . It is no longer business as usual. Global competition has forced . . .
[business and government leaders] to recognize that if they and their
organizations are to survive, let alone prosper, they will have to learn to manage
and to think very differently (Mitroff, 1987, pp. ix-x) (p. 523).
A great variety of leadership skills, attributes, and characteristics lend themselves to the
success of global leaders. From the research, several key traits stand out as being the
most commonly identified attributes crucial to successful global leadership. Javidian et
al. (2006) summarize our findings on global leadership attributes in saying, “the essence
of global leadership is the ability to influence people who are not like the leader and
come from different cultural backgrounds” (p. 85). If a global leader is to succeed, they
need to possess three key attributes: (a) global leaders are of a global mindset, (b) they
are able to handle high levels of ambiguity, and (c) they show cultural adaptability and
flexibility. Adler (1995) agrees, and adds to our understanding by stating, “the core
competencies of a global leader are vision, communication, and motivation…. A global
leader must create a vision unfettered by national definition, communicate that vision to
constituencies worldwide, and motivate multinational stakeholders to implement the
vision” (p. 530). Integrity, which was also identified as honesty, also arose as an attribute
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in multiple global leadership studies. In combination, it is these elements, the creation
and communication of a vision, and the ability to motivate employees to achieve that
vision, that are the backbone of leadership.
Some of the leadership traits repeated by various authors include (a) having a
vision of the future that includes a global perspective, (b) the ability to provide
inspiration and motivation for people from different cultural backgrounds and
perspectives, (c) team-building across national borders and being skilled at integrating
cross-cultural teams, and (d) having a certain degree of intelligence and competence to
run the department and/or organization. Additional traits that frequently appeared were
integrity, the ability to lead change, openness to the thoughts and opinions of others, and
emotional intelligence. Team-building was the most commonly mentioned, with all six
authors describing some aspect of team-building in their list of global leadership
competencies. The ability to inspire and motivate across cultures had five responses from
the authors, while vision and intelligence/competence each had four mentions.
According to these authors integrity, the ability to lead change, and emotional
intelligence were also key ingredients to successful global leadership. In fact, several
authors, including Kets de Vries et al (2004) list Emotional Intelligence as the most
important factor in global leadership. Jokinen (2005) proposes that the three fundamental
competencies of global leadership are self-awareness, inquisitiveness, and engaging in
personal transformation. These are all key elements of Emotional Intelligence. Integrity
was listed as a core competency of global leaders in several articles, and the ability to
lead change, or at the least be flexible and/or open to change was also identified as a
global leadership trait.
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The selected literature suggests that having a vision, the ability to inspire and
motivate, team-building skills, and intelligence or competence are the key ingredients of
global leaders. In order to analyze global leadership skills, it is important to examine a
guide to global culture, organizations, and leadership. The Global Leadership and
Organizational Behavior Effectiveness (GLOBE) Research Project was conducted by
House, Hanges, Javidian, Dorfman, and Gupta (2004), and is an extension of the work
done by Geert Hofstede in identifying similarities and differences between and among
world cultures and nations. GLOBE is a long-term, multi-method study of cross-cultural
leadership among countries. The GLOBE Research Project attempted to summarize the
many diverse attributes and skills that leaders can possess, develop, or employ into one
conclusive study. The initial goal of the project was to develop measures of cultural and
leadership attributes that could be used across cultures (Liddell, 2005). Funded in 1993,
the project employed approximately 170 researchers in colleges and universities around
the world. Data was collected from some 17,000 managers in 951 organizations in a great
variety of industries and across 62 nations. The results suggested what can be considered
as universal leadership characteristics, attributes, or actions, and which are regional
characteristics. In addition to determining which positive traits were universal, GLOBE
was able to identify those attributes that were universally counter-productive to
leadership (Liddell 2005; Hofstede, 2006).
Javidian, Dorfman, de Luque, and House (2006) analyzed the results of the
GLOBE Research Project and determined that leadership skills found to work in one
country are not guaranteed to work in a different country. They state, “leader attributes,
behavior, status, and influence vary considerably as a result of culturally unique forces in
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the countries or regions in which the leaders function” (p. 72). GLOBE was able to
empirically indentify up to 22 leadership attributes or skills that transcend cultures to be
considered universally desirable. Examples include honesty, decisiveness, integrity,
team-building, visionary, and inspirational, among others. These attributes were then
bucketed into ten meta-attributes, each comprised of one or more of the 22 attributes (see
Appendix C for more information.). Furthermore, GLOBE pointed out that many
leadership traits are culturally contingent, meaning that they could be considered positive
or negative attributes, depending on the culture that was assessing them (Javidian et al.,
2006).
Procedures
In order to understand the current practice of leadership in a global environment,
interviews of global leaders were conducted. Seventeen participants were selected for this
paper. In the one set of interviews, U.S. leaders with significant global experience were
interviewed. In the second set of interviews, foreign leaders with significant global
leadership experience were interviewed. These leaders were selected to represent both
U.S. and Non-U.S. leader via a convenience sampling method. The interviews were
conducted via face-to-face, telephone, or email, depending on location.
Of the seventeen interviews conducted, eight of these participants were selected to
represent successful leaders who are operating global businesses or in international fields
based outside of the U.S. Nine of these participants represent leaders working
internationally. Their views are an important illustration of the state of global leadership,
and allow for an examination of the similarities and differences of leadership styles.
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Many of the interviewees have a varied career history, so some were asked to comment
specifically on the challenges and leadership styles relevant to their international work.
The data was collected using a qualitative approach. The interviewees answered a
series of questions approved by Pepperdine University’s Institutional Review Board. For
complete IRB Protocol please refer to Appendix D. The questions asked interviewees to
comment on their leadership style, daily challenges, career obstacles, what they value in
employees, and how they have achieved their success. For a detailed list of these
questions, refer to Appendix E. The interviewees all signed informed consent forms
before answering. Their answers were synthesized and charted. A summary of the skills
identified by those interviewed can be found in Appendixes F, G, H, and I.
The literature and the GLOBE research projects were studied and synthesized into
nine leadership characteristics. The seventeen interview responses were codified to reveal
which of these nine characteristics they displayed. The results were separated into the two
sets of U.S. and foreign leaders, and then the data were compared. Finally, the names of
the interviewees were changed so as to easily identify them as either working in the U.S.
(U) or working in a foreign country (F).
Analysis/Findings
The seventeen interviews revealed characteristics prominent among both sets of
respondents, as well as similarities and differences between the U.S. and foreign-born
leaders. According to the findings from these interviews, four characteristics stood out as
necessary for global leadership in both groups. The first two characteristics were vision
and team-building. Looking at all of the responses, 64.71% of the total set of respondents
listed both vision and team-building as necessary for leadership. The next two most
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important characteristics were integrity and the ability to inspire/motivate. Of the total
respondents, 58.82% listed these characteristics as necessary. Analysis of the U.S. and
international leaders interviewed specify that their leadership approach is primarily
transformational, but basic values differ based upon the culture in which they are
operating.
Comparing the key global leadership attributes found in the articles with those
discovered in the interviews, the similarities are apparent. Both the articles and the
interviewees list having a global vision (and the ability to share that vision with
employees), the ability to inspire/motivate employees from different cultures, and the
talent to build a cross-cultural, global team as the essential characteristics of global
leaders. The literature states that intelligence/competence is the fourth key ingredient to
successful global leadership, while the interviews suggested that integrity was more
desirable. Furthermore, both emotional intelligence and the ability to lead change were
frequently identified as crucial to leadership in a global environment by both the articles
and interviewees, as were openness to other people and cultures, situations, and
opportunities. The similarities suggest that there are certain traits that those who can be
considered global leaders possess.
There are some similarities that exist in global leaders whether they are working
in the U.S. or abroad. By analyzing the two sets of interviewees, it was found that many
U.S. and international leaders consider certain characteristics to be important. The
determination of “many” means that at least 50% of the respondents identified that
characteristic as a necessary trait for leadership. Team-building was the top leadership
characteristic that was shared by both US and foreign leaders, with 62.50% of US
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respondents and 77.78% of foreign respondents identifying this as necessary. While it is
clearly considered necessary by more foreign respondents, it is important to note that
team-building is still highly valued amongst US leaders. Inspiration is the other
leadership trait shared by both US and foreign leaders, with 62.50% of US respondents
and 66.67% of foreign respondents identifying this as necessary. What this means is that
no matter what field or culture a leader is operating in, team-building and inspiration are
necessary characteristics.
Although there are core commonalities amongst the two groups of interviewees,
there are also many differences among the respondents. The most stark difference
between the two sets was in terms of vision. While many US respondents mentioned
vision, it was mentioned by 51.39% more foreign respondents. This clearly indicates that
if a leader has been working in the US and moves to leadership position in a foreign
country, the leader will need to first learn how to integrate vision. Other differences
between the sets of respondents that are worth noting are in integrity, intelligence, and
performance. 30.06% more US respondents than foreign said integrity was necessary;
27.08% more US respondents listed intelligence; and 29.17% more US respondents than
foreign listed performance as necessary. In other words, integrity, intelligence, and
performance were more necessary for US leaders than foreign leaders.
The skills that were the least important to each set of respondents is also
important to note. The least necessary characteristic for US respondents is dependability,
with 12.50% considering it necessary. While this does not mean that it is not necessary
in certain US environments, it simply means that 87.50% of respondents did not consider
it a necessary skill for succeeding as a global leader. For leaders operating in a foreign
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country, the least listed characteristic is intelligence with 22.22% of respondents listing it
as necessary.
Implications/Conclusion
Examination of the interviews showed that both similarities and differences exist
among characteristics valued among those working in global businesses in the United
States and those based internationally. Analysis of all leaders interviewed indicates that
the global leader values four common characteristics: integrity, vision,
inspiration/motivation, and team building. These findings are sustained by the fact that
most leaders were similar, regardless of their location. Recognizing the importance of
these universally positive characteristics is central for establishing the model of a global
leader and educating the next generation of leaders.
Some of the results that arose from the study warrant further research. For
instance, being performance-oriented was considered important to many more U.S.
leaders than foreign leaders. The implications of this could be that U.S. leaders place
higher value on the results and the performances than with the process. Another result of
note is the difference between the importance that foreign born leaders place in vision.
Since vision was one of the main characteristics mentioned by the authors (as noted in
Appendix B), then the omission of its mention by many U.S. leaders is surprising. The
reason for this difference also warrants further research.
There are three prominent implications to this study that offer a framework to
guide future research. First, the research was conducted using a small sample. Though
literature was used to support the study, more participants would be beneficial for a more
extensive analysis comparison. Second, the number of U.S. leaders is not equal to the
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number of international leaders. The initial phase of comparisons and raw data is not
proportional. Third, the researchers feel a more diverse sample, both regionally and in
field of expertise, would strengthen the significance of the results.
The purpose of this paper was to explore and identify requisite characteristics for
emerging global leaders by examining literature and analyzing leadership skills among
both U.S. and international leaders. Although the list of attributes studied here is not
comprehensive, it can be used as a starting point for additional research and further
investigation. As the world transforms, it is necessary for leaders to adapt their skills and
leadership styles to meet universal needs. The authors of this paper believe there is need
for future research in the area of global leadership due to globalization. Potential areas of
research could explore the leadership style similarities and differences by location of
education (e.g. U.S. education versus International education), by region (e.g. U.S.,
Middle East, Asia, etc.), and by disciplines (e.g. Business, Government, Non-Profit, etc.).
Exploration into the field of global leadership will allow future leaders to better
understand the requisite skills for success in the global arena.
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Appendix A
Global Leadership Skills by Author

Jordan and
Cartwright

Kets de Vries, et
al

Martin

Tubbs and
Schultz

Vision

Intellectual
capacity

Envisioning

Leadership of
employees

Big picture view

Communication

Inspire/ Motivate

Self-confidence

Empowering

Relationships

Attitude

Motivation

Knowledge
management

Openness to
experiences

Energizing

Change
management

Leadership as
driving force of
the organization

Emotional
stability

Designing and
controlling

Participation
management

Communication

Rewarding and
feedback

Resourcefulness

Innovation

Team-building

Decisiveness

Leading change

Outside
orientation

Doing whatever
it takes

Global mindset

Straightforward

Tenacity

Composure

Adler

Dess and Picken

Vision

Challenge status
quo
Integrity

Emotional
Intelligence
Work-life
balance
Stress resistance

Teamwork and
followership
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Appendix B
Global Leadership Skills by Author - Coded
GLOBE Skill/
Author

Adler

Integrity

Dess & Picken

Jordan & Cartwright

X

Martin

Kets de Vries, et al

Tubbs & Schultz

X

X

X

X

X

X

X

Vision

X

X

Inspirational

X

X

X

Team-Building

X

X

X

X

Decisive

X

Diplomatic

X

Dependable
Competent /
Intelligent
PerformanceOriented

X

X

X

X

X
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Appendix C
GLOBE Attribute Mapping
GLOBE Attribute

GLOBE Meta-Attribute

TRUSTWORTHY
JUST
HONEST

INTEGRITY

FORESIGHT
PLANS AHEAD

VISIONARY

ENCOURAGING
POSITIVE
DYNAMIC
MOTIVE AROUSER
CONFIDENCE BUILDER
MOTIVATIONAL

INSPIRATIONAL

DEPENDABLE

DEPENDABLE

INTELLIGENT

INTELLIGENT

DECISIVE

DECISIVE

EFFECTIVE BARGAINER
WIN-WIN PROBLEM SOLVER

DIPLOMAT

ADMINISTRATIVE SKILLED

ADMINSITRATIVE SKILLED

COMMUNICATIVE
INFORMED
COORDINATOR
TEAM BUILDER

TEAM-INTEGRATOR

EXCELLENCE ORIENTED

PERFORMANCE ORIENTED
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Appendix D
Informed Consent and IRB Application Waiver
Informed Consent
The following information is provided to help you decide whether you wish to
allow us to use the information we gain in our conversation with you today in our
research and scholarly work at Pepperdine University.
The purpose of our conversation today is to learn about your leadership
characteristics, style and decision making. This study will allow us, and those who read
our research, to gain a better understanding of leadership styles and approaches of
leaders. In order for me/us to use what we learn from you today in our research and
publications, our University requires that I/we read to you the following statement and
ask for your permission. I would like to ask you if you would agree with one of the
following to arrangements:
___________ I agree to permit the researcher to use my name,
(please initial) professional affiliation and the name of my organization.
I understand that prior to submission of this research for publication; I will receive a copy
of the manuscript and review it for two weeks. I may then request revisions to any
quotes/information directly attributed to me. If the researcher cannot accommodate my
request, the researcher will then delete my name, professional affiliation, name of my
organization, and any other pertinent identifying information related to me and simply
refer to me by a pseudonym and my organization as a “generic organization”, e.g., Dr.
Jones, President of medium size community college.
___________ I agree to permit the researchers to refer to me
(please initial) only by a pseudonym from a “generic organization.” I understand my
identity and the name of my organization will be kept confidential at all times and in all
circumstances any research based on this interview is presented.
In either case, you should be aware that your participation in this study is
voluntary. You are free to decide not to participate or to withdraw at any time without
affecting your relationship with me/this group or Pepperdine University or
______________. Upon your request, I will provide a copy of any published papers,
dissertations or professional presentations that take place as a result of this interview.
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With your permission, I will be recording this interview. Please feel free to ask us to stop
or resume taping this discussion at any point in our conversation. Your name, your position and
the name of your organization will be kept confidential at all times and in all of our research.
May I record this interview? <<If the answer is no, thank the participant for considering your
request, assure them that no one will be recording any portion of the interview.>>
Please feel free to ask any questions about this study before we begin or during our
conversation. If you have any additional questions, please feel free to contact Drs. Margaret J.
Weber and Farzin Madjidi, Principal Investigators at 310-568-5600 (XXXXX@pepperdine.edu)
or (XXXXXXX@pepperdine.edu), or Dr. Stephanie Woo, Chairperson, GPS Institutional
Review Board at 310-506-2845 (XXXXXXX@pepperdine.edu).
At this point, I am required to ask you if you fully understood my statements and if so, to
initial next to the category that applies to you and sign this form.
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Pepperdine IRB
Application for Waiver or Alteration of Informed Consent Procedures
Principal Investigator: Margaret J. Weber and Farzin Madjidi
Address: XXXXXXXXXXXXXXX. Los Angeles, CA 90045
Telephone: (home) XXXXXXXXXX_ (work) XXXXXXXXXXXXX
School: GSBM __ GSEP _X_ SEAVER __ SOL __ SPP __ Other Dept. __
Faculty Supervisor (if applicable):____
Title of Project: ____ Leadership Characteristics of Influential Leaders
1. Please explain the purpose for the request for waiver of informed consent, or alteration of
informed consent process (e.g., no written consent obtained; written consent obtained but not
discussed with subjects).
The purpose of requesting an alteration to informed consent is to allow interview participant to
send a copy of the Informed Consent form to the participants in advance of the interview date.
The researcher believes this step allows participants ample time to read the form carefully in
advance of the interview, thus providing an additional safeguard for them.
2. Is the research or demonstration project to be conducted by, or subject to the approval of, state
or local government officials, and designed to study, evaluate, or otherwise examine: (i) public
benefit or service programs; (ii) procedures for obtaining benefits or services under those
programs; (iii) possible changes in or alternatives to those programs or procedures; or (iv)
possible changes in methods or levels of payment for benefits or services under those programs?
Yes No. If yes, please explain.
3. Does the study involve procedures for which written consent is normally required outside of
the research context? Please explain. No
4. Explain why the research as proposed involves no more than minimal risk to the subjects.
Risk to participants in the study is minimized in the following manner:
d. Should the participants not consent to their identities and names of their organizations being
used, their names and the name of their organizations will be replaced with a generic title. No
other specific identifying information will be used or reported in any part of the study
e. Should the participants not consent to their identities and names of their organizations being
used, the identity of participants will only be known to the researcher and this information will
be destroyed at the completion of the study.
f. A modified informed consent will be sought that ensures that participation is voluntary, the
participant has the right to withdraw at any part of the interview, that there are no known risks to
the participant and confidentiality will be maintained, and the results of the study are available
for the participant’s review at the completion of the study.
5. Explain why the waiver or alteration will not adversely affect the rights and welfare of the
subjects.
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Participants will be given full informed consent, except that the form will be sent to them in
advance of the interview taking place. This step will not in any way affect the rights and welfare
of subjects.
6. Explain why it is not practicable to conduct this research without a waiver or alteration of
informed consent procedures:
If seeking waiver of the written documentation requirement, explain why it is not practical to get
participants’ written informed consent
7. If seeking waiver of the written documentation requirement, will the investigator provide
subjects with a written statement regarding the research? Explain.
This application does not seek waiver of the written documentation.
8. If seeking waiver of the written documentation requirement, will the only record linking the
subject and the research be the consent document and the principal risk would be potential harm
resulting from a breach of confidentiality? Please explain.
If so, will each subject be asked whether the subject wants documentation linking the subject
with the research, and the subject's wishes will govern? Explain.
This application does not seek waiver of the written documentation.
9. Will the subjects be provided with additional pertinent information after participation?
Explain.
Should the results of the study be accepted for public dissemination, a copy of the study will be
provided to the participant, upon their request.
1. Have all personnel who will participate in the activity/project been trained in all required
policies and procedures relating to research protections for human subjects/participants?
Please explain.
2. The interview questions will be asked only by Pepperdine University students and faculty
who have completed IRB training.
In signing this form, the investigator warrants that s/he will protect the information accessed as
described, cannot practicably conduct the research without a waiver (or alteration to standard
practices) of informed consent, and cannot practicably conduct the research without a waiver.
Signature: ___________________________________________
Date: _______________________________________________
Signature: ___________________________________________
Date: _______________________________________________
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Appendix E
Questions asked to the Interviewees by the papers’ authors
1. Tell me a little about your career path?
2. What were some of the obstacles you have faced in your career?
3. How would you describe your leadership style?
4. Do you think leaders are born with leadership characteristics, or can employees be trained to
become leaders?
5. What leadership characteristics do you value in your employees?
6. What challenges do you face in your day-to-day dealings with your employees?
7. Describe to us your decision-making process. For example, how do I become aware of
issues and problems, how do you go about selecting a solution?
8. What role do you see women playing in leadership and what advantage or disadvantages do
women face in leadership positions?
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Appendix F
Global Leadership Skills by Interviewee
F1

U1

U2

U3

F2

F3

U8

U4

Charisma

Intelligence

Motivate others

Communication

Consensus

Listen

Motivation

Compassion

Intuition

Authenticity

Remove obstacles

Problem-solving

Listening

Self-starter

Inspirational

Service to others

Entrepreneurial

Discipline

Charismatic

Charisma

Visionary

Cooperation

Lead by example

Listening

Consensus

Time management

Empathetic

Empathy

Having Heart

Vision

Pace-setting

Team-building

Communication

Democratic

Learn from mistakes

People-focused

Hard work

Integrity

Purposeful

Visionary

Visionary

Communication

Remove obstacles

Creativity

Competence

Motivate people

Risk-taking

Task-focused

Humility

People-focused

Learn from mistakes

Integrity
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Appendix G

Percentage of total
respondents

Percentage of US
respondents

3

17.65%

37.50%

5

29.41%

62.50%

X

5

29.41%

62.50%

X

4

23.53%

50.00%

X

2

11.76%

25.00%

1

5.88%

12.50%

4

23.53%

50.00%

5

29.41%

62.50%

U8

Responses

75.00%

U7

35.29%

U6

6

U5

U4

U3

U2

U1

Global Leadership Skills by Interviewee – US-working- Coded

GLOBE Skill / Interviewee

Integrity

X

X

Vision

X

X

X

X

X

X

X

X

Team-Building

X

X

X

X

X

X

X

Diplomatic

X

X

Dependable
Competent/Intelligent
Performance-Oriented

X

X

Inspirational

Decisive

X

X
X

X
X

X
X

X

X
X

X
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Appendix H

Percentage of total
respondents

Percentage of foreign
respondents

23.53%

44.44%

8

47.06%

88.89%

6

35.29%

66.67%

7

41.18%

77.78%

4

23.53%

44.44%

4

23.53%

44.44%

X

3

17.65%

33.33%

X

2

11.76%

22.22%

3

17.65%

33.33%

F9

Responses
4

F8

F7

F6

F5

F4

F3

F2

U3

F1

Global Leadership Skills by Interviewee – Foreign-working- Coded

GLOBE Skill / Interviewee

Integrity

X

Vision

X

Inspirational

X

Team-Building

X

Decisive
Diplomatic

X

X

X

X

X

X

X

X

X

X

X

X

X

X
X

X

X
X

Competent/Intelligent

X
X

X

X

X
X

X

X

Dependable

Performance-Oriented

X

X

X
X

X

X
X

X

X
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Appendix I
Global Leadership Skills by Totals– US and Foreign- - Coded Comparison
The following people were interviewed in the first round of interviews:
F1: working in faith-based reconciliation
U1: impacting international business
U2: senior leader in the U.S. military
F5: CEO and member of the BOD of several Asian companies
U3: working with refugees around the world
F4: Consul General
F2: combats genocide in Africa
F3: peacemaker in Cyprus
U4: empowering Arab Americans
U6: Political and Economic Consul
F6: Lawyer in Argentina
U5: Professor of Leadership
F8: Legal Consultant for ABA in the Middle East
F9: working with African human rights
U8: arbitrating international business disputes
F7: working with an Asian arbitration company
U7: CEO of hotel chain

2009 HICE Proceedings
Page 666

Appendix J
Summary of Global Leadership Characteristics

GLOBE Skill / Interviewee

US global leaders

Foreign global leaders

Total global leaders

Integrity

75.00%

44.44%

58.82%

Vision

37.50%

88.89%

64.71%

Inspirational

62.50%

66.67%

58.82%

Team-Building

62.50%

77.78%

64.71%

Decisive

50.00%

44.44%

41.18%

Diplomatic

25.00%

44.44%

35.29%

Dependable

12.50%

33.33%

23.53%

Competent/Intelligent

50.00%

22.22%

35.29%

Performance-Oriented

62.50%

33.33%

41.18%
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The 4th "R" Rigor, Relevance, Relationships, and
Response to Interventions
Connie Collins
Department of Education
University of Saint Francis
ccollins@sf.edu

Many school and district personnel wish to better prepare themselves in the
understanding and uses of Response to Intervention (RtI) as a tool to support students of
all ability levels. RtI is a tiered instructional process used to provide services for students
who may be considered academically or behaviorally “at risk.” RtI services require
proper identification of behaviors, data analysis, scientifically/evidenced based
instruction, and specific interventions to ensure optimal growth in student performances.
In collaborative preparation efforts with the IDOE, USF will be offering a five course RtI
certificate program
In response to this concern, the University of St Francis is working collaboratively with
the Indiana state department to provide a Response to Intervention Certification
program/course of study.
IDEA 2004 has refreshed interest in the use of RtI based on the changes made within the
law. The changes and recommendations call for general education practitioners and
special educators “to work together closely in implementing RtI – the practice of (1)
providing high-quality instruction/intervention matched to student needs and (2) using
learning rates over time and level of performance to (3) make important educational
decisions” (National Association of State Directors of Special Education, May, 2006).
The concept of Response to Intervention was defined by Bill East (2007) in the Preface to
RtI Handbook as “…an opportunity…to ensure that every child, no matter how gifted or
challenged, will be equally valued in an education system where the progress of every
child is monitored and individualized interventions with appropriate levels of intensity
are provided to students as needed.”
The “Principles of Integrated and Focused Systems” define six key areas for
consideration when planning, implementing, training, and supporting teachers who will
be utilizing RtI practices (Article 7 (Proposed: Integrated and Focused Systems (IFS)
511 IAC 7-40-2). They are as follows:
1. “…that we (teachers) can effectively teach all children”
2. “…that effective leadership is essential to support student success”
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3. “…the use of an effective ad collaborative decision making process that utilizes
assessment data is essential”
4. “…it is essential to intervene at the first indication of academic, social-emotional,
or behavioral needs”
5. “…believe in providing an integrated and focused system of instructional
interventions and resources that is applied to successfully meet all students’
academic, social-emotional, and behavioral needs”
6. “…we (teachers) will use research and evidence-based instruction and
interventions that are implemented with fidelity”
These fundamentals provide the connection between rigor, relevance, and relationships
commonly referred to as the “three R’s” of millennium education and the fourth “R” of
Response to Intervention (RtI).
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1. Title of the submission: "HEALTH AND SEXUAL BEHAVIOR OF MENTALLY
RETARDED PUPILS IN JAPAN"
2. Name(s) of the author(s): Angela Aparecida Tsutsumi
3. Affiliation(s) of the author(s): Tohoku University, Japan
4. Address(es) of the author(s): Code 021-0041 Japan, Iwate Ken, Ichinoseki shi, Akoogi
Aza Sakai 123-6-1
5. E-mail address(es) of the author(s): angelatsutsumi@hotmail.com
Abstract :
Sex education has always been a controversial topic. Although sex education at school
has improved in general, sex education for mentally retarded pupils still encounters
prejudice and conservatism as the result of several misconceptions about the subject.
This research was performed in the form of a survey of opinions about sex education in
special classes in ordinary public schools for mentally retarded pupils in Tokyo, Japan.
The information was collected through written questionnaires distributed to teachers and
parents of pupils of both sexes, between the ages of 7 and 16 years old. This work aims
to stimulate an open and broad discussion, as well as to help teachers and parents to
improve their knowledge about the subject. In addition, it provides data to outline a more
specific program in sex education for pupils with mental retardation.
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INTRODUCTION
Over the past decade a voluminous literature on leadership has sprung up,
which attempts to offer a blend of conceptual models and theories for the
headteacher’s – leader’s highly demanding and multi-dimensional role; a
role that constitutes a critical determinant of school performance and
effectiveness (e.g. Leithwood et al.; Sergiovanni; Law & Glover; Riley
and Seashore-Louis cited in Oplatka, 2004, p.427). As a consequence,
many nations, especially the United States and the United Kingdom, have
developed programmes to prepare educators for the demands and
challenges of school leadership in the 21st century. Such programmes are
entrenched with moral, interpersonal, instructional and administrative
dimensions (Law & Glover, 2000) and refer not only to teachers who
aspire to become headteachers but also in-service headteachers.
Indeed, in today's rapidly changing and increasingly complex
educational world there is a vital need for teachers to “remain motivated
and committed to their profession in order for the school and its students
to be successful”, as suggested by Ulriksen (1996, p.7). The need for
headteachers to engage more actively in their school’s leadership is more
rampant and essential than ever (Southworth, 2002; Oplatka, 2004).
According to Ulriksen (1996, p.7), “principals need to be aware of those
factors that provide job satisfaction to teachers so that they may provide
an environment that encourages teachers to put forth their best effort”.
Collaborative,
human
resource-based,
developmental
and
transformational approaches to educational leadership, amongst others,
have been extensively advanced, based on the values of equality and
growth (Southworth, 2002). However, these comments apply mainly to
the United States, the United Kingdom and the rest of the well developed
world. The relevance, if any, of the above mentioned theories to
education in less developed countries with highly centralized systems,
such as Cyprus -an island in the north eastern part of the Mediterranean
(UNESCO, 2005), has been less explored.
Consequently, in this era of chaos, uncertainty, complexity and
instability, headteachers in highly centralized contexts struggle to cope
with educational alterations, to anticipate and respond to new initiatives,
challenges and opportunities and to adapt to the market-like environment
of education (Bredson et al.; Oplatka et al. cited in Oplatka, 2004, pp
427-428). Interestingly, Zembylas and Papanastasiou’s (2006) study on
sources of teacher job satisfaction and dissatisfaction in Cyprus reveals
that the leadership of a school is a strong factor that can cause teacher
retention in Cyprus. In general, the time is ripe for headteachers to be
“discerning and critical consumers of change” and to be “emotionally
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intelligent” about change (Robertson, 2006, p.3), as they set direction for
their schools in general, and their teachers more specifically.
In relation to the above concerns, the proposed research aspires to
explore the impact that the application of various headteacher leadership
behaviours may have on teacher job satisfaction in Cyprus, especially
when the latter is viewed as an essential parameter of effective/responsive
schools. Based on the international literature and the results of previous
personal research, I decided to use the Full Range Leadership Framework
(FRL) developed by Bass and Avolio (2004) and the Continuum of
Decision Making (DMC) by Yukl (2002), in order to develop a
conceptual model, that of ‘Responsive Schools for Satisfied Teachers’
(RSST), as a tool to guide my doctoral research. While the
aforementioned term allows of different definitions, Responsive Schools
for Satisfied Teachers can be viewed conceptually as well-functioning
schools; this means that (a) primarily, their headteachers foster
behaviours that respond to the teachers’ needs, namely participative
decision making, idealized influence, inspirational motivation,
intellectual stimulation, intellectual consideration and contingent rewards,
and (b) as a background, responsive cultural norms such as continuous
improvement, collegiality, responsibility for success, shared roles,
celebration and humour, openness, mutual respect, support, risk taking
and lifelong learning are encouraged.
HISTORICAL BACKGROUND TO THE TOPIC
Interest in what makes effective leaders is one as long as history itself.
Over time, under constant study and discussion, a number of theories of
leadership have been proposed. Classical leadership theories focused on
what qualities distinguished between leaders and followers, while ‘new
wave’ theories looked at other variables such as situational factors and
skill level. Similarly, leadership in educational settings is a crowded and
busy terrain both in terms of policy texts that seek to redefine roles and
tasks in schools as leadership (e.g. DfEE cited in Gunter, 2001) and the
growing amount of literature that tends to be concerned with presenting
and testing models of effective leadership functions and behaviours
(Gunter, 2001). Reviewing the leadership literature, many similarities can
be found between classical and transactional / laissez-faire approaches.
To understand these similarities, we can refer to Bass' (1990) Full Range
of Leadership model. According to it, transactional leadership refers to an
exchange view of leadership. This style consists of several subscales,
namely, contingent reward, management-by-exception active and
management-by-exception passive. Interestingly, some authors refer to
management-by-exception passive as being similar to laissez-faire
leadership (Den Hartog et al. cited in Schyns and Sanders, 2004).
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Laissez-faire means that the leader refrains from showing leadership
behaviour of any kind. The most effective approach of the contemporary
ones is, according to Dansereau et al. cited in Geijsel et al., 2003), the
transformational. As Bass (1990) argued, transformational leadership
could be characterised as exceptional and is concerned with visions,
individual consideration, stimulation, and motivation.
RATIONALE FOR, AND SIGNIFICANCE OF, THE PROPOSED
STUDY
It is often assumed that the stronger the school’s organizational leadership
the most satisfied motivated and committed the staff members (Hussein
& Da Costa, 2008). Indeed, it has become almost a truism nowadays that
teachers’ feelings can be influenced by the headteacher’s leadership
behaviours. Unfortunately, many teachers have negative feelings towards
their job today because of the school’s leadership status (Rowland, 2008).
As a Cypriot employee, it seemed interesting to me to find out whether
this is the case for Cypriot schools too, and if yes, how teacher job
satisfaction, in relation to the headteacher leadership behaviours, can be
enhanced. Interestingly, a few studies have been implemented in Cyprus
on (1) effective school leadership (e.g. see Pashiardis & Orphanou, 1999;
Theophilidis, 1994; Constantinou, 2001) and (2) teachers’ job satisfaction
(e.g. see Zembylas and Papanastasiou, 2004), but this combinational kind
of research, namely the influence of school leadership behaviours on
teacher job satisfaction, has been, until now, clearly marked by its paucity
in the country. Thus, this research is hoped to contribute to that area by
empirically testing and evaluating those specific aspects of leadership in
primary schools which make for teacher job satisfaction and
dissatisfaction in Cyprus.
THEORETICAL FRAMEWORK
The study is based on a behavioural approach to leadership within the
frame of two theories: (1) transformational – transactional leadership
theory (Bass and Avolio, 1997) and (2) democratic-autocratic decision
making theory (Yukl, 2002). There are several reasons for focusing on
these two theories. First, transformational leadership theory is one of the
richest theories developed in organisation studies; it is a multifactor and
complex theory that takes into account the different facets of leadership.
Second, Bass’ theory proves to be relevant in different organisational
settings such as health, education and business. Third, transformational
leadership theory is often referred to by researchers and that is because of
the wide use of the standard measure developed by Bass and Avolio
(2004) called the Multifactor Leadership Questionnaire (MLQ). Forth,
the dimension of democratic (leaders behave democratically and allow
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subordinates to participate in decision making) versus autocratic (leaders
behave autocratically and discourage subordinates from participating in
decision making) leadership follows from very early experimental studies
of leadership styles (e.g., Lewin and Lippitt, 1938) and has been
developed since that time by a number of researchers (e.g., Vroom and
Yetton, 1973; Yukl, 2002; Eagly and Johannesen-Schmidt, 2001).
BRIEF PRESENTATION OF THE STUDY
The results come from a medium-scale research exploring
relationship between school leadership behaviours and teacher
satisfaction in Cyprus. The study was cross-sectional and
methodology used was a mixed one combining quantitative
qualitative methods. The research was implemented in two phases:

the
job
the
and

In Phase One, the ‘Responsive Schools for Satisfied Teachers’
Questionnaire –RSSTQ- was administered to full-time teaching and
administrative staff of all 17 public primary schools in the rural district of
Famagusta in Cyprus. The RSSTQ includes also the validated
‘Multifactor Leadership Questionnaire Short Form 5X’ (by Bass and
Avolio, 3rd Ed.) and ‘School Culture Audit’ (by DfES, 2004) and was
developed by me in order to gather also data about overall feelings of
satisfaction from work and demographic information.
Phase Two used a qualitative case study approach selecting only
four schools. Selection was informed by Phase One survey data, after
undertaking factor analysis using SPSS. Interviews with both teachers
and headteachers were contacted in each school. I also observed staff
meetings and school assemblies, to gather more data on the subject under
question.
Research instruments were pilot tested in one school in Cyprus in
2007 and the actual data collection was contacted between January - May
2008. 17 headteachers (self-rater form) and 280 full-time teachers (rater
form) participated in the research. Response rate was high (79% of the
whole population); 203 teachers and all 17 headteachers co-operated with
me for the purposes of this research.
The results suggest that a combination of transformational and
transactional
leadership
style
(Factor
analysis-first
factor:
Responsive/Charismatic Leadership) is dominant, whereas laissez-faire
and
corrective
leadership
(Factor
analysis-second
factor:
Corrective/Avoidant Leadership) style is the least dominant in schools
in Famagusta, Cyprus. Furthermore, I found out that in schools where the
headteacher displays a combination of transformational and contingent
reward leadership behaviours, and makes use of participative decisionmaking procedures, the majority of teachers feel satisfied with their job.
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On the other hand, in schools where the headteacher displays solely
laissez-faire or corrective leadership behaviours, and makes use of
autocratic decision-making procedures or delegation, most teachers feel
dissatisfied with their job.
DISCUSSION
This paper’s findings are discussed relatively to the educational and
socio-cultural context of Cyprus, and also with respect to theory, policy
and practice. Most importantly, the results identify and compare the
dominant leadership behaviours (leadership styles and decision-making
styles) of Cypriot headteachers as viewed by both headteachers and
teachers and also discuss how these behaviours can influence the latter’s
feelings towards their job. Limitations and recommendations are also
addressed for further research. An understanding of the newly developed
‘Responsive Schools for Satisfied Teachers’ model, which I created based
on the above mentioned Full Range of Leadership and Decision Making
Continuum, and its importance for teacher satisfaction, could lead to new
ideas for structuring formal and rigorous theories in the field of Education
in Europe and internationally.
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Abstract
In order to accommodate the needs of clients, counsellors working in rural areas
and small communities require specific knowledge and practice approaches to balance
the demands of living and practicing in the same domain. This presentation focuses on
ethical issues faced by psychologists practicing in rural areas and small communities with
regards to entering into and managing nonsexual dual role relationships. Mental health
professionals often face ethical dilemmas in their attempts to meet the needs of clients
while maintaining the clearly defined boundaries specified by provincial/state and
national governing bodies. This presentation offers research based ethical guidelines,
linked to current codes of ethics, intended to support mental health professionals working
in rural areas and small communities by setting forth consistent guiding principles in
order to maintain constant and reliable ethical standards of practice.
Presentation
An overview of a recent literature review will be examined in this presentation.
The purpose of this review was to identify and address the concerns and needs of
psychologists practicing in rural areas and small communities in regards to entering into
and managing unavoidable nonsexual dual relationships. In response to these needs,
guidelines were then developed. A comprehensive review of the literature was completed
in order to clarify the lack of guidelines specific to the practice of psychology in nonurban areas regarding entering into and managing nonsexual dual relationships. This
review of the literature then contributed to the development of clear, unambiguous
guidelines regarding the management of dual relationships as encountered by
psychologists practicing in rural areas and small communities.
Much of the literature regarding nonsexual dual relationships suggests that for
psychologists practicing in rural areas and small communities, such interactions are
unavoidable. Furthermore, while research suggests that psychologists find dual
relationships to be a significant source of stress, the review of literature revealed that not
only is there a notable lack of clear guidelines for psychologists encountering nonsexual
dual relationships, but those guidelines that do exist are biased against psychologists
practicing in rural areas and small communities.
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A number of pertinent questions guided the literature review:
(1) How are nonsexual dual relationships defined and what types of nonsexual dual
relationships do psychologists encounter? (2) How were the existing ethical guidelines
developed and implemented? And: (3) What, if any, informal or formal strategies exist
for managing dual relationships? The underlying aim of this project was to develop
guidelines that are sensitive and responsive to the complex nature of rural and small
community practice with specific regards to entering into and managing nonsexual dual
relationships. Based on the information gathered in the literature review, it was the intent
of the writer to put forth ethical guidelines that are relevant and applicable to those who
will utilize them.
The consensus of those who have worked in rural areas and small communities,
and those who monitor practice in those areas, is that while dual relationships at some
level are unavoidable the existing ethical guidelines regarding nonsexual dual
relationships are vague and ambiguous, leaving it up to mental health professionals to
develop their own strategies for managing such relationships. This lack of consistent
standards of practice leaves psychologists in a vulnerable position in a society where
litigation has become the solution of choice. Evidence suggests that as a result, many
mental health professionals work from a position of risk management, a mind-set that is
based on fear and at the very least may result in clients being denied forms of therapy and
interventions they would most benefit from.
It is believed that the information gained in this review offers strong evidence of
the need to provide training to students planning on entering the mental health
professions. Course work specific to the ethical dilemmas encountered in rural practice
would provide mental health professionals embarking on their career with a strong
foundation of knowledge as well as structured and consistent guidelines on which to base
their ethical decision-making process, facilitating an increase in accountability and
offering protection for consumers. The guidelines promote the development of a strong
working alliance, prompt psychologists to maintain boundaries that ensure confidentiality
and privacy are preserved, reduce the reliance on fear-based risk management practices,
and contribute to positive counselling outcomes. The intent of this project is to assist
mental health professionals in managing the dual role relationships inherent to practice in
rural areas and small communities, thereby avoiding ethical dilemmas and providing
quality care to clients.
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“A Head Start on Science” – Collaborating to Bring Sense of Wonder
Science to Young Learners in China
William C. Ritz and Wang Su
Introduction
It began with an unexpected e-mail invitation to visit China, and in November
2007, Project Director William Ritz and his wife became guests of the China
National Institute for Educational Research to share information about “A Head
Start on Science” with Chinese educators, and to learn about the education of
young children in that distant land. Our hostess in China, Associate Professor
Wang Su, arranged a very comprehensive visit which included participation in a
science education conference in Chengdu, visits to Kindergartens in Beijing,
Chengdu, Shanghai, and Suzhou, and an array of tours to acquaint us with the
very interesting people, places, and culture of China.
A reciprocal journey by Professor Wang Su in spring 2008 gave her an
opportunity to become better acquainted with science education in the US, as
she participated in a broad variety of observations and meetings in southern
California. These included visits to CSULB science education classes, to pre-K
classes at several nearby locations, as well as opportunities to meet with leaders
of MESA, the Science Olympiad, and other US science education projects and
centers. A major goal of these visits was that of establishing collaboration
between “A Head Start on Science” and CNIER’s Center for Science and
Technology Education in Beijing, directed by Associate Professor Wang Su.
In April 2008, a collaborative agreement between the two partners was signed in
Long Beach, which included:
•
•
•
•
•

Translation into Chinese of the “A Head Start on Science” Teachers Guide
for publication in China;
Establishment of an “A Head Start on Science” Dissemination and
Training Center in Beijing, under the leadership of Professor Wang Su;
Participation in “A Head Start on Science” Leadership Training by a group
of Chinese educators on the campus of CSULB during Summer 2008;
Sharing of implementation data by the Beijing Center with the CSULB
project staff; and
An initial Sino-American “A Head Start on Science” conference, to share
research and other implementation data, tentatively scheduled to convene
in Beijing in 2009, with a possible second international conference in Long
Beach a year or so later.
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The Vision Becomes a Reality
From June 30 – July 5, 2008, a group of ten educators from the Peoples
Republic of China convened on campus to participate in a 6-day workshop
designed both to acquaint them with CSULB’s “A Head Start on Science”
program and to prepare them to assume leadership roles in the dissemination of
this curriculum for pre-K children. At their request, visits to two early childhood
programs were incorporated into the workshop schedule. While visiting the
Brooklyn Early Education Center in East Los Angeles and the Escalon Head
Start Center in Altadena, participants were able to observe “A Head Start on
Science” demonstration lessons presented by one of our experienced workshop
instructors. Since a visit to Long Beach would not be complete without a “beach
party,” our visitors were carpooled to Bolsa Chica Beach late Thursday afternoon
to enjoy a typical southern California bonfire at the beach, replete with hot dogs,
corn on the cob, and special ”banana boat” treats. Throughout the workshop
activities, language barriers were efficiently eliminated by our very versatile
workshop translator. The workshop concluded on Saturday afternoon with a
typical “A Head Start on Science” graduation luncheon featuring pizza and other
goodies. Post-workshop evaluative comments were overwhelmingly positive and
enthusiastic.
Under the leadership of Associate Professor Wang Su, Director of the Science
and Technology Education Center in Beijing, the Chinese delegation plans to
demonstrate “sense of wonder” science to teachers and parents in China, with an
aim to establishing one or more Dissemination and Training Centers there.
Meanwhile, the “A Head Start on Science” Teachers Guide, currently published
by NSTA Press (affiliated with the National science Teaches Association) is
being translated in China, with publication there currently scheduled to take place
in March 2009.
The “A Head Start on Science” delegation included Kindergarten teachers,
administrators and college instructors from Beijing, Nanjing, Changzhou,
Hangzhou, Shenyang, and Lianyungang. From all indications, the participants
will be returning to their native land enthusiastic about the “sense of wonder”
approach to science for young children and eager to share their summer 2008
experiences with their colleagues. Current plans call for “A Head Start on
Science” Centers to be established in Beijing, Nanking, Shanghai, as well as in
the provinces of Liaoning and Shandong. Candid photographs taken during the
workshop appear well to convey the essence of the workshop: hands-on science
is great for both adults and children alike!
What is “A Head Start on Science?”
“A Head Start on Science,” now in its tenth year of, is a project aimed at bringing
meaningful and developmentally-appropriate science to young learners, their
teachers and their families. Initiated with the support of a grant from the US
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Department of Health and Human Services, the project has developed a
Teacher’s Guide of about 100 hands-on activities and a weeklong workshop
designed to prepare teachers for their work with young children. The project
chose as its theme, “encouraging a sense of wonder,” paraphrased from a
wonderful book by the eminent biologist, Rachel Carson. In Carson’s own words,
If a child is to keep alive his inborn sense of wonder ...
he needs the companionship of at least one adult who
can share it, rediscovering with him the joy,
excitement and mystery of the world we live in
Carson, 1956
Development of “A Head Start on Science” was guided by a set of “beliefs” or
assumptions about science for young children:
 Early childhood teachers build on the "sense of wonder" present in all children
 Young children learn about science through play
 Doing science comes naturally for young children
 The science processes children engage in are more important than the
learning of science facts
 Early childhood science teachers serve as "facilitators" of learning, as
opposed to “tellers” or "instructors"
 As children engage in science experiences, adults observe children's actions
and listen to their conversations so that they can follow children's leads
 Science processes occur in all parts of the classroom and outdoors, not just
at the science table
 Children are intrinsically motivated when they have materials to explore and
enjoy, have some control over their learning and become involved in science
processes
 A primary role of the early childhood science teacher is to provide an
appropriate learning environment and opportunities for children to explore,
represent, and share their discoveries
 Trial and error, and cause and effect are natural parts of the scientific learning
experience
 Science activities and materials need to be culturally relevant and part of a
child's everyday world
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 Every child, regardless of gender and ability, needs to have equal access to
science experiences
 Young children with disabilities are best served in classrooms where they are
involved in science processes along with typically developing peers
 Adults need to model excitement and enthusiasm when involved in science
processes and when planning and anticipating discoveries
 Children in early childhood programs where they engage in active learning
are more likely to succeed in school and in life than children who experience
more teacher-directed programs
 Peer modeling, lively interaction, and conversation are essential parts of the
early childhood science curriculum
 When talking to children about science, it is important to honor their choice of
words
 In early childhood classrooms there should be a balance between childinitiated and teacher initiated science activities
 Effective early childhood teachers must be effective parent educators who
involve families in their children's science activities
As now published by NSTA Press, the “A Head Start on Science” Teachers
Guide is comprised of 89 hands-on activities which have been thoroughly field
tested by Head Start and other teachers of young children. The activities, which
center on a variety of explorations of the child’s everyday world, emphasize
process skills and concept development rather than factual knowledge and
vocabulary. Activity topics are drawn from all areas of science, and the activities
are correlated with Head Start Outcomes, as well as national and state learning
standards. The materials used in the activities are those commonly found in
early childhood classrooms or are readily available. True to the project’s strong
belief in the importance of parental involvement in the child’s education, each
activity includes so-called “Family Extensions,” written in both English and
Spanish. And, in keeping with the project’s commitment to teachers and parents
acting as “facilitators” rather than “tellers” as science engagement occurs, the
activity format includes sample open-ended questions intended to help them
better to operate in this manner.
The overall goal of “A Head Start on Science” professional development
workshops is to make teachers comfortable, confident, capable and enthusiastic
about providing developmentally-appropriate “sense of wonder” science to young
children. To this end, the project offers five full days of hands-on activities, both
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in the classroom and within the local environment. Several aspects of the
workshop design are intended to encourage “back-home” implementation of the
activities after teachers complete the workshop: (1) each participant leaves the
workshop with a tote bag containing about $100 worth of start-up science
supplies, and (2) local implementation is further encouraged by offering
participants an opportunity to earn CSULB Science Education credits. To quality,
participants are required to teach lessons to their children and reflect on those
experiences by reporting back to the Project. Because we believe that
authenticity is vital, the workshop instruction staff always includes experienced
pre-K teachers who understand the challenges of working on a daily basis with
young learners.
Designing and Implementing a Bi-Lingual Workshop
Obviously, a workshop designed for a delegation of educators from China
needed to be different from our traditional ”A Head Start on Science” workshop.
Differences included:
•

Modification of the design so as to make it a “trainer of trainers” type of
workshop. The instructional plan was adjusted to provide participants not
only with knowledge and experience in using “A Head Start on Science”
with young children, but also to prepare them to carry out training of
teachers upon returning to China;

•

Removal of the “credit” option for participants, since our visitors had no
need for, or interest in, earning US University credits. However,
participants will still provide feedback detailing their experiences in sharing
“A Head Start in Science” in China;

•

English language versions of the complete “A Head Start in Science”
Teachers Guide were not provided; instead, translations into Chinese of
the activities actually carried out during the workshop and all workshop
handout materials were made available as the workshop unfolded
(Chinese language versions of the Teachers Guide are scheduled to
become available in March 2009);

•

Tote bags of science materials were not provided to the participants
during the workshop, since doing so would have required them to carry
such materials back to China;

•

Visitations to US pre-K classrooms were incorporated into the workshop
agenda at their request, to help our visitors to better understand how
American early childhood is carried out;
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•

A fulltime translator was provided by the project, and she took up
residence in University Housing during the entire workshop in order to
provide visitors with complete access to her services.

The strongly-expressed interest in inserting what became a day’s worth of
“school visitations” into what was already a rather full 5-day workshop design
became a considerable challenge for workshop planners. To begin, the
workshop was scheduled to take place in early July of 2008. Most schools are of
course not in session at that time, and many Head Start and other pre-K sites are
closed during the first week of July to give teachers a holiday. We were however
able to identify two sites that were in session on July 2nd – one located in East
Los Angeles and another in Altadena. They welcomed a visit from our Chinese
visitors and we agreed to provide demonstration “A Head Start on Science”
lessons at both locations. A pubic park located near the first site served as a
comfortable location for mid-day lunches during this day away from campus
Inclusion of site visits effectively took away a full day of instruction from what was
already a full 5 day workshop design. This problem was addressed by extending
the workshop by a day, and it now closed on Saturday, July 6th. Our instructional
staff agreed to give up their 4th of July holiday to enable a complete workshop
experience for our guests.
Carrying out workshop activities with an interpreter as a go-between takes a little
getting-used-to. However, since the “A Head Start on Science” workshop
focuses so strongly on hands-on, direct experiences with materials, much of the
pressure to communicate effectively through oral language was minimized.
Soon, instructors and participants alike learned to give our interpreter timely and
sufficient pauses to facilitate the flow of information, directions, and questions.
An observer could sense an increasing comfort level on the part of everyone as
the days progressed. One could also not help but notice how the initially
somewhat reserved participants gradually became much more involved and
enthusiastic about the workshop activities. Since the workshop design
emphasizes a great deal of collaborative learning and interaction among
participants and with the instructional staff, a growing sense of esprit de corps
became evident as the week progressed.
Assessing the Effectiveness of the Workshop
Formative assessment is ongoing throughout “A Head Start on Science”
workshops. A practice incorporated into the workshop design from the beginning
is one we call “Gots and Needs.” Participants are provided “post-It” notes and
are encouraged – at any time on any day – to write a note to the staff under one
or both of the two categories. “Gots” are used to express any “aha!” moments or
special insights they feel they received. “Needs” are obviously a way of
expressing something they feel is lacking, or something they want us to do,
explain, or attend to. There is a special place (usually on the door) for the notes
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to be posted whenever a participant wishes to do so. There is no requirement
that the writer be identified. Each day when the participants depart, the staff
convenes to read and decide how to deal with each and every note which was
posted. “Gots” obviously help us to know and understand what participants are
getting from each day’s agenda of activities. As “Needs” are shared with the
staff, decisions are made about how each item will be addressed, as well as
when, and by whom. Each morning begins with the previous day’s “Gots and
Needs” which are openly shared with the group. By the time this phase of the
morning has been completed, everyone has a better understanding of both our
progress and yet-to-be addressed issues.
Language and cultural issues were gradually overcome as the workshop
progressed. Participants became increasingly more at ease with this approach -quite different from the norm in China (and probably in the US as well!). In fact,
verbal feedback from the participants indicated that the entire workshop
approach – that is, an approach centered on hands-on, individual and group
activities -- was very different from the approaches more commonly encountered
in their native land. In all fairness, of course, much of the in-service education
provided teachers in the US tends also to focus on lecture-based presentations
offered by experts.
Almost all of the workshop activities were videotaped by our Chinese
collaborators, in part to document the activities and approaches employed at
CSULB, and as well to help the participants to carry out similar in-service
offerings upon returning to China. Those tapes will also be carefully scrutinized
by our workshop staff as a way to help us learn how we might improve future
workshops. As mentioned above, it is planned that another contingent of
educators from China will come to Long Beach next summer for yet another “A
Head Start on Science” workshop.
“A Head Start on Science” summer workshops are typically evaluated through
use of a simple, one-page end-of-workshop assessment form, a copy of which is
appended (See Appendix A). Informal in design, It simply asks participants to
provide a Likert-scale overall rating of the workshop and then requests that
respondents list 3 things about the workshop they found most helpful as well as
their suggestions for improving the workshop. Although the identical form,
translated into Chinese, was used with the CNIER participants, it was decided
that more specific feedback regarding the main elements of the workshop would
be useful. Participants were asked to respond to the more detailed postworkshop survey upon their return to China (see Appendix B), and a summary of
these data will be provided at the conference.
Quo Vadis?
Feedback to date from our Chinese collaborators seems to indicate that our work
together is likely to continue, and perhaps even expand in the future. Publication
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of the “A Head Start on Science” Teachers Guide appears on track. The latest
estimate calls for publication next spring. Meanwhile, there are preliminary
indications that some of our instructional staff may be invited to travel to China to
train another group of educators in Beijing late in 2008. We remain in frequent
contact with our collaborators at the China National Institute for Educational
Research, and it has been agreed that data regarding the training and
implementation of “A Head Start on Science” in China will be shared. And, plans
to bring another contingent of Chinese educators to CSULB during summer 2009
also remain under discussion.
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APPENDIX A: End-of-Workshop Feedback Form

July 5, 2008
Dear Ray, Deborah, Isabel, Loida, Rebecca,
Maria, Sue and Bill:
Here’s how valuable I feel this workshop was for me:
1------------------2-----------------3------------------4------------------5
Of no
Some Value
Extremely
Value
Valuable

Here are three of the most important things I got out
of the Institute:

1.

2.

3.

How might we make this an even better workshop
for you?
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APPENDIX B: SUMMER 2008 / CNIER WORKSHOP FOLLOW-UP SURVEY
Use this scale for most of the following statements. Please insert the number
best representing your reaction to the statement in the box following the item.

1--------------------2--------------------3--------------------4--------------------5
Strongly
Agree
Neutral
Disagree
Strongly
Agree
Disagree

I plan to use the activities and approaches learned during the LB workshop to:
• Help young children to learn science
•

Help teachers learn how to facilitate science learning in young children

An excitement about and a positive attitude toward teaching science to young
children prevailed throughout the LB workshop.

The LB workshop leaders and staff listened carefully to the participants and
adjusted the workshop activities to meet the needs of the participants.

The workshop provided a good balance between science, approaches to
teaching and learning science, and understating the needs of young learners
and their teachers.

I look forward to staying in touch with the “A Head Start on Science” project
and its staff in the months ahead as I plan and teach science to young children
and/or their teachers.

I feel confident that I will implement most of the approaches and activities I
have learned about during the LB workshop.
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I now have a better understanding of teaching and learning practices which
are effective in helping young children and their teachers to use the processes
of science (such as observing, sorting, and communicating).

I did not receive as much help as I needed or wanted from the workshop staff
to prepare me for effectively teaching young learners and their teachers how
to do science.

The specific activities and issues presented by the workshop staff were
appropriately presented and sequenced.

I will strongly recommend this workshop to a colleague.

The workshop staff presented great ideas for science instruction, but did not
model them for us.

The workshop activities stimulated creativity among the workshop
participants.

Workshop participants were introduced to the most recent and innovative
approaches to teaching science to young children and their teachers.

Workshop discussions were intellectually stimulating and helped participants
to develop their own personal approaches to science teaching and learning.

The atmosphere during the workshop was supportive and up-beat.
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The activities of this workshop helped us to develop a sense of
“togetherness” that will help us to work more effectively with each other in the
months ahead.

I found the visits to the CSULB “Science Learning Center” and the Japanese
Garden to be very interesting and informative.

Our session in the CSULB computer lab will help me to gain access to further
information about “A Head Start on Science” and will help me to stay in touch
with the Project.

Please rate the housing accommodations you experienced on the CSULB
campus (at International House, including dining services). Please enter “n/a”
if were NOT housed on campus during the workshop.

Please rate the Thursday afternoon / evening “Beach Party.”

The Wednesday visits to early education centers in Los Angeles and Altadena
helped me to better understand pre-Kindergarten education in the United
States.

The science demonstration lessons presented (by Sue Bixler) at the early
education centers helped me to better understand the “A Head Start on
Science” approach to working with young learners.

Overall, what did you find to be the most valuable workshop session or
activity?
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
_______________
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Which workshop session or activity did you find to be the least valuable?
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
_______________
How well were your personal expectations for the LB Workshop met? Please
explain
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
_________________________

What suggestions can you offer to make the LB workshop experience more
effective, if offered to educators from China next year?
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
______________________________
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7th Annual Hawaii International Conference on Education
“Cross-disciplinary areas of Education”
“Reports on issues related to Teaching”
- Paper Session 1. Title: “Training the Next Generation of TCs - A New Approach to Professional
Development” (ID Number 1212)
2. Name of Authors: Paul Nagel, PhD and Vicky Gentry, PhD
3. Affiliation: Louisiana Geography Education Alliance; College of Education,
Northwestern State University
4. Address: 998 South Jefferson Dr., Natchitoches, LA 71497
5. E-mail address: nagelp@nsula.edu; gentryv@nsula.edu
6. Abstract:
With funding from the Louisiana Board of Regents, the Louisiana Geography
Education Alliance approached 'Teacher Consultant' training from a different angle. Preservice and In-service teachers were targeted for a year long series of professional
development that would earn the participant the title TC. Learn about a unique way to
reach and maintain alliance teacher consultants. In addition examples of successes and
pitfalls of this professional development approach for teachers will be shared.
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Do as I Do: Meeting the Needs of Practicing Teachers using Differentiated Instructional
Techniques

This study is a work in progress that looks at the perceptions of practicing general and special
educators who participated in summer workshops on Differentiated Instruction. The two-day
workshops were conducted by two Midwestern university faculty members of special education
teacher education. The faculty members presented information on Differentiated Instruction (DI)
and Universal Design for Learning (UDL) using DI techniques, case studies and hands-on
activities. Approximately 120 k-12th grade educators attended either the elementary sessions or
the secondary sessions at two separate locations. The first location was a mid-sized university
city, which drew in teachers from the local and nearby rural school districts. The second
workshop location was in a larger urban city and drew in teachers from urban school districts.
Pre- and post- test data were collected with preliminary results indicating that overall, there were
significant changes in teacher perceptions for a number of variables. These perceptions include
changes in their own abilities to meet the needs of their diverse student populations and ability to
work collaboratively with special educators.

The large numbers of teachers who attended the workshops are a reflection of our changing
general education classrooms. Specifically, reports by the Study of Personnel Needs in Special
Education (SPeNSE, 2000) indicate that an average general education classroom may contain
three to four students identified as having a disability. Further, with the implementation of
NCLB (2001), all students are required to have access to the general education curriculum and be
assessed using general education standards. The concern of meeting the needs of these
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increasing and diverse learners in the general education classroom is paramount.
Additional Panel discussion points:
 What is the significance of differentiating the format of the workshop information?
 Is “zone of proximal development” also important for teacher in-services?
 What about modeling and UDL in our own teaching?
 Is DI the way to bridge the gap between general and special educators?
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An Adventure Game for Learning Music Theory

Cindy Clark
Harmony's Quest Ltd.
#105 Advanced Technology Centre
9650 - 20th Avenue NW
Edmonton, Alberta, Canada T6N 1G1
cindy.clark@harmonysquest.com
Debra Greig
ShirWin Knowledge & Learning Systems Inc.
#105 Advanced Technology Centre
9650 - 20th Avenue NW
Edmonton, Alberta, Canada T6N 1G1
debra@shirwin.com
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Project Background
The educational community is currently experiencing a technological paradigm shift. Computers
are increasingly employed to connect learners with applications that offer customized, immersive
learning opportunities that would have been unimaginable in past years.
One educational field which has not yet benefited from such applications is music theory. Despite
the changes that the educational community has experienced over the last decade, the teaching
approach toward music theory remains entrenched in outdated and static means.
Part of the problem with current music theory instruction is that it is designed to facilitate the goal
of learning to play a specific instrument. Theory is merely a requirement, a stepping stone, to that
goal. Accordingly, the theory itself is insufficiently explained, and its concepts are set up to be
memorized, not understood, by the learners. Further, the methods that are used to encourage
this memorization are not engaging for students. The exercises in most theory workbooks are
simple drill-and-rote routines with very little explanation to support the concepts they are
supposed to be teaching.
The overall result of this antiquated approach is a group of music students who cannot properly
read, let alone compose, pieces of music. This limits the potential of these students in the music
world. Thus, the need exists for an updated teaching approach that truly teaches music theory
concepts.

The Vision
Our vision is to create a computer application that will take students on a journey which will guide
them step by step through the maze of music theory. The player must demonstrate an
understanding of music theory concepts in order to progress through the game. The application
will find learners engaged with the concepts they are working with, and not routinely memorizing
them without a thorough understanding of the frameworks which support these concepts.
The desired outcome of Harmony's Quest was the creation of an innovative, interactive learning
tool to improve the educational opportunities of music theory students, and further their musical
careers through a thorough understanding of music theory concepts.

Project Objectives and Results
Recognizing the need for a new instructional paradigm emphasizing active learner participation
and hands-on experience, we aimed to design an architecture around interactive lessons, practise
situations, and engaging game play.

2
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To develop a learning system that offers the concepts of music theory in a fun and interactive
environment, we needed to weave learning activities into the story, that will hopefully engage
learners of both genders, and support currently-accepted learning practises. Finally, we needed to
provide key components for fun game play, within the context of strategic learning.
The project was to go forward in two phases using an existing third party game engine which was
to support the graphics, animation, and physics for immersive game play. The product of the first
phase was to be a playable level based on Chapter 1 of the story Harmony's Quest.

Rationale
The technology is designed to support learning, and accordingly, the learning must be tightly
integrated with the technology such that they are not independent, but comprise a cohesive unit.
Parents and educators alike recognize the need to teach music as a means of developing critical
thinking skills which are vital to a child’s educational career. However, many educational materials
for teaching music are unimaginative, boring and primarily taught through workbooks. The
founder of Harmony's Quest has been teaching music theory since 1985 and has consistently
found that students dislike learning
musical theory. Many students
dropped out before getting an
adequate foundation in music theory,
and as a result, limited their potential
for future growth.
Harmony’s Quest, a 3-D action
adventure game, takes a completely
different approach to teaching music
concepts. The game is designed as a
full adventure game in the style of
role playing games such as
Neverwinter NightsTM and Baldur’s
GateTM. Harmony’s Quest is designed
to teach the entire Royal
Conservatory of Music’s theory
concepts. Simply by playing the
game and completing the "Quests",
the player will gain extensive and
complete knowledge of the full Royal
Conservatory of Music curriculum.

Illustration 1: The Components of Harmony's Quest

The key innovation for this project is
the re-purposing of the traditional video game environment. Typically the objective of a video

3
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game is entertainment. In the majority of cases, unless the game is strictly a game of chance
(such as VLT's), there is some opportunity to acquire knowledge. Often the knowledge acquisition
is required in order to progress in the game, or it is a by-product of the entertainment. In serious
games the purpose of the game is educational, with entertainment being the by-product.
Illustration 1 above shows the components of a typical video game. At the core of any of today's
electronic games is the game engine. The engine handles the graphics, storyline, and the play
mechanics of the game, providing an integrated experience to the user.
The outer circle, the learning component, will add to the existing core technology to change the
behaviour of the selected game engine to provide learning theory, instructional content,
performance feedback, and coaching, as part of the interactive game play.
In addition to changing the traditional purpose of video games, from entertainment to education, we will be
modifying the behaviour of the game engine to handle content suitable for children rather than its intended
PG 13 market.

The Story of Yeroth
The game begins in Yeroth, a land of silent mystery,forgotten in
time. It has long been rumoured that the village of Tempoton holds
secrets, and many have believed that they would be the ones to lift
the ancient curse that had hung over the kingdom for many years.
The yearly Harvest Festival of Music once filled the land with
singing and dancing, uniting the young and old alike. Queen
Audrey and King Esmond led their subjects in the days celebration
writing, conducting, and performing music with the help of the
royal musicians. People from all over the kingdom came to enjoy
the festivities. Magical creatures, such as the dragons that
patrolled the skies, and the beautiful fairies, that gave light and
hope to all, were also in attendance. In the hills the trolls hid away
from the sounds of music that would soften and civilize them. The
highlight was the arrival of Harmony, Queen of the Fairies. She
would impart her wisdom to the King and Queen and their
subjects.

Harmony, Queen of the Fairies

Without warning, a mysterious plague ripped through Yeroth claiming all with musical knowledge.
Young Prince Kinsey, the only living heir, was overcome with grief and depression as he faced a
life without his family, or the joy of music. Without the magical protection of music, the Trolls
invaded the castle and captured Harmony, encasing her for eternity. Darkness engulfed the castle
and the land, as all magical creatures fled into hiding, and the young Prince was never seen again.

4
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The Lords of the villages, desperate to regain
the kingdom, organized quests to defeat the
Trolls and free Harmony. All attempts failed,
leaving Yeroth with only depression, fear and,
silence. Each year the villages hold
competitions to select their most eligible
candidate to defeat the trolls and free Harmony.
This year is no exception, and five young
questers set out to restore music to the
kingdom, and take their rightful place upon the
throne.

Player Encounters the First Challenge

The Game
The emerging popularity of serious games brought with it a new acceptance for using this
common entertainment medium as an authentic substitute for traditional music theory instruction.
Building on the platform of Bioware Corp's Aurora engine, Harmony's Quest offers learners an
alternative environment in which to experiment with and apply newly acquired theoretical
knowledge.
The game has five instructional components:
●
●

Teaching
Practise

●

Application Quizzes
Concept Quizzes

●

Comprehensive Exams

●

A teaching component offers theoretical
explanations of basic music concepts. Here we
are using poems to describe physical and musical
attributes of the fermata. We also use this
technique to describe notes, rests, etc. The
poems will always be accessible in the player's
inventory so they can review if necessary.
Teaching Component: Poem

5
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The Dynamics Gallery is another example of a
teaching component. When a player approaches
the pedestal he or she will hear the Italian term
pronounced at a volume relative to its actual
dynamic. For instance, the word piano, the
Italian term for “quit”, will sound much quieter
than the word fortissimo, the Italian term for
“loud”.
Teaching Component: Dynamics Gallery
The practise components allows the player to experiment with the theoretical concepts they learnt
in the teaching components using a variety of simulations and models depicting alternative ways
of looking at the theoretical concepts of music.
The Factory is an example of a practise component. The player may select the type of note or rest
to manufacture. In our example we are manufacturing quarter notes. Notice the two metronomes
on the screen. The top metronome plays at the tempo of the selected Italian term. The bottom
one plays at the tempo of the selected English definition.
In order for the factory to begin manufacturing
the selected note or rest, the player must
match the Italian tempo name with its English
definition. Correctly matching the Italian term
with its English definition syncs the two
metronomes and the device begins
manufacturing the selected note or rest.
Choosing a “faster” tempo will cause the notes
to be kicked off the conveyor belt at a faster
rate.
Above the two metronomes is a beat counter,
which counts to four and shows the player how
many beats their chosen note or rest takes to
be manufactured.

Practise Component: The Factory

6
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The modifier room is another example of a practise component. We have coined the term modifier
to mean a dot, tie, or fermata, which, when appropriately applied to a note, alters its duration.
To learn about the use of modifiers, players experiment in the Modifier Room, making boards for
use later in the game. Players can attach a dot to
any note. Beyond dots, the player can tie two or
more notes together to create a sound of the
desired duration. The player can also apply a
fermata to any note.
Notice that when the modified note is played the
note lights up for the appropriate number of
beats. Next the dot, tie or fermata lights up
indicating its contribution to the overall duration.
Pressing the “Fermata hold” button for the
desired amount of time allows the player to
create a board of that length.
In the background the player hears the sound of
an electric saw, which lasts the duration of the
Practise Component: The Modifier Room
modified note. The sawing sound signifies that
the machine is sawing boards the lengths of the player's modified notes.
Application quizzes test the player's ability to apply what they have learnt. Unlike in the practise
components, player error in the application quizzes has an impact on their musical health within
the game. If the player's musical health gets too low, they will be returned to the appropriate
practise area for remedial assistance.
The Train is an example of an application quiz
for tempo. The player is expected to set the
speed of the rail car according to the posted
speed limits indicated by an English definition.
To do this the player chooses from the levers
displaying the Italian terms.

Application Quiz: The Train

Matching the speed correctly moves the rail car
along the track to its destination, further
increasing the player's musical health. Failing to
select the correct Italian term for the posted
speed decreases the player's musical health and
ultimately returns the player to the point of
origin, where they must begin again.

7
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The Bridge is an example of an application quiz
for modifiers and note durations. In order to
cross the river, the player must construct a
deck for the bridge.
Using the boards cut in the modifier room,
players place boards of appropriate length to fill
the gaps according to the blueprint. The boards
are grouped on the left according to note
duration. Placing their mouse pointer over a
group describes the length of the board in notes
rather than in numbers. For example, the
player must know that a board showing a
dotted whole note will fit in a space on the
bridge indicated by the number 6 on the
blueprint.

Application Quiz: The Bridge

The yellow Bridge areas are gaps needing
boards and are labelled with the beat duration
they need. Matching the correct note boards to
the same length of gap in the bridge will
complete the bridge. Players may need to
return to the Modifier room to make more note
boards if they do not have the appropriate
lengths available to them.
Once the player has correctly completed the
bridge, they can safely cross to the other side of
the river and continue with their quest.
Application Quiz: The Bridge Blueprint

8

2009 HICE Proceedings
Page 707

Concept quizzes are another game component, which allow players to test their theoretical
knowledge. After the player has learned the material in the teaching areas and have practised
their knowledge of the concepts, they test their understanding of the concept quizzes.
Various characters in the game will periodically
appear to offer concept quizzes. Correct answers
result in additional musical health points as a
reward. Incorrect answers will result in a
decrease in musical health and a reminder of
what to review for next time.
The final game component is the comprehensive
exam, which will allow the player to move to the
next level in the game. The comprehensive exam
for the first level requires the player to
demonstrate their ability to apply their knowledge
of notes, rests, modifiers, durations, tempos, and
dynamics.
Firstly, the player must select the appropriate
Concept Quiz: A Fairy
English definition corresponding to the Italian
term on the displayed music. This sets the tempo for the music. The player will play the music by
pressing keys in time with the metronome and holding the note for the correct duration. Rests
durations are achieved through a lack of keyboard depressions.
Specific keyboard keys are assigned to each of the six studied dynamics. To demonstrate
understanding of dynamics, the player uses the appropriate dynamics key to play the music at
the indicated volume.
After each piece of music, the player's
performance will be evaluated on three areas,
tempo, dynamics, and duration. Each note will
get a green check mark if the player started
and ended the note or rest on time and a red X
if the player started early or late or did not
hold the note or rest for the specified duration.
Errors in dynamics and tempo are also
indicated on the screen for the player's
information. All errors result in decreased
musical health. Increases are enjoyed by
players who perform the music correctly.
Comprehensive Exam: Notes, Rests, Modifiers, Tempo,
and Dynamics

9
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Workbook
The workbook is an independent product in
the Harmony's Quest series. It may be offered
as a supplement to the 3D interactive
adventure game, but could also be used as a
separate product.
Further, calling this a workbook may be
misleading. The book is simultaneously a
storybook, a textbook and a workbook. The
workbook tells the story of Harmony's Quest
from the perspective of the its characters. In
contrast, the 3D interactive adventure game
tells the story from the player's, or student's,
perspective. The story may be offered as
either a full-colour storybook or as a graphic
novel.

Graphic Novel Version
The instructional sections of the workbook
emphasize the underpinnings of music theory and
provide explanation of why things are done the way
they are. Alternative explanations for difficult ideas
are explored using real world examples.
Practise sections allow students to develop their
music skills as they understand how the musical
symbols are written. They also learn how the
components of music relate to each other.

Storybook Version

10
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The workbook uses instructional areas to explain the
concepts necessary for reading and playing music.
In these two examples we are showing segments of
the workbook reviewing fractions The book uses
examples that the learner can relate to.

Workbook Instruction: Fraction Review

The workbook also uses analogies to explain the
music concepts in terms of the real-world things so
that the learner can see the relationships in terms
they understand.

Workbook Instruction: Comparison of Examples

11
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The workbook offers a variety of exercises and quizzes
to allow the students and their teachers to evaluate
their understanding of the theoretical concepts and to
pinpoint areas of confusion.
A variety of approaches, including fill-in-the-blanks,
matching games, and crossword puzzles, are used to
add interest to the experience.
Music teachers might use the Harmony's Quest
workbook as a supplement to the game or as an
independent way of evaluating their students'
understanding of the concepts.

Workbook Exercise: Note Math

Workbook Exercise: Word Scramble

Workbook Exercise: Crossword Puzzle

12
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Psychological Outcomes in Adults with Previously Undiagnosed Learning
Disabilities
C Makovichuk, M Mrazik & S Bender
Research on children with diagnosed learning disabilities generally identifies these
individuals to be at risk for difficulties in their psychological and adaptive functioning.
There are various etiologies to these difficulties due to endogenous and exogenous factors
and the interaction between the two. Several studies (i.e. O’Brien, 2001) have provided
evidence of increased psychopathology and difficulties with adaptive functioning in
children with LD. The long-term psychological consequences of undiagnosed learning
disabilities are not well understood in adults. Therefore, the current study examined 62
adults (age 18 to 51) who were evaluated at an outpatient university clinic. All subjects
had been referred by a career counselor who suspected the adults to have an undiagnosed
learning disability. Subjects completed a detailed clinical interview and psychoeducational assessment including a detailed assessment of psychopathology. All subjects
met the DSM-IV criterion for LD. Results suggested an incidence of Major Depressive
Disorder to be more than double the typical rate of MDD in the normal population.
Furthermore, there was also evidence of symptoms related to anxiety disorders in a large
proportion of the subjects. Overall, results provide substantive evidence of psychological
outcomes in adults with LD. These findings have implications for the treatment and
supports required by adults with previously undiagnosed learning disabilities.

Cameron Makovichuk
23033-665 St Albert Rd
St Albert, AB
T8N 3L3
CANADA
cameron.makovichuk@ualberta.ca
Martin Mrazik
Assistant Professor
Department of Educational Psychology
6-102 Education North
University of Alberta
Edmonton, AB
T6G 2G5
CANADA
mmrazik@ualberta.ca
Stephanie Bender
Department of Educational Psychology
6-102 Education North
University of Alberta
Edmonton, AB
T6G 2G5

2009 HICE Proceedings
Page 712

CANADA
slbender@ualberta.ca

2009 HICE Proceedings
Page 713

Findings on a Four-Criteria Outcome Model of Technology Integration
Donna Odle Smith
University of Houston
College of Education
Curriculum & Instruction
odlsmith@uh.edu
Abstract: How do teachers use technology and what promotes its use? What needs to be
present for teachers to integrate technology use into their work day? This study employed a
four-criteria outcome model of technology integration to examine factors related to
teachers’ computer access, use and attitudes. Data were gathered through a reliable multilevel instrument which was developed and validated for this study. Multiple regressions
were used to study the relationships of three categories of items that may contribute to
technology adoption and integration: (I) Home/School Factors, (II) Technology Attitudes,
and (III) Competency, or skills acquisition.

Introduction
Historically, teacher adoption of technology has been described as slow (Marchinkiewicz, 1993;
National Center for Education Statistics, 2000), and attributed to factors such as teacher attitude (Clark,
2000; Ertmer, Addison, Lane, Ross, & Woods, 1999), anxiety (Christensen, 2002; Hong & Koh, 2002),
and fear (Rosen and Weil, 1995). Researchers described individual teacher traits (Gardner, Discenza, &
Duke, 1993,) or personality types (Rude-Parkins, Baugh, & Petrosko, 1993) as barriers to use, while still
others suggested that teachers reject newness and change (Bitner & Bitner, 2002; Dias, 1999; Saye,
1998). Time and technological advancements have enabled a perceptual shift of attention toward the
effective and appropriate integration of technology in education. Ideally, this integration would reflect a
combination of content and pedagogical knowledge along with the technological knowledge (Pierson,
2001). Recognizing this shift in emphasis, researchers continue to look for new ways to gain insights into
teachers’ instructional uses of technology, (Bebell, Russell, & O'Dwyer, 2004).
Method
Conceptual Model
This study focused on revealing relationships that lead to teacher use and involvement with
technology (technology integration). Factors in the study were analyzed against the outcome of
technology use, described by four categories of technology integration: (1) Technology as a management
resource, (2) Technology as a topic, (3) Technology as content delivery, and (4) Technology as lesson
support. (Figure 1)
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Figure 1: Conceptual Model for Factors Influencing Technology Integration

Home/School Factors
The first set of variables was composed of circumstances (other than teacher traits) that were
expected to predict teachers’ technology adoption and use. The independent variables are described as
follows:
Computer Access:
Computer access was sub-classified into categories of location. It included office, lab, classroom,
and home access.
Network Access
Network access was sub-classified into five categories. In addition to office, lab, classroom, and
home access, a fifth category regarding laptop access was added.
Peripherals Access
Peripherals are items or hardware that may be combined with computer technology to increase
capacity, productivity, or usefulness of the computer.
Time
Time is a strategic issue for both computer use and for learning computer skills. It can also be a
factor involved in using technology in the classroom.
Training
Training may be delivered formally to a group, as in a classroom or workshop setting, or even
one-on-one. It was further sub-divided for type, availability, location, quality, quantity, and duration.
Technical support
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Technical support refers to technology support outside of a standard training situation. It may
involve trouble-shooting hardware and software problems, or provide “just-in-time” support for technology
users. It was also sub-divided for type, availability, location, quality, quantity, and duration.
Organizational attitudes and support
Organizations may voice or demonstrate support for technology in various ways. How the
institutional support for technology was perceived was expected to play a role in whether or not teachers
embrace technology.
Technology Attitudes
A second domain of major influence in the proposed model was that of computer attitudes.
Several sub-categories of computer attitudes were adopted from the literature. Additional variable were
added to measure teacher attitudes on the value of technology in education, and impact of those attitudes
on specific classroom uses of technology
This second section in the conceptual model anticipated that computer attitudes are significantly
influenced by the presence of individual or combined home/school factors. There are four dependent
variables which will be explored as descriptive of computer attitudes.
Self-efficacy
Self-efficacy, or the belief in one’s ability to perform or learn a task, can contribute to adoption or
rejection of technology.
Professionalism
Feelings of career importance and competency are found in association with the attitude of
professionalism in teaching.
Collegiality
Sharing of resources and information, together with a feeling of community, are elements of
collegiality.
Value of technology in education (Vision)
This factor was included in the model to assess whether teachers believed that technology is
useful to the field of education. It also addressed whether teachers had a vision of how technology can be
useful to the field of education.
Technology Use
The third section in the conceptual model represents the teacher level of technology competency,
or skills acquisition.
Competency
The teachers’ knowledge base was assessed to gain insight into skills acquisition.
Four Levels of Technology Integration
The dependent variable of technology integration was sub-divided into four categories organized
to describe classroom situations in which teachers commonly interact with technology. The conceptual
model’s four categories of technology integration are described below.
Technology as Management Tool
Technology can be useful for many ordinary business tasks. It is very efficient at record keeping
and many types of information management. In addition, networks provide both communication and
resources with email and the Internet.
Technology as Topic of Study
Some types of technology use center around learning how to use the technology. An example
would be teaching a class how to use an application like PowerPoint or Inspiration.
Technology as Content Delivery
Many useful types of technology use can deliver lesson content. These may include PowerPoint
presentations, on-line tutorials, content software, or informative Web pages.
Technology as Lesson Support
Sometimes technology can take a back seat to a traditional lesson, but still be employed
throughout the lesson. In this instance, technology is used to support individual points of a larger lesson.
It does not necessarily deliver the main lesson content, nor does it necessarily require significant lesson
time for using technology.

2009 HICE Proceedings
Page 716

The study anticipated that the four outcome measures of technology integration will be affected
by teachers’ home/school factors, computer attitudes, and competency
Results & Discussion
The Survey of Teacher Perceptions and Attitudes on the Acquisition of Technology was returned
by a sample population of 655 K-12 classroom teachers attending local and statewide professional
development workshops. Data analysis included multiple regressions of variables within the three
categories of the conceptual model against the four outcome variables of technology integration (Figure
2).

1

2

business
use
Home/School Factors
use at home
home access
school access
desk access
lab access
classroom access
peripherals access
use at work
training
tech support
district/campus support
district/campus requirement
Technology Attitudes
technology comfort
teaching efficacy
peer training
collaboration
integration vision
teaching & learning benefit
Competency
broad practical ability
Internet & Web skill
spreadsheet skill
ebroad email skill
* p < .05

** p < .01

teach
proper

‐.011
.104*
‐.007
.066
.091*
‐.018
.110*
.092*
‐.228***
.123*
‐.047
.081†

.030
.047
.073†
.023
.014
.111*

.327
.113
.982
.110
.416
.910

.054
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Figure 2. Standardized Regression Coefficients for All Outcome Variables
Technology integration was sub-divided and defined as the use of: (1) Technology as a
management resource, (2) Technology as a topic, (3) Technology as content delivery, and (4)
Technology as lesson support. All of the variables with strong positive relationships (p< .001) to outcome
variables were associated with the categories of Technology Attitudes and Competency. (Figure 2)
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The data revealed that teachers who integrated technology into their teaching were not only
skilled, but also possessed high comfort levels for using technology in teaching. Additionally, “vision”
emerged as a strong predictor for technology integration. This vision was present in teachers who
incorporated technology frequently or in multiple ways within their lessons, as well as in teachers who
required their students to participate with technology.
These results also indicate that technology competency, or skill level, can only contribute to
technology integration if teachers feel comfortable using technology in their classrooms. Additionally, the
data imply that even teachers who have high technology skill levels still need to possess a broad vision
for what can be accomplished with technology regarding teaching and learning. Skills based training
delivers the tangible aspects of training and professional development, but it does not address the more
intangible concepts such as ‘vision,’ or ‘comfort.’ The statistical relationships suggest that multifaceted
technology integration training needs to include efforts to develop both vision and comfort with
technology. To develop these traits, teachers need more than mastery of skills. Instruction and
professional development needs to model diverse strategies for integration as well as to provide
opportunities to practice technology problem-solving.
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Abstract. Science education teacher programs are not providing pre-service science teachers with
the type of training needed to effectively teach students with disabilities in inclusive classrooms.
Consequently, pre-service science teachers report that they feel unprepared for teaching science
to such students. This paper presents an integrated model that science education teacher
programs might consider as they prepare pre-service science teachers to work with students with
disabilities in inclusive settings. Described are the goals and philosophies of science education
and special education, as well as how collaborative efforts between the two fields could serve as
a means to enhance the strategies and techniques that pre-service science teachers could use as
they teach in heterogeneous classrooms. The guidelines in this model have been developed by
synthesizing relevant studies on integrating special education into general teacher education
programs. Science teacher educators must willingly instill the awareness that teaching students
with learning disabilities in regular science classroom contexts is inevitable, and that simply
ignoring or under representing the issue in teacher training only serves to mislead future science
teachers to the possibility of conditions. For this reason, pre-service science teachers must be
both obligated and committed to teaching student with disabilities in an effective manner.

Introduction
Science education programs are responsible for providing pre-service teachers with
opportunities to learn how to effectively teach science to all K-12 students, including special
education students. However, addressing the needs of students with learning disabilities has been
identified as a major area of difficulty for in-service science teachers. It has been reported that
many of them feel unprepared to teach students with disabilities because they lack the training,
confidence or proper support (Cawely, 1994; Forlin, 2001; Norman, Caseau, & Stefanich, 1998;
Jung, 2001). Several factors have contributed to this problem, such as a lack of teacher education
programs that train science teachers to teach both regular and special education students
(Windschitl, 2005), as well as science educators lacking the training and experience in teaching
students with disabilities (Norman, Caseau & Stefanich, 1998).
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Moreover, with legislation such as No Child Left Behind [NCLB] (2001) mandating an
increase in the standards for performance for all students, additional pressure is being placed on
science educators at all levels. The implications of NCLB can be felt in science education
programs especially, since demands for performance accountability are high for general and
special education students alike (Wakeman, Brower, Meier, McColl, 2007). Cognizant science
educators teaching methods courses are being faced with the daunting task of addressing science
teaching beyond traditional general education students to include anyone who might have a
special need.
Therefore, science education programs must train future teachers so that they are fully
prepared to meet the needs of students with disabilities who will be in their classrooms. The
main questions this paper attempts to address are: (1) What changes need to be made in science
teacher education programs to prepare science teachers so that they can teach in inclusive
classes? (2) What evidence-based research could be used to inform such changes?
This essay will synthesize the literature from the perspectives of science education and
special education in answering these questions. It will identify instructional considerations that
need to be taken into account when students with learning disabilities are being taught science,
and suggest a series of possible solutions in terms of how science education can begin to better
prepare teachers for teaching in inclusive settings. It will address the philosophies of both
science and special education and illustrate conditions for their successful merging, as well as
propose the means by which science education methods courses and programs of study could be
enhanced to include aspects of special education instruction. The implementation of these
suggestions could bring about the changes that are required to properly attend to the needs of
students with disabilities in science education courses - the end result being equitable education.
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Goals of Science Programs in Teacher Education
According to the National Science Teachers Association [NSTA] (2003), it is the
responsibility of preparation programs to promote the development of skills and affirmative
attitudes in teaching science. Science knowledge includes any theoretical models of learning,
such as constructivism or discovery learning. As such, pre-service teachers must understand how
concepts can be related to students through the inductive process. Parts of the requirements
include lesson plan development, peer teaching, and student teaching. Together, these
experiences provide beginning teachers with the foundation to successfully begin their careers.
Pre-service science teachers must have a solid understanding of the various disciplines
within science. These areas could include aspects of physics, chemistry, biology, astronomy or
environmental education. In understanding these disciplines, teachers will be able to cater
instruction so that they illustrate the “big picture” within these content areas, yet at the same time
not omit important levels of detail. Science teaching experience at the grade level the pre-service
teacher expects to teach is also crucial. Engaging in this process assists in the development of
pedagogical skills and confidence. Science education programs may also require pre-service
teachers to design or evaluate science curriculum, instruction or assessment. This prepares
individuals for the planning and evaluation that is part of teaching in the schools. Upon
completion of the program, pre-service teachers earn their teaching certificate and endorsement
in science which could range anywhere from grades K-12 (NRC, 2001; NSTA, 2003).
Goals of Special Education Programs
The goals of special education programs include teaching future practitioners about the
characteristics of all types of students served under special educational services, as well as the
relevant historical and legal aspects of the field. Typically, methods courses in special education
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focus on teaching a functional curriculum, one that covers curriculum construction, program
development, evaluation, classroom organization, instructional approaches, strategies and
materials needed to teach students with various learning disabilities. Also taught are the
academic methods and theoretical or research-based practices that take place in both inclusive
and more restrictive environments. Primary development of knowledge and skill in teaching
students with multiple disabilities is also emphasized in these programs, along with the general
procedures that practitioners should engage in while serving those with special needs. Preservice special education majors engage in student observations, clinical experiences and other
related practices prior to their formal certification (Sapona et al., 2006; Southern Illinois
University, 2007).
Merging Science Education and Special Education
The natural progression in resolving inadequacies in science teacher training begins not
only with a side by side appraisal of goals, but with an understanding of the philosophical
differences between the two. It can be stated that the unifying goal among science education and
special education teacher training programs is to prepare the practitioner for successful
interactions with students that result in learning. The defining difference between the goals then
becomes the type of student one is teaching. It is this element that must drive the course of events
that take place in teacher training programs in science education. In regards to this issue, less
emphasis needs to be placed on the specific goals of a program, but rather on the philosophy that
is attached to it (Lunetta & Berg, 1995). Upon examining some aspects of these philosophies,
one can observe that any fundamental change in program structure or teaching curriculum begins
with addressing the core beliefs and values of the individuals behind the training. Thus, it is the
responsibility of the leaders of the science program to incorporate a set of core values, ones that
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address treating students with disabilities in the science classroom with respect, understanding
and commitment (Ford, Pugach & Otis-Wilborn, 2001).
Philosophically, science education training is very different from special education
training. Ideally, science education circles promote methods of instruction that are primarily
open-ended and learner based. For some special education students, the invitation to learn
through inquiry-type strategies can be fairly difficult and intimidating. Yet, by no means should
be discounted, as research reports have suggested that inquiry-based methods of science
instruction are very effective in promoting learning for special education students (Bay, Staver,
Bryan & Hale, 1992). Nevertheless, such students require higher levels of individual guidance
and structuring, which often can limit their capacity to participate in science to a full extent.
Although there have been studies that have suggested the contrary, many experts in the field of
special education can attest to the logic behind such an inference. To date, many special
education experts are of the philosophy that individualized instruction and focused direction is
paramount in helping student to learn and achieve.
Another significant difference in philosophies between the two fields is evident in how
the educator views the role of the teacher. Science education programs often teach students that
the role is that of a facilitator, and that less emphasis should be placed on teacher-centered
methods. Special educators on the other hand, may suggest that the teacher take on a more direct
role in the student’s process of learning. The debate between which philosophy is best suited for
students with learning disabilities is evident throughout the literature and varies according to
individual (Chen & Klar, 1999; Dean & Kuhn, 2006; Klar & Nigam, 2004).
Despite these differences, the pragmatic science teacher educator should reconcile that
both philosophies must be embraced to some extent in order to address the needs of classroom
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heterogeneity. The primary means for this exists in shifting one’s archetype to include
philosophies of both fields. Science teacher educators should not only be knowledgeable of the
techniques and strategies of the special education field, but be responsive in yielding long
standing traditional beliefs with how science needs to be taught. Being the current state of
affairs, this amounts to accepting opportunities to both explore and adapt tactics that special
education experts consider effective in teaching students with learning disabilities.
For example, Mastropieri and Scruggs (2007) recommend that science educators provide
a number of different methods and strategies for adapting activities in specific content areas for
students with learning disabilities. They advise that science educators make the appropriate
adaptations for teaching science process skills to these students. The authors also list a number of
different ways modified instruction can improve the quality of learning outcomes. This example
illustrates the type of resource that science educators, who are teaching methods courses, could
utilize to establish stronger connections between science education and special education
philosophies of teaching. The propensity for its actual use however, is reliant upon the
disposition of the individual science teacher educator. Suggesting that science teacher educators
seek additional resources to aid in their teaching of pre-service teachers might not be enough to
realistically introduce a measurable change at the institutional level. Therefore, if true realization
of uniting science and special education is to be achieved within a particular teacher education
program, larger scale initiatives must be encouraged.
Promoting Special Education Strategies in Science Education
Developing plans, policies, procedures or programs that reduce the nonexistence of
special education strategies and techniques in science education programs can result in preservice science teachers being more effectively prepared to teach students with a variety of

2009 HICE Proceedings
Page 725

learning disabilities in science classrooms. It is important to make modifications in such a way
that will not change the pre-existing integrity of the science education program or course. The
intellectual rigors of the program/course should remain strong and intact. Any changes should
therefore be of benefit to anyone participating. The following program components could be
used to augment a pre-existing science education program of study. Each of these components
would require some course restructuring, while in other cases the addition of complete courses to
the program would be necessitated (Lunetta & Berg, 1995).
An Inclusive Science Teacher Education Program
In conjunction with the mentioned goals and philosophies and the descriptions of a
collaborative partnership program between special education and regular education found in the
literature (Ford, Pugach & Otis-Wilborn, 2001), what follows are suggestions for a possible
framework that can be adapted to better prepare pre-service science teachers to work with
students who have disabilities. This framework takes into account the underlining philosophy
that pre-service science teachers should be fully prepared to work with such students in regular
classrooms. As such, the ultimate goal of such a program would be for pre-service teachers to,
“Advocate for and [educate] students with disabilities effectively in inclusive [science education]
environments” (Ford, Pugach & Otis-Wilborn, 2001, p. 276). The proposed program consists of
several features designed to support strong connections between science and special education.
Additionally, the expected outcomes of the program will be discussed in light of similar program
descriptions outlined by Ford et al. Together, these areas emphasize the need for pre-service
science teachers to experience methodological instruction specific to the two fields.
Inquiry-based, Inclusive-Science Teaching
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Pre-service science teachers must first learn about, and then experience a variety of
strategies and techniques in respect to teaching science to students with learning disabilities. For
example, inquiry-based methods of instruction have been found to be effective in this capacity,
and are often suggested as the type of science instruction that should be used in classrooms with
students who are learning disabled (Dalton et al., 1997; Finson et al., 1997; Lawrence-Brown,
2004; Maroney, et al., 2003; Mastropieri, et al., 1998; McCarthy, 2005; Salend, 1998; Scruggs &
Mastropieri, 1993). Finson et al. (1997) and Maroney et al. (2003) recommend several strategies
for teaching science this way, emphasizing that teachers and students engage in tasks together,
and that they ask questions, make observations, compare results, and experiment. These studies
advocate that science activities be “retooled” to meet the needs of diverse learners. Some of the
guidelines express the need for highly structured environments, advanced teacher and student
preparation, close monitoring and guidance of classroom behavior, practice with social and
group working skills, as well as practicing the skills involved with science process and inquiry
tasks. It is suggested that when following these guidelines, science teachers will be able to
overcome the instructional or curricular barriers that prevent students from achieving in science.
Similarly, Mastropieri et al. (1998) and Scruggs and Mastropieri (1993) recommend an
activities-based science curriculum that provides hands-on experiences. These instructional
approaches have been noted to improve the positive interactions that students have had with
science. Some recommendations include that students work in small groups, receive testing
modifications in the form of one-on-one reading of the directions, and have as many
opportunities to participate on an equal basis as regular education students. Furthermore, these
studies advise that teachers should use an approach to the curriculum that emphasizes in depth
understanding of science ideas and concepts, rather than a wide breadth of coverage. Other
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suggestions include exposing the students to problem-solving activities that would cause them to
question and investigate more often and with more attention to detail.
Salend (1998) explains that curriculum and instructional approaches in teaching science
to students with learning disabilities take the form of relating the science content to the students’
lives, where explaining global concepts would promote an interdisciplinary understanding of an
idea. Further, that by focusing on breadth of understanding rather than a broad coverage of topics
would improve student learning. In regard to evaluation, Salend recommends using authentic
assessment to measure the improvement in the students’ learning, where they not only
demonstrate the skills, but show a grasp of the necessary content that needs to be understood
along with it.
These examples illustrate how research-based strategies and techniques have been
applied in teaching students with learning disabilities. Still, in order for pre-service teachers to
fully understand these instructional adaptations, they must spend a considerable amount of time
experiencing teaching that way in a classroom that has students with disabilities. This would
extrapolate what was learned in science method courses into a functional practicum. The steps in
this process would begin with instruction; details regarding the strategies and techniques would
be initially provided. This would be followed by an inclusive science student-teaching
experience.
Laboratory and Activity Procedures
Science/Special education methods courses must include training to help develop preservice teachers’ understanding of laboratory and activity procedures and routines. This
component stresses the level of specificity in teacher directions. The importance of explicit,
concise and repeated directions in science for students with disabilities is an area that must be
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strongly emphasized in the methods courses not only for less confusion, but for and increased
attention to safety (Finson et al., 1997).
Curriculum Design, Implementation and Assessment
Science pre-service teachers must experience the development or analysis of lesson plans
and different types of adapted instructional formats that are often used in teaching science to
students with learning disabilities. This component would include knowledge of special
education curriculum and instruction as applied to process and content areas in science.
Engaging in these tasks would better prepare pre-service teachers to align local, state, and
national standards in science with the activities that students with learning disabilities would be
participating (Li, Klar & Siler, 2006).
For example, the principles of Universally Designed Instruction [UDI] (Bar, Galluzzo &
Sinfit 1999; Burgstahler, 2007), a type of special education strategy for adapting instructional or
curriculum content, could be used in conjunction with lesson plan or curriculum development in
science education. UDI principles include: (1) equitable use, or a design of instruction that is
useful for those who have learning disabilities; (2) flexibility in use, or a design that
accommodates wide ranges of abilities; (3) simple and intuitive, easily understandable designs
regardless of users experience; (4) perceptible information, or that the design communicates the
proper information to the user; (5) tolerance for error, or the minimization of adverse
consequences of unintended learning outcomes; (6) low physical effort, or that the design can be
used with minimal fatigue; and (7) size and space for approach and use, or providing the
appropriate physical area to engage the student in learning. UDI considers the many
characteristics that could be possessed in learners who have varying degrees of physical,
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cognitive or affective maladies. Accordingly, these principles can be extended to include subjects
such as science.
Promoting the understanding and use of Direct Instruction [DI] (Margliaro, Lockee &
Burton, 2005) also can have an impact on the preparation of science pre-service teachers in
science education programs. Joyce, Weil and Calhoun (2004) explain that DI is a type of
instructional model that:
...consists of the teacher’s explaining a new concept of skill to a large group of
students, having them test their understanding by practicing under teacher
direction (that is controlled practice), and encouraging them to continue to
practice under teacher guidance (guided practice) (p. 315).
Specifically, the instructional design principles in this model phrase the goals for the student into
specific learner objectives and tasks, where components of these tasks are part of smaller
learning experiences. These content objectives are observable and easily measurable. The
majority of the learning tasks are designed for mastery of those objectives. The notion of mastery
promotes the full understanding of a concept prior to moving on to another topic, area or
concept. DI is a highly interactive process between teachers and students, meaning that there is a
full range of participation (Joyce et al., 2004).
When principles and instructional models such as these are applied in the construction of
lessons in science education, pre-service science teachers will understand the mechanisms behind
granting students with disabilities fair and equal opportunities to learn alongside their general
education counterparts. Science teacher educators should recognize that these special education
models can be applied under the auspices of science education with relative ease, and that even
abbreviated discussions of one or more of these models in methods courses could broaden both
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the knowledge base and instructional repertoires of pre-service teachers. Yet, two questions
remain: (1) What structural changes are appropriate in science teacher education programs at the
university level that would not pose serious burdens to the status quo? (2) What outcomes for
pre-service science teachers should science teacher preparation programs expect?
Collaboration and Faculty Commitment
In teaching pre-service science teachers the strategies, methods and techniques of special
education, new relationships would have to be forged between the departments of science and
special education. The connection between these teacher preparation departments would be
evident as faculty would work together to teach pre-service teachers across both content areas,
where students would be moving through the program as a cohort or group. Each faculty,
respective to their department, would play a role in providing instruction in these areas. This
would mean that both sets of faculty would have to communicate with each other regularly in
order to coordinate teaching efforts, as well as assess program achievements or challenges.
Students in the science education program would take anywhere from one to three courses in
special education, one of which could be a seminar-type course. In the seminar course, faculty
would guide students in both special education disposition and pedagogy. The other courses
would consist of teaching about the characteristics of special education students, instructional
strategies and techniques, historical and legal foundations or implications, as well as current
laws, procedures or mandates. Generally, student would acquire the background knowledge in
working with students who have special needs. These classes would prepare pre-service science
teachers to both understand the student’s needs and be able to support them with the appropriate
instruction in science. Overall, the structure of the program would allow students to meet with
faculty on a regular basis, as they would be provided opportunities to reflect on what they have
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learned. As a result of the presence of special education faculty in science education contexts,
future science teachers would be better prepared to teach students with disabilities in the regular
classroom (Ford et al., 2001).
Another aspect of the program that would be essential for science pre-service teachers to
have would be distinct field-experiences both observing and teaching science to students with
disabilities in classrooms. At the start of their program, pre-service teachers would be required to
observe some teachers teaching science in inclusive classrooms. After this initial contact, preservice teachers would then engage in co-teaching with an assigned science teacher. By the end
of the science teacher program, the student-teaching experience would consist of closely
supervised science teaching in any number of inclusive environments at various levels.
Pre-service science teachers should also have the opportunity to extend their program of
study to include five year degree with a stronger contribution from special education. This would
be an optional pathway, yet would provide the participating students the chance to enhance their
knowledge and skill. Students who may be interested in teaching science in an area where
students with disabilities are more prevalent and in greater number may be among those who
chose this program option.
Delivering these types of changes to a science teacher education program would require a
reasonable degree of faculty support from both science and special education. Therefore, those
faculty members willing to participate would have to demonstrate a level of commitment to the
agenda of integrating aspects of special education into science teacher education programs. This
type of pledge would also have to be extended during the hiring of new faculty members.
Individuals joining either department would have to be willing to commit to the program goals
and overarching philosophies in order for such a program to be potentially successful. Proposing
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these types of changes on a voluntary basis would lessen the chances of involuntary coercion.
These changes should not deviate greatly from the original science teacher education program.
Intended Pre-service Science Teacher Outcomes
Ford et al., (2001) specify several “reasonable outcomes” for their collaborative program
among special and general education. A science teacher education program that integrates
special education strategies and tactics of study should also have similar expected outcomes.
Therefore, pre-service teachers who finish the science teacher education program would be
expected to have or be able to do the following:
1) profess a commitment to teaching science to students who have a variety of learning
disabilities in addition to general education students;
2) appreciate the different types of learners that might exist in a science classroom, where
understanding the person first is of primary importance;
3) be fully prepared to accommodate or adapt curriculum or instruction to meet the needs of
students with disabilities in the science classroom;
4) be willing to work collaboratively with other teaching staff, both from special education and
science education and not work in isolation from others;
5) understand the laws and follow any special directions that might apply to students with
learning disabilities in the science classroom;
6) teach science in an inclusive environment;
7) demonstrate an understanding of the number of different methods by which science content
and process can be taught to students with learning disabilities.
Conclusion and Implications
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Incorporating these suggestions into a science teacher education program is by no means
the panacea in teaching students with learning disabilities. Many more factors must be
considered that are beyond the scope of this essay. Most importantly however, science teacher
educators must willingly instill the awareness that such situations do exist, and that simply
ignoring or under representing the issue in teacher training only serves to mislead future science
teachers to the possibility of conditions. Pre-service science teachers must be both obligated and
committed to teaching student with disabilities in an effective manner. In considering these
proposed changes, one would hope that students with learning disabilities in the science
classroom will be given fair and equal education.
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ABSTRACT
Over the past ten years, course evaluations of HORT/TPSS 300 Tropical Production
Systems indicated students were not satisfied with the course. As such, for Spring 2008,
TPSS 300 underwent major revisions in topics, content, and teaching methods to meet the
needs of the students. Discussions with the previous instructors of this course, the TPSS
undergraduate advisor, and the TPSS curriculum committee chair led to revisions of the
course topics. In addition, we revised TPSS 300 to include new topics consistent with the
course description in the university catalog. Various teaching techniques were used in the
course including lectures, small group discussions, class discussions, in-class activities,
take-home assignments, guest speakers, field trips, virtual field trips, podcasts, and
laboratories. The students rated TPSS 300 favorably with evaluation scores ranging from
3.38 to 4.38 (1 = strongly disagree, 5 = strongly agree). Students commented TPSS 300
was a valuable learning experience. The course provided more diverse learning
experiences and hands-on activities.

INTRODUCTION
Prior to 1997, horticulture students would typically take a 200-level horticultural crop
science course and a 300-level horticultural practices course. They would then take 400level courses in vegetable crop production, fruit crop production, flower crop production,
and foliage crop production.
In 1996, HORT 300 Horticulture Production Systems was developed to build upon the
principles that were introduced in the introductory courses and create a "bridge" course to
the specific crop courses. Its university catalog description was "Comparisons and
contrasts of crop management systems, techniques, and technologies in protected and
open field production of tropical crops." When the College of Tropical Agriculture and

1
2

Associate Professor.
Graduate Teaching Assistant.
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Human Resources (CTAHR) was reorganized, HORT 300 was renamed TPSS 300
Tropical Production Systems (Trop. Plant & Soil Sci. Dept., 2004).
Over the past ten years, student course evaluations of HORT/TPSS 300 indicated they
were not satisfied with the course (Office of Fac. Dev. and Acad. Support, 2008).
Concerns included too many guest speakers, resulting in the course not flowing smoothly
from one topic to the next (Trop. Plant & Soil Sci. Dept., 2004). The topic of a guest
speaker was sometimes out of sequence with the other topics due to scheduling
difficulties with some speakers. Students deemed some topics as irrelevant. There was a
lack of integration of the various topics into a cohesive overall theme for the course.
Some field trips were repeats of field trips taken in other TPSS courses. A few guest
speakers gave lectures that duplicated their lectures in other TPSS courses. As such, for
Spring 2008, TPSS 300 underwent major revisions in topics, content, and teaching
methods to meet the needs of the students. The objective of this paper is to describe and
analyze these revisions.

METHODS
Course overview. TPSS 300 Tropical Production Systems is an undergraduate course
offered each spring semester. It is a required for TPSS undergraduate students and helps
fulfill the credit requirement for a B.S. degree. It is a 4-credit course, having three 50minute lectures and one three-hour laboratory a week (Trop. Plant & Soil Sci. Dept.,
2004).
TPSS 300 was originally conceived as a prerequisite for the 400-level crop production
courses. However, the instructors of the vegetable crop production course and the
flower/foliage crop production course indicated TPSS 300 was not a prerequisite for their
courses (personal communication). Keeping this in mind, we revised TPSS 300 to be a
more "stand alone" course rather than a prerequisite for other upper division courses.
Course format. In Fall 2007, discussions with the previous instructors of this course, the
TPSS undergraduate advisor, and the TPSS curriculum committee chair led to revisions
of the course topics (Figure 1). In addition, we revised TPSS 300 to include new topics
consistent with the course description in the university catalog (Trop. Plant & Soil Sci.
Dept., 2004).
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Figure 1. Mind map showing the topics and subtopics of TPSS 300 Tropical Production
Systems for Spring 2008.

Various teaching techniques were used in the course including lectures, small group
discussions, class discussions, in-class activities, take-home assignments, guest speakers,
field trips, virtual field trips (Harkess et al., 2007), podcasts, and laboratories.
Major assignments. Key assignments comprised the major portion of a student’s grade.
We developed these assignments to increase the students’ critical thinking, writing and
oral skills and to give them active learning experiences in these various topics:
•

Describe a system using system analysis.

•

Analyze an agricultural production system in a trade magazine.

•

Study online computer simulations of plant growth (Virtual Plants,
http://www.biologie.uni-hamburg.de/b-online/virtualplants/ipivp.html).

•

Analyze trade magazine articles on controlling environmental factors.

•

Comment on student presentations of their first-hand farming experiences.

•

Analyze extension articles on planting design and furrow dikes.

•

Evaluate scientific journal articles on controlled environment agriculture.

•

Listen to HortTalks podcasts
(http://www.ashs.org/index.php?option=com_content&view=section&id=11&Ite
mid=145) and write a summary report.
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Laboratory assignments included:
•

Use SimFarm (Electronic Arts, Redwood City, CA) to build and manage a virtual
farm and earn $250,000.

•

Write a paper on the technology used in a production system that was not covered
in class.

•

Use non-circulating hydroponics to grow lettuce (Kratky, 1993).

Student questionnaires. During the first class period, students completed a questionnaire
provided by the instructor (Table 1). Its purpose was not only to obtain background
information about the students, but also to make them aware of some of the
responsibilities and expectations of undergraduate students.
Table 1. Student questionnaire for TPSS 300 Tropical Production Systems completed by
the students on the first day of class.
Question
Why are you taking this course?
What do you hope to get out of this course?
What specific topics of interest would you like to see covered in this course?
What are you career plans upon graduation?
Have you had a course in calculus?
Have you taken a course in plant or crop physiology?
Which scientific journals do you read regularly?
Which professional organizations do you belong to?
Which trade magazines do you read regularly?

Graduate teaching assistant. Unlike in other TPSS courses, the graduate teaching
assistant (TA) played a larger role in TPSS 300. The TA gave several key lectures (Table
2) and conducted class discussions, small group discussions, developed midterm exam
and final exam questions, and helped correct exam questions.
Table 2. Topics and speaker affiliations for TPSS 300 Tropical Production Systems, an
undergraduate course on horticultural production systems at the University of Hawaii at
Manoa. Speakers were from the Tropical Plant & Soil Sciences (TPSS) Department.
Topic
Systems analysis
Production systems
Environmental factors
Environmental monitoring
Field agriculture

Affiliation
TPSS course instructor
TPSS course instructor
TPSS course instructor, TPSS teaching assistant
TPSS course instructor
TPSS course instructor, TPSS teaching assistant
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Controlled environment agriculture
Agroecology
Sustainable agriculture
Tissue culture
Hydroponics
Green roof technology
Pruning
Urban agriculture
Precision agriculture
Mechanization
Crop scheduling
Robotics
Space farming
Business software

TPSS course instructor, TPSS teaching assistant
TPSS faculty
TPSS faculty, TPSS teaching assistant
TPSS faculty
TPSS extension agent, TPSS faculty
TPSS faculty
TPSS faculty
TPSS course instructor
TPSS course instructor
TPSS teaching assistant
TPSS course instructor
TPSS course instructor
TPSS course instructor
TPSS teaching assistant

Course evaluations. Seven weeks after the start of the semester, students completed a
midterm course evaluation consisting of two questions: 1) What do you like about the
TPSS 300 course? 2) How can the course be improved?
On the last day of class, students evaluated TPSS 300 using a University of Hawaii at
Manoa computerized evaluation system (Office of Fac. Dev. and Acad. Support, 2008).
From a list of over 300 questions, the instructor selected 17 questions to be included in
the course evaluation form (Table 5). Students answered the questions, giving scores
ranging from strongly disagree to strongly agree.

RESULTS AND DISCUSSION
Class demographics. In Spring 2008, TPSS 300 had an enrollment of 14 students—four
juniors, eight seniors, one second bachelor's degree, and one graduate student. Two
students were from other departments—one from the Natural Resources and
Environmental Management (NREM) Department, CTAHR, and one from the Financial
Economics and Institutions Department, Shidler College of Business.
Student questionnaires. The results of the student questionnaire (Tables 3, 4) gave the
instructor valuable background information about the students. This information helped
finalize the topics and the depth at which we covered these topics in class. For example,
since less than half of the students had calculus or plant physiology, students did not use
the simulation software STELLA (isee systems, Lebanon, NH) to run crop models to
study crop growth and development. This would have required the students to have
knowledge of rate equations (calculus) and plant physiological processes.
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Table 3. Scores from the student questionnaire in TPSS 300 Tropical Production Systems
for Spring 2008. Value is the number of students answering yes or no to a set of
questions. n =14 students.
QUESTION
Have you had a course in calculus?
Have you taken a course in plant or crop physiology?
I have a working knowledge of PowerPoint for making slides.
I have a working knowledge of using a digital camera and downloading
photos
I am familiar with podcasting

YES
6
5
14
13
5

NO
8
9
0
1
9

With less than half of the students being familiar with podcasting, we gave an assignment
for students to view a podcast on controlled environment agriculture. Students accessed
the HortTalks website of the American Society for Horticultural Science (ASHS),
selected a podcast on this topic, and wrote a brief summary about the podcast.
We used the questions in Table 4 to ascertain the professional development of the
students. The high percentage of students who do not regularly read scientific journals
and trade magazines or have not joined a professional organization was not anticipated
(Table 4). The results were surprising considering a majority of the students were seniors.
It points out a serious deficiency in the students’ professional development in not keeping
up with the latest scientific findings in their field. In addition, not belonging to a national
scientific society or organization indicates a shortcoming of these students. Students need
to belong to and participate in national and international professional societies, such as
ASHS, to keep abreast of their field, present their scientific research, and network with
other scientists.
Table 4. Scores from the student questionnaire in TPSS 300 Tropical Production
Systems. Value is the number of students listing at least one scientific journal,
professional organization, or trade magazine. n = 14 students.
Question
Mentioned at least one None
Which scientific journals do you read regularly?
4
10
Which professional organizations do you belong to?
5
9
Which trade magazines do you read regularly?
4
10

In addition, shown lacking was their not reading trade magazines in their field of study.
Trade magazines, designed primarily for stakeholders, provide valuable information
students need to keep up with findings relevant to the stakeholders. In the field of TPSS,
trade magazines, such as Ornamental Outlook and Greenhouse Grower, are valuable and
provide practical applied information often not found in scientific journals.
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We gave assignments in which the students found and analyzed articles in scientific
journals and trade magazines to familiarize the students with these sources. We also
informed the students that ASHS (http://ashs.org/) was offering free undergraduate
memberships, and quite a few students became members of ASHS.
Course topics. In previous years, HORT 300 and TPSS 300 had a list of many topics
(Trop. Plant & Soil Sci. Dept., 2004). We condensed this list and added new topics in
Spring 2008 (Table 2). Topics were selected based on the course description in the
university catalog and what students should be learning in a production systems course.
We did not confine the topics to only local Hawaii examples, but included examples seen
on the U.S. mainland and in other countries. That was done because students need to be
aware of innovative technology that is sometimes not being used in Hawaii. In addition,
some students will be working elsewhere, outside Hawaii, and need to be familiar with
other technology.
Assignments. The major assignments were writing intensive, and the instructor’s aim was
not only to make the students aware of these topics but also to increase their writing
skills. Surveys have shown that lack of writing skills is a serious shortcoming of
graduates after a few years on the job (Stanley and Higley, 2000). Small group
discussions and small group projects helped students work as teams, which is crucial, as
skills in teamwork are important (Vega and Tayler, 2005).
We emphasized active learning, in-class activities, and writing assignments. Not only did
this help with the students’ writing and oral skills, but it allowed students to learn from
other students about topics that were not covered in the class.
In the questionnaire, students indicated they preferred to work on projects and
assignments by themselves (1 student), as part of a team (1 student), or both (12
students). These results influenced how we grouped students for lecture and laboratory
assignments, and in-class discussions. Groups of two, three, or four students formed
teams for in-class discussions. We assigned lecture and laboratory assignments so
students had the opportunity of working by themselves or as part of a team.
Teaching methods. The instructor’s philosophy, explained in the first class period, of
having various teaching techniques and a more active, hands-on learning approach
provided valuable information to the students. Rather than merely listening to lectures
and guest speakers, students had take-home assignments and in-class activities that
provided them an opportunity to discuss relevant issues with each other in small groups
and in-class discussions (Bennice, 2001).
We believed students could learn much from each other as they shared and discussed
their individual experiences (Bennice, 2001; Wright, 2002). This information was
important knowledge that supplemented the instructors' lectures, guest speakers, and
reading materials. One technique we implemented was the use of virtual field trips, which
not only highlighted a horticultural business, but also students' personal experiences on
farms and nurseries.
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This course relied on both actual field trips and virtual field trips. Actual field trips were
confined to the campus, visiting greenhouses, worm-composting bins, and the
Agricultural Diagnostic and Service Center, which does soil and plant tissue analyses.
Virtual field trips consisted mainly of several students giving PowerPoint presentations of
their own agricultural business, family business, or a farm or nursery at which they
worked. The idea was for each student to design their presentation as if the whole class
was going to that place on a field trip. This technique was especially effective for places
that it was unlikely the students would visit such as a hydroponic lettuce farm on the
island of Maui and a family farm in Maine. Other virtual field trips included the students
viewing DVDs of horticultural enterprises and operations on the U.S. mainland.
Graduate teaching assistant. The instructor gave the teaching assistant (TA) a larger role
in TPSS 300 than is typically done. Unlike most years in which the TA was responsible
for setting up audio and visual equipment and lab preparations, this year’s TA took on the
task of giving several lectures. Having taken this course already, the TA was very much
aware of the weaknesses of the course in the past. Thus, the TA's objective as a lecturer
was to be as clear as possible when introducing subject matters. Lectures were
synthesized to introduce concepts that students were able to easily understand. The TA
provided students visual aids and additional sources of information to further solidify
their understanding of the material covered.
The TA employed a variety of instructional tools:
•

A blackboard

•

An overhead projector and with different colors of ink

•

PowerPoint presentations with pictures that exemplified topics that were
discussed

This was done for the TA to gain insight into which strategy catered best to the students’
learning abilities. Overall, students were flexible enough to learn from the use of all three
instructional tools.
The TA also employed a variety of instructional methods, including hands-on activities
and small group discussions. Occasionally, as a technique to ensure students’
attentiveness, the TA would pose thought-provoking questions to the class and encourage
further class discussion. Occasionally, students became very interested in the TA’s
lecture and posed very in-depth questions for the TA.
In the beginning, lectures by the TA were a little awkward and ran slightly over time.
However, through personal communication with students and the instructor outside of
class, the TA was able to fine-tune her lecturing techniques. With time, lectures began to
run smoother. Finally, by the end of the semester, the TA was groomed and able to give
smooth-flowing lectures.
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Course evaluations. Seven weeks from the start of the semester, a midterm course
evaluation was given consisting of two questions: 1) What do you like about the TPSS
300 course? 2) How can the course be improved? Students mentioned they liked the
critical thinking exercises and small group discussions. They wanted field trips and
agricultural-related industry people to speak to the class.
The instructor did not have many field trips because of previous students' commenting
that field trips were often repeated in other TPSS courses. An alternative was used—to
have virtual field trips. Students commented the virtual field trips were effective because
it allowed them to see farm and nursery operations they ordinarily did not see (Spicer and
Stratford, 2001). Some virtual field trips consisted of showing DVDs of nursery
operations on the U.S. mainland, which highlighted innovative technology (Harkess et
al., 2007). In addition, a virtual field trip allowed students to see things close up which is
often not possible in an actual field trip with 14 students in a group.
The students rated TPSS 300 favorably with evaluation scores ranging from 3.38 to 4.38
(Table 5). Their written comments will aid in improving the course for Spring 2009.
Table 5. Comparison of course evaluations of TPSS 300 Tropical Production Systems,
other TPSS courses, and other CTAHR courses. Scores ranged from 1 = strongly disagree
to 5 = strongly agree. Standard deviations are shown in parentheses. n for TPSS 300 = 13
students.

Question
I gained a good understanding of
concepts/principles in this field
I developed the ability to solve real problems in
this field
I learned a lot in this course
I participated actively in the small group
sessions
The course made me think hard and carefully
Students frequently volunteer their own
opinions
In general, the course was well organized
The TA was able to explain concepts in terms I
could understand
Assignments are relevant to what is presented in
class

TPSS
300
3.77
(1.24)
3.77
(1.01)
3.85
(1.28)
4.00
(1.00)
3.38
(1.26)
4.38
(0.87)
3.85
(0.80)
3.92
(1.04)
4.08
(0.76)

Rating
Other TPSS
courses
4.17
(1.03)
3.91
(0.98)
4.14
(1.03)
⎯

CTAHR
courses
4.18
(0.96)
4.17
(0.92)
4.31
(0.96)
⎯

4.04
(1.17)
⎯

4.47
(0.91)
⎯

3.83
(0.97)
⎯

3.80
(1.06)
3.94
(1.07)
4.33
(0.89)

⎯
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The types of writing we did were relevant to the
field
The group work contributes significantly to this
course
Lab assignments are relevant to what is
presented in class
There was considerable agreement between the
announced course and what was taught
The instructional materials (e.g., tests, handouts,
etc.) were relevant to course objectives
The assigned projects were appropriate to the
level of the course
The guest lecturers addressed issues relevant to
the course

4.00
(1.00)
4.15
(0.90)
4.00
(0.82)
3.69
(0.85)
4.00
(0.71)
3.85
(1,21)
4.08
(0.86)

⎯
⎯
⎯
4.03
(0.86)
4.38
(0.77)
⎯
⎯

4.50
(0.74)
⎯
4.46
(0.79)
⎯
4.30
(0.85)
⎯
4.22
(0.97)

Future of the course. The experiences gain by the instructor and TA and the course
evaluation scores and comments will help improve our teaching and the teaching of TPSS
300 in the years to come.

CONCLUSIONS
Students commented TPSS 300 was a valuable learning experience. The course provided
more diverse learning experiences and hands-on activities. This course also provided the
students with what has been called the hallmarks of education—critical thinking and
writing skills.
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Abstract
The experiences of graduate and undergraduate students who study social and human
services represent common themes (Sweitzer & King, 2009; Caspi & Reid, 2002). These
themes develop in a rich context of culture, ethnicity, disability, social status, family of
origin, global perspective, beliefs, language, and personal identity (Hays, 2001). This
paper offers case examples from a two-year retrospective review of internship and
practice experiences in a uniquely diversified region of the USA. The paper concludes
with global implications for diversity education of future social and human services
professionals.
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ABSTRACT
Background/Purpose: Mood and depressive symptoms are variables that have been introduced
by researchers as salient to overall postpartum health and well being in minority populations.
This study determined the use of the pedometer to increase physical activity (PA) in postpartum
black women; and investigated the influence of increased PA on their mood and depressive
symptoms. Method: Participants received Profile of Mood States (POMS) and Beck Depression
Inventory (BDI) questionnaires to determine a psychological profile and a pedometer driven
structured PA prescription to explore the relationship between the variables. Results: A
pedometer driven intervention is an effective means of promoting increased PA in postpartum
black women. Secondly, depressive symptoms were found to be less at the end of this study.
Conclusion: This study objectively documents the health benefits of increased physical activity
during the early postpartum period exclusively in African American women. Moreover, it
provides data specific evidence for health educators to instruct with confidence and subsequently
complement a culturally appropriate postpartum care plan. Although this study is in the
embryonic stage, the findings begin to fill a void that exists in the literature and provide the
framework for future studies in this area.
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ABSTRACT
Background/Purpose: The increased contribution of childbearing to weight gain combined
with low levels of leisure time physical activity in black women is of major concern. Currently,
no study objectively measuring physical activity in this cohort has been documented. This study
determined the use of the pedometer to increase walking (physical activity) in black women who
were between 6 weeks to 6 months postpartum. Secondary investigation explored the relations
between increased physical activity, as measured in average daily steps, and weight, waist and
hip girth respectively. Methods: To increase ambulatory activity in 32 postpartum black women
(aged 18-40) are described. Participants were instructed to wear a research pedometer daily for
12 weeks and intentionally increase their average number of steps by at least 500 steps each
week. An initial three day average daily steps served as baseline data. Results: From a paired ttest showed a significant increase in the mean steps/day before and after the study. An inverse
relation was found between increased average steps/day and change in body mass index (BMI).
While no significant correlation was found between increased average daily steps and waist to
hip ratio (WHR), results of paired sample t-test indicated a reduction in waist and hip
circumferences as well as WHR in this group. Conclusion: Data gleaned from this study provide
evidence that daily increases in average steps may reduce excess weight retained during early
postpartum in African American women.
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Project Background
The educational community is currently experiencing a technological paradigm shift. Computers
are increasingly employed to connect learners with applications that offer customized, immersive
learning opportunities that would have been unimaginable in past years.
One educational field which has not yet benefited from such applications is music theory. Despite
the changes that the educational community has experienced over the last decade, the teaching
approach toward music theory remains entrenched in outdated and static means.
Part of the problem with current music theory instruction is that it is designed to facilitate the goal
of learning to play a specific instrument. Theory is merely a requirement, a stepping stone, to that
goal. Accordingly, the theory itself is insufficiently explained, and its concepts are set up to be
memorized, not understood, by the learners. Further, the methods that are used to encourage
this memorization are not engaging for students. The exercises in most theory workbooks are
simple drill-and-rote routines with very little explanation to support the concepts they are
supposed to be teaching.
The overall result of this antiquated approach is a group of music students who cannot properly
read, let alone compose, pieces of music. This limits the potential of these students in the music
world. Thus, the need exists for an updated teaching approach that truly teaches music theory
concepts.

The Vision
Our vision is to create a computer application that will take students on a journey which will guide
them step by step through the maze of music theory. The player must demonstrate an
understanding of music theory concepts in order to progress through the game. The application
will find learners engaged with the concepts they are working with, and not routinely memorizing
them without a thorough understanding of the frameworks which support these concepts.
The desired outcome of Harmony's Quest was the creation of an innovative, interactive learning
tool to improve the educational opportunities of music theory students, and further their musical
careers through a thorough understanding of music theory concepts.

Project Objectives and Results
Recognizing the need for a new instructional paradigm emphasizing active learner participation
and hands-on experience, we aimed to design an architecture around interactive lessons, practise
situations, and engaging game play.

2
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To develop a learning system that offers the concepts of music theory in a fun and interactive
environment, we needed to weave learning activities into the story, that will hopefully engage
learners of both genders, and support currently-accepted learning practises. Finally, we needed to
provide key components for fun game play, within the context of strategic learning.
The project was to go forward in two phases using an existing third party game engine which was
to support the graphics, animation, and physics for immersive game play. The product of the first
phase was to be a playable level based on Chapter 1 of the story Harmony's Quest.

Rationale
The technology is designed to support learning, and accordingly, the learning must be tightly
integrated with the technology such that they are not independent, but comprise a cohesive unit.
Parents and educators alike recognize the need to teach music as a means of developing critical
thinking skills which are vital to a child’s educational career. However, many educational materials
for teaching music are unimaginative, boring and primarily taught through workbooks. The
founder of Harmony's Quest has been teaching music theory since 1985 and has consistently
found that students dislike learning
musical theory. Many students
dropped out before getting an
adequate foundation in music theory,
and as a result, limited their potential
for future growth.
Harmony’s Quest, a 3-D action
adventure game, takes a completely
different approach to teaching music
concepts. The game is designed as a
full adventure game in the style of
role playing games such as
Neverwinter NightsTM and Baldur’s
GateTM. Harmony’s Quest is designed
to teach the entire Royal
Conservatory of Music’s theory
concepts. Simply by playing the
game and completing the "Quests",
the player will gain extensive and
complete knowledge of the full Royal
Conservatory of Music curriculum.

Illustration 1: The Components of Harmony's Quest

The key innovation for this project is
the re-purposing of the traditional video game environment. Typically the objective of a video

3
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game is entertainment. In the majority of cases, unless the game is strictly a game of chance
(such as VLT's), there is some opportunity to acquire knowledge. Often the knowledge acquisition
is required in order to progress in the game, or it is a by-product of the entertainment. In serious
games the purpose of the game is educational, with entertainment being the by-product.
Illustration 1 above shows the components of a typical video game. At the core of any of today's
electronic games is the game engine. The engine handles the graphics, storyline, and the play
mechanics of the game, providing an integrated experience to the user.
The outer circle, the learning component, will add to the existing core technology to change the
behaviour of the selected game engine to provide learning theory, instructional content,
performance feedback, and coaching, as part of the interactive game play.
In addition to changing the traditional purpose of video games, from entertainment to education, we will be
modifying the behaviour of the game engine to handle content suitable for children rather than its intended
PG 13 market.

The Story of Yeroth
The game begins in Yeroth, a land of silent mystery,forgotten in
time. It has long been rumoured that the village of Tempoton holds
secrets, and many have believed that they would be the ones to lift
the ancient curse that had hung over the kingdom for many years.
The yearly Harvest Festival of Music once filled the land with
singing and dancing, uniting the young and old alike. Queen
Audrey and King Esmond led their subjects in the days celebration
writing, conducting, and performing music with the help of the
royal musicians. People from all over the kingdom came to enjoy
the festivities. Magical creatures, such as the dragons that
patrolled the skies, and the beautiful fairies, that gave light and
hope to all, were also in attendance. In the hills the trolls hid away
from the sounds of music that would soften and civilize them. The
highlight was the arrival of Harmony, Queen of the Fairies. She
would impart her wisdom to the King and Queen and their
subjects.

Harmony, Queen of the Fairies

Without warning, a mysterious plague ripped through Yeroth claiming all with musical knowledge.
Young Prince Kinsey, the only living heir, was overcome with grief and depression as he faced a
life without his family, or the joy of music. Without the magical protection of music, the Trolls
invaded the castle and captured Harmony, encasing her for eternity. Darkness engulfed the castle
and the land, as all magical creatures fled into hiding, and the young Prince was never seen again.

4
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The Lords of the villages, desperate to regain
the kingdom, organized quests to defeat the
Trolls and free Harmony. All attempts failed,
leaving Yeroth with only depression, fear and,
silence. Each year the villages hold
competitions to select their most eligible
candidate to defeat the trolls and free Harmony.
This year is no exception, and five young
questers set out to restore music to the
kingdom, and take their rightful place upon the
throne.

Player Encounters the First Challenge

The Game
The emerging popularity of serious games brought with it a new acceptance for using this
common entertainment medium as an authentic substitute for traditional music theory instruction.
Building on the platform of Bioware Corp's Aurora engine, Harmony's Quest offers learners an
alternative environment in which to experiment with and apply newly acquired theoretical
knowledge.
The game has five instructional components:
●
●

Teaching
Practise

●

Application Quizzes
Concept Quizzes

●

Comprehensive Exams

●

A teaching component offers theoretical
explanations of basic music concepts. Here we
are using poems to describe physical and musical
attributes of the fermata. We also use this
technique to describe notes, rests, etc. The
poems will always be accessible in the player's
inventory so they can review if necessary.
Teaching Component: Poem

5
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The Dynamics Gallery is another example of a
teaching component. When a player approaches
the pedestal he or she will hear the Italian term
pronounced at a volume relative to its actual
dynamic. For instance, the word piano, the
Italian term for “quit”, will sound much quieter
than the word fortissimo, the Italian term for
“loud”.
Teaching Component: Dynamics Gallery
The practise components allows the player to experiment with the theoretical concepts they learnt
in the teaching components using a variety of simulations and models depicting alternative ways
of looking at the theoretical concepts of music.
The Factory is an example of a practise component. The player may select the type of note or rest
to manufacture. In our example we are manufacturing quarter notes. Notice the two metronomes
on the screen. The top metronome plays at the tempo of the selected Italian term. The bottom
one plays at the tempo of the selected English definition.
In order for the factory to begin manufacturing
the selected note or rest, the player must
match the Italian tempo name with its English
definition. Correctly matching the Italian term
with its English definition syncs the two
metronomes and the device begins
manufacturing the selected note or rest.
Choosing a “faster” tempo will cause the notes
to be kicked off the conveyor belt at a faster
rate.
Above the two metronomes is a beat counter,
which counts to four and shows the player how
many beats their chosen note or rest takes to
be manufactured.

Practise Component: The Factory

6
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The modifier room is another example of a practise component. We have coined the term modifier
to mean a dot, tie, or fermata, which, when appropriately applied to a note, alters its duration.
To learn about the use of modifiers, players experiment in the Modifier Room, making boards for
use later in the game. Players can attach a dot to
any note. Beyond dots, the player can tie two or
more notes together to create a sound of the
desired duration. The player can also apply a
fermata to any note.
Notice that when the modified note is played the
note lights up for the appropriate number of
beats. Next the dot, tie or fermata lights up
indicating its contribution to the overall duration.
Pressing the “Fermata hold” button for the
desired amount of time allows the player to
create a board of that length.
In the background the player hears the sound of
an electric saw, which lasts the duration of the
Practise Component: The Modifier Room
modified note. The sawing sound signifies that
the machine is sawing boards the lengths of the player's modified notes.
Application quizzes test the player's ability to apply what they have learnt. Unlike in the practise
components, player error in the application quizzes has an impact on their musical health within
the game. If the player's musical health gets too low, they will be returned to the appropriate
practise area for remedial assistance.
The Train is an example of an application quiz
for tempo. The player is expected to set the
speed of the rail car according to the posted
speed limits indicated by an English definition.
To do this the player chooses from the levers
displaying the Italian terms.

Application Quiz: The Train

Matching the speed correctly moves the rail car
along the track to its destination, further
increasing the player's musical health. Failing to
select the correct Italian term for the posted
speed decreases the player's musical health and
ultimately returns the player to the point of
origin, where they must begin again.

7
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The Bridge is an example of an application quiz
for modifiers and note durations. In order to
cross the river, the player must construct a
deck for the bridge.
Using the boards cut in the modifier room,
players place boards of appropriate length to fill
the gaps according to the blueprint. The boards
are grouped on the left according to note
duration. Placing their mouse pointer over a
group describes the length of the board in notes
rather than in numbers. For example, the
player must know that a board showing a
dotted whole note will fit in a space on the
bridge indicated by the number 6 on the
blueprint.

Application Quiz: The Bridge

The yellow Bridge areas are gaps needing
boards and are labelled with the beat duration
they need. Matching the correct note boards to
the same length of gap in the bridge will
complete the bridge. Players may need to
return to the Modifier room to make more note
boards if they do not have the appropriate
lengths available to them.
Once the player has correctly completed the
bridge, they can safely cross to the other side of
the river and continue with their quest.
Application Quiz: The Bridge Blueprint

8
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Concept quizzes are another game component, which allow players to test their theoretical
knowledge. After the player has learned the material in the teaching areas and have practised
their knowledge of the concepts, they test their understanding of the concept quizzes.
Various characters in the game will periodically
appear to offer concept quizzes. Correct answers
result in additional musical health points as a
reward. Incorrect answers will result in a
decrease in musical health and a reminder of
what to review for next time.
The final game component is the comprehensive
exam, which will allow the player to move to the
next level in the game. The comprehensive exam
for the first level requires the player to
demonstrate their ability to apply their knowledge
of notes, rests, modifiers, durations, tempos, and
dynamics.
Firstly, the player must select the appropriate
Concept Quiz: A Fairy
English definition corresponding to the Italian
term on the displayed music. This sets the tempo for the music. The player will play the music by
pressing keys in time with the metronome and holding the note for the correct duration. Rests
durations are achieved through a lack of keyboard depressions.
Specific keyboard keys are assigned to each of the six studied dynamics. To demonstrate
understanding of dynamics, the player uses the appropriate dynamics key to play the music at
the indicated volume.
After each piece of music, the player's
performance will be evaluated on three areas,
tempo, dynamics, and duration. Each note will
get a green check mark if the player started
and ended the note or rest on time and a red X
if the player started early or late or did not
hold the note or rest for the specified duration.
Errors in dynamics and tempo are also
indicated on the screen for the player's
information. All errors result in decreased
musical health. Increases are enjoyed by
players who perform the music correctly.
Comprehensive Exam: Notes, Rests, Modifiers, Tempo,
and Dynamics

9
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Workbook
The workbook is an independent product in
the Harmony's Quest series. It may be offered
as a supplement to the 3D interactive
adventure game, but could also be used as a
separate product.
Further, calling this a workbook may be
misleading. The book is simultaneously a
storybook, a textbook and a workbook. The
workbook tells the story of Harmony's Quest
from the perspective of the its characters. In
contrast, the 3D interactive adventure game
tells the story from the player's, or student's,
perspective. The story may be offered as
either a full-colour storybook or as a graphic
novel.

Graphic Novel Version
The instructional sections of the workbook
emphasize the underpinnings of music theory and
provide explanation of why things are done the way
they are. Alternative explanations for difficult ideas
are explored using real world examples.
Practise sections allow students to develop their
music skills as they understand how the musical
symbols are written. They also learn how the
components of music relate to each other.

Storybook Version

10
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The workbook uses instructional areas to explain the
concepts necessary for reading and playing music.
In these two examples we are showing segments of
the workbook reviewing fractions The book uses
examples that the learner can relate to.

Workbook Instruction: Fraction Review

The workbook also uses analogies to explain the
music concepts in terms of the real-world things so
that the learner can see the relationships in terms
they understand.

Workbook Instruction: Comparison of Examples

11
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The workbook offers a variety of exercises and quizzes
to allow the students and their teachers to evaluate
their understanding of the theoretical concepts and to
pinpoint areas of confusion.
A variety of approaches, including fill-in-the-blanks,
matching games, and crossword puzzles, are used to
add interest to the experience.
Music teachers might use the Harmony's Quest
workbook as a supplement to the game or as an
independent way of evaluating their students'
understanding of the concepts.

Workbook Exercise: Note Math

Workbook Exercise: Word Scramble

Workbook Exercise: Crossword Puzzle

12
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ABSTRACT
The southeastern region of the United States experienced a major increase in the Latina/o
population with the Latina/o population more than tripling between 1990 and 2000 in six states:
Alabama, Arkansas, Georgia, North Carolina, South Carolina, and Tennessee. As the Latina/o
adult population increased, so has the Latina/o student population with an increase of 322%
between 1990 and 2000 for ages 5 to 17. The Latina/o student population was projected to
increase 210% between 2001-2007 (Kochhar, Suro & Tafoya, 2005).
With such a significant increase in Latina/o population, the schools will have to make
significant adjustments in their curriculum, instruction, academic and social services to meet the
specific academic and cultural needs of these students. An immediate concern is creating
English as a Second Language (ESL) programs to help students master proficiency in reading,
writing, and speaking in order to be successful in school (Kochhar, Suro & Tafoya, 2005).
Beyond language, schools need to provide students with social and cultural capitals so that they
can successfully navigate and actively participate in all aspects of American society (Croll, 2004;
Monkma, Ronald & Théramène, 2005).
Therefore, it is imperative for educators not only to consult the research literatures but to
also listen to the needs and wants of Latina/o students. This research study listened to the voices
of Latina/o youths by investigating their perceptions about school and schooling. Specifically,
students were asked their opinions about their guidance counselors, teachers, the classroom
environment, and the school environment in this quantitative study.
Surveys were used to collect data from 160 Latina/o students from a total of nine high
schools (three from a rural system, three from a suburban system, and three from an urban
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system) in North Carolina using a purposeful convenient sample. Data analysis was conducted
for 156 cases with descriptive statistics for frequencies, means, and standard deviations.
Based upon the findings, recommendations can be made to policy makers, school
administrators, teachers, and guidance counselors in order to better meet Latina/o students’
specific needs and interests helping be better acculturated to American schools and society.

Croll, P. (2004). Families, social capital, and educational outcomes. British Journal of
Educational Studies, 52 (4), 390-416.
Kochhar, R., Suro, R., & Tafoya, S. (2005). The new Latino south: The context and
consequences of rapid population growth. Washington, D.C.: Pew Hispanic Center.
Monkman, K., Ronald, M, & Théramène, F. D. (2005). Social and cultural capital in an
urban Latino school community. Urban Education, 40 (1), 4-33.
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In this time of shrinking health care budgets and over-worked health professionals, how do we, as
occupational therapy educators, ensure that our students are ready to be competent and
competitive as the next generation of clinicians? This is the big question facing the University of
Alberta, and indeed many of the academic institutions, as they strive to offer the very best
education to their students.
Traditional classroom instruction, and its associated
reference materials, lay the foundation for acquiring the
critical knowledge and practical skills for a career in
occupational therapy. Of course, fieldwork has long been
an effective and integral part of a quality education for
occupational therapy students. However, with placements
becoming increasingly more difficult to obtain, we have
needed another way to practice and obtain the tacit
knowledge critical to successful health professionals.
Recent technological developments are offering exciting
possibilities for merging the practical experience of field
placement with the educational potential of a virtual
learning environment. Through the use of multi-media,
artificial intelligence, and virtual reality systems we now
have the ability to allow students to experience and explore the dynamic world of occupational
therapy like never before. These technologies are changing the
face of education in institutions around the globe.
The University of Alberta is developing a new learning
environment that immerses students in various OT settings, and
introduces them to real clients with a variety of OT-related issues.
Our new platform embraces standard clinical reasoning processes,
encourages the student to participate in thoughtful reflection,
provides feedback from expert clinicians, and also endorses
collaborative learning. It provides an realistic clinical setting that
allows students to make mistakes and challenge their academic
and practical assumptions. Our goal is to ensure our students
succeed in joining an international group of knowledgeable
experts in their chosen field of occupational therapy.
In 2001, we began a research project to explore the potential of
using simulation and evolving technology to enhance the learning
experience for our students. The emerging popularity of serious
games1 brought with it a new acceptance for using this common
entertainment medium as an authentic substitute for traditional
clinical placements.
Our review of the literature revealed that simulations were
frequently used in the training of individuals such as pilots, police officers, fire fighters, military
personnel, paramedics and race car drivers.2 For decades, flight and racing simulators have allowed
students to safely practice new skills without fear of permanent consequences to themselves, their
1 Thompson, C. "Saving the World, One Video Game at a Time ." July 23, 2006. http://www.nytimes.com/2006/07/23/arts/
23thom.html (accessed October 17, 2008).
2 Moorthy, K. "Simulation-based training is being extended from training individuals to teams" BMJ 330. (2005), 493-494,
http://www.bmj.com/cgi/content/full/330/7490/493. (accessed October 17, 2008).
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equipment, or their surroundings. Only after becoming proficient with the simulator do students
move to the real thing.
We also learnt that war games, used since Roman times, continue to be a valuable exercise for
allied armies3 to hone their skills and compete in an authentic way, closely modelling reality,
without the serious consequences of actual battle.4 Video games depicting war had reached such a
high level of sophistication, that the military used off-the-shelf video games for their strategic and
tactical training.5 Today the military creates their own specially designed video games and
incorporates them into their regular training regiment, at all levels of the forces.
Special simulations, such as role-play, have also been used in a variety of professional areas
including sales training, human resource development, occupational therapy education and other
disciplines,6 where human interactions, and strong communication techniques play a key role in
being a successful professional.
Armed with our newly acquired knowledge of simulations and the burgeoning acceptance of serious
games as a credible medium for academic and professional education, we began the development
of our new learning environment. The result is CRISP™, an interactive instructional model that
embraces the benefits of simulated learning. Standing for Clinical Reasoning In Simulated Practice,
CRISP™ uses a variety of multi-media, Internet technologies,
and well-grounded pedagogical approaches to support the
learning of complex concepts and skills for a variety of health
care domains.
OT Inc. is an application of the CRISP interactive model and is
designed specifically for occupational therapy. OT Inc. is a
virtual organization offering community-based health services
to clients of all ages. In the game, students become members
of a multi-disciplinary team, which offers comprehensive health
services to a simulated community.
The conceptual models used
Occupational Performance Process Model
in OT practice form the
foundation of the simulation,
the core of which is the
process model, which dictates the flow through the learning
environment. The model has been expanded to explain the entire
clinical reasoning process at each stage. For this version of OT
Inc. we have used the Occupational Performance Process Model.

Person-Environment-OccupationPerformance Conceptual Model

OT Inc. currently includes the Model of Human Occupation as
well as the Canadian Model of Occupational Performance, but
could be expanded for the Person-Environment-OccupationPerformance and the Lifestyle Performance models. Instructors

3 Sieberg, Daniel. "War games: Military training goes high-tech." November 23, 2001.
http://archives.cnn.com/2001/TECH/ptech/11/22/war.games/index.html (accessed October 17, 2008).
4 Orzech, Dan. "Cybertroops Keep War Games Real." August 24, 2005.
http://www.wired.com/science/discoveries/news/2005/08/68591 (accessed October 17, 2008).
5 Swick, Gerald D. "Off-the-Shelf Computer Games Aid Military Training." September 9, 2008.
http://www.armchairgeneral.com/off-the-shelf-computer-games-aid-military-training.htm (accessed October 17, 2008).
6 Ahonen, Tomi T. "Most effective training is a simulator." June 4, 2007.http://communitiesdominate.blogs.com/brands/2007/06/most_effective_.html (accessed October 17, 2008).
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may ask students to use a particular model as they work through the simulation or leave it up to
the student to select the one they wish to use. Students interact with their clients using the model
that is congruent with the philosophy of the clinical setting in which they work.
The simulation is case-based and uses actual clients in its
delivery, which maintains the authenticity of the experience. The
student sees the client as they really are and learns about them
in the client's own words.
The student at OT Inc. works in a virtual office. The simulation
begins with the student preparing to meet the client for the first
time. At their disposal the student has a number of resources
available to them, including a filing cabinet, in which they may
find the medical and personal histories of the client; a bookshelf
of relevant reference material; a telephone with to call virtual
Cases Present Actual Clients
people related to the client for further information; and the day
planner, which lists the activities students must complete during each stage in the process.
The client interview is an integral part of the simulation,
allowing students to ask a question from a menu of options
and hear the client's answer in the form of a video. Based on
their meetings with the client, students identify the
occupational performance issues and work toward an
intervention plan with the client. During the interview
students may choose to administer tests to assist them in
identifying the issues.
OT Inc's Virtual Office

Students receive ongoing
feedback from their virtual
boss concerning their performance throughout the simulation. The
virtual boss allows the student to explore various paths toward an
outcome, whether or not successful. Should the student find
themselves too far off track the boss will insist that they retrace
their steps to the point of error and if they still do not understand,
encourages them to seek further assistance from their instructor.
Client Interview

At the end of the intervention
the student assesses the outcome of their solution and reflects
on their clinical reasoning to determine whether they made the
appropriate decisions.
Instructors may review class progress, in aggregate or on an
individual basis, at any time during the simulation. This allows
them to intervene and correct any mis-conceptions that might have occurred during the course.
Feedback from the Virtual Boss

Development on OT Inc is nearing completion with two cases completed supported by two
conceptual models and two process models for the domain of occupational therapy. The next steps
for the virtual organization includes piloting the application with real learners as part of their
coursework and assessing it as an effective learning tool.
The future for the CRISP™ instructional model is to generalize it to other allied health domains. We
are currently exploring the possibilities for cases to be developed in the areas of nursing,
pathology, and social work.
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OT Inc. is a collaborative effort between ShirWin Knowledge & Learning Systems Inc. and the
Department of Occupational Therapy at the University of Alberta.
For more information please contact
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Sharon Brintnell
Department of Occupational Therapy
2-64 Corbett Hall
Edmonton, Alberta Canada T6G 2G4
Telephone: (780) 492 – 2067
Email: sharon.brintnell@ualberta.ca
ShirWin Knowledge & Learning Systems Inc.
Debra Greig
#105 9650 - 20th Avenue NW
Edmonton, Alberta Canada T6N 1G1
Telephone: (780) 432 – 5779
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Abstract
Suh, Young-Mee (2009). A Study on Advanced Korean English Learners’
Strategy Use in Reading English Text. 2009 HICE Proceedings. The present
study explored how advanced Korean English learners developed their reading
strategies and grammar strategies in reading English text in their undergraduate
programs. The responses in Strategy Inventory for Language Learning (SILL) by
Oxford (1990), a self-report of their language proficiency level, and the Reading
Strategy Use Survey by Cohen & Weaver (2006) were collected and analyzed to
find out their language learning strategies and proficiency level. The participants
also did a reading task in think-aloud protocol and stimulated recalls in semistructured interviews. The results showed that they seldom had explicit reading
strategy instruction, and they had struggled to develop their own meta-cognitive
and micro-reading strategies in response to the different types of instruction they
had experienced. Pedagogical implications for English language teaching were
also addressed.

Introduction
This case study explored the various ways two participants developed their understanding of
English reading texts by developing their reading and grammar strategies while they were in
their undergraduate English as a foreign language programs. In other words, I explored, through
retrospective questions, the kinds of reading and grammar strategies that advanced-level
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participants in my study had used in their undergraduate reading classes. In semi-structured
interviews with a reading task, the participants were asked to retrospectively report on how they
had learned English reading, especially reading and grammar strategies. They were also asked to
about what kinds of reading strategies or grammar strategies they had used when they read. In
the last phase, the cross-case analysis, I compare the interview results of the two participants.
I expected to find from these retrospective interviews that participants at different ages had
learned different reading and grammar strategies, and they developed their own strategies based
on the ways they were taught how to read. Baker and Brown (1984) pointed out when a reader
did not describe how to use a particular strategy but did in fact use it. There are many strategy
studies about college students or adults (Green & Oxford, 1995; Oh, 1992; Oxford & Ehrman,
1995; Phillips, 1991). Oh (1992) showed that adult learners highly use meta-cognitive strategies
such as planning, organizing, and evaluating their own L2 learning. Learners develop their
language and “a critical self-consciousness… of their own role as active agents within the
learning process” (Nunan, 1988, pp.134-135). In other words, students become aware of their
learning strategies they can use through instruction by their teachers, and “they gain greater
control over a variety of ways to learn and develop a greater sense of autonomy in their own
learning ” (Nyikos, 1991, p. 26).
The assumptions underlying my approach include the premise that the two advanced level
English speaking participants had struggled to invent their own reading strategies in response to
the different types of instruction they may have experienced as younger English as a foreign
language learners in classroom settings in Korea. This is an area that is largely unexplored.
Nyikos and Fan (2007) advocate that researchers and teachers seek out the voice of learners to
verify their hypotheses and speculations. Therefore, my research questions are,
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1) How did the students when they were younger understand an English reading passage
and what did they do when they had unfamiliar structures in reading passage?,
2) Do students at different ages use different reading strategies and grammar strategies?,
3) Do the ways students learn how to read affect the way they use their own strategies? If
so, in what ways do instructional methods affect the students’ strategy use?
Methods
I purposely selected two Korean female graduate students at the doctoral level studying in a
language education department of a large Midwestern university. Both had been successful
English learners. I wondered how they had learned and developed their reading and grammar
strategies in their undergraduate years. By comparing similarities and differences of their
strategy use, I expect to find some useful recommendations to real classroom teachers and other
language learners.
Phase I
Before conducting the semi-structured interviews, I asked the participants to fill out Strategy
Inventory for Language Learning (SILL), which is designed to gather information about how
students of a foreign language go about learning that language (Oxford, 1990). I also asked the
participants to fill out a language proficiency scale (a material distributed in Language Learning
Strategies and Styles class that I took), and the Reading Strategy Use Survey (Cohen & Weaver,
2006, p. 72). The rationale of using the instruments was to find out their strategy use, their level
of language proficiency, and their reading strategy use.
Phase II
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While conducting interview, I gave each participant separately a think-aloud reading task
asking them to recall what reading strategies and grammar strategies they used. In other words,
the interview consisted of a reading task in which participants were each asked to report aloud
their thoughts and strategies as they read the text. More specifically, I brought a short reading
passage from an English reading text (Wegmann & Knezevic, 2002, p. 177) and asked them to
tell me everything they thought of while they read the text. The reading passage was 251 words
in length, on the topic of Jazz musician. It was chosen because I had taught the same passage to
college students of low advanced proficiency level.
After the reading task, in the interview, I asked several questions about the learners’ reading
strategies and grammar strategies including 1) What do you understand in the given text?, 2)
How do you understand any unfamiliar structures in the text?, 3) What reading strategies and/or
grammar strategies do you recall learning in English reading classes in the past? What ways did
you learn those strategies?, 4) What kinds of strategies have you developed to use since that
time?, 5) Does the way you learn reading affect the way you use your own strategies?, and other
questions.
I met each participant once at the School of Education, and the interview lasted no more than
one and a half hour. The participants were very interested in the topic of this study and eager to
be involved to the interview. They were especially interested in the interpretation of the survey
of their strategy use. Also, since they were in the same major as me, they would like to give
their own opinions about strategy learning as a student and strategy instruction as a teacher,
which might be possible topics for future study.
Participants
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Participant A was in her mid-20s. She had entered her undergraduate school in 2000 majoring in
English Education in Korea. She was a current doctoral student in Language Education interested
in the processes of language learning, especially in EFL contexts. She also had stayed in the
USA with her family for two years, once when she was a fourth-grader in elementary school and
again as a freshman in an undergraduate program. She was currently a third-year doctoral student,
at the end of her graduate courses. In her opinion, her English proficiency was high. For
example, she rated herself “very high” for listening comprehension skills, “high” for speaking
ability, “very high” for reading ability, and “high to very high” for writing ability on the
language proficiency scale survey.
Participant B was in her late 30s. She entered her university in 1989 majoring in English
Literature and Language in Korea. She began learning English since her middle school years in
Korea, and she has stayed in the USA since she started her MA degree program in the USA five
years ago. Now she thinks her English proficiency is “very high” in all parts of English skills.
For example, she marked “very high” for listening comprehension skill, speaking ability, reading
ability, and writing ability on language proficiency scale survey.
Summary of the interviews
A summary of participant A interview, focusing on the strategies used
The results on the SILL for participant A showed that she usually used meta-cognitive strategies
such as “using your mental processes”, “compensating for missing knowledge”, and “organizing
and evaluating your learning.” She also marked “often” or “very often” on the items in reading
strategy use survey, which reveals that she uses meta-cognitive strategies including repeating,
skimming, summarizing, and guessing.
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I was able to verify her strategy use when I asked her to think-aloud while reading the
assigned passage during the interview. I asked her to consider herself a freshman in her
university and to recall her strategy use while reading the English text. She first read the title
and checked the length of the passage. She did not underline or mark anything on the passage.
She just kept reading the passages silently and then went back to the first paragraph. She read
the first paragraph silently again, sentence by sentence, and underlined some parts saying that “I
need to check up these words later” or “Oh, it is an interesting expression”. Considering Korean
students usually start reading sentence by sentence following strictly the organization of the text,
her reactions to the think-aloud task showed her high tendency to use meta-cognitive strategies
such as self-monitoring for comprehension.
In the interview, clearly showing her strong meta-cognitive self-monitoring strategies, she
felt she had mastered the reading proficiency at the level set for Middle school English while she
was in America in the 4th grade. But this level of reading proficiency limited her reading in high
school. Therefore, before entering her university, she attended a private institute to learn testtaking skills in reading comprehension such as getting the main idea and skimming in longer
passages. She learned such reading skills as reading the questions first and skimming the
passage to find out the answer while ignoring specific details or unfamiliar words or structures.
However, she had not learned any grammar strategies at all, and she usually consulted her
mother who is an English educator about unfamiliar structures.
When she was a freshman, she again sensed her limits in understanding English reading texts
even though she used the strategies mentioned above. She felt that the texts such as newspapers
were difficult to understand, and made mental notes that she needed to study grammar. However,
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she did not study structure patterns from a grammar book since she noticed that the complex
grammar terminology was too challenging for her to understand.
Her meta-cognitive awareness of her limitations was further heightened when she began her
studies in the USA as a freshman. So she used more often times one of the organizing strategies,
deciding to pay attention to specific details. She looked up the vocabularies in the dictionary and
figured out the structure of the sentences by asking her mother. At the same time, she tried to
understand the meaning of the paragraph on the whole (skimming to get the idea quickly) and
wrote down the main points in her notebook (notes-taking strategy).
More specifically, when she was in the USA, she took an advanced ESL class on learning
how to read and how to write, and later, took two courses as a freshman in the university. For
the ESL course, she skimmed the text at home to preview and prepared to discuss the text after
getting information on the upcoming discussion topic. Also, for newspaper reading, she first
read the title, skimmed the first paragraph to try to get the main idea, underlined the parts she did
not understand, and she looked up unfamiliar words in her Korean-English dictionary. She also
marked thought groups in each paragraph by using a slash mark and underlined the sentences she
did not understand. If she still did not understand some part, she skipped it and moved on to the
next paragraph. If she still did not understand it, she asked her mother.
For her major courses, she studied vocabulary in the text in advance, and took notes on what
the instructor discussed during class. She reviewed the book and summarized it in Korean in her
notebook. She searched the internet in Korean about the topic and took notes in her notebook.
She also asked her mother to explain the parts that she found too difficult. Also, she asked a
Korean AI graduate student at the university about what she did not understand.
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After returning to Korea as a junior, she felt every subject in her class was easy to follow.
She became confident and got good grades on those subjects. Since then, she has used her own
reading strategies. For example, after reading the title, she reads the text through, irrespective of
her understanding. She reads the text again, and underlines the parts she does not understand.
She also underlines idiomatic expressions or some expressions which she wants to remember.
She underlines unfamiliar words and looks them up in a dictionary. If there are some structures
she does not understand, she asks her mother.
A summary of participant B interview, focusing on the strategies used
The results on the SILL of participant B showed strong tendency of using “organizing and
evaluating your learning.” In the interview, she said that she always used a linking strategy with
material she already knew and evaluating strategy of her progress. Like participant A, she also
marked “often” or “very often” on the items in the reading strategy use survey, which reveals
that she also often uses meta-cognitive strategies in reading tasks.
When I asked her to think-aloud while reading the same passages as participant A to help her
recall how she read English texts in her undergraduate years, she read the first paragraph loudly
and underlined the sentences she read. At the same time, she translated each sentence into
Korean. When she came across unfamiliar words, she circled them and murmured “What does it
mean?” She did not look them up in the dictionary, but she tried to understand the meaning of
the word in context. Again, she read the sentences with unfamiliar words silently, and then said,
“Yes, I got it.” Then, she read the second paragraph again loudly. She skimmed through the text
and thought about the meaning of the sentences. When she encountered some part she did not
understand, she underlined the part, and tried to figure out the meaning in context. If she could
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not figure it out, she made a margin note. In the interview, she said she read the first paragraph
slowly, sentence by sentence, to get an idea of the topic. In the second paragraph, once she
understood the topic and activated her background knowledge of the topic, she sped up her
reading of the second paragraph.
During the interview, she recalled that she did not have any grammar strategy instruction
even though her English class was mostly done in grammar translation. She said that her
school’s English education on reading and grammar was not helpful at all, even though she
studied hard to get good grades. She recalled that she learned how to read by herself. For
example, she developed her own strategies such as inference, overview of the text, underlining,
highlighting, and skipping unfamiliar words (unless they were critical to understanding the text).
But, at the same time, she tried to master English structure by analyzing texts, and she studied a
popular grammar book repeatedly by herself for one year.
She believed that her reading skills improved when she took a preparation course for being a
simultaneous interpreter at a private institute. The class was about how to translate English
sentences into corresponding correct Korean, and there was no grammar instruction. Her own
strategy for this class was to preview the reading passage. She underlined the parts she did not
understand. Right after reading each paragraph, she translated the paragraph into Korea just
below the English passage. She left a blank for any English word she did not understand. She
checked to see if she had translated correctly by listening to the other students’ translations
during class (evaluating her own progress). In this way, she read newspaper editorials every day
for one year and learned how to translate English sentences into Korean. She thought that her
vocabulary power and reading skills had increased substantially by using those strategies.
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In summary, she self-mastered English reading and grammar skills in her undergraduate
years. She often used strategies such as previewing, repeating, analyzing contrastively via
comparisons with another language, being cautious about word-for-word translating and direct
transfers from Korean. Also, she confirmed what she studied in her grammar book in reading
text. She recalled that she thought it was important to analyze structure to understand meaning,
such as using structure to figure out thought groups in the text.
Comparison between two interviews
I found several similarities and differences in the responses of the participants. First, in terms of
their reading strategies in the think-aloud task, I found differences between the participants.
Whereas participant A read the text silently, participant B read the text aloud. Also, participant
A seemed to read the text in a top-down approach, being aware of the organization of the text
and so on, whereas participant B read the text in a bottom-up approach. The different reading
approaches to the text were closely related to the different strategies they used when they came
across unfamiliar structures. Neither of them used a dictionary while reading, but instead, they
used a guessing strategy to figure out the meaning of an unfamiliar word or structure. However,
participant A did not mark any text in passages she read, whereas participant B used quite a few
markings including circling, underlining, and making margin notes.
Secondly, in terms of whether or not they had grammar strategy instruction in their
undergraduate English courses, neither of them had explicit grammar strategy instruction. Both
of them said they learned English grammar either by studying a grammar book by themselves or
by asking others. They checked what they studied or became to know in the same or similar
structure of a reading text.
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One interesting thing was participant A’s attitude towards the text she read. Both
participants showed that they used quite a few meta-cognitive strategies, but participant A,
unlike participant B, had strong doubts about the text she read. She did not believe what she read
because it was printed. She wondered why certain sentences had been written in a certain way
and accepted structures after asking her mother who clarified the usage for her of the structures
in a text.
Participant A: I did not just accept usage of the text since they were printed. I wanted to
check and confirm the structure and the written text in print.
On the other hand, participant B had very strong motivation in to learn English structure and
wanted to excel in English.
Participant B: I have liked English since I learned it and tried to learn it by myself. I never
gave up figuring out the parts I did not understand even though it took time
to understand them.
Finally, both participants were independent learners developed their own strategies which
were a combination of meta-cognitive and micro-reading skill strategies. They learned not only
skimming and how to grasp the main idea, but also about the translation of English text into
Korean, either in school or at a private institute. Also, both of them seemed to be affected by the
way they learned reading, either in a university English course or in a private English institute
class. More specifically, participant A learned how to skim and how to get the main idea quickly
in a reading class and used those strategies most often in her think-aloud task. However, she also
taught herself to understand the text line by line by translating it.
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On the other hand, participant B learned reading strategies such as translation in a private
institute, rather than in school. The most frequent reading strategy she used, such as translating,
was observed in her think-aloud reading task, but she developed other reading strategies, such as
skimming and guessing about the text, by herself.
Pedagogical implications for classroom teaching and suggestions for future study
One of the findings of the interviews was that the participants developed balanced strategies of
their own. They not only developed ways to read the text from an eagle’s view with a top-down
approach, but also to decode the text by getting the meanings of the parts in relationship to the
whole by using a bottom-up approach. This finding implies that classroom teachers should make
sure they include both a top-down and bottom-up approach when they design reading instruction.
Second implication of this study is that it is necessary to explicitly teach students various
types of reading strategies. Even though participant A said that she learned reading strategies in
class, those strategies were mainly test-taking strategies. In other words, the strategies were
about how to answer a question in the limited time given in test-taking situations. Therefore, it is
recommended that teachers provide students with various types of strategies so that they can
raise awareness of the strategies and use them.
In addition to explicit instruction in a variety of strategies, giving useful resources to students
is important. One commonality of the participants was that they found appropriate resources such
as English grammar book, their mother, or AI to help clarify what they did not understand. They
were also good at checking what they learned from the resources in reading texts. Therefore, one
way to help students develop such monitoring strategy of their own is to introduce as many
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useful resources as possible, so they can utilize those resources when they encounter difficulties
while reading.
Introducing as many useful resources as possible is related to an increase in students’
motivation. One distinguishing characteristic of the participants was that they were highly
motivated to do well in reading English text. Therefore, giving access to useful resources may
help motivate students to learn English.
Finally, one way to further this study would be to explore how students learn English
grammar while reading English text to become advanced English learner. In this study, the
participants were asked such questions as whether or not they had grammar strategy instruction
and if so, what it was like. There was similarity of their responses. They did not have explicit
grammar instruction in reading class, but they felt they needed to study grammar when the text
was challenging. Since achieving accuracy in reading English text is one of essential criteria for
becoming an advanced learner, one of my possible future studies will be to conduct a case study
to explore advanced English learners in order to understand how they became advanced readers
with high levels of accuracy.
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Abstract
In recent years, many Taiwanese elementary schools have implemented
extensive reading activities in their respective campuses. To help pupils engage in and
stick to these activities, teachers and parents would offer pupils contingent rewards,
such as praises, gifts, and privileges. As we know, the use of rewards in educational
settings as a way to improve motivation is a controversial issue. Previous studies on
rewards, mostly conducted in controlled situations, have recognized that the effects of
a reward depend on the types of rewards used, the reward contingency, and the
attributions made for receiving the reward. The purpose of this study is twofold, (1) to
investigate the combined effects of the reward variables above onpupi
l
s
’r
e
a
di
ng
motivation, and (2) to identify the predictive reward variables for reading motivation.
The survey participants were 722 pupils from five elementary schools in southern
Taiwan. Using a longitudinal design, pre-reward and post-reward reading motivation
were both collected with the same instrument, the El
e
me
nt
a
r
ySc
hoolSt
ude
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s
’
Reading Motivation Scale (Lai, 2005). The El
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Experience Questionnaire was also used to collect reward variables. Simultaneous and
longitudinal regression analyses indicated the following results: (1) after controlling
for sex and grade, combined reward variables significantly improved the prediction of
post-reward intrinsic reading motivation, extrinsic reading motivation, and global
reading motivation; (2) after controlling for pre-reward reading motivation, sex, and
grade, combined reward variables significantly improved the prediction of
post-reward intrinsic reading motivation, extrinsic reading motivation, and global
reading motivation; (3) “
intangible rewards
”and “
effort attributions
”positively
predicted intrinsic reading motivation, extrinsic reading motivation, and global
reading motivation; whereas “
luck attribution”negatively predicted intrinsic reading
motivation. Based on the results, suggestions for reward practices and future studies
were provided.
Keywords: rewards, reading motivation, pupils

2009 HICE Proceedings
Page 791

Topic Area: ESL/TESL
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Does L1 Reading Influence L2 Reading?
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Abstract
This study primarily investigates two ESL readers in terms of their first language
(L1) and second language (L2) reading development and the potential influences of their
attitudes toward L1 reading on their perceptions of reading L2. Both participants are
doctoral students in the United States. One was an EFL teacher in Thailand with a
TESOL MA degree from the USA but doesn’t like to read English at all unless the
reading is required while the other got a master degree in Computer Engineering in
Taiwan and loves to read English newspapers, magazines, and novels for fun and gaining
new knowledge. Half of the interview questions are adapted from Burke Reading
Interview (by Carolyn Burke in 1987) and more questions have been added to inquire
how they learn to read their L1 and L2. The key concepts of their responses are then
further classified into three categories: (1) What happens while reading? (2) What do they
think about a good reader? (3) Their Reading Development.

1
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The qualitative analysis of the interview data reveals relative connections between
their L1 reading habits and perceptions of reading L2 as well as some potential factors of
these two ESL readers' different attitudes toward reading English. The findings of the
study contribute valuable suggestions to parents and language educators in terms of
selections of reading materials and methods to cultivate learners' L1 and L2 reading
development. Using traditional language teaching and learning methods is a good and
conventional way most language educators do, but it seems that to cultivate a language
learner's experience with print in his/her early stage is the crucial part to influence one’s
inner attitude toward reading, no matter in L1 or L2.

* Presented in 7th Annual Hawaii International Conference on Education at the Hilton
Hawaiian Village Beach Resort & Spa in Honolulu, Hawaii (January 4th-7th, 2009).
* Hawaii International Conference on Education: http://www.hiceducation.org/
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Evaluation of the Baby Think It Over® Curriculum and Real Care® Baby on Urban Middle
School Students Perceptions of Self-Efficacy using the Infant Care Survey
ABSTRACT: Research Objectives: The Baby Think It Over® program consists of Real
Care Baby® (RCB) (an electronic infant simulator), and a Baby Think It Over Curriculum
(BTIOC) which reportedly challenges students to re-examine their attitudes, knowledge
and skills related to teenage parenting. The purpose of this investigation was to
measure the extent to which the Baby Think It Over® Program (BTIOC and RCB)
affected the construct of self-efficacy based on age as an independent variable.
Methodology: Volunteers (n=350) consisted of urban minority youth of lowsocioeconomic status (African American=82.26%). Participants were randomly assigned
to three groups: RCB, BTIOC, RCB and BTIOC. The self-efficacy of knowledge and
skills related to parenting was measured with the Infant Care Survey in a standard pretest, post-test repeated measures design with post-test measurements being completed
immediately following the intervention and again at four months. Data were analyzed
using a MANOVA revealing significant differences (p<.01) between ages 13 and 14
among the subset Health Knowledge (Q1-15). The subset Health Skills (Q28-41) also
revealed significant differences for ages 12 and 13, 13 and 14, as well as 14 and 15.
Significant differences also occurred using Pillai’s Trace for Group*Age (p<.01) between
ages 12 and 13, and 13 and 14 on the subset Diet Knowledge (Q16-20) across the
posttest and four-month follow up surveys. Discussion of outcomes: Users should
consider the age of students in relationship to teaching specific health knowledge and
skills associated with infant care prior to using this program. These results are
significant in that potential users of this program should evaluate the adoption,
implementation and utility of such a program and its various components in relationship
to school objectives and learning outcomes prior to participating in the program.
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Student Projects as a Tool of Teaching Math
Nina V. Stankous, Ph.D.
National University
11255 N. Torrey Pines Road
La Jolla, CA 92037
USA
E-mail: nstankous@nu.edu

“Student must learn that
mathematics is the most human of endeavors”
J.D. Phillips
Introduction
One of the purposes of education is to enable students to learn the important subjects of
the school curriculum to further their professional goals and to function effectively in work,
society, and family life. Students who are the future of the nation must learn to use
mathematics thoughtfully and skillfully.

The term “math anxiety” is so common in modern days that we probably can hear those
two words only together. Tons of researches have been made about math anxiety and
how to cope with it (Tobias, S, (1993), Manigault, S, (1997) etc).

Anxiety is an emotional reaction that is related to low math achievement, failure to
enroll in advanced mathematics courses, and poor scores on standardized tests of math
achievement. Math anxiety creates a focus of limited working memory on managing anxiety
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reaction rather than on solving the math problem.

That feeling comes from early school years, and even students at university level with math
major still experience math anxiety in a great degree. There was no one class during my
ten years teaching experience in US where I would not hear “I hate math”.

Students’ attributions or beliefs about the causes of their success and failure have
been repeatedly linked to their engaging and persisting in learning activities. Students’
selfregulation
improves math learning.

Information processing begins when a student encounters information and lasts until
that information is acted upon and a response is made. The process starts with attention,
without which information is lost. Information that is the focus of attention becomes
available to learners’ working memory, and with practice the information can be transferred
to long-term memory.

Vygotsky’s characterization of the learning process as one of social induction may be
applicable to the sharing of informal mathematics knowledge when it is embedded in
everyday practices.

Practical Outcome
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With my background in Russian education and over 20 years of researches in Applied
Mathematics, I want to share my observations and experience of a different approach to
teaching math at university level.

My personal teaching philosophy is:

Great teaching is not what the teacher knows (although it’s very important), it is what
students gain from their learning.

My approach to teaching math is to develop and build skills in critical thinking. That means
students will be able to analyze, evaluate, predict, invent, and interpret problems. When
students have such skills, they can solve any problem and enjoy the math through
understanding. They will increase their capacity to use the power of the knowledge on
their own lives and in the lives of those around them.

To achieve that goal, I apply several teaching techniques, but I want to demonstrate just
two of them:

1.

Student Presentations – the best way to learn is to teach others. Presentations help

students to realize their strengths and weaknesses. Also, it helps students to develop
presentation skills. Many of them are future teachers, and they need experience such
things before they come to a classroom at high school and see 50-60 eyes looking at them.
Examples of student papers will be exhibit in the presentation.

2009 HICE Proceedings
Page 797

2.

Field trips – one of the richest resources for learning is the local community and the

people and places in it. I am proud of saying that I introduced and still practice field trips in
my math classes. We go to the Aerospace Museum at Balboa Park during a Linear Algebra
class, where students can see applications of math in real life. For Number Theory course,
we go to the American Computers Museum at San Diego (many people have never heard
of it. One of my students said after that field trip: It was the best value I’ve ever bought for
$1. The most exciting field trip is the tour at Palomar observatory. Our students are adult
people, and they come with their kids, friends, and families and enjoy the new experience
and knowledge with weekend entertainment. The trips are guided by post graduate
students from Cal Tech, Pasadena, and our students have a lot of fun. For example, one
guide explain to them how scientists can watch the whole sky by moving the telescope,
and then he asked them to walk upstairs to the platform and see how the telescope moves.
Then, he opened windows around the platform and suddenly students realized that the
platform was moving, not the telescope. They said: It was awesome! Now we know that the
motion is relative – that’s what Einstein said.

In the presentation, different topics and pieces of student reports will be presented.

Conclusion:
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To overcome math anxiety and show how attractive and human math can be it is very
efficient to utilize student projects like field trips and student presentations. Instructors
should be creative and thinking “out of box” to introduce and develop a different approach
to math and its applications.

My very successful experience shows that students with some practical experience enjoy
math much more than before, and it is a good motivation for them to work hard and
appreciate math.
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Paper:

SCOPE AND PERSPECTIVE
The need for new and creative approaches to waste management has never
been more necessary. Given increased emphasis and concerns regarding
environmental sustainability, climate change, and depletion of natural resources, the
waste management industry needs to modify its behavior regarding fuel consumption
and greenhouse gas emissions, particularly with regard to landfill methane and fleet
management. Through pro-active and determined efforts (i.e. organics processing,
innovated routing, blended fuel, accelerometers, etc.) the waste management industry
can help mitigate a number of these ecological impacts.
In the past 35 years, the amount of waste generated per capita in the United
States has steadily increased from 2.7 pounds to 4.6 pounds each day (U.S.
Environmental Protection Agency, 2007). In 2007 the Spokane Regional Solid Waste
System (System), an inter-local county/city agency, received approximately 350,000
tons of waste. 260,000 tons were processed at the Spokane Waste-to-Energy facility
with 60,000 tons being bypassed to regional landfill (City of Spokane, 2008).
We are increasingly producing more waste, particularly when considering the
amount of packaging or single use products that we dispose of annually. These trends
emphasize the need for Spokane County residents to develop ways of reducing waste.
This not only requires altering manufacturing design and consumer behavior but also
shifting our cultural ideology about waste production and material management.
Sustainable values must become more than a du jour movement; they must be instilled
in and perpetuated by future generations. We have a responsibility to create
“sustainable” culture though education.
As the Department of Solid Waste Management, the operational arm of the
System, redefined its priorities from service delivery to “sustainability,” it was necessary
to develop baseline methodology to justify increased costs and major service impacts.
To augment staff time and expertise, the department entered into a partnership with
Gonzaga University faculty and Master of Initial Teaching (MIT) students to help
facilitate a study of its refuse collection system. From the standpoint of municipal
government, the partnership legitimizes both the study and any changes to service
structure. Further it helps garner political will in making a major shift in departmental
philosophy. The addition of MIT students also helps guarantee one of the ancillary goals
of the project, the development of curriculum, which uses local, identifiable objects as a
model for sustainable education and behavior.
Using the data collected during the study, the School of Engineering and Applied
Science at Gonzaga University is currently developing interactive models to help reroute and test changes to collection service. The same models that will be used by the
department will be adapted to allow K-12 math and science students to assess changes
in fuel economy and carbon emissions of garbage trucks through hands on interaction.
The model will demonstrate how minor shifts in the amount of waste (tonnages) and the
frequency and topography of collection can have significant effects (beneficial or
detrimental). The primary goal of the curriculum and models will be to emphasize the
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interdependency of ecological issues - to teach youth how to make connections
between what they purchase, what they dispose of, and how those behaviors have
global impacts.
Future class projects and lessons may include examining the kinds and amounts
of garbage that are generated in students’ homes or schools; service learning
endeavors that involve materials management, or analysis of materials and products
based on environmental footprint, energy or disposal costs; surveying the waste
generated at a local park, or in public spaces; or, working with local environmental
groups such as the non-profit Center for Justice to learn more about the environmental
effects of refuse on the Spokane River.

EDUCATIONAL RATIONALE
Our collaborative model aligns with the goals of Place-Based Education, a
holistic approach to education, conservation and community development that uses the
local community to provide context and relevance to student learning. It encourages
young people to reach beyond the walls of their classrooms and create partnerships
with higher education, government, non-profits and other local entities. Exploring
Spokane’s problem with waste disposal not only provides them with materials they can
use to study math, science, social studies and language arts; it also becomes a means
of deepening their awareness of environmental issues and possibly influencing their
behaviors to promote sustainability.
The project also meets the goals of the Office of Superintendent of Public
Instruction’s Education for Environment and Sustainability Program, and is in alignment
with the programs rationale,
… the quality of life for all people, now and in the future, will
ultimately depend upon the individual’s comprehension of the
interdependency of environmental, economic, and social systems, and
of how individuals interpret their personal role in the total scheme of
life.…The goal of EES is to develop capacity for society to meet the
needs of today while assuring intergenerational equity – that is, to not
limit the opportunity for optimal living in future generations. This
requires students to engage in the complexities of continuous
improvement with values of deep human purpose (Washington State,
2008).

BENEFITS TO LOCAL SCHOOLS
This partnership presents many advantages to young people in elementary,
middle and high schools. Students who are part of this project gain:





Hands-on learning;
An environmental ethic and responsible citizenship;
A chance to improve their schools’ ecological footprint;
Familiarity with collaboration by seeking and creating partners in their
community;
3 of 6
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Experience with service learning;
Critical thinking, math, writing and other skills which creates the potential for
better test scores;
The ability to meet the standards set out by the Office of the Superintendent of
Public Instruction’s Education for Environment and Sustainability Program;
An appreciation for participatory democracy;
Self-esteem and a sense of accomplishment by becoming part of the solution;
An opportunity to teach others and become role models to family members as
well as other youth – including those who live in other communities;
Valuable political and communication skills, especially when encountering those
who oppose change;
A chance to improve their surroundings as well as become part of the efforts to
protect the environment now and in the future.

With the focus on the WASL and standardized testing, schools are already
struggling to meet current requirements. As recently stated by Brian Day, executive
director of the North American Association for Environmental Education in USA Today:
“One of the unintended consequences of No Child Left Behind has been to
push environmental education out of the classroom because teachers are
under so much pressure to push the test scores up in reading and math" (USA
Today, 2008).
Integrating the environment and the local waste problem doesn’t have to be timeconsuming. In fact, this project can save teachers preparation time because it provides
them with specific goals and plans to incorporate sustainability into their lessons on
math, science and other subjects.

CONCLUSIONS
Environmental stewardship can be a daunting task for most people. This is
especially the case for youth, a demographic that has a limited voice in political or social
change and is omitted from the decision-making process. By understanding that their
actions can have specific, positive outcomes we empower students. The earlier young
people make these connections between their behavior and environmental processes,
the more likely they are to develop long-lasting “sustainable” practices. These values
will not only guide their personal lives but will be reflected in their vocations, in their
social, political and cultural identities. This type of collaborative effort does more than
help provide resources and experience for teachers, or expertise to municipal
government, or even education to our youth, it is the model that we must use to mitigate
and adapt to global environmental problems if we are to make significant change.
Over the course of the next year we will develop and test both the interactive
models and a math and science curriculum for two grade levels, with the goal of
implementing a pilot program in the spring of 2009. We will present our findings to local
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school district administration and environmental agency personnel in the hope of
expanding our collaborative efforts. As well, we will present to a variety of solid waste
organizations to foster interest and additional funding. We will submit a final research
project to the 2009 Educator’s Conference for consideration.
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ORIGINAL ACCEPTED ABSTRACT/PROPOSAL (SUBMISSION 1284)
SUSTAINABLE SYNERGY: How city government, local schools and higher education
can work together to promote education, environment and the economy
In order to help change people’s attitudes about waste and to promote sustainable
methods to control and reduce the amount of garbage generated in our community, we
have created a partnership among experts from the City of Spokane Solid Waste
Management employees; faculty from Gonzaga University; and Master of Initial
Teaching students currently working with students, teachers and administrators in
Spokane area schools.
These are our goals:
•
To demonstrate how collaboration among three community institutions can
stimulate young people to learn about sustainability and to promote grass-roots efforts
in their own neighborhoods;
•
To show how the involvement of young people in a collaborative project can
serve to change their behaviors in terms of their impact on the environment;
•
To generate ideas for local projects in our neighborhoods;
•
To provide a case study of how municipalities, higher education and K-12
schools can work together to promote education, the environment as well as the local
economy. Our collaborative model -- which will provide an example of how young
people can experience sustainability both at school and in their communities -- can
easily be adapted to fit the needs of other cities.
Our project is an example of cutting-edge environmental educational efforts. This model
is in keeping with Place-Based Education where local problems are identified and
explored as a means of not only teaching math, science, social studies and language
arts, but also as a way to change the knowledge, attitudes and behaviors of young
people in schools
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Abstract:
Teacher quality in science and math education and student achievement has been
consistently correlated in the research literature. Additionally, the No Child Left Behind Act
(NCLB) of 2002 mandates that schools staff classrooms with highly qualified teachers. However,
recent research indicates that students in high needs areas are much more likely to be taught by a
substitute teacher, or a teacher with emergency certification (Christensen & Levine, 1998) than a
highly qualified teacher. These areas, often low-income urban centers or sparsely-populated
rural regions, have the greatest needs but the fewest qualified teachers. To compound the issue,
attrition is greatly elevated in high needs areas in comparison with other settings. Many
strategies have been employed by federal and state agencies as well as teacher preparation
institutions to face the challenge of recruiting and retaining qualified teachers to high needs
settings.
In this study, we focus on the National Science Foundation’s (NSF) Noyce Scholarship
Program (NSP) which provides incentives to help offset teacher education costs and requires
commitments to teach in high needs settings. This research sought to categorize scholarship
recipients’characteristics (e.g., whenthey heard about the NSP, race, etc.) by differentiating them
based on the recipients’ perceptions about the NSP’s degree of influence on attracting them to
teach science and mathematics, and the NSP’s influence on attacting them specifically to teach in
high needs settings.
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Creating Interactive Course Materials for
Statistics Education, based on Compendium
Technology and Reproducible Computing
Patrick Wessa

∗

August 14, 2008

Abstract
This paper serves as an illustrated example about the use of two websites (Wessa.net and FreeStatistics.org) for the purpose of statistics education. It is shown that Reproducible Computing can be easily integrated
in a course document (called “Compendium”) that contains open-access
references to archived meta-data that makes the underlying research reproducible and reusable. The bottom line of this approach is that there is
no need for the student to download, install, and execute any code on the
local machine - the only system requirement is an active internet connection. In addition, students are able to work on assingments and remotely
store the results in such a way that the educator is able to verify results
and correct mistakes quickly and accurately.
It is demonstrated that the course content of a Compendium can be
structured in such a way that the following conditions are satisfied at the
same time: (1) the mathematical models are treated in a logical order;
(2) students are empowered to interact and experiment with the worked
examples; (3) parts that might seem too difficult can be skipped without
loss of logical consistency; (4) plagiarism is easily detected; (5) course and
software errors can be quickly found and fixed.
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6. Abstract:
One important element of learning listening is intensive listening: listening for precise sounds, words,
phrases, grammatical and semantic units. The prototypical intensive listening activity is dictation, but the
administration and scoring of dictations can be very time-consuming and may not be suitable in the classroom
(Rost 2002: P.138). In order to facilitate intensive listening in the classroom, less time-consuming and easy-to use
tasks must be developed and utilized effectively. Although such tasks are generally discussed in the literature on
ESL/EFL listening (e.g., Flowerdew, J. & L. Miller 2005), there have been few empirical studies which offer a
detailed account of them in classroom settings or which attempt to reveal the nature of intensive listening tasks,
such as relationships in performance between dictations and error identification tasks.
A project was launched at the end of 2007 in order to gain a better understanding of this nature*. Several
investigations have been conducted with Japanese university students, focusing upon three different types of
phonetic/grammatical/semantic error identification tasks. The results of one of them show, for example, that
dictations are related in performance to semantic error identification tasks (r = .25, p =.02, N=85), suggesting that
they may be identical at some points. It must be claimed, however, that this study was administered on a limited
scale and that its results should be considered tentative.
The author, as an English instructor, has been using error identification tasks to enhance his students’
intensive listening, in which research data has been accumulated little by little. In the presentation, the results of
the investigations conducted will be integrated with those to be conducted, and attempts will be made to obtain a
clearer map of the nature of error identification tasks for intensive listening by answering such research questions
as:
1) What kind of relationships in performance (linear or non-linear) are found among
phonetic/grammatical/semantic error identification tasks?
2) What kind of relationships in performance (linear or non-linear) are found between
dictations and phonetic/grammatical/semantic error identification tasks?
3) Which error identification task is the most related in performance to dictations?
4) Do the relationships above vary according to general listening proficiency?
The presenter, based upon this outline, will then discuss how to use error identification tasks effectively in
the classroom.

References:
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Abstract:
Regional geography is one required subject in Taiwanese high school geography
courses. To achieve the goal of ‘The 2006 Senior High School Temporary Curriculum
Guidelines’ of the Ministry of Education, many geography textbooks published by
different publishers produced diverse regional topographic and thematic maps with
text explanations for students to understand the geographical environments and
regional features throughout Taiwan, China, and the world. However, these maps
have to be revised because of their poor design. Therefore, this article summarizes
and discusses some common mapping issues in Taiwanese high school geography
textbooks according to the principles of map design.
This study analyzes the third and fourth high school regional geography
textbooks according to the five factors from Bos’ guidelines for map design, including
map content, generalization, map layout, symbol design and visual perception. Some
shortcomings had been found through the authors’ observations about these
geography textbooks from 2006 to 2007, such as a general unfitness of maps or titles
to the text explanations; poor generalizations of cartographic abstraction; the
inappropriate dispositions of legend, scale, orientation, latitude, and longitude; the
height and colors of topographic maps; sizes and colors of symbol categorization in
thematic maps; unclear and illegible symbols and words; poor relationship between
themes and backgrounds. The goal of this study is to guide textbook compliers to
notice these issues and further construction and publication of maps of higher quality.
This would help students to read these maps more easily and comprehend the content
of geography textbooks. Moreover, well-designed maps in geography textbooks could
be a model to guide geography teachers and students to construct and publish better
maps.
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The application of a self-regulated learning model among college students:
A preliminary study

Pin-Hwa Chen
Department of Educational Psychology and Counseling
National Pingtung University of Education, Taiwan

Abstract
In order to intervene in the self-regulated learning (SRL) of college students, a SRL
guiding model is essential. In this study, the researcher reviewed effective SRL
models and proposed a SRL guiding model for the students. The SRL guiding model
enlisted the SRL stages, each detailed with explicit action procedures. To realize its
applicability, 28 juniors from a university in southern Taiwan were sampled. The
participants were taught the SRL guiding model and asked to take their own SRL
actions in the following six weeks, after which, the participants submitted their action
reports. Afterward they received an individual interview. The interview was
semi-structured and aimed at realizing students’SRL experiences before, during, and
after the actions. Content analyses of the action reports and interviews indicated that
the proposed SRL model was clear to comprehend. Students applied it to guide their
SRL in various situations, such as to improve their English ability, to study for a
difficult subject, or to write a semester report. Although all the students followed the
SRL model and finished their own actions for SRL, not everyone could benefit from
their actions. This study categorized the problems found in the actions and the
opinions about model revision offered by the students. Based on the findings,
suggestions for model revision and model implementation were provided.
Keywords: self-regulated learning, college students

2009 HICE Proceedings
Page 812

Results of a Statewide Survey of Co-Teacher Relationship Between
General and Special Educators
Ida M.Malian, Arizona State University-Polytechnic
Ann I. Nevin, Florida International University
ABSTRACT
An Arizona statewide study and a review of published literature, investigated
a Comparative Analysis of Co-Teacher Relationships between General and Special
Educators. Various aspects of co-teaching and implementation of the Co-Teacher
Relationship scale are discussed to determine the necessary compatible attributes of
co-teachers in Arizona compared to co-teachers on the mainland and Hawaii.
Results of the statewide study documenting co-teacher relationships are discussed.

Introduction
As special education advances into the 21st century, educators are confronted with
the never-ending challenge of providing for the individual needs of their students.
Special and regular education teachers alike are questioning current practices and beliefs
regarding effective methods of instruction. Because of recent initiatives and educational
reforms, diversity in the general education classroom is steadily increasing. As the trend
towards inclusive schooling practices escalates, the need for school-wide collaboration is
imperative. Meeting the diverse needs of students requires methods of service delivery
that incorporates collaboration between special and regular education teachers. In recent
years, collaborative teaching has become a means for providing students “a free and
appropriate public education” in “the least restrictive environment”. (Reference IDEA)
Co-teaching is described and defined in a variety of ways, but the overall principles
remain remarkably similar. Gately and Gately (2001) define co-teaching as “the
collaboration between general and special education teachers for all of the teaching
responsibilities of all students assigned to a classroom.” Moreover, Cook and Friend
(1996) define co-teaching as occurring “when two or more teachers, one general educator
and one special educator, share physical space in order to actively instruct a blended
group of students, including students with disabilities.” Although a statewide definition
has not been adopted, co-teaching occurs in many named and unnamed classrooms. In a
true co-teaching classroom, general and special educators work together to develop
differentiated instruction to meet the needs of a diverse student population. Teachers
share the planning, presentation, evaluation, and classroom management in an effort to
enhance the learning environment for all students. General educators who specialize in
understanding, structuring, and pacing curriculum are paired with special educators who
identify unique learning needs and enhance the curriculum and instruction to match these
needs. By implementing this collaborative system, teachers can provide integrated
services for all students, regardless of identification. (Zigmond, 2001)
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Effective Co-Teaching
Several layers of support are essential for effective co-teaching. This must come
from the district, administration, classroom teachers, parents and the community. District
backing helps to guarantee that efforts are properly utilized and also facilitates
communication throughout the school system. Support at the district level allows coteaching to become a fundamental component of school. The district also helps
communication between schools and the surrounding community. The study from Chriss
Walther-Thomas suggests that the “district-level task force committees should include
administrators, teacher leaders, related services professionals, families, and other
appropriate community agency representatives (e.g., vocational rehabilitation specialists,
adult services workers, college support counselors).” Unless all supports are in effect
then, there could be potential resistance, and as a result, co-teaching would be short-lived.
It is imperative that school administration give the co-teachers time to plan on a
regular basis. Administrators assist teachers in addressing issues, provide staff
development, utilize resources, manage classroom size, and balance class rosters. As
instructional leaders, effective principals provide the vision, incentive, recognition, and
moral support to teachers during challenging stages in the implementation process
(Walther-Thomas, in press).
Continuing staff development adds another element of support for program
stability. Not all teacher preparation programs offer upcoming teachers a clear vision of
what co-teaching is, or why it is so important. The entire staff benefits from specific
training in student scheduling, learning strategies, cooperative learning, peer tutoring, and
instructional modifications. Staff development also assists interpersonal interaction in
problem solving, conflict resolution, and negotiation.
As with any classroom, supportive parents are vital for meaningful student
experiences. The co-taught classroom greatly benefits from parental involvement.
Furthermore, parents provide a link between the classroom and the community. The
support from the community helps the co-teaching method become a more widely
accepted and recognized norm in education.
In addition to the layers of support, other characteristics are, without fail, found to
accompany a successful co-teaching relationship. It is at the classroom level that
teachers find success when utilizing the characteristics of having good communication,
regular planning, and joint commitment. It is suggested that the co-teachers make a
commitment to the process and relationship for at least two years. It takes a lot of work
to align schedules and compromise ideas. Because of the intense commitment
requirement and the extreme demands, it is not recommended to put someone in this
position for remediation purposes.
Both the special and general education teachers bring unique expertise to the
relationship. They must recognize that neither teacher serves the student more or better
than the other. As a result, they can enhance each other’s abilities for the greater benefit
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of their students. Combined with this appreciation, co-teachers must have reciprocated
respect and appreciation for each others’ hard work and enthusiasm.
Once a commitment is in place, and both teachers are aware of each others’
differences, effective planning is imperative. Walther-Thomas (1995) found that five
planning themes surfaced among effective co-teachers.
1. Effective planners trust the professional skills of their partners
2. Effective planners design learning environments that insist on active
involvement
3. Effective co-planners create an environment where each teacher’s
contributions are valued, where classroom roles are ongoing and shared
fairly
4. Effective planners develop efficient routines
5. Over time planning becomes more productive, comfortable, and creative.

The Benefits of Co-Teaching
The extent to which co-teaching improves student academic results remains
undetermined; however, research reveals that although there are setbacks, the benefits
outweigh the criticism. The Chriss Walther-Thomas study showed positive results in 23
schools over three years, within eight districts. It was reported that “students with
disabilities developed better attitudes about themselves and others.” Most students
showed improvement in their academic abilities, remained in the general education
population, and had a greater desire to learn. Additionally, it was determined that the
students with disabilities became less critical, and began to see their own academic and
social strengths. These students working in heterogeneous groups were provided the
opportunity to learn new information and build on each other’s prior knowledge. Coteaching provides an avenue to meet the needs of a greater variety of students, which
results in more student-teacher time and attention.
Keefe and Moore (2004) found that co-teaching had a positive effect on students
with and without disabilities. General education students benefit by receiving individual
help and modifications through the collaboration between both teachers. A recent study
conducted by Schwab Learning (2003) documented the impact of co-teaching in 16
California elementary, middle and high schools. Results included decreased referrals to
intensive special education services, increased overall student achievement, fewer
disruptive problems, less paperwork, increased number of students qualifying for gifted
and talented education services, and decreased referrals for behavioral problems. (Nevin,
in press) Furthermore, there was increased tolerance from general education students
towards children with cognitive deficits. (Pugach and Johnson, 1995) In another study
(Gerber and Papp, 1999) students with and without disabilities, including parents, were
interviewed regarding their perceptions of impact in a co-taught classroom. Students and
parents alike reported positive results.
The deployment of two professionals teaching in one classroom is an extremely
effective way of providing instruction to increasingly diverse groups of students in
general education. (Gately & Gately, 2001) Co-teaching provides a greater opportunity
to capitalize on the diverse and specialized knowledge of each instructor, allowing the
teachers to assist and learn from each other. In addition, they reported being happier and

2009 HICE Proceedings
Page 815

not feeling so isolated. Co-teachers benefit from establishing mutual goals and accepting
mutual accountability for key decisions. Teachers have the opportunity to demonstrate
cooperative and collaborative skills to their students.
With the IDEA emphasis on the least restrictive environment, co-teaching creates
less of a stigma for students with disabilities. Positive findings of Walther-Thomas’s
evaluation of co-teaching models included improved academic and social skills of
students. These consisted of improved attitudes, self concepts and peer relationships.
Students perceived that these enhancements stemmed from personal support and an
improved sense of community within the general education classrooms.

Barriers
Although it is generally agreed that co-teaching is very beneficial to students with
and without disabilities, there are several obstacles that accompany the co-teaching
approach. It must be emphasized that these barriers are not excuses to abandon coteaching. Rather, exposure to these obstacles can be insightful and can provide an
opportunity to plan for success. Barriers in co-teaching range from lack of time to shared
space, adding more content to an already full curriculum, and lack of adequate training.
Both general and special education teachers agree that overcoming the barriers is
challenging, worthwhile, and imperative.
One of the strongest barriers voiced by both general and special education coteachers is time; the most common being the lack of time for mutual planning. Adequate
time is imperative to discuss shared responsibilities, lesson plans, task division, and other
necessary components. Another setback in this area is finding common time to attend
meetings. This can be even more challenging if both teachers are not on the same
schedule. Not only do co-teachers need time for formal preparation, but they also need
time to learn how to plan together as co-teachers. Additionally, they must invest time
into their relationship to acquaint themselves and continually foster their partnership.
Mutual planning time decreases role confusion, a common setback where the
general education instructor is recognized as the “real teacher” with the special education
instructor being the “assistant”. To meet the various needs of students with disabilities,
special education teachers use adaptations in their planning which is not usually the case
with the general education teacher. However, if the general education teacher plans
lessons alone, the special education teacher may feel uniformed as to how the lesson is to
be perceived by the class. The special education teacher is then, at a disadvantage. The
situation can escalate to a state where the special education teacher is unable to help any
or all of the students. Furthermore, the special educator is of little or no assistance to the
general education teacher. Both co-teachers must be capable contributors to make these
partnerships equitable and productive.
When teachers from different disciplines try to work as a team their unrelated
educational preparation may cause conflicting expectations (Fennick & Liddy, 2001).
Because of the emphasis on inclusion, special education teachers are trained and more
prepared for co-teaching. As a result of their training, special educators consider
themselves more informed than general education co-teachers about the possibilities and
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benefits of collaborative teaching (Fennick & Liddy, 2001). In contrast, general
educators feel they had limited training in teaching students with disabilities. As a result,
they feel unprepared to teach these students, even in the co-taught setting. This variation
in Professional Teacher Preparation Program requirements can create a situation where
co-teachers need combined co-teaching training. Furthermore, most teachers have
worked in isolation throughout their careers. The opportunities to plan and develop for
ongoing projects with other teachers were limited and as a result they were not prepared
for their new roles as collaborators. Even for competent teachers, it takes time to become
effective co-teachers (Walther-Thomas, Bryant, and Land, 1996).
Another primary concern shared by co-teachers is the notion that students with
special needs are in co-taught settings with the sole purpose of social integration.
Knowing that these students would be unable to achieve course objectives served to
accentuate the special education stigma and contribute to a sense of alienation (Austin,
2001). This stigma stems from uninformed attitudes of students and teachers. Another
stigma that can generate in an inclusive setting is the notion that students with disabilities
in the general classroom cannot perform.
Recognizably, behavior management in the co-taught classroom is a multi-faceted
concern. Sometimes, in the inclusive environment, both the general and special
educators have differing opinions of who is responsible for behavior. Generally, each
teacher sees themselves as the primary disciplinarian. This confusion usually occurs
during the initial stages of co-teaching, and the role of “behavior manager” falls upon the
special education teacher, allowing the general education teacher to “teach”. The
relegation of this role serves to undermine the special education teacher’s position in the
classroom as a teacher (Gately & Gately, 2001).

Co-Teacher Relationship Scale
Method
Purpose
The purpose of this study was to determine whether there is a relationship between
general and special educators’ ratings of their compatibility on a Co-Teacher
Relationship Scale (Noonan, 2003). The Co-Teacher Relationship Scale was replicated
with permission from a study previously conducted in Hawaii and Florida, so
comparisons could be drawn with the results in Arizona. Additionally, the results from
the study will provide state-wide data on co-teaching to the Arizona school districts.
Preliminary inquiry
An informal inquiry was conducted prior to distributing the Co-Teacher Relationship
Scale state-wide. Questions posed to principals in five districts in the Phoenix valley
addressed school philosophies and attitudes toward co-teaching. The inquiry resulted in
an immediate response, indicated high interest, differing definitions and unawareness of
district norms. The results of the informal inquiry predicted a high response rate from the
state-wide survey.
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Participants
The survey participants included co-teachers in the state of Arizona. The Arizona
Department of Education sent the survey to principals and directors of special education,
to forward to co-teacher pairs within their respective districts. The response consisted of
co-teachers responding from 160 Elementary schools, 70 middle schools, 50 High
Schools, and 9 Junior High schools. Of the 290 responders, 15 responses were from
Charter schools, with the remaining responses from Public schools. The survey was
anonymous and voluntary, with the no identifiable information, other than demographics
available. Although it is impossible to reveal the location and specific demographics
from the various responders, the racial breakdown of the state is as follows: 63.8% White
(non-Hispanic), 25.3% Hispanic, 5% Native American, 3.1% Black, 1.8% Asian, 2.9%
Mixed race.
Procedures
The Co-Teacher Relationship Scale (CRS) in Hawaii and Florida was conducted face to
face. In contrast, the survey in Arizona was configured into an on-line format and
distributed in electronic form. Part I of the CRS consists of 10 items focusing on beliefs
and approaches to teaching, and Part II consists of 9 items focusing on the extent to
which co-teachers believe they are the same or different in their personal characteristics.
One additional question related to perceived effectiveness was also added to the survey.
After the Human Subjects Review approved the survey, the CRS was distributed to
directors of special education and principals to forward to co-teaching pairs. Responses
to the survey were immediately entered into an SPSS program for analysis, with nonparametric statistics employed for analysis. The data was aggregated for all respondents
with no specific district data disaggregated.

Results
There was no significant difference between general and special educators on
their reported beliefs and approaches to teaching and personal characteristics. This is
very significant, as past research reported differences in these two types of educators.
These results from the 290 respondents may indicate that the gap is shrinking between
educators in co-teaching relationships. Moreover, the fact that general and special
education teachers have reported minimal variance in their beliefs, approaches to
teaching, and personal characteristics shows that effectiveness has a greater potential
because they want, and are willing to work for the same things for their students.
Although there was such an insignificant difference in the beliefs, there were minimal
similarities and variances worth discussion in the two components of the survey.
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Approaches to Teaching
How to structure children’s activities
This question represented the highest percentage of reported difference, at almost 21%.
This may not be a negative situation as variation in this arena may provide diversity in
class activities.
Beliefs about the curriculum
There was an 87% reported similarity in beliefs about the curriculum for young children.
This result indicated that not only do the co-teachers believe they are on the same page,
which should be Arizona State Standard’s based.
Beliefs about Inclusion
An 84% similarity in beliefs about inclusion may indicate a skewed sample, as they may
already have beliefs grounded in inclusion; hence they are willing participators in the
relationship. There was no way of indicating whether or not the teachers were willing
participants in their co-teaching position, or if they have recognized the benefits and have
become committed to the method.
How to adapt and individualize activities
Six percent reported an extremely different approach to adaptations and individualization,
and again, these differences, although slight, may compliment each other in the
classroom. Here, the methodologies used by the individual teachers come from their
professional training, one in content the other in modifications and accommodations
based on individual needs, therefore, the opportunity to enhance the other person’s
abilities is present.
How to manage inappropriate behavior
There was a 22% reported difference in behavior management, which may indicate
different styles to correspond to different students. Also, there will be variation in
approaches and ideas for managing inappropriate conduct.
Parent Involvement
This question represented the highest percentage of similarity (92%), as co-teaching pairs
tend to have similar beliefs about parent involvement. Further research may indicate
what their beliefs actually are.

Discussion
There were some findings that reveal characteristics conducive to functioning coteaching relationships. For instance, there were high reports of perceived mutual
confidence. This report does not necessarily denote that the teachers are overly selfassured, or flawless, but rather, the teachers likely feel confident in using their strengths,
while exposing their faults in working together towards a common goal. Also, there were
some slight differences in beliefs, however; the co-teaching pairs reported their overall
experience as effective. This indicates that the slight differences in their ideas may be
necessary in the diverse inclusive classroom. One of the most glaring parallel drawn
from the results was the relationship between dedication and effectiveness. It is quite
probable that the perception of dedication among co-teaching pairs effects the perception
of an effective relationship. Essentially, if they both feel that their partner is equally
dedicated to the classroom relationship, they feel effective.
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The significance of the results from the Co-teacher Relationship Scale in Arizona was
that the lack of difference in the respondents’ beliefs and attitudes about their
relationship. This may be an indication of a positive mutual attitudinal shift towards
collaboration between general and special educators. Furthermore, the results of this
survey should be an encouraging catalyst for promoting co-teaching in various settings.

Implications
The co-teaching relationship scale was electronically sent statewide to all district
Principals and Directors of Special Education, who were then asked to forward the survey
to the co-teacher pairs. Because the survey did not involve face to face interviewing,
there was no control over how it was filled out. As a result, there is no way of
determining whether or not the teacher filling out the survey was indeed in a co-taught
classroom. Furthermore, the survey may not have been filled out by a certified teacher,
for instance a para-professional may be considered to be participating as a co-teacher.
The survey was sent to principals, and this may have skewed some of the results.
First of all, if the teachers felt that their principal would be viewing the completed survey,
the teachers may have over or underestimated their responses. Also, as our preliminary
research indicated, not all principals are aware of the definition of co-teachers in the
inclusive classroom. Furthermore, it is quite probable that a principal or director of
special education responded to the survey in lieu of a co-teacher.
As with any survey, it is also possible that teachers felt obligated just to complete
survey and did not take the proper time to carefully read and contemplate each question.
Furthermore, because of the inability to track participants, there is no way to determine if
the survey was completed more than once by the same person, thus causing data to be
duplicated in this insistence.
However, implication for teacher preparation are clear. Recent momentum
towards dual certification or double major is underscored. A single teacher education
program that emphasizes both special education and general education competencies is
warranted given the movement towards Co-teaching. Various national models will be
presented to support this research premise.
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Abstract

What should teaching and learning look like? Has anyone asked the students? This presentation
will attempt to answer this fundamental question.
In an increasingly complex and interconnected world, institutions of higher education are
charged with preparing students to face the challenges of the 21st century as responsible, active
global citizens. This presentation involves looking at the teaching and learning process from a
different perspective, that of the student. It will address customizing the classroom experience to
more fully engage the students. The primary focus of this presentation will be service learning
and civic engagement. Of particular interest will be demonstrating how students can take a lead
role in transforming the educational process by applying academic skills to solving real-world
issues.
In this type of educational environment, students lead the process, while teachers serve as
partners and mentors. Along the way, students develop critical thinking and problem-solving
skills by tackling some of the world’s greatest concerns. This presentation describes the actual
process used to engage students. It also discusses ways to encourage students to become more
fully involved in civic engagement to meet critical community and global needs.
Research shows that service learning can enhance individual student skills while strengthening
an entire educational program. Students can benefit tremendously from an educational
experience that combines service learning and leadership development. They can reap benefits
in the areas of academic learning, civic responsibility, personal and social development, and
opportunities for career exploration.
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Foreword
The intention of this paper is to provide student derived insights into the creation of a
community court in Downtown Vancouver, Canada, based on direct observation and
study by the student of 2 other communities where “problem solving” courts are already
successfully in place. These insights developed in response to and while engaging in
an international study course (Criminology 1101 Comparative Justice Systems) that
included site visits to two Community Courts in New York City and field study in the
downtown area of the city of Vancouver. A Vancouver Community Court adapted from
the NYC models will open in the Fall of 2008. This paper is intended to be a proposal for
criminal justice policy change from the perspective that Vancouver had not already
planned to set up a community court to address the issues of quality of life crimes
(property crime, drug related crime and prostitution) in and around the Downtown East
Side.
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Healing
I am not a mechanism, an assembly
of various sections.
And it is not because the mechanism
is working wrongly, that I am ill.
I am ill because of wounds to the
soul, to the deep emotional self.
And the wounds to the soul take a
long time, only time can help.
And patience, and a certain
difficult repentance, long
difficult repentance, realization
of life’s mistake, and the freeing of oneself
from the endless repetition of the mistake
which mankind at large has chosen to sanctify.
D. H. Lawrence
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Introduction
Vibrancy, wealth, and charisma have put Vancouver, British Columbia on the
map as one of the world’s most liveable cities (Vancouver.com, 2008).

However,

behind its top-notch front lies an area accurately described as the poorest
neighbourhood in Canada; the area formerly known as “Skid Row”, now referred to as
the Downtown East Side (City of Vancouver, 2008a). The Downtown East Side (DTES)
is steeped in history but over the years, this has been cast aside, much like the
individuals who now call it home. The time has come to end the neglect that has
affected this community for decades.

Through a model based on integration,

cooperation and proponent based thinking, what follows is a proposal for the
development and implementation of a community based problem-solving court. This
review will briefly outline the history of the DTES and summarize the current and
troubling state of the DTES community. The paper summarizes how a Community Court
as a “problem solving court” can benefit the area targeted. It further presents
considerations on the likely success of the initiative based on observations of existing
Community Courts in other jurisdictions undertaken by the author while in an
international educational setting.
History and Current State of Affairs
Built as the original gateway to Vancouver, the DTES is comprised of Chinatown,
Gastown, Victory Square, Oppenheimer, Thornton Park, Strathcona, the Hastings
Corridor, and the Industrial Area that follows Railway from Clark to Gastown (City of
Vancouver, 2008b).

The DTES was once a thriving centre for commerce and

community. As the city centre, it housed major national department stores (Woodwards
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and Eatons) as well as city hall, the courthouse and the police station. In the late
1950’s railcar service was suspended, effectively cutting daily traffic (estimated at
10,000 people per day) to the area. The 1960’s not only saw more individuals and
families moving into the DTES for affordable housing options because of the soaring
housing costs in the once affordable Fairview Slopes and Kitsilano areas, but also the
relocation of one of the cornerstone national department stores, Eatons (City of
Vancouver, 2008b).
Concurrently, in the United States in a gesture that would theoretically restore
individual rights and dignity back to the ten of thousands of mental patients in state
hospitals, President John F. Kennedy passed legislation to de-institutionalize asylums
across America. This act had a profound and unintended impact on the mental health
system continentally in leaving thousands of mentally disordered persons without
adequate medical care (Asylum: A History of the Mental Institution in America, 1988).
Arguably, a combination of the American de-institutionalization movement and a lack of
funding for community based care marked the starting process of the similar deinstitutionalization and closure of Canadian psychiatric hospitals, including Riverview
Hospital (RVH) and Woodlands School along with numerous other psychiatric and
mental health units province wide (BC Mental Health Timeline, 2008). Wide scale unit
closures in the hospitals forced mentally ill individuals back into society and in response
many gravitated to the area of the city with the highest concentration of low-cost
housing, primarily the DTES (City of Vancouver, 2008b).
The beginning to mid 1980’s not only saw a major recession hit the country
effectively forcing more individuals to the streets, it saw the introduction of cocaine as
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the prevailing drug of choice over intravenous heroin. In downtown Vancouver, one
could see a causal “slippery slope” at work through not only an increase in drug users
but also dealers, new pawnshops, and a decrease in the number of legitimate
businesses in the area. In 1993, Woodwards, the last of the national department stores
in the immediate area, closed its doors for good leaving the area with little but any major
commercial draw or exposure. The Woodwards closure created a ripple effect that
soon after saw the closing of many other small shops and restaurants in the vicinity
(City of Vancouver, 2008b; Downtown Eastside, 2008). To this day the prevalence of
open

drug

use

and

drug

dealing,

prostitution,

graffiti,

littering,

public

urination/defecation, vandalism, shop lifting, mischief, and assault contribute to an
overall lowered quality of life and prevalence of the “quality of life” crimes. Poverty,
housing, and crime need to be a major focus if the city wishes to address the quality of
life issues in the DTES community (Berman & Feinblatt, 2005).
The prior history and build-up to the 21st century created a bleak outlook for the
DTES as a community. As of the last published census, the population accounted for in
the area topped 5440 people. Of those people, the employed labour force totalled 1030
with an average income per household of $12,485.00. Of the 5440 people accounted
for approximately 80.9% of that population resided in low income housing, and 64.6% of
that housing was built in 1946 or prior with the second highest percent of people,
16.6%, living in units built between 1981-1990 (Community Statistics, 2006).

The

demographic of people residing in the affected area of the DTES encompass the poor,
mentally ill, substance addicted, and the otherwise marginalized. Their issues do not
stem only from drugs, addiction, and poverty, but from the absence of fundamental

2009 HICE Proceedings
Page 829

basics that most take for granted: housing, food, security, education, medical services,
and etcetera. A community based “problem-solving” court in the DTES would be to not
only address deviant behaviour at the community level, but it would also provide access
to basic fundamental necessities to help the individual move past the pattern of cyclic
self-destruction maintained by that element of the DTES. In addition, in removing part
of the summary conviction offences from the overburdened Provincial court system,
theoretically, there would be more time available to deal with other also pressing court
cases.
Community Justice
Simply put, community courts are a judicial innovation created to “improve the
quality of life in neighbourhoods struggling with crime and disorder” (Berman &
Feinblatt, 2005, p. 31). “Community courts” and “problem-solving” courts are terms that
work interchangeably with each other. Criminal activities in the DTES affect not only its
own community but also spread to affect Vancouver, Metro Vancouver, British
Columbia, and Canada as a whole. As recently reported by American journalist Dan
Rather, the DTES has an HIV/AIDS prevalence rate of 80%, a statistic that the World
Health Organization reported to surpass the prevalence rate of Botswana, Africa (“Dan
Rather Reports”, 2008). It would be easy to see how statistics of this nature would be
damning not only to the DTES as the affected area, but also to a nation as a whole. It
articulates to the world that an economically wealthy, community oriented, desirable city
such as Vancouver may be all of these things, but it does not care to help those people
in their own neighbourhood who need it the most.
Keeping the above in mind, a problem-solving court would act as a treatment
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mechanism for healing a very troubled community. Problem-solving courts act much
like a traditional court. Judicially speaking, the community courts hold the same high
legal standard and respect for the law that any Provincial chamber would hold, the true
difference lies in providing help for the offender in conjunction with punishment.
Community courts understand that if an accused broke the law there are set
consequences for their actions; but they also take the position that there is most likely
an underlying social reason to why the deviant behaviour took place to begin with.
Traditional courts are not designed to address issues of homelessness, addiction,
mental health issues/psychiatric issues, educational barriers and employment issues.
In the traditional court system, summary conviction cases are often times subject to a
sentence of jail term or a fine, or they are otherwise “stayed” for many reasons. In a
“community court”, the accused would be given two options; option one would include
the availability of taking the jail sentence as prescribed by law; option two would see the
accused complete a sentence (usually in community service depending on the crime
committed) as well as obtain assistance for other previously unaddressed lifestyle
problems and issues. The accused would voluntarily receive assistance by way of
medical attention, psychiatric assessment, personal counselling, substance counselling,
detoxification, rehabilitation, locate housing, job assistance and even education. As an
added incentive to choosing community court over traditional court, all of the
aforementioned services are located in the same location as the court (Red Hook
Justice, 2004; Field Notes, 2008).
Many criminological theories and ideologies are applicable to the situation
regarding the DTES. Criminology theorists Shaw and McKay suggested that the social
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disorganization of the area in question and failure of community organizations and
institutions (schools, churches, families) are responsible for crime and deviance in a
given local (Linden, 2004, pp. 276-277). The “General Theory of Crime” as proposed by
Gottfredson and Hirschi suggests that a poor or neglectful upbringing by parents or
caregivers was paramount in the present criminogenic nature of the individual (Linden,
2004, pp. 380-381). Using the theories of Social Science, the community and the CJS
have turned their attention to resolution tactics that include harm reduction strategies,
the Broken Windows concept (Keeling & Wilson, 1982), and the Four Pillars approach
(City of Vancouver, 2008c).
In 2002, the International Harm Reduction Association classified harm reduction
as a set of
[p]olicies and programs which attempt primarily to reduce the adverse health,
social and economic consequences of mood altering substances to individual
drug users, their families and communities, without requiring decrease in drug
use (p. 4).
One harm reduction method has been implemented in the DTES through “Insite”, the
first supervised injection site in North America (Insite, 2008). Broken Windows theory,
as described through its obvious analogy derived by the theory title, implies that if a
window on a building is broken and goes without being mended the broken window will
eventually attract violence and vandalism. If the window were to be repaired right away,
the act of repair and fixed physical state would deter further destruction to the building
(Wilson & Kelling, 1982). It is widely known in criminal justice circles that the office of
the former Mayor of New York City, Rudy Guiliani vigorously applied this theory in the
1990’s, culminating in part with the creation of the highly successful community courts.
This idea is broadly applicable to the DTES in that if the area were addressed and

2009 HICE Proceedings
Page 832

attended to in the 1960’s and 1970’s when the first signs of neglect were noticeable and
the first set of retail market moved out, the area could have had a very different outlook
and future than the area that is present. The Four Pillars drug strategy incorporates the
harm reduction model in its platform. The Four Pillars are prevention, treatment, harm
reduction, and enforcement.

This final model is very important to the success of

community courts (City of Vancouver, 2008c).
Each of the pillars is important alone, but when used together they act as a
potential stabilizer for healing the DTES community. When the Four Pillars speaks of
prevention it speaks in regards to promoting healthy families and lifestyles and
protecting children and youth from the harms of drug use and abuse.

It may be

overzealous to imagine that everyone can be shaded from the realities and availability
of drugs on the street; it brings awareness and education to individuals so they are
more prepared to make informed decisions regarding substances.

Treatment, a

fundamental building block to community courts, deals with providing access for
individuals to services that will allow them to seek help for their particular needs. As
mentioned previously, these services would include counselling, housing resources, and
rehabilitation to name a few. Harm reduction strategies understand that drug users and
addicts generally will not stop using because they are mandated to by a court of law.
Harm reduction employs tactics to help slow the spread of communicable diseases and
brings the user into contact with individuals such as healthcare personnel, resources
that they potentially would not have access to should they choose to use drugs in an
alley or in a public washroom. Finally, enforcement addresses the need to maintain
peace and order in the community. Rather than cracking down on the individual using
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the substance or engaging in prostitution on a back street, the peace officer streamlines
focus to the real problems, the drug dealers, the johns, and the links to organized crime.
The Four Pillars approach is deep-seated in the success of community courts (“Red
Hook Justice”, 2004; City of Vancouver, 2008c).
Cross-Border Theory Application
In June of 2008, a group of Douglas College criminology students travelled as
part of their course work to New York City to study and research current working models
of community courts. Two community courts were of great interest and aided as an
invaluable resource when it came to researching and contemplating the development of
a community court in Vancouver. The Midtown Community Court (MCC) in Midtown,
Manhattan, and the Red Hook Community Justice Center (RHCJC) in Red Hook,
Brooklyn were the first two innovative courts to break the adversarial mindset of the
traditional court system. MCC was the first court of its kind. Midtown, Manhattan was
dealing with a similar epidemic that the DTES is dealing with now.

Granted the

communities were not an exact replica of each other, both Midtown and the DTES have
their own unique issues to deal with, but the overall scope was roughly similar. MCC is
located approximately two blocks off Time Square, a tourist mecca and major employer
for the region. By using the Four Pillars approach and Broken Windows theory MCC
was able to revitalize its part of Manhattan into a thriving community once more (Field
Notes, 2008). A very similar story arose from RHCJC in the Red Hook community.
Once dubbed the crack capitol of America, Red Hook was caught in an apparent black
hole of drugs, violence, poverty, and corruption. Red Hook borrowed the idea for a
community court from Midtown but adapted it to suit its own special needs. Both courts
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were highly successful for the populations they had to deal with. It is important to
realize that community courts are not all the same. The basis for the model is set out.
The needs of the community will ultimately shape the court to suit its needs and to gain
the most from it.
The trip to New York City proved invaluable for providing a first-hand look at
United States legal practices, attitudes towards the community court model both inside
and outside the courtroom, and applications of both the Broken Windows theory and
Four Pillars concept. It is one thing to read about1 or watch documentaries on2 how
systems work and how players interact but there is so much more one can gain from
observing them in person. Both Judge Alex Calabrese from RHCJC and Judge Richard
Weinberg of MCC took time from their busy schedules to speak with the student group
and answer questions regarding their particular rolls in the court, the unique court
process, the offenders, treatment programs, and so much more. One must keep in
mind that the community court concept is not one of a universal mould that can be
simply adopted by a community for use; rather it is a concept that must be adapted to
the unique circumstances of the community to which it will aid in mending. After visiting
and observing in New York, it became abundantly clear that changes to the models put
forth by MCC and RHCJC would need to take place should the idea work in the DTES.
For example, the high and very visible numbers of police personnel in New York aids in
their availability to crack down on quality of life crimes (NYPD, 2008; Statistics Canada,
2008). Vancouver has nowhere near the same per capita police population and they
are certainly not as visible in their task environment of Downtown Vancouver as police
in New York City, Manhattan in particular. However, examples of change all ready
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working in downtown Vancouver include federal drug law exemptions to maintain
operation of INSITE for the time being (Insite, 2008). Changes to the community court
model, policing practices, and justice practices are tantamount to the success of
reducing quality of life crimes in the DTES.

The opportunity to travel to New York City provided insight into the new court
model that would not have been accessible by reading or lecture alone. It was a crucial
and necessary step in researching, abroad and at home, to find the most appropriate
and most affective way to handle and implement crime reduction strategies to tackle
quality of life crimes and issues that affect comparable areas of three unique
jurisdictions.
A Proposal for Community Court
After fully engaging in the course requirements of site visits, field notes, lectures
and tours, it was evident why the introduction of a community court is necessary for the
DTES. The community court will provide the community and the judiciary the tools
needed to address effectively the quality of life in the poorest neighbourhood in Canada.
However, as also addressed previously, not all community courts look the same. The
court needs custom tailoring for the individuals who will be using the system. For both
Red Hook and Midtown Court, a few key aspects attributed to their overall success.
Located in New York City, both Midtown and Red Hook had the availability of an inflated
police department on their side.

As of January 2007, the New York City Police

department (NYPD) estimated itself to have 37838 uniformed officers. The city also
employed a zero tolerance for any deviant behaviour of any type approximately 10
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years ago (NYPD, 2008). As a comparison, the number of police in the province of
British Columbia top out at 8075, while the total in Canada is 64134 (Statistics Canada,
2008).

When comparing the policing situation in both jurisdictions the results are

staggering.

For a project such as community courts to see a successful

implementation, this city will have to bolster the force by employing a staggeringly
higher number of uniformed officers and the cost of this will be controversial. Yet, a
hiring trend would allow the force to invest serious time and effort into dealing with
quality of life crimes and summary conviction offences. With the current situation in the
DTES, the police are overlooking these crimes not simply because they do not care but
rather because they occupy their time dealing with more pressing crime control.
Both Red Hook and Midtown communities recognised a need for change and
acceptability of the methods that a community court would imply. Harm reduction, being
one of the Four Pillars of change, is something that some communities of the DTES
have a hard time fully grasping. The introduction of Insite, the supervised injection site
in the DTES was not welcomed into the community, at least at first.

Some

stakeholders, including the Chinese Business Association in Chinatown has, since that
time, warmed to the idea of Insite by recognizing the positive change it created in the
community. However, Insite is still to win over the opinions of the Gastown Business
Association (Field Notes, 2008).

This lack of uniform support among the business

community could prove haphazard for the success of the community court. Both New
York Court visited rely heavily on funding from the surrounding communities (roughly,
70% of funds are community backed and based while 30% come from local and federal
governments).

Looking strictly at MCC, remembering that the court is roughly two

2009 HICE Proceedings
Page 837

blocks off Time Square, a major source of funding comes from a very high revenue
source. The two adjacent business associations hardly compare with the funding force
provided by the Time Square Business Association, if either the Chinese Business
Association or the Gastown Business Association fail to participate in funds distribution
it has the potential for halting its successful operation in the city (“Red Hook Community
Justice, 2004; Field Notes, 2008).
Although no city is immune to presence of marginalized mentally ill individuals,
Vancouver and the DTES find themselves in a unique situation. In the 1970’s through
to the present day, the closing of the provincial mental health and psychiatric units dealt
a devastating blow to the mentally ill. As discussed, ward closures forced the mentally
ill onto the streets and into Downtowns’ low budget, low cost housing options. When
more marginalized, poor, mentally ill, drug addicted people move to one condensed
area the availability for low budget, low cost housing becomes scarce as the demand
outweighs the supply. Although it may be relatively simple to find housing for the few
who currently either seek the help or happen to be in the right place at the right time,
mandating an individual to a housing group to find shelter may create a backlog and
delays due to low or no availability (Portland Hotel Society, 2003; Field Notes, 2008). A
complicating factor is that Vancouver faces not only low housing availability but also a
scarcity of treatment options.

There are currently waitlists to get individuals into

treatment programs and facilities province wide.

Importantly, one mandate and

cornerstone of success for community courts lies in immediate access to programs for
the accused. MCC and RHCJC are, luckily enough, faced with an overabundance of
treatment options and immediate access to them. In Vancouver, however, this is simply
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not the case. The City of Vancouver and Vancouver Coastal Health must address this
current state of affairs prior to the implementation of a community court (Sgt.
McConnell, 2007; Field Notes, 2007; “Red Hook Justice”, 2004).
One cannot expect the community court to turn the DTES into an affluent
neighbourhood marked by few instances of poverty, homelessness, and crime
overnight. It will be a continual and committed process staged over time to rebuild the
forgotten community. The first year would see policy changes in the area to develop a
new way of thinking and addressing the situation at hand. The next several years would
see a marked reduction in crime rates, homelessness rates, incidences of violence,
downward trend in open drug use and drug sales, and a gentrification of new individuals
and businesses into the community. With the proper planning and support services in
place, the DTES community court has a bright future in operational success and
success brought from revitalizing the community.
Concluding Remarks
The implementation of a community court in the DTES of Vancouver is a logical
next step to help undo the damage caused by so many years of neglect to the
individuals and the community.

The community understands that quick fixes and

politically smart moves rarely help the situation or address the underlying issues that
are a priori the problem. Not only will a community court aid in taking Canada off the
map as fostering a community ravaged with poverty, crime, low education, low to
nonexistent housing, HIV/AIDS and other diseases, it will help in restoring dignity on an
individual level. When looking at the DTES it is easy to view it as an unusual instance
of poverty in Canada, but deeper than that there is a neighbourhood that can be
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reclaimed. People must make the shift from viewing the residents of the DTES as them
to part of us. With disassociation, people subject themselves to forgetting that the
community as a whole feels the pain that the individual suffers from (Currie, 2007). By
adapting the concepts and theories of American Community Court models, Downtown
Eastside of Vancouver has the potential to winning back the charming and safe
community that lies beneath the surface. This will truly transform the Vancouver back
into one of the most liveable cities in the world.
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Footnotes
1. Berman, G., & Feinblatt, J. (2005). Good Courts. The Case for Problem-Solving
Justice. New York, NY: The New Press
2. Spadola, M. [Director/Producer] (2004). Red Hook Justice. Videorecording. New
York, NY: First Fun/Icarus Films
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- Paper Session 1. Title: “Influences upon the Student Teacher – An Analysis of the Role of the
University Supervisor” (ID Number 1334)
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6. Abstract:
Three individuals support the pre-service teachers during student teacher: school
principal, cooperating teacher, and the university supervisor. Each student teacher is able
to evaluate the support they received from the three individuals using a Likert scale and
general comments. The results of an evaluation of the performance and interaction of
university supervisors over a two year period during student teaching will be discussed.
The implications and characteristics of successful student teacher and university
supervisor interaction will be shared.
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Using Factor Analysis to Identify Competency Frameworks for
Culturally Responsive Teachers
Yun-Ju Hsiao
Department of Special Education, University of Nevada - Las Vegas
4505 S. Maryland Parkway, Las Vegas, NV 89154-3014
hsiaoy@unlv.nevada.edu
Abstract
This study investigated culturally responsive teaching competency and identified its
frameworks. Competency was identified through literature review and experts’ judgment. A total
of 32 competencies were identified. Competency frameworks were made through factor analysis.
The survey method was used to collect data for factor analysis. According to factor analysis, six
factors for competency frameworks were conducted: classroom management, instruction
implementation, instruction preparation, classroom environment, relationship establishment, and
student assessment.
Introduction
Because of a rapid increase in culturally and linguistically diverse student population in the
United States and a growing concern about ethnic and racial minority students’ low academic
achievement, culturally responsive teaching had gained more and more public interests during
the 1980s and early 1990s (Pewewardy & Hammer, 2003). Different terms were used to
represent teaching strategies which help students’ learning experience to be more compatible
with their cultural backgrounds and daily lives, such as cultural appropriateness, cultural
awareness, cultural compatibility, cultural congruence, mitigating cultural discontinuity, cultural
synchronization, cultural relevance, cultural responsiveness, and so on (Pewewardy & Hammer,
2003). Among these terms, cultural responsiveness could represent the conceptions of the above
terms and also show the meaning of connection between school and home cultures (Pewewardy
& Hammer, 2003). Therefore, it was used in this study.
Culturally responsive teaching is a comprehensive teaching method (Gay, 2002a). If
teachers can apply this teaching method, lower academic achievement of minority students and
the situation of disproportionate representation in special education may be alleviated. Although
many experts or researchers have identified competencies for culturally responsive teaching, they
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used different frameworks to categorize these competencies. For example, Gay (2002b) proposed
developing a cultural diversity knowledge base, designing culturally relevant curricula,
demonstrating cultural caring and building a learning community, establishing cross-cultural
communications, and establishing cultural congruity in classroom instruction as five important
elements for preparing culturally responsive teachers. However, Siwatu (2006) grouped the
culturally responsive teaching competencies into four categories: curriculum and instruction,
classroom management, student assessment, and cultural enrichment. Therefore, it is necessary
to use an empirical study to analyze the framework of competencies for culturally responsive
teaching, in order to research and implement this pedagogy more deeply in the future.
Purpose
As indicated above, culturally responsive teaching needs to draw more attention for
improving culturally and linguistically diverse student achievement. This study investigated
culturally responsive teaching competency and identified its frameworks.
Literature Review
Various terms were used in different literature, but they were used as synonyms for
culturally responsive teaching. These terms include culturally congruent instruction, culturally
appropriate instruction, culturally compatible instruction, and culturally relevant
teaching/pedagogy (Siwatu, 2007). Since different terms were used, different authors also gave
different definitions of culturally responsive teaching and developed their own frameworks for
culturally responsive teaching competencies. For example, the five competencies frameworks
were proposed by Villegas (1992) as follows:
(1) an attitude of respect for cultural differences, a belief that all students are capable of
learning, and a sense of efficacy;
(2) knowledge of the cultural resources their students possess and awareness of the culture
of their own classrooms;
(3) ability to implement an enriched curriculum for all students;
(4) capability of building bridges between students’ backgrounds and the teaching/
learning process; and
(5) awareness of cultural differences when evaluating students. ( as cited in Rodriguez &
Sjostrom, 1996, p. 4)
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In Hollins’ (1993) article, Assessing Teacher Competence for Diverse Populations, she
reviewed four seminal studies as the knowledge base to identify teacher behaviors or actions that
can improve ethnic minority students’ academic achievement. According to the analysis of the
reviewed literature and her study which was conducted in a California urban school district
during the 1991-92 academic year, she suggested that there are seven specific competencies
aspects for teaching diverse populations: communicating with diverse learners, knowing subject
and students, reflective teaching, identifying resources, creating a supportive context, developing
interpersonal relationships, and promoting learner performance. In addition, she indicated that
these competencies need further validation.
Moreover, Gay (2002b) defined culturally responsive teaching as “using the cultural
characteristics, experiences, and perspectives of ethnically diverse students as conduits for
teaching them more effectively” (p. 106). Five important aspects for preparing culturally
responsive teachers were conducted by Gay (2000b): (a) developing a cultural diversity
knowledge base, (b) designing culturally relevant curricula, (c) demonstrating cultural caring and
building a learning community, (d) establishing cross-cultural communications, and (e)
establishing congruity in classroom instruction. Furthermore, Siwatu (2007) divided teacher
competencies for culturally responsive teaching into four categories: curriculum and instruction,
classroom management, student assessment, and cultural enrichment.
Usually, researchers use categories, components, domains or aspects to organize culturally
responsive teaching competencies. Under a specific category, researchers list some competencies
to describe the ability of culturally responsive teachers more clearly, and thus can help teachers
to know how to implement culturally responsive teaching. For instance, Siwatu (2006) presented
competencies which derived from theoretical discussions and quantitative and qualitative studies
that documented the practices of culturally responsive teachers. Under the four categories
mentioned above, he put forth a total of 29 competencies. Some important competencies of the
category of curriculum and instruction were understanding the cultural contributions of the
cultures represented in the classroom, modifying instruction and instructional activities,
designing appropriate developmental instruction and so on. Other important competencies of the
category of classroom management were understanding students’ behavior in the classroom,
developing a rich knowledge base of students’ cultural backgrounds and creating a culturally
compatible learning environment for students. Designing assessments that are aligned with
teaching and learning experiences and using various types of assessments are some example
competencies of student assessment. Assisting students to maintain their cultural integrity and
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developing an appreciation for their culture and cultural origins are some examples of
competencies of cultural enrichment.
In sum, culturally responsive teaching competencies in literature were listed as sources, and
provided to experts in the field of teaching culturally and linguistically diverse students and the
field of teacher education to examine if these competencies were suitable in the survey. In
addition, the categories, components or aspects of these competencies from literature were used
as references to name the competency frameworks after factor analysis.
Methodology
The participants were students enrolled in their final semester for teacher preparation at a
university in the southwestern region of the United States. The participants were in two different
teacher education programs. There were 57 participants in the Elementary Education program,
and 20 participants in the Special Education program. The researcher went to classes during the
beginning or the last 10 to 15 minutes of the class period to survey these participants. One
participant who returned a survey with 7 items omitted, and was dropped from the data analysis
procedure. Therefore, there were 76 valid surveys in the total samples.
The instrument was based on 29 competencies which were proposed by Siwatu (2006).
Other chosen articles were reviewed and used to revise the instrument (Gay, 2002b, Hollins,
1993; Rodriguez & Sjostrom, 1996; Siwatu, 2007). Basically, four aspects were considered for
the development of these competencies. These aspects were: (1) curriculum and instruction, (2)
classroom management, (3) student assessment, and (4) cultural enrichment.
The initial draft of the questionnaire was reviewed by an expert in the field of teaching
culturally and linguistically diverse students, and the revised draft of questionnaire was given to
three other experts in the field of teacher education at the same university. After receiving the
feedback from these three experts, the researcher revised the questionnaire. A total of 32
competencies were identified in the questionnaire. A six-point Likert scale was used for the
survey instrument. Coefficient alpha of internal consistency estimate of reliability was computed
for the whole survey instrument. Values for coefficient alpha are .95, indicating satisfactory
reliability. Factor analysis was used to determine the factors of the survey instrument. Eigenvalue
over than one was used as a criterion to determine the number of factors to rotate. Generally
speaking, the samples for the study should be larger than the analyzed variables of the survey

2009 HICE Proceedings
Page 849

instrument for factor analysis. Since there were 32 competencies in the survey instrument and
there were 76 samples to participate in the study, factor analysis can be made for the study.
Results
A total of 32 competencies were identified as important through the judgment of experts.
Taking these competencies as original variables, factor analysis was used to determine the factors
of the survey instrument. Before factor analysis, KMO and Bartlett’s Test was conducted. The
value of KMO was. 85, and sig. = .00; therefore, it is appropriate to do factor analysis. The
dimensionality of the 32 items from the survey instrument was analyzed using principal
components. Based on the result of initial Eigenvalue, six factors were extracted and rotated
using a Varimax rotation procedure. The extraction of factors yielded six interpretable factors:
classroom management (factor 1, see Table 1), instruction implementation (factor 2, see Table 2),
instruction preparation (factor 3, see Table 3), classroom environment (factor 4, see Table 4),
relationship establishment (factor 5, see Table 5), and student assessment (factor 6, see Table 6).
These total six factors accounted for 70.44% of the item variance (Table 7).
Table 1.
Items of Factor one—Classroom Management
Component
Factor

Items

Develop an understanding
of students’ cultural
backgrounds, such as
expectations for discipline
and behavior, religious and
spiritual practices, and so
on.

1

.789

Factor
2

.186

Factor
3

.200

Factor

Factor

Factor

4

5

6

.203

.174

.029

CommuNalities

.769
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Table 1 (Continued).
Component
Factor

Items

1

Factor
2

Factor
3

Factor

Factor

Factor

4

5

6

CommuNalities

Understand that students’
behavior in the classroom
may be a reflection of
cultural norms, and differ
from the behavioral norms
in traditional classrooms.

.662

.031

.012

.212

.160

.280

.589

Assist students in
maintaining their cultural
identity, native language,
and connection to their
culture.

.612

-.034

.537

.097

.052

.277

.753

Understand the cultural
contributions of the cultures
represented in the
classroom.

.605

.252

.404

.169

-.118

.207

.678

Establish expectations for
appropriate classroom
behavior in considering
students’ cultural
backgrounds to maintain a
conducive learning
environment.

.568

.429

.156

.260

.341

.130

.732
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Table 1 (Continued).
Component
Factor

Items

1

Factor
2

Factor
3

Factor

Factor

Factor

4

5

6

CommuNalities

Use non-traditional
.523
discourse styles with
culturally diverse students in
an attempt to communicate
in culturally responsive
ways.

.090

.378

.102

.503

.138

.707

Communicate expectations
of success to culturally
diverse students.

.454

.131

.254

.419

.256

.757

.478
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Table 2.
Items of Factor two—Instruction Implementation
Component
Factor

Items

1

Factor
2

Factor
3

Factor

Factor

Factor

4

5

6

CommuNalities

Design instruction that is
-.094
developmentally appropriate
and meet students’ affective,
cognitive, and educational
needs.

.776

.079

.134

.158

.148

.682

Modify instruction and
.135
activities providing students
with unbiased access to
learning resources, to master
subject matter and reach
students’ academic
potential.

.770

.150

.196

.170

-.000

.700

Utilize a variety of
instructional methods to
match students’ learning
preferences in learning the
subject matter, and
maintaining their attention
and interest in learning.

.222

.658

.111

.068

.232

.153

.576

Modify, adapt, or improve
instruction in response to
students’ performance
affected by cultural
diversity.

.342

.529

.410

.070

.376

.209

.755
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Table 2 (Continued).
Component
Factor

Items

1

Factor
2

Factor
3

Factor
4

Factor

Factor

5

6

CommuNalities

Find ways to support
language acquisition and
enhance culturally and
linguistically diverse
students’ comprehension of
classroom tasks.

.362

.524

.361

-.209

.238

.207

.679

Design and implement
interventions that minimize
the consequences of the
cultural mismatch between
students’ cultural
backgrounds and classroom
environment.

.329

.427

.347

.196

.402

.174

.641
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Table 3.
Items of Factor Three—Instruction Preparation
Component
Factor

Items

1

Factor
2

Factor
3

Factor

Factor

Factor

4

5

6

CommuNalities

Infuse the curriculum and
thematic units with the
culture of students
represented in the
classroom.

.223

.224

.748

.042

.010

.130

.678

Develop a repertoire of
instructional examples that
are culturally familiar to
students to serve as a
scaffold for learning.

.224

.265

.716

.104

.175

.125

.689

Develop an appreciation for
students’ culture and
cultural origins, by teaching
and reinforcing important
information relative to their
culture.

.447

-.339

.591

.359

.-003

.070

.798

Review and assess curricula
and instructional materials
to determine their
multicultural strengths and
weaknesses, and relevance
to students’ interests and
instructional needs, and
revise them if necessary.

-.052

.393

.551

.049

.263

.292

.617
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Table 3 (Continued).
Component
Factor

Items

Assess culturally diverse
students’ readiness,
intellectual and academic
strengths and weaknesses,
and development needs.

1

.149

Factor
2

.231

Factor
3

.512

Factor

Factor

Factor

4

5

6

.305

.378

.302

CommuNalities

.664
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Table 4.
Items of Factor Four—Classroom Environment
Component
Factor

Items

1

Factor
2

Factor
3

Factor

Factor

Factor

4

5

6

CommuNalities

Develop and maintain
.146
positive, meaningful, caring,
and trusting relationships
with students.

.103

-.024

.873

.203

-.138

.855

Create a warm, supporting,
safe, and secure classroom
environment for culturally
diverse students.

.182

-.041

.279

.835

.201

.059

.855

Create a community of
learners by encouraging
students to focus on
collective work,
responsibility, and
cooperation.

.184

.223

-.012

.757

.310

.085

.760

Design a culturally
.476
compatible environment that
conveys genuine respect for
the cultures that present in
the classroom.

.052

.353

.528

.210

-.009

.677

Understand that students
approach learning tasks
differently and have various
learning preferences.

.320

.188

.449

.137

.265

.431

.049
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Table 4 (Continued).
Component
Factor

Items

1

Provide students with
.396
knowledge and skills needed
to function in mainstream
culture.

Factor
2

.322

Factor
3

.099

Factor

Factor

Factor

4

5

6

.442

-.199

.262

CommuNalities

.573
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Table 5.
Items of Factor Five—Relationship Establishment
Component
Factor

Items

1

Factor
2

Factor
3

Factor

Factor

Factor

4

5

6

CommuNalities

Structure classroom-based
meetings that are
comfortable for parents.

.076

.209

.045

.242

.810

.127

.783

Foster meaningful and
supportive relationships
with parents and families,
and actively involve them in
the students’ learning.

.152

.227

-.002

.369

.773

.064

.812

Know how to communicate
with culturally diverse
students and their parents or
guardians.

.135

.360

.316

.128

.715

.051

.778

Understand the role that
language plays in the
teaching-learning process.

-.309

.248

.329

.234

.344

.231

.492
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Table 6.
Items of Factor Six—Student Assessment
Component
Factor

Items

1

Factor
2

Factor
3

Factor

Factor

Factor

4

5

6

CommuNalities

Interpret standardized test
scores cautiously, and
understand the results that
may be biased towards
culturally and linguistically
diverse students.

.166

.267

.062

.070

.029

.839

.812

Use a variety of assessment
techniques, such as
self-assessment, portfolios,
and so on, to evaluate
students’ performance in
favor of cultural diversity.

.164

-.013

.414

.230

.223

.698

.789

Design assessments to
complement the culturally
responsive pedagogical
strategies that were
employed during
instruction.

.346

.165

.347

.154

.150

.657

.744

Structure learning that
shows culturally diverse
students that they are able to
be academically successful.

.305

.356

.203

.402

.340

.418

.713
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Table 7.
Variance explained by six factors
Factors
Classroom management
Instruction implementation
Instruction preparation
Classroom environment
Relationship establishment
Student assessment
Total

% of Variance
13.33
12.78
12.25
12.09
11.50
8.50
70.44

Cumulative %
13.33
26.11
38.35
50.44
61.94
70.44

An internal consistency estimation of reliability, Cronbach’s alpha, was computed for the
whole survey instrument and each factor of the survey instrument. Value for Cronabach’s alpha
of the whole survey was .95, value for Cronbach’s alpha of the all six factors were between .81
and .89, as shown in Table 8, each indicating satisfactory reliability.
Table 8.
Values for Cronbach’s alpha of six factors
Factors
Classroom management
Instruction implementation
Instruction preparation
Classroom environment
Relationship establishment
Student assessment
Total

Cronbach’s Alpha
.89
.86
.81
.84
.84
.85
.95

Conclusions
A total of 32 competencies were judged as important for culturally responsive teaching.
These competencies can be used for teacher education programs to prepare future teachers, and
can be provided for inservice teachers to see if they have already possessed these ability in
culturally responsive teaching. According to factor analysis, culturally responsive teaching
competencies can be reduced to six basic variables or factors: classroom management,
instruction implementation, instruction preparation, classroom environment, relationship
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establishment, and student assessment. These six factors can be used as the frameworks of
culturally responsive teaching competencies. Furthermore, researchers can use these six factors
as competency frameworks to discuss the characteristics of culturally responsive teaching.
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Exploring Middle Level English Language Learners’ Participation in Literature Circle
Discussions: A Case Study
Xiufang Chen
Rowan University
Abstract
Implementing a qualitative case study, the researcher explored a middle level English
language learner’s social aspects of reading, namely, her participation in Literature Circle
discussions. The participant was a sixth-grade student at an urban private school. She started to
learn to read in English three years before and came to the U.S. from South Korea one year before
this study. This study’s data set included detailed field notes from the reading sessions in the
classroom throughout a semester, transcripts of a three-tier series of interviews with the
participant, and various documents including the participant’s literacy portfolio.
The findings from this research study indicated that the participant did not have many
social interactions associated with reading and text in her previous school learning experiences.
Among the different grouping patterns of Literature Circles in class, homogeneous grouping most
encouraged her participation in discussion, and Literature Circles proved to be a very effective
teaching approach to help her learn to read in English. The social interactions about reading and
text in class helped her better understand and remember the text. They also impacted her
experiences with reading, more specifically, her view of reading, the frequency and breadth of her
reading, her view of self as reader, and her reading processes.
Key Words:
English language learner, reading, Literature Circles
INTRODUCTION
English language learners at the middle level (grades 4-8) face complex challenges when
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compared to students in the primary grades (K-3). They need to comprehend a variety of texts in
different content areas while still learning the language. Most of researchers and educators’
attention in the past, however, has been given to K-3 students (Vacca & Vacca, 1999). Reading is
not only a cognitive and/or motivational process, but also a social one. Researchers have found
that students who discuss reading frequently with peers have higher scores on standardized
reading achievement tests. Besides, collaborative social activities in meaningful literacy contexts
also promote higher level thinking skills and the intrinsic desire to read and write, as well as
helping to develop literacy skills (Gambrell, Mazzoni & Almasi, 2000).
In Literature Circles, “readers bring their “rough draft” understandings about the book to
a discussion and think collaboratively with other readers to create new and more complex
understandings…the dialogue in these circles leads to new perspectives on literature, life, and
literacy” (Short, Harste & Burke, 1996, p.480). Literature Circles thus support readers in
thinking critically about books and reading as a transaction (Rosenblatt, 1978), a process in
which readers actively construct meaning from a text by bringing meaning to as well as taking
meaning from a text (Short, Harste & Burke, 1996). While language ability level might play a
role in Literature Circle discussions, students from different cultural backgrounds act differently
in social situations (Jordan, 1995). These differences should be examined. As classrooms become
more and more culturally diverse, it becomes increasingly important to understand techniques
that will facilitate the learning of students from different cultural backgrounds, especially those
who are still learning the English language.
The purpose of this study was to explore the social aspect of reading in literature circles
(Daniels, 2002) in relation to middle level English language learners. More specifically, this
study set out to investigate how a sixth-grade English language learner participated in literature
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discussions of various groupings in a classroom setting, and how she perceived these interactions
about reading and text in the process of learning to read. Two questions guided this study:
1. What social interactions associated with reading and text occur at school to a middle level
English language learner, and how can these interactions be described?
2. How does the participant perceive the Literature Circle discussions in her classroom reading
experiences?
THEORETICAL FRAMEWORK
This study was grounded in Vygotsky’s social constructivist theories (1978, 1986),
especially those pertaining to literacy. The major theme of Vygotsky's theoretical framework is
that social interaction plays a fundamental role in the development of cognition. Specifically, this
study was based on the three principles of Vygotsky’s theories and grounded in work by other
researchers who have also addressed the importance of social interactions in literacy learning
(Dixon-Krauss, 1996; Lee & Smagorinsky, 2000; Wink & Putney, 2002). These principles are:
1. Human action is mediated by signs and tools—primarily psychological tools such as language.
2. Learning and development are social, cultural, and historical by nature.
3. Learning is facilitated through the assistance of more knowledgeable members of the
community and culture in the zone of proximal development.
RESEARCH METHODOLOGY
The participant (pseudonym is used below) in this study, Sujin, was an English language
learner who was struggling with reading (according to their teachers and grading procedures) in a
sixth-grade classroom at an urban Christian school. Sujin was a South Korean. She started to
learn to read in English three years before and came to the U.S. one year before this study. She
participated in three different Literature Circle situations over the course of the semester: (a)
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teacher-facilitated whole class discussion without role sheets or teacher-made questions, (b)
small group discussion with teacher-made questions, and (c) small group discussion with and
without role sheets.
To answer the research questions, a qualitative case study was implemented. “Qualitative
studies are best at contributing to a greater understanding of perceptions, attitudes, and
processes.” (Glesne, 1999, p.24) Data analysis was based on naturalistic method as described by
Lincoln and Guba (1985). During the analysis, the researcher read and re-read the data and
looked for patterns and themes across all data. The procedure the researcher followed was open
coding, an unrestricted coding of the data (Strauss, 1987). This inductive process allowed for
themes to emerge and for participant’s voice to be heard, thus presenting the participant’s
perceptions in the most forthright manner (Berg, 2001).
Data sources for this study included detailed field notes from the daily reading sessions in
the classroom throughout a semester, transcripts of interviews with the participant, and various
documents including transcripts of the participant’s reading/literature discussions and the
participant’s literacy portfolio. Triangulation was thus assured through the large and varied
volume of data sources.
RESULTS/CONCLUSIONS
The results of this study reveal that among the different types of social interactions
produced in the class, small group literature circle discussions with role sheets where the group
members were all struggling readers though from different cultural backgrounds encouraged the
participant to participate most. The next most effective social interaction was heterogeneous
small groups where the participant was in different groups with various reading levels, and the
whole class discussions revealed the participant to be the least participatory. The results also
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reveal that the participant grew gradually from an outsider to less capable peer in need of help, to
capable peer, and more capable peer. The participant’s social interactions about reading and texts
in class helped her better understand and remember the texts as evidenced by her discussions,
reading journals and interviews. These social interactions also impacted the participant’s
experiences with reading, more specifically, her views of reading (She started to read more
frequently and read books by a variety of authors and from various sources), her views of self as
reader (She became more confident as readers), and her reading processes (She learned reading
strategies from other students and from the discussion experiences).
IMPORTANCE OF THE STUDY
There is little documented research on middle level English language learners and the
social aspect of their reading, especially when combined with different instructional grouping
patterns. This study adds to the body of knowledge about the middle level English language
leaners’ reading learning from a sociocultural perspective. Practical significance exists in this
study as well. The insights gained from this study will primarily assist classroom teachers at the
middle level to better understand English language learners’ participation and performances in
social learning activities, the role of the social interaction in their reading development, and their
reading processes, characteristics, and needs. This study can thus assist classroom teachers to
better help English language learners by providing more responsive and effective instruction.
Secondarily, parents can gain some knowledge of how to better support their children. Finally,
this study, concerning the social aspect of reading of English language learners, might provide
some starting thoughts for other researchers.
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UNDERLYING PHILOSOPHY OF TEACHING
Before you build a curriculum you must know what being a teacher means.

Consider the

statements. I am a teacher. I shoulder the responsibility of the future of the planet. Society entrusts its
most precious natural human resource to my care.

I accept the responsibility “to aspire to inspire” my

students to their own greatness. I provide students with as many tools as available towards this end.
Teachers are the composers of the future. Teachers care for and about all that is and all the
humankind can become. They orchestrate the development of the wills and minds of the young when
they accept the charge to develop the intellectual, spiritual and emotional health of others. Teachers lay
the foundation for the well being of individuals, societies, the species and “All that Is.” The sustained
existence of life on this planet, in this universe, is inexorably intertwined with the proficiency with which
teachers enter and grow as professionals in the field of education.
Teachers are the composers of the future. Teachers care for and about all that is and all that
humankind can become. They orchestrate the development of the wills and minds of the young when
they accept the charge to develop the intellectual, spiritual and emotional health of others. Teachers lay
the foundation for the well being of individuals, societies, the species and “All that Is.” The sustained
existence of life on this planet, in this universe, is inexorably intertwined with the proficiency with which
teachers enter the field of education.
The Spider Vision Classroom and 4-P’s Curriculum model are designed to provide the
professional educator “how-to” strategies for community building in cooperative and collaborative
learnings environment while delivering academic education. They promote the blending of academic
content knowledge (ACK) with pedagogical content knowledge (PCK). From the youngest student to the
experienced Elder, students are asked to discover who they are, why they are, and why they want to
travel a chosen life path.
The foundational worldview of this text is grounded in the laws of nature, seeking balance, and
contemplation.

Individual reflection, group reflective practice and metacognition facilitate bridging

between what you know you know, what you think you know and what you want to know. This leads to
inquiry and discovery teaching and learning. The student becomes the teacher.
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These classroom model and curricular praxis provide venues for developing respect for multiple
styles and ways.

Interactive curriculum strategies that foster intrinsic learning are presented and

explained. The process is based on the notion that students as active learners are students engaged in
learning.

Techniques for planning, implementation and classroom management through curriculum

delivery practices are discussed. Activities that facilitate effective and creative pedagogical choices will
be presented.
The philosophical frameworks for these curricula are based on the words and thoughts of several
scholars. John Dewey teaches us to experience; Elliott Eisner teaches us to think; Abraham Maslow
teaches us to become; Nel Noddings teaches us to care; David and Roger Johnson teach us to create
community; George Posner teaches us to reflect; Milton McClaren teaches us to interconnect; Stephen
Covey teaches us to grow from dependence through independence to interdependence. Bogan teaches
us how to weave the web through Spider vision. These cross disciplinary activities invite bridging and
teach the power of interconnecting. The importance of the entire external community in the school
community, are exalted as part of this Spider Vision model.
In today’s schools, it is imperative that we know how to establish a sense of community in our
classrooms. This can only be accomplished within a caring environment, an environment committed to
developing personal power. It is essential that we, teachers and students alike, see ourselves as growing
individuals, seeking excellence in personal performance at all times; moving self and each other towards
greatness. We need to encourage thinking. We must develop an understanding of commitment and
magnitude. Though the task is daunting, it is achievable. We simply need rekindle in ourselves and invite
our students to create a sense of wonder! We must focus on what is happening now and choose how we
want to direct our future growth. Reflection on the events of the moment should be used as a foundation
for change.
SPIDER VISION
The Spider Vision curriculum evolved from a model of school administration presented when
McCabe (1993, (1)(2)(3) worked with a group of environmental educators under my supervision.

This

may also be referred to as spider teaching. One enters the “spider” classroom conscious that everyone is
a contributor to the learning process.

Participants find value in “who” they are. Participants value each
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other

and

appreciate

individual

and

community

growth.

“Can

do”

is

the

predominant

worldview.
Figure 1 Spider Teaching or We Are All In This Together
The center of the spider web represents the classroom vision. Vision is the core belief about
classroom practice and content that are modeled during the teaching day. Foundational to developing
vision is knowing who we are, why we are and what we are about in this classroom. It is imperative to
communicate the concept of vision to classroom participants. In addition, each individual should be
invited to help construct and own this vision. Students should be asked what they want to gain while
participating in class throughout the year. When students buy into a vision, the classroom is united. The
role of the classroom teacher is to “con” kids into thinking that “what they know is the absolute most very
best fun stuff in the world to know.” This done, kids will eat out of the teachers hands to learn. Teachers
must show excitement about their content and a passion for imparting this information.

2009 HICE Proceedings
Page 875

The classroom is united through common vision. It is what we want as our classroom community.
It is the stories we impart to others about who and what we are and what we do, and why we do it and
what it means to us in the grand scheme of life. This vision is graceful, it blows with the wind. Fluidity
permits the vision to morph but the core beliefs do not.
The struts or arms of the web represent the parties that make the classroom. The struts are the
support structure of the organization, its components. This includes the teacher and the students in
relation to and with parents (in loco parentis), administrators, support staff, resource staff, and the
community at large (Figure 1 Spider Teaching or We Are All In This Together).
The webbing represents the many functions in a classroom.
primary classroom process.

Curriculum management is a

The curriculum is managed in such a way to invite inquiry, discovery,

stimulate creativity, engage students in critical thinking and build community with each other. Students
are guided towards an interdependent learning accord of academic excellence, appreciation and trust.
Curriculum management mandates developing pedagogical content knowledge or PCK and
selecting appropriately. Strategies that reinforce academic content necessitate that teachers possess a
varied pedagogical bag of tricks. PCK happens when teachers know intuitively what teaching methods to
use that move students to become intrinsic learners. An example follows. A foundational principal of
ecology is interconnectedness. The concept of interconnectedness can be reinforced in the science
classroom when using cooperative learning strategies. Each student is responsible to know and teach
distinct aspects of a lesson. The topic may be ecological cycles, perhaps nutrient, water cycle and
energy. Students select one of the cycles to study, on which to become expert! This way, students buy
into their topic of study. Each team member then becomes an expert on either the nutrient cycle, the
water cycle or the energy cycle. Students teach each other the academic content and as a group answer
overarching questions on energy transfer, energy cost etc.. Students share their information with team
members.

They begin to bridge the information from their area of expertise to that of fellow team

members. Students discover similar bio-ecological processes and interconnect the information into a web
of understanding. This strengthens their understanding of the greater scope of ecological concepts.
Once all the pieces are put together, the concept is best realized. Inviting students to participate in
cooperative learning teaching strategies permits them to become experts about a topic and to develop
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scholarship. Each student becomes a leader when they teach their area of expertise or academic content
to group members. Students learn respect when listening to others teach.
The teacher manages the curriculum content when selecting appropriate topics during class
preparation. The teacher manages the curriculum process while guiding students through their discovery
process while implementing “MBMA”….MANAGING BY MOVING AROUND the classroom from group to
group to listen to their discussions/progress. During any classroom day an observer might see students
and teacher assuming the role of gate keeper, human relations consultant, and academic expert.
Learning takes place through communicating, cooperating, collaborating and caring for and about the
academic content, self and each other. Teacher migrates throughout the classroom serving as a mentor.
Teacher functions as the agent of learning, poking and prodding individual students and groups of
students through the continuum of academic and personal growth from excellence towards greatness.
Teacher manages the classroom of multiple individuals, varying personalities, developing both love for
learning academic content, self and others while coaching the development of positive interpersonal
processes.
THE 4-P CURRICULUM MODEL
The 4-P or metacognitive model for curriculum process is foundational to spider teaching. The
metacognitive curriculum model is an emergent design model from a six year study on environmental
education curriculum process, wherein the manifest curriculum was correlated to the received curriculum.
The manifest curriculum is the curriculum as designed by the teacher or written in a text book. The
received curriculum is that which was reported by students. This includes academic learning, reflection
and Metacognition, group dynamics and pedagogy. Personal practice, group process and disciplinary
perspective, couched in a pedagogy of interconnectedness support the curriculum model.
The personal practice segment asks learners to focus on knowing self--to inquire who they are,
why they do the things in the manner(s) chosen and how they come to know the world. Once
learners begin to identify the who, why and how of their being, they create a lens through which to
view themselves and the world. This leads to reflective practice.
Reflective practice is the process of recalling past events which serve to stimulate opportunities
for learners to consider experiences with the intention of modifying performance (4). Reflective
practice establishes a framework from which to grow by scrutinizing the ethical and moral
platforms of past performance (5) (6).
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Through the process of reflection, recent past events are recorded. Significant episodes are
recounted because they bothered or excited the writer or caused the writer to think or learn. Often wordfor-word reconstructions of past dialogues are scripted. At this level of scrutiny, reflection delves into
metacognition.
Metacognitive practice empowers the learner to understand ways of knowing. Metacognition
cultivates an awareness of one's thinking processes and products which leads to selfmanagement and growth (7). Metacognitive practice initiates a complexity of simultaneous
internal and external discourse that provides a vital component about how what one has done
can be used to transfer learning (8). Metacognitive practice permits the development of
relationships between self, content and pedagogy. The metacognitive learner potentiates or
catalyses group synergy.

PERSONAL
PRACTICE

PEDAGOGY OF
INTERCONNECTEDNES

GROUP
PROCESS

DISCIPLINARY
PERSPECTIVE

Figure 2 A Metacognitive Model of Curriculum Process
Group focus refers to the process where teams of four to five teachers connect themselves to
each other. They build bridges between each other, initially based on why they are where they are. In
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group focus, teachers storm, norm and form a working cadre, each individual to become interdependent
with each other group member.
To attain group rapport, intellectual, emotional and spiritual processing must be shared among
group members. When the results of reflection and metacognition are communicated among
group members, the group is able to develop consensus on issues, how to's, where to's, if's and
why to's. The consensus process permits group members to break individual communication
barriers and become truly interdependent. Groups develop in-jokes and vocalize heartfelt
concern for each others personal wellbeing. At this time, group identity solidifies (9)(10).
A group establishes its desired learning potential based on its common or shared system of
values and
knowledge. This desire to grow manifests itself as group inquiry. Group inquiry is the active practice of
becoming more informed.
The disciplinary perspective circle includes natural science, social science and world view. This
circle includes subject specific content and process information with areas of content overlap, ethical and
social values. The world view segment of this circle is often developed through the values clarification
process. Through values clarification, intra and interdisciplinary bridges are created by the student who
makes the relationships among disciplines part of the students’ way of knowing.
The outermost circle is entitled, the pedagogy of interconnectedness. The pedagogy of
interconnectedness refers to interactive models of teaching, timing of delivery of content and
process, and assessment as interwoven parts of the manifest curriculum. The pedagogy of
interconnectedness includes curriculum implementation matched with curriculum assessment
strategies, each related to the other. In this environmental education curriculum, instructional
design includes pedagogical and assessment strategies that reinforce content knowledge (11).
Teaching is the process of sharing that which is heart-felt and mindful with others. Teaching is an
intuitive process; and a way of passing on the lessons of the ages to the upcoming generation.
provides others with the building blocks of the future.

It

Exposing ones inner most essence through

teaching, leads to vulnerability. Concomitantly, students’ see the teachers’ passion for knowledge and
love of learning. The teacher manages the classroom through interactive curriculum processes, creates a
safe environment for learning, invites kids to become intrinsic learners, learning becomes relevant and
meaningful. Teachers teach to the cerebral hemispheres.
These processes and activities develop the stories that become our classroom culture. The
stories are told throughout the school and become part of the culture of the school. Stories are shared
with little sisters and brothers and aunts and uncles and the postman and so on and so one. So grows
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our community and the nation. If the seeds of peace and appreciation care and sustainability are sewn
into the fabric of our classrooms, so grow the future of the planet.
Old ways of harm must be obliterated from the community of humankind. Though it seems true
that humankind will choose to fight or flight, it is now time to use the potential of the brain to adapt and
coexist, capitalizing off of each others skills for the benefit of all, using each of our best to best the health
of the communities of “All that Is.” It is time to break free of millennia of genetic encoding. The process of
visioning aids us to move from the known to the unknown. Visioning helps create the future. When we
vision excellence, we evoke a description of what is possible. This can be an individual process, a small
group process, a classroom process, a school-wide process.
Visioning lends itself to clarify the values that are important to us. It lays out a compelling
scenario of the ways things can be. It lets us focus on a mission. Through the visioning process we
create solutions to life’s challenges and spark continual evolution, growth and learning.

We use our

senses to flesh out possibilities. We lay a flexible strategy, one that permits change and work towards the
envisioned goal. Visioning lets us become conscious of self and our place in relation to. We expand our
global awareness; we seek universal tolerance and compassion. We seek to become who we can
become; we develop respect, hope and love of self and of others. This is called personal growth. We
choose to make a difference, we lay the foundations of trust. We honor and seek wisdom. We use
creative expression; we transform ourselves, the classroom, the community and the globe through the
process.
In the Spider Vision-4-Metagognitive classroom, one arm of the organization may be more
involved than another at any given time. This involvement is marked by the nodes of the web. Where a
structure arm crosses a function that is where a task is being done. Everybody shares responsibility in
the educational web.

The parents pay taxes and want quality safe education for their children.

Therefore, the community has a say as to what schools are supposed to be about. The professional
educator acts in loco parentis, serves as an expert in content knowledge and teaching process, receives
pay from taxes and interfaces with students in the classroom. Therefore, parents and teachers and
students are inexorably intertwined with information, processes such as mentoring, reflecting, teaching,
and ultimately community wellbeing, etc… The glue that unites the web classroom of the school in
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society and the school and society is the ether and of wind of the stories and visions created in the
present and told again year after year.
SETTING UP THE SPIDER CLASSROOM
We are probably quite skilled at defining ourselves as teachers, in part, society does this for us.
But when was the last time you had a talk with yourself and seriously REFLECTed on the topic of who
you are, who you are as “teacher” and more importantly, who you want to become! As we grow into the
profession, a record of our thoughts and feelings serves to indicate how we have changed and grown!
With time we begin to see “things” from a different perspective, through different lenses. Contributing
factors are age, experience, culture, health, to name a few. Actively pursuing self-discovery is imperative,
an excellent starting point, for acknowledging and declaring personal and professional evolution, for who
knows us better than ourselves!
Have you ever pondered the questions: Who am I; Why am I; Why am I in the profession; Upon
what ways of knowing do I base and or create my personal and professional selves?

Upon whose

shoulders do I hang my hat? How did I evolve from what they knew they knew? How might the process
of discovering the answers to these questions increase my effectiveness as a teacher, as a person? We
can use our thoughts and feelings and passions, we can share our stories, to connect with our students
and each other. We become one with our content and how to convey the information with a passion that
dazzles the hearts and minds of the learner or friend. A teacher becomes a lighthouse or beacon for
making others “wanting to know more.”
At this point, I must digress.

I was struggling for a sentence to connect knowing self and

effectively using this information in the classroom or as a person. At the time, two fifth graders were
sitting next to me in a Toyota dealership where I awaited car service. These young ladies overheard the
conversation between my husband and me, while I sought his insight! Their eyes were sparkling! Mine
and his were dull! After hanging up, I just blurted out the question to them, I asked them their thoughts on
the matter. In words so simple they said, teachers can share their stories and show us they care! Kids
know when we speak from the heart, thank you ladies’! The importance of teaching reflection in everyday
life is imperative. It is as significant as the child who intuitively knows that teachers just show they care
(See Figure 3).
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Describe the significant learning that has taken place from the event.
This will act as a record of events.
Elaborate on several ideas that seemed significant to you.
The significance of an episode may be determined in many ways.
The reading might have:
• Caused you intellectual chaos
• Excited or affronted your past worldview
• Piqued your intellectual curiosity you.
Describe this in detail.
Try to relive your thoughts and feelings as you write them.
What did you learn from the event?
What growth do you see emerge from the event?
How can you use this information to make you better?
Finish the statement: So far I think I have learned:
FIGURE 3 Reflective Practice
Once we become aware of our strengths and our areas that can be refined, we can realize the
strengths and less strong areas of others. Once we understand how students process information, we
can design activities that engage the learner, both from the perspective of offering them the opportunity to
learn in the manner their brains easily process AND concomitantly to facilitate growth in their less strong
areas. To accomplish effective teaching a teacher must expand his/her pedagogical bag of tricks! With
these foundational building blocks, teacher’ we weave the web of the learning and community in the
classroom.
Studying diverse educational philosophers provides us a scholarly foundation to base our
thoughts. We can speak from the shoulders of our forefathers. We are stimulated to think about what we
would like our classroom to look and feel like. One brief yet powerful practical working philosophy might
be: “It is imperative that all learners seek excellence on their performance at all times. My role as teacher
is to aspire to inspire students from excellence towards greatness.
A discussion of several community building pedagogical strategies follow. "Cook-book” directions
are included in the test plus actual activities. An understanding of LEARNING STYLES makes us aware
of the magnitude of the responsibility of the teacher. We just have to know how to address these needs
of learners. Part of knowing who we are as teachers is using our personal style to reach our students.
We seek to grasp the correlation between learning style and teaching style and what we need to do to
accommodate the learning-style differences among our students.

This done we can now begin to
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develop community in our classroom. This useful chart is based on Gregorc’s Mind Styles (13), (Figure
4).
The five basic elements of COOPERATIVE LEARNING are explained.

These include positive

interdependence, face-to-face interaction, individual accountability, social behaviors, and group
processing. Students engage in a cooperative learning activity. They identify their strengths, share
information with others and develop community within their home teams.

Students assess their

performance both with the academic task and the collaborative-skills objectives.
The PUZZLE refers to the jigsaw-cooperative-learning model. In this model, students develop a
symbiotic relationship with two peer groups—a home team and an expert team. The teacher may select
a four-page reading. Students grouped in four-person home teams each receive one page of the fourpage reading. Then all the students with page #1 move to form an expert group on that page. Students
with page #2 form a group, as do the students with pages 3 and 4. While in the expert groups, students
first familiarize themselves with the content of their page.

They discuss how best to present the

information to members of their home team who have not read their material. They create a drawing that
conveys the content visually. Each expert-team member makes a copy of the drawing to show to the
home-team members. Students then move back to their home teams. Beginning with page #1, the
expert teaches the information while displaying the visual. The person with page #2 follows, as does the
person with page #3 and the person with page #4. Home team members then summarize the four-page
article and answer questions that require information from each expert.
The TEARING UP THE BOOK (TUTB) cooperative-learning activity involves home teams and
expert teams as in the puzzle model. Whereas the puzzle model involves a “four-page” article and visual
for each page presentation, TUTB involves an entire book. The pages are separated from the binding of
the selected book. If there are 25 students in the class, form 5 teams with 5 persons in each home team.
If the class size does not equal a perfect square, some students may buddy up with a partner. The
teacher prepares the activity by writing number 1 on the first five pages of the book, number 2 on the
second five pages, and so on until the first 25 pages of the book are numbered. Then, the teacher starts
renumbering the 26th page with ones, followed by twos, etc. Students are seated with their home team.
Each student receives one page of the book and reads both sides of the page. Without talking, students
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then move to their expert group. There they will discover they are “experts” of a sequential portion of the
text. Expert team #1 will have read pages 1-5, expert team #2 will have read pages 6-11, etc. Students
with the lowest published page number will be first to summarize the content of his/her page. After all five
persons have finished presenting, students move back to their home teams. Each expert will present five
pages of material to the home team. After all 25 pages have been presented, the teacher doles out the
next numbered set of text and round two begins. The process repeats itself until the entire book is read.

STYLE

DESCRIPTOR

CHARACTERISTICS

CS

SLOT CAR RACER

1. DEPENDABLE
2. ORGANIZED
3. PRACTICAL
4. SENSIBLE
5. THOROUGH

AS

LITTLE PROFESSOR

1. CURIOUS
2. DETACHED
3. INVENTIVE
4. KNOWLEDGEABLE
5. OBSERVANT

CR

DARE DEVIL

1. ADVENTURESOME
2. FREE
3. INTERCONNECTED
4. PASSIONATE
5. SPONTANEOUS

AR

SPACE CADET

1. CARING
2. FORGETFUL
3. GENTLE
4. IMAGINATIVE
5. SENSITIVE

FIGURE 4 Learning Styles based on Gregorc
Students engage in METACOGNITIVE PROCESSING—thinking about thinking.

They can

contrast inductive and deductive reasoning. They can process and write higher-order questions if asked.
They hypothesize and think critically. The teacher weaves learning styles metacognitive processing by
providing intellectual stimulation from many styles of knowing. Concrete random thinkers like to change,
interconnect, restructure, and translate. Abstract random thinkers like to interpret, predict, relate, and
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solve. Abstract sequential thinkers like to discuss, formulate, pinpoint, and model. Concrete sequential
thinkers like to analyze, define, demonstrate, identify, and organize.
The structured controversy is another cooperative-learning activity which applies interactive
thinking and information sharing. The teacher selects or prepares articles with divergent perspectives on
content-related issues. The controversy model uses the home-team-expert team design. The selected
controversial article will contain a certain number of pages with pro information and the same number of
pages with con information. All students with page #1 on the pro side of the issue will meet in their expert
teams, as will the subsequent pages on the pro side of the issue. All students with page #1 on the con
side of the issue will form an expert team, as will the subsequent pages on the con side of the issue.
Experts will prepare to present their portion of the issue establishing the critical points and strengths of
their position. After moving back into home teams, each pro/con position will be presented. Upon
completion of these tasks, roles are reversed. Everyone in the class now understands an issue from at
least two perspectives. Students are next asked to work towards consensus where all would support the
pro or con all would support the con side of the controversial issue.
The activity entitled song energy is an excellent review technique and a creative, constructive use
of time for school days immediately preceding holidays. In diverse cooperative learning groups, students
review their most significant learning from this course. They compose a song that conveys this significant
learning. Each group performs its song as it is videotaped. After the replay, students discuss the value of
this activity.
In the end, the student-teacher relationship is paramount to student learning. What makes it
work? Consider these components:
•
•
•
•
•
•
•
•
•
•
•
•
•

A sense of balance
Caring. A SENSE TO AND OF
Communication
Creativity
Desire to learn
Genetic make-up
Listening ability
Love of learning
Open-mindedness
Positive attitude
Proficiency
Teaching techniques
Willingness

15
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If you want to know if you have a Spider Vision-4-P Curriculum classroom, start by asking yourself
and your students:
What do students sense when they enter my classroom?

DIRECTIONS:
Within the boundaries of the ellipse
Your words formed to the shape thereof
Share with us, your own thoughts free
That to which class climate is the K E Y . . .
(DO SO IN POETIC FORM)
FIGURE 4 THE KEY TO CLASSROOM CLIMATE
GRADUATE STUDENTS SPEAK
Twenty-five graduate students participated in a 10-long Foundations of Curriculum course that
was offered through the Florida Gulf Coast University the summer of 2008. The course was designed
around the Spider vision and 4-P’s Curricula. Groups were formed the first night of class for all in-class
activities. They were constructed by most diverse Gregorc Mindstyle scores. One individual reading
assignment was to read the original environmental education study from which emerged the 4-P’s
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curriculum; another the Spider Vision model. These readings took place about 6 weeks into the
semester. Students were to provide a reflective reading response to the readings based on Figure 3
Reflective Practice contained in this paper.
In addition, during the eighth week of class, students were grouped by LIKE mind styles to do an
assessment and presentation of selected curriculum models, to include Tyler’s rationale. While they
worked, the students with this highest CR, CS, AR and AS numbers respectively were selected out as a
team to investigate their colleagues at work, individually. They came together near the end of the activity
to compare notes; presented to the entire class before class presentations were made. This is only a first
study, but we found the learning about Gregorc mind styles thought provoking.
One student uses the curriculum to become the beacon for her future middle school students.
A teacher becomes a lighthouse or beacon for making others want to know more. That really
sums it up for me. That is what I want to achieve. I am going back to teaching 7th grade social
studies next year. I remember all throughout school that most of my worst and most boring
teachers were my history teachers. I was inspired to be a teacher by teachers of other subjects,
teachers that really loved what they did and I remember learning so much more in their class
because they portrayed that love into the classroom and into their curriculum. (Caraballo, J. EDG
6627 Web Teaching Reading Response Submitted by Janiris (jcaraba) on 7/3/2008 12:24:39 AM
Used with written Permission to Bogan) (14)
Keith Graham (2008) (15) a future administrator sees the model as a flexible framework for the
motivated when he says:
The idea of a spider’s web to illustrate how the entire community contributes to the final outcome
of student learning is an effective way to glance at the whole picture. The framework is flexible
enough to change with classes if the students so wish. I.e. a car made from its parts, a garden
made from the plants, a game plan coming together from its players. Of course these frameworks
become useless with a teacher who is unable to be enthusiastic about what he/she does.
Graham, Keith. Used with written Permission to Bogan Posted Summer 2008)
Ali Conant, an EdS student at the Florida Gulf Coast University and an elementary school teacher, sees
the problem that the system has cut the community out of the schooling equation. Perhaps it is time we
invited them back in?
The part of this web that has lessened its hold seems to be the community and parents. So I’m
going to approach this question with the underlying goal of trying to tighten the hold of parents
and the communities, while creating students that understand their responsibility in this WEB, is
even more important than ever. 1. Teach the kids to be thinkers! Metacognition....thinking about
thinking. This is such a missing piece of our curriculum again. So many times kids are told what
to do, but we don’t tell them why? We don’t ask them how they came to that conclusion. What
were you thinking, visualizing, questioning? Submitted by Conant, Alison (aclowe) on 5/24/2008
2:34:32 PM Used with written Permission to Bogan. (16)
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The Curriculum class was taught using the curriculum models the students read about. They
therefore experienced the model before learning the theory behind it. “When I read this article…I could
picture all those teachers in the wilderness working together. I pictured the PowerPoint Bogan showed us
in class. I found myself looking att he activities the participants went through and know what they are
(Submitted by Tougas, Sylvie (sytougas) on 7/7/2008 4:56:31 PM, Metacognition Reflective Sylvie T
Certa (17).” They then got to reflect on the academic papers about the models and dissect the work as a
team.
The Metacognition Environmental study really gave meaning to the group and individual activities,
journal writing assignments, and open statement reflections done this semester in class. It
showed the importance of using these techniques in the classroom. It made me realize the
importance of giving students opportunities to summarize, prioritize, and analyze information.
Motivation in the classroom would increase if teachers give students opportunities to summarize,
prioritize, and analyze information they would like to learn (Knight, Tonya (Curriculum) Edg 6627,
Metcognition in Environmental Education, Submitted by Knight, Tonya (tfknight) on 7/6/2008
11:12:50 PM (18).
The course was comprised of pre-administrators, non-educational graduate students and people seeking
initial certification. Some students in this last category were youngsters and recent college graduates
while others were old timers studying for change of career recertification. Alexis Ocana summarized what
was verbally stated by students from each of these areas.
I think this should be part of my philosophy of teaching because this is what I want my classroom
to look like! It’s not easy to achieve a learning environment that exhibits those traits but with each
year of experience I hope I come closer to it. I love having my students work collaboratively and I
try to do it as much as I can. Submitted by Ocana, Alexis (aocana) on 7/7/2008 11:52:31 PM,
Ocana 6627 RRR: Metacognition (19).
The Curriculum Model Night
A team of CR’s and a team of CS students were given an outline of Tyler’s rationale to convey to
the class in picture form. The team of CS students transposed the words from the outline to a picture
they had drawn of a blackboard. They decided to make 4 classrooms with blackboards in an attempt to
transfer the information from the in organized parts. They included an examination of ten multiple choice
tests.
The CR students designed a series of five teacher-robot discussions about math problems. They
presented their thoughts to class in the following manner.

We read the outline.

Then we started

discussion Transformers…MORE THAT MEETS THE EYES! And then we drew this. We really do not
know what it means. We just know it is right. The class was in an uproar! NO ONE understood what
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they meant. What emerged in time was the notion that learning by rote does not work. The format of
Tyler’s curriculum was uninspiring. The CR’s did everything they could to directly avoid doing the activity
until it had to be done. This was corroborated by our four mind style extremists. Their notes that during
their visits the CR’s were laughing and talking about robots and …Transformers!
CONCLUSION
The content of Foundations of Curriculum course at the Florida Gulf University in Ft. Myers, FL,
runs the traditional gamut from the Committee of Ten through technology in the classroom to the PCK
needed for developing greatness in students. In addition to several thought provoking readings about
curriculum and schooling, curriculum models from the field of environmental education were presented to
serve as a springboard from which students may jump into their own final projects of curriculum
development for the 21st Century.
Initial data lend support to the notion that using the aforementioned curricula as part of course
pedagogy in the academic setting gave credence to their viability. The students were allowed to develop
and accept the models over time. When they had to review the parent articles as part of their academic
review, they were already with the experienced process. Students not only internalized the intellectual
frameworks behind each of these curricula, they were easily able to apply them to their classrooms.
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ABSTRACT
After ten years living with the Creek people in Florida, the author invited tribal members to teach
with her in graduate and undergraduate classes at the Jacksonville State University in Jacksonville, AL
and the Florida Gulf Coast University in Ft. Myers, FL. Additionally, colleagues have visited tribal grounds
and participated in ceremony. Additionally, several Swiss teachers studying for a month at the Florida
Gulf Coast University joined in ceremony on weekend field trip to the village grounds. The information
learned from tribal education has been presented in numerous academic courses in two Colleges of
Education and one College of Arts and Science. This paper is a reflective presentation of the ten year
experience as a tribal member.

It has been correlated with ecology and a student response to

presentations to many tribal members.
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TEACHER BELIEFS OF REFLECTIVE THINKING, PROFESSIONAL TRUST
AND PURPOSE IN THE EVALUATIVE PROCESS, AND ITS INFLUENCES
ON INSTRUCTIONAL IMPROVEMENT
Eugenia Jackolski, Gregory P. Eck, Kenneth A. Card, Elsa-Sofia Morote, Stephanie L. Tatum
Dowling College
Oakdale, New York

Abstract
This study examines the interrelationship of three variables in the teacher evaluation process:
reflective thinking, professional trust, and purpose, and their effects upon instructional improvement. The
theoretical framework for this study is Senge’s (2000) “Five Disciplines” of personal mastery, shared
vision, mental models, team learning and systems thinking. In this study, a total of 165 secondary
teachers completed The Teacher’s Analysis of Their Principal’s Evaluation Style (TAPES) questionnaire,
which was conducted in five school districts on Long Island by Card (2008). The survey consisted of 38
items, utilizing a five-point Likert scale, asking the existence and importance of the three variables. There
was a high interrelationship among the three variables and instructional improvement. Reflective
thinking was found to be the highest contributing factor in instructional improvement (existing and
importance). In the case of instructional improvement (importance), trust and reflective thinking
accounted for 39% of the variance; in the case of instructional improvement (existence), reflective
thinking and purpose accounted for 78% of the variance.

Introduction
In an era of “high stakes testing”, (Freeman, 2003) policymakers and school officials face
a daunting task, deciding which educational practices they need to employ in order to have all
students attain mastery level. U.S. Federal mandates, such as the “No Child Left Behind Act”
(2002) require teachers, principals, and other school leaders to reach multi-cultural students with
divergent learning styles, abilities and values. (Fusarelli, 2004) Compounding this challenge are
the requirements of the NCLB legislation that all schools achieve Annual Yearly Progress, with
the goal of 100% of the nation’s public school students pass mandatory state exams in English
Language Arts and Mathematics by 2014. Failure to do so may mean loss of federal funding,
state takeover of the public school district, or other government-imposed sanctions.
In order for schools to improve student learning and achievement, they must first improve
the effectiveness of the classroom teachers. (Killion, 2002) Public schools are now educating an
increasingly diverse student body (NCES, 2008) and educators today continue to face the
dilemma of how to fulfill their multi-dimensional tasks of providing excellence in education to a
diverse community of learners. (Hollins & Guzman, 2005)
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This article focuses on the interrelationship of three variables as components of teacher
evaluation procedures: purpose, professional trust and reflective thinking and their effects upon
instructional improvement. This study examines the relationships of the existing practices and
the importance of what teachers perceive to be most effective variables for student improvement.
This study will build upon Senge’s “Fifth Discipline” by examining which of the three variables
(reflective thinking, professional trust and purpose) have the greatest impact on improving
instruction.
Literature Review
Successful schools are organized around student learning and there is a direct link
between teacher effectiveness and student learning (Informed Educator Series, 2000). To
facilitate student learning and achievement, instructional goals and priorities must be clearly
defined, measurable and understood by teachers, students, parents and the community.
Golhammer, Anderson and Krajewski (1969, 1980) indicated that the supervision of teachers not
only evaluates present performance but is concerned with improving instructional effectiveness.
In order to achieve professional mastery and instructional improvement, the evaluation procedure
must include a clear purpose, a trusting relationship to invite conversation, collaborative
networking and reflective thought before and after the observation.
The ability of administrators to guide instructional improvement is the key to creating
standards-based change. In recognition of our student’s different learning abilities and styles,
their efforts must be supported by rigorous content and instruction, which are continually
monitored through multiple forms of assessment, regular observations and evaluation. Effective
teachers and teacher improvement through administrative evaluation are the keys to improved
instruction and student performance. However, if schools are to be places where good teachers
thrive and continual improvement of instruction occurs, a strong evaluative process demands that
everyone rise to the same standard.
Classroom observation is an important part of evaluating the instructional skills of
teachers, and to assist these teachers with detailed feedback regarding how teachers’
effectiveness can be improved. The point of principal and peer observations is to ensure that all
students are meaningfully engaged; actively learning and teachers are growing professionally.
Through regular classroom observations, both formal and informal, administrators and teachers
can assess their effectiveness in the classroom.
In high performing schools, a nurturing professional community is the essence of a
school culture which stimulates and promotes learning. Evaluative processes need to provide a
source for professional motivation where teachers feel invigorated, challenged professionally
engaged, and empowered with a collective sense of responsibility and a common sense of
purpose and values. Senge (2000) discusses the infrastructure of organizational action and states
that the essential components of developing a learning culture are: reflective dialogue, unity of
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purpose, collective focus on student learning, collaboration and norms of sharing, openness to
improvement with deprivation of practice and critical review. These facets are the elements, that
when included in the evaluation process, nurture a true collaborative culture of life-long learners.
Prior to Senge (2002), Wise, Darling-Hammond, McLauglin & Berstein (1984) suggested
that when teachers become part of the evaluation process through active participation in the
practice, the likelihood of their professional growth increases. In order to promote proficiency in
reflective action, a teacher must share dialogue and collaboratively establish strategies to meet
the needs of all student learners. Through this process, teachers learn to recognize good practice;
to explore alternative methodology; to build images of competence and to think in the midst of
acting. Zeichner (1987) contends that the emphasis of reflection is on the efficient application of
professional knowledge to a given end, where goals and objectives are not subject to scrutiny,
without the threat of consequence in this collaborative model.
Reflection is an interactive process of ongoing formative evaluations involving both
thought and actions. It can be imagined as an ongoing conversation (Yinger, 1990) between
present action, past experience and intentions for the future. It simultaneously operates in various
time frames, and different spheres of foci. Reflection is a process of thinking about teaching and
learning by monitoring cues for the extent to which they are within a corridor of tolerance and
decision-making. The ability to adjust instruction (as appropriate) facilitates better achievement
through teaching and learning goals. (McAlpine, 1999)
Reflective practitioners are educators who are united in their vision of appropriate teacher
preparation, delivery and assessment of their objectives. Educating the reflective practitioner
must be emphasized by learning, doing and coaching and the ability to reflect on why certain
choices of practice are made.
Professional trust is not only crucial in establishing a productive collaborative
relationship between teacher and administrator; it is the foundation on which all mutual respect is
based. Lyman (1987) found trust to be an important key to supervisor’s success in helping
teachers to change behaviors. He found a correlation between trust and other factors, such as
confidentiality, dealing with complaints, and the development of collaboration and participation
in the process of supervision of instruction.
Instrument
This study examines the interrelationship of three variables in the teacher evaluation process:
reflective thinking, professional trust, and purpose, and their effects upon instructional improvement. A
total of 165 secondary teachers completed The Teacher’s Analysis of Their Principal’s Evaluation Style
(TAPES) questionnaire, which was conducted in five school districts on Long Island by Card (2006). The
survey consisted of 38 items, utilizing a five-point Likert scale, asking the existence and importance of
the three variables.
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Card (2008) defined the four essential components of teacher evaluation: purpose,
professional trust, reflective thinking and instructional improvement:
Purpose: “throughout the evaluation process, the teacher should feel supported and encouraged
to grow; feeling at the conclusion of the evaluation some internal measure of growth.” Teachers
believe that this was important as a component of the evaluation process (mean of 23.9), but that
it was not practiced in the existing evaluative structures (mean of 20.1). A mean of 25 indicates
strong agreement that teachers feel their classroom observation practice is used to promote
instructional improvement for the purpose of professional growth and for the purpose of teacher
accountability.
Professional Trust: “mutual trust between teacher and evaluator is a major factor in the overall
evaluation process. The observer promotes trust by volunteering personal information about
himself / herself, maintaining confidentiality, following through on commitments made to the
teacher and reacting to the teacher in an appropriate manner when that person is in need of
support.” Respondents reported there was a mean of 20.3 for the existence of this dimension and
a reported mean of 22.3 for the importance of professional trust as a part of their classroom
observational practices.
Reflective thinking: “the practice of documenting or discussing the quality or artifacts of a
teacher’s work that focuses on improvement. The artifacts of teaching include lesson plans, tests,
reading lists, course outlines, samples of students’ work and hand-outs used in class”.
Instructional improvement: “provides the framework for which a lesson is developed and
ensures that during the pre-conference elements, such as goals, teaching strategies, assessment
techniques and data gathering procedures are clarified.” During the post observation conference,
the observer engages the teacher in a discussion about the following matter related to the lesson.
(p51).
Data Analysis
1. Interrelationship among the variables
Table 1 – Correlations among the Exiting Practices –
Trust, Purpose, and Reflective Thinking (n = 150)
Correlations
truste
truste

purpe

instimpe

reflecte

Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N

.850**
.000
149
.676**
.000
138
.693**
.000
143

purpe

.741**
.000
143
.719**
.000
149

**. Correlation is significant at the 0.01 level (2-tailed).

instimpe

.853**
.000
138

reflecte
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As seen in the correlations Table 1, (existence) there was a significant correlation
between reflective thinking and instructional improvement (.853), and a significant correlation
between trust and purpose (.850). Instructional improvement had a high correlation with purpose
(.741) and trust (.676). In the case of importance, as seen in Figure 2, there was a correlation
between reflective thinking trust (.49), and a correlation between trust and purpose (.52), and a
correlation between reflective thinking and purpose (.50).
2. Path analysis to predict instructional improvement.
A path analysis of the variables was conducted, using SPSS and plotted using AMOS. This
analysis was performed twice; the first time to demonstrate the three variables that related to
exiting practices, and the second showed the perceived level of importance of the three variables
to each other and their relationship to instructional improvement.
Path Analysis – Using “Existing” Variables
Reflective
Thinking - existing

r = .70

β = .65
Professional
Trust - existing

r =.71

2

R =.78
Instructional
Improvement - existing

r = .86
β =.29
Purpose existing

Figure 1 – Path Analysis Using “Exiting” Variables

Error
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Figure 1 shows existing variables. There was a strong relationship between purpose and
trust (.86), followed by reflective thinking and purpose (.71) and reflective thinking and trust
(.70). Single head arrows on Figure 1 indicate the major contributors (β) on instructional
improvement are reflective thinking (β = .65) and purpose (β = .29). The R2 of the multiple
regression equation expressed that both variables accounted for 78% of instructional
improvement. Please note that reflective thinking, which is a major contributor to instructional
improvement, is highly correlated with professional trust and purpose.

Path Analysis – Using “Important” Variables
Reflective
Thinking - Important

r = .49

β = .50
Professional Trust Important

.20

r = .50

R2 =.39
Instructional
Improvement –
Important

r = .52

Purpose Important

Figure 2 – Path Analysis Using “Importance” Variables

Error
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Figure 2 - There was a strong relationship between purpose (important) and professional
trust (.52) followed by reflective thinking (important) and purpose (important) (.50) and
reflective thinking and professional trust (.49). Single head arrows on Figure 2 indicate the major
contributors (β) on instructional improvement are reflective thinking (β = .50) and professional
trust (β = .20). The R2 of the multiple regression equation expressed that both variables
accounted for 39% of instructional improvement. Please note that reflective thinking, which is a
major contributor to instructional improvement, exhibits a correlation with professional trust and
purpose.
There was a relationship between purpose and professional trust (.52), followed by
reflective thinking and purpose (.50) and reflective thinking and professional trust (.49). The
relationship between reflective thinking and instructional improvement was still the greatest of
the independent variables (.50). We can conclude that purpose and professional trust are both
strongly related to reflective thinking. These are foundational to reflective thinking, which is the
variable most responsible for instructional improvement. The r2 was much weaker, at .39, which
shows a lower degree of validity, as compared to the .78 using the ‘existing’ variables.

Conclusion
We concluded that reflective thinking is of critical importance in the process of
supervision of instruction. Reflective thinking was found to be the highest contributing factor in
instructional improvement (existing and importance). According to Yinger, (1990) and
McAlpine, (1999) the importance of reflection is essential to the interactive process of
evaluation. We agree that reflection is imperative for the process of ongoing formative
evaluations involving both the observer’s and the teacher’s thoughts and actions. Teachers must
think critically and self assess their practices based on the feedback of those supervisors that are
responsible for evaluating their instructional methodologies. While there has been much interest
in teaching reflective thinking to students in the last decade, this process must begin with
administrators and teachers in improving the supervision of instruction process, and applying
reflective thinking skills to teaching methodologies.
Senge (2002) identified that reflective dialogue, unity of purpose, collective focus on
student learning and collaboration are important in instructional improvement. In agreement with
Senge, we found that purpose is the second major contributor to instructional improvement in
existing practices. Interestingly enough, purpose did not show a relationship with instructional
improvement (“importance”). Senge (2002) did not discuss what teachers believe to be
important, so this information may provide additional insight for the literature review.
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Covey (2004) illustrates the interconnectedness of high trust and levels of
communication. He explains the synergistic position of high trust produces solutions better than
any originally proposed, and all parties involved are consciously aware of it. Furthermore, they
genuinely enjoy the creative enterprise. In order for the evaluation process to intrinsically have
purpose and meaning, the level of trust between the evaluator and teacher must exist at high
levels for professional growth.
If our nation’s schools desire instructional improvement, then we conclude that the best
way to achieve this is to foster reflective thinking of instructional supervision on the part of the
faculty, in an environment where such supervision of instruction is filled with trust and purpose.
Supervision of instruction is recognized by many educators as a vital component in the process
of instructional improvement. A self-reflective practitioner is constantly thinking of new ways to
insure professional growth and student achievement.

Areas for Future Research
This study should be replicated in other school districts throughout the United States,
particularly as the 2014 NCLB deadline rapidly approaches. A related area for future research is
to examine the differences between teacher’s perceptions, trust and reflections comparing and
contrasting male and female administrators. This is especially significant as an increasing
number of female superintendents, assistant superintendents and building-level principals enter
the nation’s public school systems. (Shakeshaft, 1989)
Other studies examining the importance of reflective thinking and its relationship to
professional trust, purpose and instructional improvement need to be conducted and expanded
upon. Other factors driving instructional improvement in highly successful schools need to be
identified, so that this knowledge can be disseminated for the ultimate benefit of students
throughout the nation and internationally.
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Abstract
The University of Colorado Denver’s science education program utilizes numerous
national and international field locations as living classrooms. These experiences are
academic in nature and incorporate inquiry and research components. This paper
evaluates how a series of activities and experiences impact a group of teachers’ content
understanding resulting in improved classroom practice if properly designed. The
methods used in these experiences include a combination of implicit, informal and formal
activities. A combination of experiences and materials has resulted in enhanced content
learning for the teachers.
Theoretical Program Bases
Experiential learning is a process through which a learner constructs knowledge, skill,
and value directly from an experience within the environment. In many respects it is not
unlike situated learning or place based learning. Content learning within these
environments occurs when carefully chosen experiences are supported by reflection,
critical analysis, and synthesis. Experiences are structured to require the learner to take
initiative, make decisions, and to be accountable for the results. The results of the
learning are personal and self constructed preparing for and leading to future experiences
and learning. Understandings are developed and deepened. Shared experiences within a
group or cohort influence this learning. Lave and Wenger (1991) suggest that individuals
learn as they participate by interacting with a community, its history, assumptions and
cultural values, rules, and patterns of relationship; the tools at hand, including objects,
technology, language and images; the moment’s activity, its purposes, norms, the
practical challenges. Shared knowledge emerges from the interaction of these elements.
Activities that involve professionals in open and dynamic discussion, mutual problem
solving and/or collaborative learning draw the participants into a community of learners
or professional cohort and contribute to a deeper understanding of the science concepts
and content expressed during the experience.
The use of a field site considers this theoretical base in planning meaningful activities.
The field experience is designed to meet all of following program objectives.
A) Increased knowledge of science content and concepts
B) Create understandings of the connections and relationships within the selected
environment
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C) Skill development in doing science inquiry utilizing the field site resources
D) Support for implementation of critical thinking and problem solving skills.
For maximum impact, the learner must be actively engaged in the experience and the
experience must be structured to require the learner to take action, draw conclusions and
support their understandings. Learning is enhanced when the experience is supported by
reflection, critical analysis, and synthesis. Another important component of the
experience is the nature of interactions among participants. The more positive the
interaction, the more likely the experience will be viewed favorably. In any group
experience, when relationships are developed and nurtured, the group has the potential to
evolve into a community or cohort. The key to group learning is not so much the
destination or field location, but rather the chance to participate in a true learning
experience within the context of an open discussion and a rich environment.
What Does Experiential Learning Look Like?
In designing an inquiry-based approach for the participants, the experience is something
that they do, not something that is done to them. As a result they must actively construct
knowledge by making connections with and building on prior knowledge, and working
with and using science ideas and concepts. As such, scientific ways of communicating,
thinking, evaluating evidence, constructing arguments, and problem solving become
central aspects of the experience. The experience must be well planned, the participants
well prepared for the content to be explored and there needs to be an over arching theme
to the investigation.
General Planning Approach
A

Developing an overarching theme

The first step in a field experience is to identify the connecting theme for all the
activities. Visiting a site or series of sites without a connecting theme results in
unpredictable learning. Unifying the activities through such a theme allows the content
to transfer from a base knowledge of definition and description to complex understanding
of interactions and relationships.
B.

Identifying Appropriate Site for Content Development

Study sites are identified based on the study objectives not the reverse. The primary
purpose of choosing a field site is to extend the classroom beyond what examples and
experiences are available within that classroom setting. The field site provides learning
opportunities beyond readings, videos, lectures, stories, and artifacts, moving toward
hand-on experiences that are more complex and holistic in nature, that engage all the
senses at one time, involve observations that form deeper understandings, change the
complexity of questions and in some respect the desire and need to know.
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C.
Establish content base and then transfer to understanding through problem
solving.
Content base development is the traditional purpose of any field experiences. An
instructor leads the learners through guided walks, roadside stops, and field lectures.
Learners dutifully take notes, draw pictures and record observations. Activities such as
this may develop some understanding on the part of the student and perhaps support later
classroom discussions. But to increase the value of the field experience the newly
learned or observed content needs to be applied through a series of problem solving,
critical thinking activities. These activities need to become more complex as the field
experience progresses to deepen content understanding.
D.

Reporting understanding

Alongside any formal content learning assessment developed by the instructor it is
extremely important in the establishment of true understanding that the learners
themselves design and implement a means of explaining their understandings. The
process of doing so forces clarification and deepens understanding. During the actual
field experience this reporting is done verbally. Following the field experience the
reporting is presented in a more formal way utilizing such technologies as power point or
digital stories. These presentations may utilize GIS/GPS, digital photography and iPod
recordings.
Examples of Experiential Learning
Hawaii Volcanoes Example
The theme used for Hawaii Volcanoes is chemical and physical change from newest lava
on the Big Island to oldest on Kauai. This theme looks at the rock chemistry, plant
adaptation, surface feature and human interaction. The flow of activities develops a
range of volcanism content. Observing new land formed through eruption and later the
chemical breakdown of these lavas into clay and sand becomes the conceptual base for
the activities. While at HAVO, participants visit numerous locations at the summit
caldera; hike out to PuuOo (the present eruption site) and later down to the ocean to view
lava entering into the ocean (newest land). While on Kauai the group visits Waimea
Canyon and the Na Pali Coast for chemical breakdown and soil studies.
The approach to this field experience first requires the development of knowledge about
lava chemistry, volcanic formations and features in order to establish a content base for
the following field problems. Prior to the trip I provide each student with readings, a
field guide and specific information on each site. These materials are enhanced by a
range of USGS/NPS online documents and trail guides. Once at the park the first priority
is to build on the content knowledge. For example the first morning at Volcano utilizes a
series of sites and trails beginning with a hike down the Halemaumau Trail. Along the
trail and onto the caldera floor, the students are introduced to lavas and features- fault
blocks, fissure, lava chemistry and breakdown. Along the floor- pahoehoe, aa, lava lake
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structures, tumulus. Later that morning- lava tubes, volcanic ash, cinder, ejecta, and rift
zone features. In the afternoon the activity changes to student interpretation. The
Kilauea Iki crater floor is used as the site for the first student application. They develop
an interpretation of what happened during the Kilauea Iki eruption, applying the content
learned in the morning. This approach is utilized throughout the rest of the field study.
Alternating content and application.
Assessment Methods
The assessment plan utilized two products:
•
a pre and post content assessment specific to the field experience
•
a pre and post lesson plan specific to content and concept of the field
experience
The pre and post content assessment measured gain/lost after the experience. The pre
and post lesson plans assessment utilized a five-point comparison analysis rubric
measuring gain/loss in content, concept correctness and usage. Seven groups from three
different field experiences, three groups from Hawaii volcanism field courses, three
groups from Dinosaur Dig paleontology field courses and one group from a Colorado
historical geological environments experience. Gains/loss were compared with similar
content assessments from a classroom-based group.
Observations and Results
Experiential Group
Group #1

Pre/Post Ave. Gain/Loss
39/72 (75)
+33

Pre/post Lesson Ave Gain/Loss
2.0/3.9 (5)
+1.9

Group #2
Group #3
Group #4
Group #5
Group #6
Group #7
Average
Control Group
Group

48/66 (75)
29/70 (75)
35/74 (75)
43/74 (75)
22/75 (75)
32/72 (75)
35/71 (75)

+18
+41
+39
+31
+53
+40
+36

2.4/4.6
1.9/4.5
2.2/4.0
2.5/4.8
1.0/4.5
2.4/4.5
2.0/4.4

(5)
(5)
(5)
(5)
(5)
(5)
(5)

+2.1
+3.6
+1.8
+2.3
+3.5
+2.1
+2.4

46/65 (75)

+19

2.0/3.4 (5)

+1.4

The content score gains for six of the experiential groups were higher than the classroom
control group even though the pre-test of the control was higher. The one experiential
group lower than the control had a slightly higher pre-test. Even considering the eleven
points higher control pre-test added to the +19 gain the average +36 gain of the
experiential groups is +6 greater. The average pre-lesson rubric scores were consistent
with the control score, with two lower and four higher. The post-lesson average was a
full point higher for the experiential group over the control.
Conclusions
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The strong positive gains in both content and lesson development indicate the value of
the field experience. Participants in the experiential courses reported a number of
differences they felt from traditional classroom courses.
•
the observable phenomena within the environment
•
the ability to ask specific clarification questions while directly interacting
within the environment
•
the intensity and length of consecutive time of the experience
•
and the open and continuous discussions within the cohort of participants.
It appears likely that these elements were influential on the content gain and increased
concept and interaction understandings demonstrated in the post lessons. Shared
knowledge emerged from the interaction of these elements. The interactions and shared
experiences resulted in what Davis and Sumara (1997) refer to as a `commingling of
consciousness’. As each participated in the experience the relational space among them
all changed. This is `mutual specification’ (Varela, Thomas, and Rosch, 1991), the
fundamental dynamic of systems engaging in mutual action and interaction. Activities
that involve professionals in open and dynamic discussion, mutual problem solving
and/or collaborative learning draw the participants into a community of learners or
professional cohort and contribute to a deeper understanding of an experience and thus
the content and concepts of that experience.
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Abstract
The Virtual Advising project was developed to facilitate a smooth transition to
college by providing entering students with information in an interactive online format,
allowing them to become familiar with the institution at their own pace prior to
orientation. In order to measure the effectiveness of the program, this formative
evaluation focused on the usability of and access to the Virtual Advising online modules,
the impact of the Virtual Advising on student academic achievement, and the impact of
Virtual Advising on student academic and social behaviors and attitudes. The evaluation
revealed that participation in Virtual Advising was easy to use and understand, was a
predictor for academic achievement, and had a positive impact on persistence among
first-year students.
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Introduction
In order for students to make a successful transition to college, it is important that
they connect with peers, faculty, and staff early in their academic experience. Preenrollment orientation sessions are ideal opportunities to help students make these
connections; however, these sessions tend to be used merely to provide information about
the institutions and its academic and social programming in a rapid, condensed fashion.
The Virtual Advising (VA) program was developed to introduce potential students to the
institution, its academic programs, and student affairs programming in a comprehensive,
systematic, interactive approach before attending orientation. Additionally, the Virtual
Advising online modules provide opportunities to set up computer accounts, learn about
the academic expectations of the institution, engage in course selection and long-term
academic and career planning, and review and modify housing. This permits students to
review detailed information about the campus beforehand, have an opportunity to
develop informed questions and academic plans before they meet with faculty and staff,
and to use their orientation session to connect with peers and faculty.
The Virtual Advising Program was adopted as one of the major pre-enrollment
orientation approaches at the University of North Carolina at Greensboro (UNCG). The
project involves substantial financial investment and input from stakeholders across
campus in order to be successful. Because of the high level of investment by the campus
community, it is important to provide evidence that the results of the program are
consistent with the intended outcomes. In order to measure the effectiveness of the
program and its impact on student academic achievement, an evaluation was conducted
to measure the impact of this program. In addition to recording the inputs, activities, and
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outputs of the program, the evaluation focused on the measurement of the outcomes of
the program in order to provide information for program developers to identify the
effectiveness of the program, strengthen existing services, and target effective services
for expansion.
Literature Review
Orientation programs are designed to accomplish a wide variety of goals, ranging
from the purely social to the technical aspects of registration. Such programs facilitate
student learning in three general dimensions: transition processes, academic integration,
and personal and social integration (Robinson, Burns & Gaw, 1996). Adequate
information about the new environment is essential to beginning the transition process.
Orientation provides new students the opportunity to meet people in the campus
community, to begin planning their professional development, and to establish realistic
expectations congruent with those of the institution. Providing opportunities to learn and
grow in academic and personal and social dimensions is essential for student adaptation
and success.
Similarly, over the past decade advances in communication technologies have
changed the university experience. In addition to traditional face-to-face lectures, much
learning involves virtual environments where information is transmitted and received in
digital form. A challenge for higher education is to respond to the complexity of constant
change and technological advances. Additionally, students need opportunities to become
familiar with the technologies used on campus for instruction and administration early in
their association with the institution (Thompson, 2000).
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Students look for relevant and meaningful learning activities during orientation
(Dearn, 1996) which are tailored and paced to their personal and informational needs are
engaging and interactive, and which allow them to connect with peers and faculty
quickly. However, incoming students at many universities are offered an orientation into
university life in which much information is delivered in lecture format in which students
were passive recipients of information. Frequently, there is little cooperation between
facilities in orientation planning, and programs tend to be fragmented and ineffective
(Thompson, 2000).
Virtual Advising was designed as a response to each of these concerns. The
technology component of this project acted as a framework for an exceedingly holistic
approach to orientation, and created an opportunity for faculty and staff across the
institution to work together to develop a more effective orientation experience. The
Virtual Advising project was initially developed with guidance from the current literature
on academic achievement and persistence as an alternative to traditional orientation
programs. While there are a few studies as to the usefulness of these projects in the
literature on college student success and retention, there is little to suggest that these
programs have been carefully evaluated to determine impact on student outcomes.
Evaluation Model
Purpose
Initiated in June 2002 and developed in August 2002, the Virtual Advising
Program at UNCG has been in use for approximately three consecutive years. In order to
measure the effectiveness of the program and its impact on student academic
achievement, an evaluation was conducted to measure the impact of this program. In
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addition to recording the inputs, activities, and outputs of the program, the evaluation
focused on the measurement of the outcomes of the program in order to provide
information for program developers to identify the effectiveness of the program,
strengthen existing services and target effective services for expansion.
Outcome Evaluation Model

Inputs

Activities

Outputs

Outcomes

Resources
dedicated to or
consumed by the
program

What the program
does with its inputs
to fulfill its mission

The direct products
of program
activities

Benefits for participants
during and after program
activities

Web design for
Virtual Advising

Provide general
information
concerning the
advising services at
UNCG

Number of students
who attempted
Virtual Advising
program

More accurate and consistent
information

Staff training

Provide advising
information for
students

Number of students
who successfully
completed Virtual
Advising program

More timely information

Technology
supplies

Facilitate students
declaring their
majors

Number of students
who successfully
declared a major

Easier access to information
and decision-making tools

Describe education
requirements

Number of students
aware of the
program advising
services

Improved opportunities to
interact with advisors

Provide programspecific advising

Number of students
who successfully
registered for
required courses

More appropriate course
selection

Facilitate course
selection and
registration

Enhanced academic success
Improved student retention
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Outcome Indicators and Measurement
In order to provide a comprehensive and objective measurement of the
effectiveness and impact of the Virtual Advising Program, various quantitative measures
were used in this evaluation. Based on the implementation stage of the program and the
needs of the program developers, the evaluation focuses on the following outcomes of the
program:
1. Usability of and access to Virtual Advising online modules
2. Impact of Virtual Advising Program on student academic achievement
3. Impact of Virtual Advising Program on student retention
The indicators for each outcome are further specified, and the corresponding measures
used in the evaluation are identified.
Outcomes

Indicators

Measures

Usability of
and access to
Virtual
Advising
Program

Number of students attempted the
Virtual Advising Program
Number of students attempted the
Virtual Advising Program and
successfully completed the process
Number of students attempted the
Virtual Advising Program but did not
complete the process
Better preparedness for college transition
among students who successfully
completed the Virtual Advising process
Higher GPA of students who
successfully completed the Virtual
Advising process

Frequency counts

Impact of
Virtual
Advising
Program on
student
academic
achievement
Impact of
Virtual
Advising
Program on
student
retention

Frequency counts
Frequency counts
Survey-Independent t-test
ANCOVA

Percentage of students who completed
Frequency counts
Virtual Advising who leave the
university
Percentage of students who did not
Frequency counts
complete Virtual Advising who leave the
university
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Data Sources
The 2,141 first-year students who participated in
the Summer 2004 orientation are the first to use the Virtual Advising program. The data
collected included demographics (ethnicity and gender), completion of the Virtual
Advising program (completed, attempted but did not complete, and did not attempt), and
a measure of academic success (term GPA for first term), number of hours attempted, and
predicted GPA (a composite of the student’s high school GPA and SAT scores that is
used as a predictor of first semester academic performance for admissions purposes).
The distribution of demographics among the program participants is reflective of
the demographic distribution among the institution’s student population, as Table 1
illustrates. Entering international students did not participate in Virtual Advising.
Table 1
Demographic distribution comparison of Virtual Advising program participants and
student population by percentage
Percentage of
Percentage of student
sample
population
Gender
Male
28%
32%
Female
72%
68%
Ethnicity
Asian or Asian American
4%
3%
African-American
20%
19%
Hispanic/Latino
2%
2%
Native American
1%
<1%
White
70%
70%
Multiethnic or Other
4%
5%
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Findings
Among the 2,141 program participants, 1,863 were identified as having attempted
and completed the program, composing 87% of the total sample; 51 students attempted
the program but did not complete it (2% of the total sample); and 227 students did not
attempt the program (11% of the total sample). Among the number of students who
attempted to complete the program (1,914), 97% of the students were able to successfully
complete the program. Only 3% attempted but failed to complete the program.
An analysis of variance (ANOVA) indicated no significant relationship between
completion of Virtual Advising and ethnicity or gender. A separate ANOVA suggested no
significant relationship between ethnicity and gender and the predicted GPA (PGPA).

As indicated in Table 2, among the complete data of 2141 students, 227 did not
attempt, 51 attempted but did not complete, and 1863 completed Virtual Advising. As is
shown in the descriptive statistics, student who completed VA attained higher GPA
(2.724) than the other two groups.
Table 2.
Comparison of Mean GPAs among Students who did not attempt VA, attempted but did
not complete VA, and completed VA.
Student Category

Mean GPA

Number of students

Did not attempt
Attempt but not complete

2.385
2.431

227
51

Completed

2.724

1863

The data were then analyzed using an analysis of variance (ANOVA).

The

analysis showed that there was a significant difference in term GPA based on whether the
student completed VA (F=16.119, p=0.000).
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Table 3.
Analysis of variance for the GPA differences among students who did not attempt, VA,
students who attempted but did not complete VA, and students who completed VA.

Between Groups
Within Groups
Total
*p < .05

SS
26.429
1752.709
1779.138

df
2
2138
2140

MS
13.214
.820

F
16.119*

A post-hoc Tukey test indicated that the significant difference was actually between those
who completed VA and the other two groups. There was not a significant difference between the
two groups that did not complete VA.
Two additional variables, hours attempted and predicted GPA (PGPA), were identified as
potential confounders. There was concern that those students who attempted fewer hours were
more likely to earn higher GPAs, whether or not they participated in VA, because of their lighter
course load. Similarly, those students who were higher academic performers initially, those who
had higher predicted GPAs, would be more likely to earn higher GPAs. Hence, hours attempted
and predicted GPA were treated as covariates. An analysis of covariance (ANCOVA) was used
in order to factor out the differences that might be attributed to PGPA and hours attempted. The
ANCOVA using hours and PGPA as covariates indicated that the completion of VA has a strong
relationship to the term GPA, such that those who complete VA tend to have a higher mean GPA.
In this analysis, there were 1836 participants for whom complete data were available.
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Table 4.
ANCOVA for Completion of VA with Predicted GPA and Hours Attempted as Covariate
Source

PGPA (covariate)

SS

df

MS

F

Sig.

η2

3.151

1

3.151

4.288

.039

.002

81.325

1

81.325

110.686

.000

.057

4.320

1

4.320

5.879

.015

.003

Residual
1346.034
Total
1434.839
*p < .05
R Squared = .060

1832
1835

.735

Hours (covariate)
Completed VA

A regression analysis revealed that the completion of VA is a significant
predicator of higher GPA, even when hours attempted and PGPA were taken into
consideration. Whether the student completed Virtual Advising prior to, during, or after
summer orientation (VA timing) did not appear to be a predictor for student GPA. The
regression suggests that the completion of Virtual Advising at any time prior to the first
semester at UNCG is a predictor of higher end-of-term GPA.
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Table 5.
Simultaneous Regression for Completion of VA as a predictor for Term GPA
Dependent Variable: Term GPA
Step 1

(Constant)
Completed VA
Step 2
(Constant)
Completed VA
Hours
Step 3
(Constant)
Completed VA
Hours
PGPA
Step 4
(Constant)
Completed VA
Hours
PGPA
VA Timing

B
1.954
.255
1.471
.291
3.772E-02
1.208
.301
3.746E-02
8.642E-02
.997
.406
3.730E-02
8.754E-02
-8.373E-02

SE
.381
.128
.373
.124
.004
.393
.124
.004
.042
.409
.136
.004
.042
.045

β
.046
.053
.240
.055
.238
.047
.074
.237
.048
-.047

t
5.130
1.990
3.945
2.345
10.591
3.071
2.425
10.521
2.071
2.437
2.983
10.481
2.099
-1.876

Sig.
.000*
.047*
.000*
.019*
.000*
.002*
.015*
.000*
.039*
.015*
.003*
.000*
.036*
.061

To determine the relationship between completion of VA and retention the data
was analyzed using a Chi-square. Because of the small number of students who did not
complete VA, the differences are small. Nearly 90% of the new freshmen continued on
to the spring semester, indicating that there was not great attrition between fall and
spring. There was a slight difference in academic standing, such that 12% of those who
did not complete VA were on academic probation after the first semester, compared to
9.6% of those who completed VA. This result indicates the need for further research.
Educational Significance
The Virtual Advising project was developed so that students will have a smooth
transition to the university by providing them with the information and orientation they
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need to feel connected to the campus before they actually matriculate. However, the
careful and collaborative approach to evaluation, and the centrality of students to the
process, has been central to strengthening the Virtual Advising project and the evaluation
itself.
Future Evaluation
Both quantitative and qualitative data continue to be collected for the purposes of
the evaluation. Interviews with students have commenced to capture the causality
relationship of the program benefits in regard to student academic achievement and
persistence, to identify the effectiveness of the services and search for any possible
improvement, and to determine if students are able to spend time during orientation
making important connections with others. The responses from student are being used in
planning for the next year. Additionally, a web-based survey has been developed to
cross-validate the types of information we collect through the interviews. This survey is
currently being piloted with a group of thirty first-year students who completed Virtual
Advising this spring.
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ABSTRACT
There have been few qualitative studies examining the roles and responsibilities of
adjunct faculty in higher education. These found that increased utilization of adjunct
faculty raised concerns about an erosion in tenure positions for full-time faculty, lack of
involvement in academic and research programs by adjunct faculty, and that institutional
integrity was increasingly at risk for student learners.
The literature is split between two sources: (1) concern in the growing corporatization
of American colleges and universities and the shifting labor market; and, (2) collections
of anecdotal stories by adjuncts reflecting their own personal histories. Increased
reliance on adjunct faculty has created issues regarding labor parity and the effectiveness
and quality of teaching.
This research investigated the status of adjunct faculty in terms of utilization,
institutional support, inclusion, and changes in delivery of education to a broader
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student/consumer base. The adjunct participants for this research were those who teach
composition courses at a Private University and whose terms of hire (course limitation,
pay, duties, and conditions) were defined by institutional contracts for adjuncts. This
research used the term “adjunct” and “part-time” faculty to apply to the same group. The
participants within this group were identified as those whose livelihood mostly depended
upon their employment as adjunct faculty at one or multiple institutions of higher
education in permanent positions. Many wanted to teach full-time in higher education.
Most of the adjunct faculty considered themselves entrepreneurs who patched together
courses while many acknowledged support from their spouse’s income.
This study specifically examined the culture and utilization of adjunct faculty while
focusing on a clear description and analysis of what systems and opportunities existed to
serve adjuncts, the institution and its academic programs, and students. Within the scope
of this research, systems have been defined as the terms and conditions under which
adjunct faculty are hired and opportunities reflect the physical and psychological needs
within the context of the teaching institution.
This research also investigated the interrelationships among adjunct and full-time
faculty and the relationship of adjuncts to the coordinators and deans. The statements
among these groups were examined to provide a clearer understanding of the range of
values and perceptions regarding concerns about mission, service, and academic
integrity. The findings pointed to how greater reliance upon adjunct faculty in
composition courses affected academic integrity in terms of consistency and standards of
pedagogy, faculty cohesion and stability related to collaboration with colleagues, and
time devoted to research and participation in professional venues. Another component
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examined the utilization of adjunct faculty and how their status as “adjuncts” mitigated
ways in which they could be valued by the institution. They saw their labor as limited to
such an extent that there were no clear paths toward professional growth, inclusion, or
rewards systems for banking their accomplishments as equity. The primary concerns
emerging from this research pointed to currency in terms of professional credibility as
viewed and valued by adjuncts and full-time faculty within the English department.
Where no venues for opportunity, inclusion, reward, banking, and progression existed,
the depth and quality in professional utilization was viewed as diminished and their
teaching effectiveness was perceived as somewhat valued.
The findings also shed light upon the differences in inclusion, support, and benefits
provided by the primary site to adjunct faculty teaching in the liberal arts as opposed to
part-time affiliate faculty teaching in the professional areas of business, nursing,
professional studies, and diplomacy. These differences pointed to how part-time faculty
were viewed in terms of their professional currency and relevance to real world terms and
how that currency and relevance were valued by the institution.
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Abstract
This study tested the effects of reading strategies on Chinese college freshmen students in
Taiwan. A 15-week instruction of reading strategies were implemented to two freshmen reading
classes, and the same instructor taught these two classes. Each class was lasted for two hours and
assigned to read a non-fiction short story. Class A was treated as experimental class, which was
instructed with various reading strategies, such as self-modeling, questioning, and inferring.
Class B was treated as controlled group, and instructor did not implement any reading strategies,
but explained vocabulary from English to Chinese during the reading process. At the end of each
class, a brief reading comprehension was administered and scores were collected for data
analysis. These scores were used to examine the reading strategies impact on these Chinese
students English reading comprehension. After comparing the scores, there was a statistically
significant difference between class A and B. In addition, class A appeared to have better reading
comprehension for inferential questions, and there is no difference on more direct questions.
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Public Funds Public Trust: Ethics in Budget Allocation
Mary Pate Barton and Ellen H. Reames
The processes and decisions of leaders, especially those in public institutions
entrusted with public funds, should be very transparent to their stakeholders. To maintain
their credibility leaders entrusted with public funds need to make sure their decisions
regarding those funds are ethical and moral. A steward of public funds can not afford to
have his or her credibility damaged or even appear to be damaged. Efficiency was the
key word of the 1980s, quality was the touchstone of the 1990s, and quality control with
accountability has become the leadership philosophy of the new millennium (Milliken &
Colohan, 2004). The leaders, top administrators, at public universities are stewards of
taxpayers’ dollars. And, according to Peter Senge (2000), one of the three primary tasks
of leadership includes: leader as steward.
Professors at business schools know how to train people in accounting, finance,
management, and marketing. However, with regard to educating students in ethical and
moral decision making, faculty at colleges and universities have failed (Boyer, 1986).
This failure is evident in the frequent media reports concerning corruption in business
and government.
Our research question is: Is the satisfaction level the same for a budget allocation
method made by top administrators based on traditional, subjective measures as a budget
allocation method based on a comprehensive, objective formula? As a pilot study of the
new mathematical model for budget allocation developed at Auburn University, one of
my committee members, Dr. Ellen Reames, and I are going to conduct a survey of 21
academic deans, vice presidents, directors and department heads at Auburn University.
We would like the opportunity to present the findings of our study at your conference.
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Abstract
In an ongoing debate about traditional behaviorist summative
assessment and emerging constructivist formative assessment, researchers
and educators have recognized the need of assessments that support
effective teaching and learning. This qualitative research examined two
ESL instructors’ assessment practices and derived an understanding of their
ways of linking teaching and learning. Major data sources included multiple
interviews and observations. There were two stages of data analysis—the
within-case analysis and the cross-case analysis to compare and contrast
findings. The study identified essential elements of authentic assessment
and the importance of on-going professional development. Finally, threefolded implications of the study indicated (1) close relationship among
learning, teaching and assessment, (2) need of changing social meaning of
assessment, and (3) the importance of more studies.
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Introduction
The need of assessment that sustain learning and teaching repeatedly surfaces as
the debate about traditional behaviorist summative assessment and emerging
constructivist formative assessment continues (Roos and Hamilton, 2004; Shepard, 2000).
Traditional standardized testing impacts negatively on the motivation and self-esteem of
pupils (Black & Wiliam, 2001), while the relatively new alternatives of assessment are
often perceived as difficult, sometimes daunting to conduct (Johnson, Thompson,
Wallace, Hughes, & Manswell Butty, 1998). Then, what effective assessment can
practicing educators employ inside their own “black box” (Black & Wiliam, 2001, p.1) to
gain realistic understanding of students’ learning and inform instructional decisions?
How do teachers connect with learners both in teaching and in assessment? This study
explored two English as a Second Language (ESL) instructors’ perspectives and practices
of assessment in their classrooms as a way of linking teaching and learning.

Significance of the Study
Current academic culture discourages teachers from living connected lives
(Palmer, 1998). Palmer described, “We are distanced by a grading system that separates
teachers from students, by departments that fragment fields of knowledge, [and] by
competition that makes students and teachers alike wary of their peers...” (p. 36). As
observed, teachers often find with regret that traditional assessment methods lie in their
way to a more meaningful teaching and living. On the other hand, constructive
assessment is still beyond the command of many inservice teachers. Concerned members
of professional education associations (Anonymous, 1990) noted that teachers are
inadequately prepared for assessing the educational progress of their students. Caught in
between distressing traditional grading system and seemingly complicated innovative
assessment, practicing teachers need sensible ideas that can effectively assess student
learning and enhance teaching.

Behaviorist grading system separating teachers from students
Traditional assessment, developed from a behaviorist perspective, is being
charged with doing no more than labeling students (Bertrand, 1994). These types of
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testing—recall, completion, matching, and multiple-choice—are all tied closely with
what is deemed important to learn. Roos and Hamilton (2004) noted it still true nowadays
that curriculum content often describes the expected capabilities of students in specified
areas. Such curriculum is at its best a sequence of separate content units; full command of
each may be accomplished as a single act (Roos & Hamilton, 2004). Behavioral
conception of subject matter strikingly emphasizes rote recall and expects students to
master each skill at the desired level (Shepard, 2000). Consequently, students are forced
to memorize as much as they can to meet the precise standards of measurement, feigning
comprehension rather than actually grasping the content essence. Test-associated anxiety
often stresses students out. Under such circumstance, students sometimes see teachers as
adversaries who try to strike them down. Traditional tests for the sole purpose of grading
have adversely widened the distance between teachers and students.

Practitioners incompetent in implementing constructive assessment
In contrast to students experiencing frustration in assessment context, teachers
complain that assessing students’ learning is a difficult task. Take language arts for
example, failing to measure all-around communicative competence well, traditional tests
only measure language skills rather than students’ ability to use language in authentic
ways (Tompkins, 2002). In Tompkins’ words, “traditional assessment fails to use
authentic language tasks or to help teachers find ways to help students succeed” (p. 68).
Educators’ frustration comes from the lack of adequate teacher education
(Anonymous, 1990). The inadequacy with which teachers are prepared for assessing
their students caused concern in members of associations such as The American
Federation of Teachers, The National Council on Measurement in Education, and The
National Education Association. Shepard (2000) cautioned a worse scenario in which the
inadequacy could pass down from one generation to another:
“Given their own personal histories, [teacher candidates] are able to hate
standardized testing and at the same time reproduce it faithfully in their
own pre-post testing routines, if they are not given the opportunity to
develop and try out other meaningful forms of assessment situated in
practice.” (p. 10)
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Practitioners searching for authentic assessment alternatives
Teacher education should properly prepare educators for enacting adequate
assessment and more supported professional development needs to be in place to help
teachers become comfortable with enacting formative assessment. Until then, teaching
practitioners will have to grope about various assessment attempts to meet their needs of
documenting and understanding students’ learning, providing information for
instructional decisions, and bridging the gap between teachers and students. What have
teachers found effective and constructive in their current practices so far? It is claimed
that direct insiders’ narratives will disclose the secret in teachers’ “black box” (Black &
Wiliam, 2001, p.1). Especially, successful experience of conscientious educators in
connecting with their students through assessment will shed light on how more authentic
assessments could be developed and implemented. As Black and Wiliam (2001)
advocated, “to focus on the inside of the ‘black box’ and so to explore the potential of
assessment to raise standards directly as an integral part of each pupil’s learning work” (p.
9). This small-scale investigation intended to serve as a prelude for further research in the
future.

Review of Literature
Shavelson (2006) and Chuang (1999) briefly described the two broad categories
of assessment: summative and formative assessment. The former, the traditional product
approach, i.e. standardized testing, provides a summary judgment about learning
achieved after some time with the goal of informing external audiences primarily for
certification and accountability purposes. The latter, the new process approach, gathers
and uses information about students’ knowledge and performance to reduce discrepancy
between students’ current learning state and the desired state via pedagogical actions
(e.g., feedback). In other words, formative assessment informs primarily teachers and
students; it has been used for summative purposes as well.
Studies reported that the prevailing standardized testing fails to attain true
understanding of how well students can perform (Black & Wiliams, 2001, 2003; Bertrand,
1994). Still worse, educators have observed negative impact on teaching practices and
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curriculum content resulted from teaching to standardized testing (Bertrand, 1994; Norris
et al., 1998). Shepard (2000) criticized that traditional, inauthentic forms of test
demoralize learners “where students take little responsibility for their own learning, and
criteria remain mysterious” (p. 12).
Out of concerns about traditional tests impeding teaching and learning, a number
of researchers and practitioners (e.g., Black & Wiliam, 2003; Shavelson, 2006; Shepard,
2000) actively advocated for formative assessment for its positive, large-in-magnitude
impact on student learning. They argued that formative assessment supports and enhances
learning, instead of presenting barriers to the development of intellectual abilities.
Particularly, Black & Wiliam (2001) claimed that “formative assessment…is at the heart
of effective teaching” (p.1), and thus, should receive greater emphasis. Ecclestone and
Pryor (2003) maintained that formative assessment is a progressive force in learning and
better conceived as “an interactive pedagogy based on constructivist ideas about learning
and integrated into a wide range of learning and support activities” (p. 472). The
increased popularity of formative assessment is clearly evidenced in the expanding
variety of innovative types of tests such as oral proficiency interviews, role-play tests,
performance assessments, portfolio, conferences, diaries, self-assessments, to cite just a
few.
However, optimal utilization of authentic alternative assessment should not be
expected in one day. Literature documented that considerable reform is needed in
sustained and continuous manner to enhance teachers’ skills in using assessment, and in
some situations, to change their attitudes about assessment (e.g., Johnson et al., 1998;
Shepard, 2000). While practitioners are still striving to develop competencies in
conducting authentic assessment, the trials they attempted in the journey to a full
command of the assessment are worthwhile noting.
This study peeked into two ESL instructors’ classrooms as well as their
perspectives in order to answer the following questions: What are the current assessment
practices that teachers employ? How do teachers perceive of assessment? Are they
practicing any strategies that on one hand advance learning and teaching and on the other
hand, build connection with students rather than separate teachers from students in the
assessment culture?
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Methodology
Given the nature of questions posted above, the present study used a qualitative
interpretivist paradigm to portray and derive understanding of the participants’
assessment practices. Through describing, summarizing, interpreting, and integrating,
rather than statistical measures (Weiss, 1994), the present study illustrated assessment
cultures in the participants’ classrooms. There were two key informants, interviewed
separately, and multiple observations were performed in the classroom of one of the
participants. Interviews took the researchers deeper into the participants’ views and
thoughts due to its interactive nature, while in-class observations gave the researchers
opportunities to examine first-hand classroom experience. The researchers employed both
within-case and cross-case analysis to compare and contrast findings from these major
information sources.

Sites and Participants
The study proceeded at a major urban research university in southern United
States. With an enrollment of about 12,000 students, the university offers both
undergraduate and graduate degrees through the doctoral level. It currently hosts around
600 international students, faculty, and staff from about 90 countries. The University
offers ESL instruction within an academic environment to improve its international
students’ reading, writing, oral, and aural skills, and to foster cross-cultural exchanges.
Both interviewees in this study were chosen for their experiences in ESL
instruction. Karen, a Caucasian, was in her late fifties. She obtained her MA and PhD
degrees in Teaching English to Speakers of Other Languages (TESOL). During her over
thirty years of teaching, Karen has taught various levels of English and ESL programs
covering drama, poetry, English, and English composition to university students. She has
won the reputation as a caring and effective ESL teacher with rich experience. She was
teaching poetry and Freshmen English in the semester of interview.
Another participant, Phil, looked no more than thirty-five. He was from South
America, a region where Portuguese prevailed and English has been taught as a foreign
language. He had over five years of teaching experience with ESL/EFL programs of all
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levels for various age groups in both public and private institutions, also in both his
hometown and the United States. He taught ESL classes in an affiliated program of the
university on part-time basis while pursuing a doctoral degree in TESOL at the time this
study was conducted.

Data Collection
Data were gathered on the university campus over a period of nearly two months
from various sources, including two interviews, three in-class observations, informal
conversations, and artifact collection such as class syllabus, handouts, photos, and
professional writing samples—dissertations, thesis, and class project report. Phil also
responded to follow-up questions through email communication. Additionally, the
researchers collected online articles regarding Karen to verify details mentioned during
interview. Field notes were taken especially with regard to class activities, student
attitudes, as well as class atmosphere, and interview recordings were transcribed. The
participants were enthusiastic sharing experiences and perspectives regarding ESL
instruction and assessment.

Data Analysis
Data analysis consisted the three flows of activities that Miles and Huberman
(1994) have outlined: data reduction, data display, and conclusion drawing and
verification. As Miles and Huberman as well as Merriam (2001) advised, the analytic
moves mainly involved constant comparison to arrive at category construction. The
process included coding field notes and interview transcripts, noting reflections or
remarks in the margins, sorting and sifting through materials to identify patterns, themes,
and distinct differences, elaborating a small set of generalizations that cover the
consistencies discerned in the database, and finally confronting those generalizations with
theoretical constructs. Because there were multiple interviews and observations, the
researchers carried out two stages of analysis—the within-case analysis and the crosscase analysis. As Merriam suggested for the within-case analysis, each set of interview
and observation data was first treated as a comprehensive case in and of itself. When the
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analysis of each case was completed, cross-case analysis began in an effort to build
concepts across cases.

Limitations
Trustworthiness suggests credibility or accuracy of findings in qualitative
research (Creswell, 2003; Miles & Huberman, 1994). The practice of triangulation, that is
the use of multiple data-collection methods, contributes to the trustworthiness of the data
(Glesne, 1999). In this study, multiple data collection techniques and various data sources
were used to confirm the truthfulness of findings. A combination of interviews,
observations, document analysis, and analysis of artifacts taps information for believable
understanding (Glesne, 1999). Member check was performed in an informal fashion by
soliciting on-spot clarification of a comment during interviews and follow-up via email
communications. In addition, cross-case analysis helps to enhance generalizability and
deepen understanding and explanation through examination of similarities and
differences (Merriam, 2001; Miles & Huberman, 1994). Documents with participant
identities were secured, to which access was limited to the researchers alone, and
throughout this study report, participants were mentioned in pseudonyms to ensure
confidentiality.

Findings
The participants shared, mostly during the in-depth interviews and formal
conversation, what they did to evaluate student learning, what assessment meant to them,
and what they consider important to better assessment practices, and thus instruction. The
findings are presented in three categories: assessment practices, functions of assessment,
and ways to improve assessment.

Assessment practices
To gain a holistic understanding of students’ learning, the participants carried out
various assessing practices. Keeping in mind the different levels students were at, they
expected the best a student can perform based on stretchable criteria and set reachable
goals for students, so to encourage learning.
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Multiple sources of evaluation. The participants assess students using multiple
modes and considering different aspects such as academic competence, personality traits,
and attitudes. As an ESL instructor, Phil was concerned about students’ integrated
language skills. He talked about how he verified students’ learning, “I think students
should be assessed orally, not just by written responses in midterm and final exams,
because it reflects their reality as language users today. Usually, I’d rather not to have the
oral test as the only measure….I emphasize class participation….In the last school I work
with, we have mixed evaluation, vocabulary, pronunciation, writing…I thought it was the
best evaluation system.”
On the same note, Karen believed that “assessment has to be realistic and holistic,
it’s not science…You can’t have a checklist—there’s a lot of leeway, a lot of grey area.”
Therefore, she looked not only at, but beyond the specific area that is being tested. She
also valued how her students utilize their strengths to overcome weaknesses and gain
knowledge. For example,
“I think [students in the morning class] don’t like to study, they like to talk,
which may be an American trait. But they are very good at class discussion;
I told them I’m gonna reward them. Because someone who does not write
shouldn’t be taken away his ability to read a poem and analyze it in class.
That’s valuable, that’s important to me.”
In addition to academic abilities, Karen considered learning attitudes, as Phil did.
Bringing up her morning class, she wondered,
“I’m surprised the response and atmosphere in that morning class is always
positive. I think the factor is that this is a more mature class, not in age, but
in their attitudes. In the [afternoon] class there are a number of immature
students who don’t take the course seriously and they sort of affect the
atmosphere. They are young students who are not focusing, who visit the
class.”
As opposed to idleness, Karen saw enthusiasm a merit. In appreciation of good
attitudes, she added, “This [morning] class has enthusiasm. Willing students do not
deserve to be failed.” Consequently, when she found the morning class did not do well in
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the midterm examination, she made remedial adjustment right away to show the students
possibility of success. She continued,
“As I see in the [morning class] the students who’ve been there, who’ve been
trying, will be rewarded because I’m gonna give them 1/3 of the grade for
class participation. I have some excellent students there, who are enthusiastic
to talk. It’s unusual that I have the whole class who are ready, willing, and
active…”
Broadened criteria. Inclusive criteria increase the possibility of success and this
builds on knowledge about the students. Both Karen and Phil agreed on having certain
expectations from students. As students start from different points, Phil felt it is important
to know where students begin with, so he knows where to expect them to be by the end of
a semester. Although Karen did not consider where students start it in setting
expectations, she requested a personal statement as the very first writing from each
student to get an idea of their competency. Phil’s expectations depended on how
proficient the student was, while Karen emphasized on quality of works. She elaborated,
“I don’t think about where somebody comes from. If a paper is an A, it’s an
A, regardless; if it’s a B, it’s a B. I think it’s the quality of the work that you
have to consider. I’m just broadening the description of the quality of the
work, broadening the criteria.”
Karen did not think checklists work in authentic assessment, as “there’s a lot of
leeway, a lot of grey area.” It took her “a lot of thought” about and “a lot of preparation,”
for instruction before and throughout the semester because “it’s very important that the
students feel the course has a structure.” From experience, she understood that it does not
come easy for the students to know what they are expected; therefore, she spent time
explaining to make sure her students know what they would be working on.
Phil also called attention to the importance of making expectations understood
and accepted. He was very aware that “students tend to perform better when they know
the steps and requirements for success. He said,
“In the very beginning, I just let them know what the goals are and what they
are expected to do; I let them know what kind of questions I am going to ask
and the appropriate answers. I ask them to study additional questions to
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prepare for the response…If you give students clear expectations, it helps
them to prepare and to self help.”
Reachable goals. Once course goals were communicated, Karen and Phil helped
students work toward the goals. Karen always pointed out things that would make it
possible for her ESL students to improve their writing skills. She said, “You know, to a
certain extent, my courses are designed to accomplish that there’s nothing I design that
doesn’t contribute to the end result….”
Phil believed that students should not be assessed on the skills that they were not
provided opportunities to practice. He expressed, “I try not to raise unrealistic goals and I
try to incorporate what I taught into the final exam so whatever I taught will be in there,”
By creating class activities that simulated authentic situations in which his students could
develop communicative abilities, he made the goals reachable for his students.

Functions of assessment
Both Karen and Phil stressed the need of constructive assessment. They viewed
authentic evaluation as informing and beneficial to teaching as well as learning.
Informing. Both Karen and Phil gained insight from assessment results in how
they had taught, how students had learned, and what and how to teach next. Phil stated,
“Assessment is an opportunity to review what was taught and learn
more.

There should be two types of assessments: process and

product. Process looks at the student's participation at every step of a given
project…Product refers to an outcome of any project…. The result points out
exactly where [the students] are struggling, so you have to communicate with
them about what they need to work on.”
In the case that students generate most knowledge through authentic assessment
such as projects that evaluate real language use in natural contexts, Phil felt formal
testing is not necessary. He saw that assessment and instruction have become one in such
“instructional conversation.”
For Karen assessment carries both cheering and disappointing messages. She was
encouraged knowing the ESL program worked,
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“…because for all those years [it] got a tremendous number of students into
Freshmen English and many of them did extremely well in Freshmen
English, not just to get a C, but to get an A.”
However, the results in her then existing poetry class were not as tangible as that
of ESL classes. She recalled how she decided to make a change,
“I was disappointed, and it made me think the test…there’s something wrong.
It’s too hard, I think. They have too much to study about…. I did this
[change] early because the grades in this class were so bad. I spent two
weeks to think, solo searching…”
Morale lifting. As a skilled teacher, Karen liked to give good grades, knowing that
“grade is the deepest factor in students’ attitudes.” Yet, she stumbled unexpectedly in the
beginning of the semester as it was the first time she had just poetry. Her poetry students
did not do well because the “first test was too hard in complexity and the scope was too
broad.” Considering that “assessment can completely demoralize the class”, she changed
the situation completely to avoid discouraging her students again. She described how she
transformed the painful experience into a morale boost,
“…they have been demonstrating other willingness. They’ve been working
hard coming to the class and participate in the class. I just want to reward
things in a different system….I did the adjustment. I’m making it possible
for them to do much better in the second test. I make them see that. What I
do is not huge, but good for morale and it’s gonna help them finish this
semester strong and maybe improve this class.”
In the same vein, Phil suggested that assessment could be potentially motivating.
He recollected that some of his students argued about grades because grades meant much
to his students. To enhance students’ motivation, he provided sufficient assistance so
students got a sense of learning, and thus good grades became possible. He said, “I made
myself accessible for extra practice and discussion and advised students to seek other
available help, such as libraries, extra curricular activities, useful websites, and additional
exercises.”

2009 HICE Proceedings
Page 950

Ways to improve assessment practices
Not only students need to feel that they are progressing, so do teachers.
Throughout the interview, Karen and Phil touched upon continual improvement of
educational practice through assorted avenues.
Reflection. Karen pushes herself forward through reflection, she said, “I always
push myself to improve, always push myself to think: Will that work well? How can I
make it better? That’s how you improve—by reflecting on what you do every semester.”
That explains why she enjoys the challenge of designing a course, including poetry that
she was teaching when interviewed, although it was not easy. She admitted, “It is an
unexplored territory. I spent months to think.”
As for Phil, he said that students made him think; especially, “the diversity of
mixed groups allowed different perspectives”. To improve his instruction, he often drew
from his own experience as a language learner. Such reflection inspired his teaching and
assessment practices that eventually better met learner needs.
Outside resources. Besides insights gained from within through self-examination,
the participants learn from outside resources. Both Karen and Phil referred to textbooks
as valuable information source in particular for novice teachers. They highlighted the
importance of collegial coaching, cooperation, and mentoring. Karen regarded it “vital
for colleagues to share knowledge and experience as concrete living examples” and she
suggested, “Every new teacher should be mentored by someone with more experience.”
Phil has benefited from teamwork among colleagues. He remembered designing tests and
learning useful strategies from fellow teachers. He said in appreciation, “we always
shared new ideas…I learned so much from my colleagues, and the school policies were
supportive to the joint effort.” While Phil was appreciative for the support he received,
Karen urged more help from the university administration to sustain professional growth.
Both participants expressed the need of attending conferences, workshops for on-going
professional development.

Discussion
This study investigated two ESL instructors’ experiences in and perspectives on
assessment practices. Both participants indicated essential elements of assessment that
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promotes learning, recognized benefits of effective assessment, and voiced the need of
collegial collaboration as well as professional development. A further exploration into the
data led to reflective themes organized in two major areas: vision of called-for
assessment and need of supported professional development.

Vision of called-for assessment
Bintz and Harste (1994) argued that traditional view of assessment is theoretically
bankrupt as it conceptualizes assessment as verification of existing learning theories and
existing criteria for learning. What is also problematic is that the customary view is
grounded in an educational model that seeks consensus, not diversity. As opposed to the
bankrupt view, they proposed assessment as inquiry. The proposal suggested that
educators cannot support learners instructionally unless they can identify what lies behind
the learners’ real inquiry questions.
By sharing thoughts of and experience in assessment, the two participants
depicted a vision of assessment responsive to the call for evaluation methods that can
better link teaching and learning.
Assessment as instruction. For the participants, assessment determines grades,
document students’ development, identifies students’ strengths and needs, and directs
future instruction. Furthermore, constructive assessment extends the day-to-day
classroom activities; it even acts as part of Phil’s instruction. At the surface level, the
participants shared what Shepard (2000) suggested— assessment functions not only as a
way to monitor and promote individual students’ learning, but to examine and improve
teaching practices. At a deeper level, assessment and instruction are one; the act of
assessment itself serves as a learning opportunity for students (Johnson et al., 1998;
Shepard, 2000).
Leading professional educational associations in the United States, namely, the
American Federation of Teachers, National Council on Measurement in Education, and
National Education Association, support the view that student assessment is vital to
teaching and that good teaching is impossible without good student assessment
(Anonymous, 1990). These associations collaboratively defined a standard for assessment:
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“Assessment is defined as the process of obtaining information that is used
to make educational decisions about students, to give feedback to the student
about his or her progress, strengths, and weaknesses, to judge instructional
effectiveness and curricular adequacy, and to inform policy.” (Introduction,
¶2)
Assessment also mediates teaching and learning. The ultimate intention of
classroom assessment is to inform and influence instruction, thus it predictably affects
student learning. Duffy, Duffy and Jones (1997) proposed a concept of “preventive
maintenance” (p. 16) about assessment as a tool to achieve top performance. Ecclestone
and Pryor (2003) even argued that assessment has deeper educational implication:
children’s identity as learners and their self-esteem is important in shaping students’ later
learning careers and life opportunities. Assessment, teaching, and learning closely relate
to one another; as Roos and Hamilton (2004) described the relationship, “monitoring is
mutual; and the resultant exchanges foster human development” (Constructivist
Assessment, ¶1).
Advocates for new assessment see assessment as an integral part of, instead of
simply an add-on of, teaching and learning (Shavelson, 2006; Shepard, 2000; Tompkins,
2002). If carefully planned and well implemented, Shepard indicated, “good assessment
tasks are inter-changeable with good instructional tasks” (p. 8). Yatvin (2004) suggested
an interdependent relationship between assessment and teaching. She uses the metaphor
of assessment-teaching loop to illustrate how both assessment and instruction grow
stronger in a continuing relationship. Through a cycle of assessing and teaching, teaching
and assessing, teachers evaluate how well they taught and decide what to teach next
while seeing how well students have learned.
Clear expectations as a guide. Both Karen and Phil emphasized “transparency”
(Shepard, 2000, p.11)—they always try to make their expectations and criteria
understood and give students opportunities to get good at what is required. Shepard
identified the need for course goals and teacher expectations to be clearly communicated
with students so that assessment can reflect truthfully effects of instruction and serve as a
guide to better teaching and learning.
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Brown & Hudson (1998) also encourage open disclosure of standards and rating
criteria. They pointed out that a positive washback effect occurs when the assessment
procedures correspond to the course goals and objectives. Therefore, there should be a
strong interrelationship among teaching, learning, and assessment to yield optimistic
impact on teaching, materials, and the broader learning context.
A prerequisite of setting clear and realistic expectations is to know students’
starting points, which involves knowing the student in the beginning of a term. With a
coherent vision of students’ background and prior knowledge, Karen and Phil were able
to set realistic criteria for the course and incorporate what the students needed into
instruction and assessment.
The formation of assessment criteria demonstrated the participants’ value systems.
A consensus between the two participants was that assessment has to be realistic and
holistic and at the same time, teachers should know weight of each criterion. The criteria
Karen held gave her an intelligible idea of what she expected from her students. However,
criteria for academic performance were not the sole measure to determine grades; other
strengths, such as enthusiasm and positive attitudes, could contribute to a student’s grade.
This belief in comprehensive criteria led her to the decision of rewarding willing students
for their efforts when they did not do well in the mid-term examination. As for Phil, he
found a self-developed rubric helpful to objective grading. He distributed certain
percentage to each component that he looked for in student performance. He did not only
evaluate language skills, but also attendance, participation, and homework completion.
Both Karen and Phil’s assessment practices mirror their values. Their values corroborate
the call for meaningful and challenging tasks that evaluate students based on personal
improvement and effort rather than relative performance among students (McInerney &
Liem, 2008).
Multiple sources as verification. In discussion about trustworthiness and
consistency of alternative assessment, theorists agreed that credibility, auditability,
multiple tasks, rater training, clear criteria, and triangulation of any decision-making
procedures along with mixed sources of data are important ways to improve the
reliability and validity of any assessment procedures used in any educational institution
(Brown & Hudson, 1998).
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Assessments are used to make decisions, sometimes very important ones, about
people’s lives. Ecclestone and Pryor (2003) indicated that the outcomes of assessment
practices have profound effects on children’s identity as learners and their self-esteem,
which is important in shaping students’ later learning careers and future life opportunities.
Therefore, Brown & Hudson (1998) encouraged language teachers to administer
assessment in various forms, as new evaluation procedures are new developments in the
tradition of assessment, and well-developed assessment alternatives could help teachers
make responsible decisions about students’ lives. Like other educators, the participants
believed that multiple sources of data are more reliable than a single piece of information,
because varying types of assessment, “mixed evaluation” in Phil’s words, collectively
increase reliability of the information and make a complete picture of students’ ability,
efforts, and progress. For the participants, fair assessment with multiple evaluation
sources and factors, including student attitudes, can be a good tool that informs
educational decisions.
Grade as a motivation boost. “Grade is the deepest factor in students’ attitudes,
because they’re very hungry for it.” This observation makes it obvious that grade as
tangible evidence of learning can be uplifting and it explains why Karen wanted to
reward willing students with good grades—they convey the message that effort counts,
thus support motivation.
In contrast, grade acts as a double-edged sword in current educational contexts
where summative judgment of student achievement is the primary purpose. On one hand
grade demoralizes pupils with low attainments, leading them to believe that they lack
ability, and that they are not able to learn. Out of fear of failure, students avoid difficult
tasks where they have any choice. On the other hand, students who do well in tests set
their eyes on high marks as trophy won in competition, rather than indication of personal
improvement. They seek ways to obtain the best marks rather than the needs of their
learning. Students no longer invest effort in learning; instead, they try to build up selfesteem in other ways. Thus, grade produces unfavorable consequences slaying student
motivation when healthy concept of assessment feedback is not instilled.
Fortunately, Black and Wiliam (2001) pointed out that harmful impact is not
necessarily the outcome. As all assessment scores are conditional, experienced teachers
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are very sensitive to contextual factors when they make planning and teaching decisions
(Bailey, 1998; Johnson et al., 1998). Once Karen noticed that an adjustment is needed in
her morning class, she went for it. What Karen did was to establish a culture of success
with humanistic spirit, in which the students received a message that all can achieve as
long as they demonstrate willingness.
Authentic assessment could be a powerful approach to learner achievement if it is
communicated in the right way. Educators need to create opportunities for students to
thrive whenever possible. Phil felt that making expectations explicit and applying
realistic criteria were vital to student success. Indeed, transparency of assessment criteria
prompts students not only to attend to the product to achieve, but also the process of
achieving it; therefore, having access to evaluation criteria gives students the opportunity
to get good at what is required (Shepard, 2000). Where normative evaluation does exist,
teachers can at least passively minimize the negative impact. McInerney and Liem (2008)
suggested teachers to make student evaluation practices as private as possible to avoid
establishing competitive assessments in which there are winners and losers. “Competitive
and normative evaluation might be motivational for the winners, but is definitely not so
for the losers,” they cautioned (p. 18). In a positive environment, assessment can be
assuring. Citing Fear no more o’ the heat of the sun by Shakespeare as the best poem for
evaluation, Karen expects assessment to set students’ mind at rest in confidence.
Teacher-student relationship as a nurturing ground. A mutually beneficial
teacher-student relationship is the foundation of effective teaching and assessment. All
the above themes build on and point to the connection between teachers and students. As
mentioned, helpful assessment starts with knowing the students, and this cannot be
achieved without a good teacher-student relationship. Both participants make efforts to
connect with students in positive ways that allow them to perform productive
instructional and assessment roles. By making themselves approachable to assist students
with practice and discussion Karen and Phil connect with students; this connection makes
it easier for students to accept their grades and feedbacks made by the participants. “If
students do not trust the teacher they will not take the teacher’s words”, warned Phil. A
close relationship also allows the teacher to sense changes in classroom atmosphere and
make adjustment to promote morale in a timely manner whenever needed.
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Being a successful English language learner, Phil presents himself as an
“achievable model” (Milambiling, 2000, p. 324) and offer guidance on how works can be
improved through sharing his personal learning tips with students. Above all, an ESL
classroom needs to be a place where students feel comfortable and want to talk, and the
ESL teacher needs to a person that students would want to talk to (Horwitz, 1999). Phil
stressed that a relationship that foster conversation between teachers and students is
crucial in ESL setting especially due to cultural issues. When such connection is
established, assessment can resemble authentic language use occurring within the normal
flow of classroom discourse.
Collaboratively, the participants illustrated an envisioned model in which
assessment works as instruction, conveys explicit criteria to guide both the teacher and
the students, and uses multiple sources of data to assist the teacher fully understand
student learning and improve instruction. The participants strived to apply practices that
boost motivation and foster beneficial teacher-student relationship. Once a classroom
culture of success is built up and properly communicated, assessment can be assuring.

Need of supported professional development
Vision and action together can make differences. Envisioning constructive
assessment, the participants pointed out further actions to ensure better assessment
practices, which include improving assessment competency, continuing professional
growth, and securing administrative support.
Improving assessment competency. The disappointment at classical tests has
urged many frustrated educators to experiment a wide variety of innovative assessment
since the 1980s (Brown & Hudson, 1998). Formative assessment stands out for its
potency in improving student learning and guiding instruction (Ecclestone & Pryor, 2003;
Shavelson, 2006). However, as Johnson and her colleagues (1998) noted, it has been a
rarely enacted practice due to generally limited teacher knowledge and competencies in
assessment. Black & Wiliam (2001) discovered the same, “Teachers’ tests encourage rote
and superficial learning; this is seen even where teachers say they want to develop
understanding—and many seem unaware of the inconsistency.” (p. 4)
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The growing emphasis on formative assessment brings up in educators a pressing
need of relevant knowledge and support for utilizing the new form of assessment
(Johnson et al., 1998). The multiple abilities needed to implement constructive
evaluation do not come naturally to most teachers, and thus daunting. Nevertheless,
Shepard (2000) promoted the idea of authentic assessment and the effort to pursue it,
because such assessment holds the most promise to improve teaching and learning. In
the pursuit of learner intellectual development, educators inevitably need to advance
their expertise in assessment.
Continuing professional growth. Learning to teach is a lifelong process. Both
Karen and Phil stressed that teachers need to keep growing professionally. They believe
that by learning from each other educators could and should increase a repertoire of
effective practices to draw from. In a collaborative community, colleagues are coaches,
comrades, and peers, rather than rivals or challengers in competition (Bergen, Engelen, &
Derksen, 2006). Also important to teacher growth is on-going professional development.
Harp (1994) stated that study and reflection are necessary parts of the growth
process. An increasing knowledge base necessitates change and constant reflection
dictates needs recognized through practice and research. For Harp, effective inservice
education is the key to change. Harp elaborated, “Change is facilitated best through
inservice that combines consultants, resident experts, and classroom support. Peer
support in the classroom, with collaborative planning and evaluation, is critical” (p. 300).
For meaningful change to take place in assessment practice, it is necessary to call for
study and reflection on the part of individual educator, peer/collegial collaboration as
well as administrative support on the part of the educational community.
Securing

administrative

support.

Phil

appreciated

his

former

school

administration for encouraging collegial cooperation and Karen recommended sustained
administrative support for professional development. Researchers also identified the vital
role of administrative support for teacher development (e.g., Bintz & Harste, 1994; Harp,
1994). Black and Wiliam (2001, 2003) urged government policies that would pay more
sincere attention to the improvement of formative assessment. They argued for reframing
bureaucratic requirements, increased funding particularly for teacher professional
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development, and reducing obstacles such as the influence of external tests that direct
teacher’s work.
Moreover, the administration can encourage new studies to drive professional
growth. It is important to be aware that not one single form of assessment can be a
panacea for righting all the wrongs in the educational system (Johnson et al., 1998). More
research on validity and reliability of alternative assessment will enhance teachers’
understanding of various assessment alternatives.
Harp (1994) advocates for a research-driven model for inservice education, which
is comprised of six elements: (1) needs assessment, (2) development of the knowledge
base, (3) designing participant-centered inservice training, (4) consideration of theory,
demonstration, practice, and coaching, (5) evaluation component, and (6) monetary and
conceptual support. In the same tune, Shepard (2000) proposed a program of
collaborative research to conduct studies in classrooms where instruction and assessment
strategies are consonant with constructivist principles. In this model, researchers and
professional educators share responsibility for improving educational outcomes. The
studies are to aim at “general explanatory principles regarding prior knowledge, selfassessment, and the like, at the same time that practical issues are addressed such as the
initial obstacles of negative student attitudes, time seemingly stolen from instruction, and
the inevitable demand for better materials and instructional tasks that elicit the kind of
thinking and dialogue envisioned” (p. 13).
The above discussed reflective themes in two major areas: vision of called-for
assessment and need of supported professional development. We now turn to
implications of the study.

Implications
The study indicates three-folded implications. First, this study implies the cure to
the plagued everyday practices of assessment is meaningful evaluation that links teaching
and learning, which necessitates continuous professional growth of educators. As Yatvin
(2004) indicated, students learn when the instruction is right for them, and instruction is
right when it is based on sensitive, thorough, and ongoing assessment. With updated
knowledge and improved competencies, teachers can do assessment well. Then, when

2009 HICE Proceedings
Page 959

assessment is done right to see strengths and reward merits, students come to realize the
importance of understanding information in order to extend their personal intellectual
growth, rather than to engage in activities merely in order to pass tests or to compete with
peers.
Second, to make optimum use of authentic assessment to achieve the right
instruction and to encourage learning for its own sake, teachers would have to change the
classroom practices to counteract the habits acquired by the students (Black & Wiliam,
2003; McInerney & Liem, 2008). Shepard (2000) extended the line of argument, “we
must change the social meaning of evaluation...so that students and teachers look to
assessment as a source of insight and help instead of an occasion for meting our rewards
and punishment” (p. 10). This entails the establishment of new kinds of pedagogic
relationship between teachers and learners. A way to reach this end, suggested a number
of researchers (e.g., Black & Wiliam, 2003; Roos & Hamilton, 2004), is student selfassessment, which increases student responsibility for their own learning and promises a
more collaborative relationship between teachers and students. By sharing responsibility,
the teacher gains “greater student ownership, less distrust, and more appreciation that
standards are not capricious or arbitrary” (Shepard, 2000, p. 12).
Third, the study resonate the importance of more studies, especially that on
student self-assessment and validity and reliability of alternative assessment. Only with
continually updated knowledge, can teachers make adequate judgment about the unique
culture in their classroom and the larger society and tailor their instruction as well as
assessment to suit each individual group of students. After all, it is not only relevant to
educational assessment but also to wider educational issues about fostering of human
development (Hood, 1998; Roos & Hamilton, 2004).
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Abstract
Currently, students with learning disabilities being taught science in inclusive classrooms are far
below a satisfactory level of performance. Research indicates that inquiry-based methods of
instruction in science present opportunities for such students to improve their overall
achievement. However, a specifically defined method of inquiry-based instruction that is most
effective in educating these students in inclusive science classrooms has yet to be established.
The purpose of this paper is to encourage dialogue between both the science education and
special education research community. The study being proposed seeks to determine the effects
of different levels of inquiry on the performance of students with learning disabilities in inclusive
science classrooms using a mixed method, quasi-experimental design. This paper provides the
background, literature review, theoretical foundation and methodological aspects of a work in
progress. It is anticipated that this paper will draw both constructive criticism as well as
suggestions for improvement in conducting this type of research.
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Introduction and Background
Students with learning disabilities studying science in inclusive middle school classrooms
are not reaching their full academic potential. Recent reform efforts have indicated that science
education is not breaking through some of the barriers to allow underrepresented students to
attain a higher degree of performance in the subject of science. Blueprints Online, published by
The American Association for the Advancement of Science [AAAS], (1998) suggest that
students with learning disabilities are being given unequal opportunities to learn science due to
their disability, and that science has a reputation of empowering only the most privileged,
brightest and highest performing students to advance into science related careers. They report
that approximately 50-60% of students with learning disabilities are failing science throughout
various points in their education.
Similarly, the National Assessment of Educational Progress [NAEP] (2005) reports that
in the eighth grade, the difference in science performance on high-stakes tests between students
with disabilities and general education students was significant. The discrepancy is wide enough
to validate concerns that students with learning disabilities are not receiving the type of science
instruction necessary to reach a higher level of achievement. Studies have attributed the
superficial alignment of local, state and national standards with day-to-day instruction and tests
as further perpetuating this achievement gap (Li, Klar & Siler, 2006). Nevertheless, the type of
instruction provided by science teachers plays a crucial role in how students with learning
disabilities ultimately perform on critical summative assessments.
The National Science Teacher Association [NSTA] (2004) advocates that school
practitioners should promote and develop strategies to overcome curriculum, instruction,
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assessment and attitudinal barriers that might exist in the classroom. The declarations suggest
that science teachers:
1) Ensure that high stakes assessment tests are not used in a punitive way for students with
disabilities and that positive decisions are made as a result of these tests.
2) Make every effort to select quality curriculum print materials and multimedia products that
promote inclusiveness of people with disabilities through their text, illustrations, and graphics.
3) Make every effort to select quality curriculum materials that present culturally diverse people
with disabilities as role models working in all disciplines and at all levels of science.
4) Ensure that the science materials meet the educational needs of students with a range of
learning styles so that the quality and depth of science investigations are equivalent for all
students in the classroom.
5) Develop and implement varied kinds of assessment tools or models so that all students,
regardless of their disability, can be tested fairly and can communicate fully what they know and
are able to do in science (p.1-3).
These recommendations reason that in selecting the appropriate science curriculum,
instruction and assessment, students with learning disabilities are more likely to be granted a fair
and equal opportunity to succeed in inclusive science classrooms. In sum, the reform mandates
(IDEA, 1997, 2004), documents (AAAS, 1998; ISBE, 2007; NAEP, 2005) and position
statements (NSTA, 2004) underscore the importance of supporting students with the appropriate
forms of curricular and instructional accommodations and adaptations.
Statement of the Problem
Science educators have been challenged to provide a more accommodating curriculum
along with instruction that is adapted for those individuals varying in socio-economic status,
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background and range of ability. Recent figures have indicated that an increasing number of
students who possess some type of learning disability are being placed into general education
classrooms. Currently, the amount of students with special needs in the public school system in
the United States is approaching 12% of the K-12 population. A large percentage of these
students are part of the general education classroom (Individuals with Disabilities Education Act
[IDEA], 1997, 2004, United States Department of Education, 2007).
This rapid influx of students has challenged science teachers because they must
simultaneously address the needs of students with learning disabilities while teaching the rest of
the class. Students with learning disabilities require possible modifications or adaptations in the
way they are both instructed and evaluated. These accommodations provide general education
and special needs students with the appropriate classroom climates necessary to foster better
understanding and learning of science. However, science teachers’ are relying primarily on
methods of instruction that provide few, if any accommodations. Traditional models of science
instruction employing didactic, teacher-centered instruction followed by multiple-choice tests do
not provide students with learning disabilities the type of experience necessary for them to
succeed. The overreliance on teaching concepts and facts in science deductively often leaves
such students uninterested and unable to perform at a satisfactory level of proficiency on various
types of high-stakes assessments. This is evident as science education has witnessed a drastic
drop in student performance on a number of different measures, including standardized
assessments (AAAS, 1998). Some state reports indicate that the achievement levels of students
in the special education category are dramatically lower than those in regular education (Illinois
State Board of Education [ISBE], 2007). Despite the fact that a small percentage of students with
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learning disabilities are given alternative assessments to measure science performance, in
comparison to general education students, scores are dramatically lower.
Legislation such as No Child Left Behind [NCLB] (2001) has necessitated higher
standards of performance for all students, including those who have learning disabilities. As
such, the implications that NCLB has for students with learning disabilities in general education
settings has been extensive (Wakeman, Brower, Meier, McColl, 2007), suggesting that
instructional models being used to teacher are part of the problem. Science teachers are being
faced with the challenges of both maintaining an inclusive environment and improving student
performance, while simultaneously upholding a higher standard as suggested by NCLB. Thus,
the performance of students in the special education category has an important relationship with
factors such as what type of instruction is being provided and how students prepare for highstakes testing. Such variables and their effect on student performance must therefore be suspect,
and subject to investigation. Although there are a number of different instructional strategies and
curriculum accommodations that can be used to help improve student achievement in science
(Scruggs & Materopieri, 2007), inquiry-based science teaching models present the most promise
in inclusive science classrooms because of their wide range of instructional techniques.
Review of Literature
The nature of scientific exploration, discovery learning and methods of inquiry (i.e.
Constructivism) require students to participate in ways that would be more difficult if learning
science through another means. As a result, responses that students with learning disabilities
have had when involved with hands-on activities and inquiry in science has been shown to be
positive. Students that engage in inquiry-based science, or constructed learning, appreciate the
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subject more, increase their understanding and benefit from the teacher facilitation that often
takes place (Scruggs & Mastropieri, 2007).
However, the extent to which students with learning disabilities succeed in the general
science education classroom is contingent upon how effective a model of science instruction has
been adapted or modified to their specific needs. When students are effectively accommodated,
they are more likely to understand concepts being taught to them. Adapting or modifying a
science curriculum to assist those with special needs promotes more appropriate behaviors and
focused attention, thus improving the chances of higher performance on a number of evaluative
measures (Finson, Ormsbee, Jensen & Powers, 1997; Lawrence-Brown, 2004; Scruggs &
Masteropieri, 1994).
Within the last few decades, the emerging collaboration between science and special
education has prompted a number of investigations seeking to understand issues associated with
curriculum, instruction and assessment for students studying science who have learning
disabilities (Dalton, Morrocco, Tivnan, Rawson-Mead, 1997; Lawrence-Brown, 2004;
Mastropieri & Scruggs, 1992). What has been determined as a result of some of these
investigations suggests that special education strategies and techniques are most appropriate in
inclusive science education settings when they apply not only to students with learning
disabilities, but the whole class. For example, differentiated instruction has been found to
increase standards-based learning by helping both general education and special education
students improve their overall academic achievement (Lawrence-Brown, 2004).
An extensive literature review of 66 reports pertaining to the teaching of science to
students with learning disabilities found that the use of an activity-based science curriculum was
effective in promoting knowledge of science content, manipulative skills, and science process
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skills (Masteropieri & Scruggs, 1992). Studies comparing the academic achievement of students
with learning disabilities receiving inquiry-based instruction with students receiving instruction
of another type show that performance was higher when the inquiry-based model was used (Bay,
Staver, Bryan & Hale, 1992; McCarthy, 2005). In an inclusive setting, Mastropieri et al. (1998)
found that students with learning disabilities receiving activity-based instruction had the same
level of improvement as their counterparts, and that they even outperformed the non-learning
disabled students who were using traditional, text-based instructional approaches.
Support of inquiry-based models of science teaching for students with learning
disabilities is found throughout the literature. These studies support the position that using an
inquiry-based approach in teaching students is the most optimal model when utilized in an
inclusive classroom. Some of the studies regarding inquiry-based models of science teaching for
inclusive classrooms address curriculum and instruction approaches (Dalton, Morrocco, Tivnan,
Rawson-Mead, 1997; Finson, Ormsbee, Jensen & Powers, 1997; Lawrence-Brown, 2004;
Maroney, Finson, Beaver, &Jensen, 2003; Mastropieri, et al., 1998; McCarthy, 2005; Salend,
1998; Scruggs & Mastropieri, 1993), curriculum accommodations or adaptations (Cawley,
Hayen, Cade & Baker-Kroczynski, 2002; Lynch, et al, 2007; Scruggs & Mastropieri, 1994),
while others discuss how curriculum enhancements or accommodations relate to the current
standards-based movement in science education (Mastropieri et al., 2006).
Evidence of studies accommodating students with learning disabilities by adapting
science curriculum units or modules in the inclusive classroom indicate that many benefit from
the modifications. Curriculum modifications go beyond adjustments or strategies made to the
instruction, and target the entire curriculum, or overall plan of what is taught. This includes
specific changes to the curriculum goals, methods of instruction or objectives. For example, a
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study that employed the Full Option Science System (FOSS) used a hands-on, inquiry-based unit
system that was adapted as the primary curriculum in schools where its use would target students
with disabilities (Scruggs & Mastropieri, 1994). The suggested adaptations increased the
redundancy of exposure to materials, presented the material to students in a way that considered
their reading and performance levels, and combined the use of inquiry-based teaching methods
into a primary, hands-on curriculum.
Similarly, a highly rated science curriculum known as Chemistry That Applies (CTA)
was implemented as part of a middle school science program. This curriculum adaptation
showed to have a positive effect in helping students with disabilities learn science in inclusive
settings. Some of the characteristics of the program included the following: (1) the curriculum
was based on the idea that curriculum materials influence instruction and produce unique effects
on the learning of new concepts; (2) each unit in the program was student-centered and
phenomenon-based, where guided inquiry was used. The amount of teacher support used to
guide the student was balanced between self-direction and teacher-direction; (3) curriculum
structure was separated into clusters where students acquired a preliminary understanding of a
science concept before moving to more advanced material (Lynch et al., 2007).
Research has also examined how inclusive, inquiry-based science teaching relates to the
standards-based issues of the present time. Masteropieri et al. (2006) investigated how
differentiated curriculum enhancements in inclusive middle school science classrooms affected
the performance of students on high-stakes tests. Specifically, they compared outcomes
associated with class-wide peer tutoring using differentiated hands-on activities with teachercentered instruction. The differentiated instruction, being inquiry-based, fostered an
improvement in the post-tests that were administered as well as scores on a high stakes
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examination. Masteropieri et al. inferred that the high-stakes scores may have improved due to
the fact that the target unit emphasized a topic that may have been useful in other science
learning taking place at the time of instruction. The outcome of this study implies that there may
have been some inadvertent type of curriculum-based alignment imbedded into the design of the
intervention. However, it remains unclear as to how exactly that alignment took place.
Although inquiry-based models have been shown to be effective and applicable through
various curricular adaptations and instructional approaches, the dilemma posed for science
educators is that improving performance on high-stakes tests still proves to be difficult. Science
teachers are not properly aligning learning standards, tests and instructional materials. This may
contribute to lower performance on many local, state, and national standards (Li, Klahr & Siler,
2006). Moreover, there is little research examining how inclusive, inquiry-based science teaching
models relate to the current standards-based curriculum and assessment movement (LawrenceBrown, 2004; Mastropieri et al., 2006).
Closely related studies reveal that it is possible for such models of instruction to improve
academic achievement. One such study describes how urban students living in poverty, who
were low achievers, succeeded in standards-based inquiry science when the curriculum was
developed and aligned with professional development and district standards. Curriculum-based
test scores for these students increased as a result of these alignments (Marx et al., 2004).
Similarly, Kahle, Meece and Scantlebury (2000) found that standards-based teaching, including
the use of inquiry, improves the achievement of urban, African-American middle school science
students. Teachers who used the standards-based teaching practices positively influenced both
the students’ achievement and attitudes.
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The idea of using constructivist practices in the science classroom is nothing new.
Regardless, inquiry-based instruction can create some challenges when being applied to
situations involving teaching students with learning disabilities in an inclusive classroom. One
challenge is in identifying what specific inquiry-based model is to be used. Lynch et al. (2007)
indicates that support for inquiry-based models of science teaching for students with learning
disabilities exist throughout the literature, yet are found in differently arranged approaches.
Subsequently, the claim is made that the most clearly defined inquiry-based model for teaching
science to special education students has yet to be established. Lynch et al. contend that such a
model would have to be effective in teaching students with learning disabilities across a number
of different contexts and ranges of ability. The primary characteristics of inquiry-based science
teaching are already known, as examples include hands-on, inquiry, discovery and inductive
method approaches. However, what is left unclear is how an inquiry-based model might be
applied effectively in an instructional setting where some type of adaptation or accommodation
is necessary. Lynch et al. state that the literature incoherently portrays which model with what
properties would actually work best in a wide range of contexts and populations for this group of
students. As such, different levels of inquiry that are specific to inquiry-based instruction have
not been investigated in the context of inclusive science teaching.
Little agreement among researchers studying both science education and special
education as to what inquiry-based model would be of greatest value in improving student
performance is a result of a failure to clearly define the “constructs” included in each model. In
related empirical studies, these constructs resemble inquiry-based teaching methods, but
necessitate further clarification. The suggestions provided by Lynch et al. imply that the
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interventions tested in a study should be limited to one or two specific forms of inquiry-based
science teaching.
Similar to the contentions made by Lynch et al., (2007), a meta-analysis study conducted
by Swanson and Hoskyn (1998) revealed that when various instructional approaches were
analyzed in terms of their impact on students with learning disabilities, the overlapping
constructs with similar instructional labels, such as direct or strategic instruction, were being
operationalized too freely. The authors went on to explain that classifying different types of
teaching in general terms was problematic for study replication. Further, it was suggested that the
terminology and descriptions used to explain the type of teaching that was occurring needed to
be more explicit and precise.
Not suggested in either of these studies was how students with learning disabilities would
respond to different levels of inquiry-based instruction. These different levels of inquiry change
the instructional landscape in ways that would assist in the establishment of more clearly defined
forms of inquiry-based instruction for such students studying in an inclusive classroom. No
studies to date have clearly identified how different levels of inquiry effect the performance of
students with learning disabilities in that setting. This study will provide evidence for the
effectiveness of unambiguous interventions based on different levels of inquiry for students with
learning disabilities in inclusive science classrooms. The literature indicates that future research
conducted in the area of inclusive science teaching infused with inquiry-based approaches needs
to consider both standards-based issues along with more clearly defined models of the
instruction. Thus, the study being proposed will be designed to capture the degree of student
performance variation as effected by clearly delineated levels of inquiry-based teaching.
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Student’s performance will be measured in response to each model of instruction, where each
one is coordinated with a different level of inquiry.
This study will account for the variations in the type of instruction specific to inquiry, and
examine those differences in terms of science achievement. As such, future studies following this
one will be able to more closely replicate such forms of instruction in an inclusive classroom for
a given context. The science content being taught will be deliberately aligned to local, state or
national standards. The assessments will be matched with the instructional objectives to assure
that the students are learning the science content.
Purpose of the Study
The proposed mixed methods study will address different levels of inquiry-based science
teaching and its effectiveness in improving the achievement of students with learning disabilities
in inclusive urban science classrooms. An embedded quasi-experimental design consisting of one
primary data set being supported by another, secondary set of data will be used. The primary
purpose of the study will seek to determine the differences in effectiveness of each level of
inquiry-based science instruction on three integrated measures across two student groups, paying
close attention to students with learning disability performance in comparison to general
education students in the same classroom. The data collected for the primary purpose will be
quantitative and consist of three different forms of assessment (i.e. multiple-choice, essay and
hands-on) imbedded into one test. These assessments will be designed to test the positive
achievement outcomes attributed to Constructivist learning theories originally outlined by Piaget
and Vygotski. The science units, aligned with local, state and national standards, will be taught
by using modified-for-levels-of-inquiry FOSS modules developed by Delta Education of
University of California at Berkeley. There will be a total of four interventions, each consisting
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of a different level of inquiry developed for the same content. Each condition will be constructed
in such a way that student participants from other treatment groups will not detect or be able to
easily observe drastic differences to the overall protocol of instruction. In order to determine
effects between the conditions, a complete factorial analysis of covariance (ANCOVA) will be
conducted between the groups of general education students and students with learning
disabilities using one score of student performance.
The secondary purpose of this study uses qualitative data to explore the phenomena of
inclusive science teaching. This phase of the study will take place simultaneously as the
interventions are being implemented. It will examine the intervention process in its context as
well as provide a means of following-up on the results of the experiment. In the secondary phase,
use of video-recorded observations, teacher and student journals, and post-treatment interviews
with selected teacher participants will be used. The rationale for collecting this type of data is to
address different research questions that are not asked within the primary purpose. Additionally,
further support will be provided for the primary purpose of the study. This phase will serve to
assist in answering a separate set of research questions, account for any unexpected results found
as a result of the interventions, and tease out any details that would contribute to a better
understanding of the central phenomena of inclusive science teaching while using one model of
instruction over another.
It is the responsibility of science teachers to meet the needs of students with learning
disabilities learning science in middle school inclusive classrooms. Research has suggested that
inquiry-based instructional models used in the inclusive science classroom (Mastropieri, et al.,
1998) as well as in other, more restrictive contexts (McCarthy, 2005) improve the academic
achievement of students with learning disabilities. This proposed research will seek to provide
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further evidence not only in support of these claims, but in support of using different levels of
inquiry. Both experiment-based (quantitative) and exploratory, descriptive-type (qualitative)
evidence will be used to show that the academic achievement of students with learning
disabilities will improve as a result of tiered inquiry-based science instruction taking place in
inclusive middle school science classrooms. This study will suggest which level of inquiry
within inquiry-based instruction will foster improved learning and performance for those
students with a wide range of learning abilities in inclusive science classrooms. This research
will support the use of the FOSS module as a viable curricular and instructional approach to be
used in inclusive settings that benefits not only students with learning disabilities, but all those in
the class that are involved.
Research Questions
The embedded quasi-experimental design being proposed requires three sets of research
questions. The first set is quantitative, the second set is qualitative, and the final set is a
combination of both (Creswell & Plano-Clark, 2007).
Quantitative Research Questions
1.) What effect does level of inquiry in science instruction (i.e. Confirmatory, Structured Inquiry,
Guided Inquiry and Open Inquiry) have on student with learning disability and general education
student performance when employed in inclusive middle school science classrooms?
2.) How do students with learning disabilities and general education students in the experimental
conditions and control compare in their science achievement, measured by a score on a science
achievement inventory, when level of education, IQ and other relevant measures are controlled?
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Qualitative Research Questions
1.) How does teacher perceived self-efficacy and comfort level change before, during and after
teaching with the each level of inquiry-based science instruction being employed during the
experimental interventions?
2.) How does teacher attitude and past experience influence both the effectiveness of each
inquiry-based teaching model being taught and student outcomes for those studying science in an
inclusive classroom?
3.) What were the teachers’ and students’ experiences with the confirmatory, structured, guided
and open inquiry-based models of teaching science in the inclusive classroom?
The first question addresses how effective the teacher perceives his or her performance
while teaching with each inquiry-based teaching model in an inclusive setting. It also focuses on
understanding how the level of comfort experienced throughout the process changes as the
intervention is being implemented. The second question takes aim at non-cognitive factors that
might influence instruction as well as teacher or student outcomes related to each models use.
The third question aims to understand the teachers overall experience with each of the
instructional models as they relate to the different levels of inquiry that were used during the
course of the study.
Mixed Methods Research Questions
1.) How do the inquiry-based science teaching interventions appear in respect to the dynamics of
interaction between the teachers, students with learning disabilities and general education
students?
2.) How much of an impact do the general education students have on the students with learning
disabilities functionality in learning the information and concepts in the science units?
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3.) How do the experiences of the teachers and students involved with the interventions, together
with the results of the interventions, assist the researcher in identifying what constitutes a clearly
defined inquiry-based science teaching model for students with learning disabilities in inclusive
classrooms?
4.) What further information do the qualitative themes regarding inclusive science teaching
infused with different levels of inquiry-based science teaching provide that the results of the
Constructivist learning theory and levels of inquiry hypotheses did not indicate?
5.) Assuming that there are statistical differences in the performance of both students with
learning disabilities and general education students, how could those outcomes be explained
qualitatively?
Theoretical Foundations
The intent of this study is to address the effectiveness of different levels of inquiry-based
instruction for middle school students with learning disabilities studying science in inclusive
classrooms. At the heart of each of these inquiry-based approaches are Constructivist learning
theories, which embody the principle that humans construct knowledge in their own minds. In
the proposed study, the degree of knowledge construction is being propagated by different levels
of teacher guidance within each inquiry-based model. Each level of inquiry is a different model
of inquiry-based teaching.
The Constructivist learning theory differs from other learning theories, as observed with
traditional, teacher-centered instruction. Such theories postulate that knowledge is transmitted
into the mind of the learner through an external source. Constructivism emphasizes that learners
have pre-existing concepts of what is being learned and therefore, it is believed that instruction
begins at that point. Constructivism views learning as an active process, where the student
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constructs the knowledge in a personal manner unique to the learner. The learning is guided by
the experiences that the student has when he or she intermingles with the physical and social
environment (Chiappetta & Koballa, 2006). However, the degree to which the experience is
guided relies on how stringently the instruction adheres to the principles of Constructivism. In
other words, more structured directions mean less opportunity for open-ended learning.

When

the students are learning, the teacher takes on the role of a facilitator, posing questions to assist
the process of developing knowledge. Thus, it is important for teachers to engage students in
such a way that will promote student interaction with the learning materials as well as with each
other. By doing so, students are directed to grapple with a number of different explanations and
ideas that might be evolving from the process. One of the primary goals in Constructivist
learning is that the students develop their own individual concept of what is being learned. This
theory suggests that each learner will explain a concept in a way that is unique only to them.
Students continually question and hypothesize possible outcomes to an activity or a series of
instructional events. This process acts to modify or change any pre-existing explanation of
concepts.
Constructivism is a result of cognitive and social learning theories derived from the work
of two prominent educational psychologists, Jean Piaget (1952) and Lev Vygotsky (1962). Both
theories provide explanations of student learning that have lead to the contention that inquirybased science teaching approaches promote higher levels of student thinking as well as more
meaningful social interaction among peers. Piaget’s (1952) theory describes how cognitive
processes involved with a child’s thinking enable the active construction of knowledge. Piaget
believed that while constructing knowledge children use schemas, or structures in the mind that
help interpret information. In other words, schemas are considered concepts that pertain to
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different ideas or examples of phenomena that someone holds in the mind. On the other hand,
Lev Vygotsky’s (1962) theory emphasized active construction of knowledge through more of a
social means. Vygotsky believed that thinking skills were cultivated by using words during
discussion, and that learning takes place in the midst of interactions and relationships with other
people. The use of language and discussion assist the child in asking questions and solving
problems.
Piaget (1952) theorized that the process of concept formation occurs when children first
assimilate new information into pre-existing schemas. During this stage, children adapt
knowledge in such a way that it is compared to what is already known. Following this,
accommodation takes place, where the child adjusts to the new information. Both of these
processes pertain to the environment in which the children are learning. This means that in
assimilation, the environment is incorporated into the schema, or concept. Likewise in
accommodation, an adjustment of that schema is made to the environment.
When the information being learned is processed, creating new knowledge, children take
the individual experiences they have had and organize them into categories, or generalizations of
concepts. Every time new information is being assimilated and accommodated, the child goes
through a process of incorporating other areas of knowledge into the schema, thus refining a skill
or remembering something for the long-term.
Piaget’s theory explains that throughout the process of assimilation and accommodation,
children encounter a number of cognitive challenges from one phase to the next. For example, if
a child is presented with a conceptual situation that causes him or her to question what they
already know, it is said that they encounter disequilibrium, or cognitive dissonance. This
disequilibrium is a result of the child trying to understand what has been presented to them. They
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may not have a full understanding of the concept or phenomena they are being immersed in and
therefore, they continue to question and seek further understanding. Once they have had an
opportunity to resolve what they have experienced with what they already know, they have
reached cognitive equilibrium. Counterexamples, non-examples and inconsistencies in the
learners’ experiences all contribute to cognitive disequilibrium and subsequent equilibrium.
Much like the theories of Piaget, Lev Vygotsky (1962) believed that children construct
knowledge in an active manner. However, Vygotsky’s theories are different from Piaget’s
because they center on the functioning of learning in a social context. Because Vygotsky focused
more on social interaction in learning, his theory offers some added dimensions not considered
by Piaget’s explanations of cognitive learning. One primary example of this is what Vygotsky
called the Zone of Proximal development (ZPD). In this process, the teacher guides the students’
learning in such a way to encourage growth with just the right amount of assistance. Students of
different abilities work on a learning tasks that might be slightly above their level of functioning.
The tasks are complex, and perhaps too difficult for the learner to accomplish on his or her own.
More knowledgeable individuals such as the student’s peers or teacher assist and direct the
student in accomplishing the learning task, making mastery more achievable.
Related to Vygotsky’s ZPD is the idea of scaffolding, or adjusted levels of support from
the facilitator to meet the needs of the changing learner. In scaffolding, the more skilled
individual changes the degree of assistance in relationship to the student’s current level of
performance. Different tasks require varied levels of support. This is especially true if the learner
is being exposed to a newer, more difficult learning task. As necessary, the teacher uses teachercentered instruction to help guide the student until he or she can work more independently.
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Methodology
This study seeks to investigate how different levels of inquiry, incorporated into inquirybased instruction, effect the performance of students with learning disabilities in urban inclusive
classrooms. A quasi-experimental, no-treatment control group design will be used. This design
utilizes a mixed methodology; it will capture both quantitative and qualitative data in answering
three sets of research questions. Potential subjects at each participating school will be taught one
of four science units using the following levels of inquiry-based instruction: confirmation;
structured inquiry; guided inquiry; and open inquiry.
The subjects’ scientific knowledge, understanding of concepts and ability to apply
science skills will be compared between treatment groups. Common characteristics for the
subjects will be measured as a means to establish equivalent groups. Students will first be
pretested after being taught with two inquiry-based science lessons. The purpose of these initial
lessons is to familiarize the students with inquiry-based teaching and establish equivalent groups.
During the intervention, some teacher participants will be observed and questioned in regard to a
number of non-cognitive, affective components related to the dissemination of the experimental
treatments. Subjects will be assessed at different points throughout instruction. At the conclusion
of the study, both quantitative and qualitative data will assist the researcher in making
recommendations for further research.
Field Study: Design and Variables
Based on quasi-experimental designs offered by Cook and Campbell (1979) and in
consideration of the quality indicators for those types of designs presented by Gersten et al.,
(2005), what follows are the quantitative design features that will be used in this study. A notreatment control group design will be used to examine the effects that different levels of inquiry
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have on the performance of students with learning disabilities in inclusive science classrooms.
Inferential statistics will determine if there are any differences in mean scores, measuring science
achievement, as a result of the following four treatment groups: confirmatory; structured inquiry;
guided-inquiry ; open-inquiry. A standard inquiry-based model, as taught using the FOSS
curriculum materials, will serve as a control. The control condition has mixed, yet empirically
undefined levels of inquiry imbedded into the instructional program. The treatment results will
be measured by a single test using multiple-choice items, essay questions, and a performance
assessment for students in the different special education categories.
Incidentally, general education students will be attending the classes in which the
treatments are taking place. However, the research problem under investigation deals with
determining which level of inquiry is best suited for improving the performance of students with
learning disabilities in inclusive science classrooms. Thus, performance results for general
education students will not be fully considered. Therefore, attempts will be made to only equate
student with learning disability characteristics across conditions. Upon completion of this study,
general education student outcomes will be linked qualitatively in relationship to the statistical
results found for the performance of students with learning disabilities. The researcher will be
observing how general education students interact with students with learning disabilities while
each level of inquiry in instruction is being implemented. This will reveal to what degree general
education students assist students with learning disabilities in learning the science content.
Covariates, including current science and mathematics performance levels and reading
levels will be adjusted for all subjects. The covariates are independent variables not being
intentionally manipulated by the experimenter but pose a threat in affecting or confounding the
response or intended dependent variables. By accounting for the covariates, the sensitivity of the
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assessment measurement will be heightened, resulting in a more accurate and distinguished
portrayal of variance between.
Student Subjects and Teacher Participants: Selection and Description
Every attempt will be made to negotiate some type of random assignment with the school
district. The subjects of primary interest are students with learning disabilities; they will be
drawn from several convenience cluster populations based on available schools, classrooms, and
teachers who are willing to participate. Because of this type of sampling, equating the subjects as
closely as possible will be of major priority prior to any formal data collection. The process of
equating the general education students will be omitted. The researcher makes the assumption
that general education students will exist in nearly every regular classroom environment.
Therefore, the participation of general education students is a necessary component in order to
establish the context of the study.
To assure proper equating of groups, applicable information will be drawn from both the
subjects and the school district. A battery of assessments will survey each subject’s age, level of
intelligence, socio-economic status, racial background, type of learning disability, and presence
of a physical disability. The researcher will request that for each student, documentation be
provided to indicate the severity of disability. Means for the assessments will be analyzed with a
t-test or appropriate F-test statistic. The results of this assessment will indicate to the researcher
whether the study is tenable for advancement with the subjects, or if other arrangements need to
be taken. It is the researcher’s intent that these steps be taken to eliminate the possibility of study
effects from preexisting differences between study groups (Gertsten et. al., 2005).
In order to avoid a Type 2 error in statistical analysis, preliminary analysis will need to be
conducted prior to the beginning of the study. This will help determine how large the sample
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must be to avoid this error; it will establish the necessary level of power of the tests used in
analysis. At this time however, projected n size is estimated at a total of between 50-100
subjects. An estimated 8 teachers teaching at least 5 sections for each treatment group and 2
teachers with the same number of sections for the control is expected. Depending on school
availability, these projections could change prior to the beginning of the study (see Table 1).

Number of Teachers

Estimated Students

Treatment

2 (School A)

20

Confirmatory

2 (School B)

20

Structured-Inquiry

2 (School C)

20

Guided-Inquiry

2 (School D)

20

Open-Inquiry

2 (School E)

20

INQUIRY

(Table 1)
Tentatively, the St. Louis Public School system will be considered the district in which
the researcher will conduct this study. Based on initial communication and negotiations, the
targeted district may change as different developments arise. The subjects in this study will be
students with learning disabilities enrolled in 5 intact middle schools attending inclusive science
classrooms, ages 13 to 15. Subjects will be sampled from a major public school district in the St.
Louis metropolitan area. The teachers administering each intervention will be trained during the
early summer months by the researcher. Expected class sizes are between 18-20 students,
approximately 20% of which are documented students receiving special education services. The
schools will be representative of the urban community, which is primarily African American.
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According to the St. Louis Public School system (2005, 2006), there are 39,554 K-12
students enrolled. The district has a total of 93 schools in the system, 22 of which are middle
schools. The overall racial breakdown for the district is as follows: 81.8% Black; 12.1% White;
1.7 Asian; 2.3% Hispanic; and 0.2% Indian. Of these students, 81.6% are eligible for the free or
reduced price lunch program. The staffing ratio is 20 students to each classroom teacher with
16.3%, or 2,416 students participating in Special Education programs. The demographic
information for the five schools that will be involved with this study will be established after the
researcher’s teacher recruitment process is complete. Also, the ethnicities and demographic
information for the subjects will be established upon the researcher’s entry into the field setting.
Since this study is a compromised, quasi-experiment, the results should be generalized to
other populations with caution. However, sufficient information will be provided to assure that
readers of the research can make an informed decision regarding the degree of generalizabilty
they see fit for related contexts or situations. Specifically, the information that will be provided
to help foster this decision will be disability status, (i.e., percentage of students with one or more
certain types of disability), demographic breakdown, scores-related to academic assessments,
and percentage of students receiving some type of government assistance (e.g., free and reduced
lunch). Any subject attrition will be documented among the control and intervention groups to
further assist researchers in generalizing the findings.
Teacher participants will be recruited after initial contact is made with the school district.
Each of the 10 participant teachers will be selected on a volunteer basis, meaning that they must
first express some type of interest in participating after the researcher makes initial contact with
the school district. The intervention providers will be trained during a five to ten day summer inservice. Teachers will be assigned to each level of inquiry-based interventions by random. The
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researcher will make the teachers aware of this possibility, and every attempt will be made to
inform everyone of the specific protocols associated with each intervention. Two pairs of
teachers from each school will instruct students with one-level-specific form of inquiry-based
instruction. The last pair will teach an ordinary defined inquiry unit using identical content with
that of the others.
Teacher participant characteristics will be fully disclosed. The researcher will describe in
great detail, the teacher’s prior level of experience, age, sex, race, educational background,
experience with inquiry-based instruction, professional experience, and number of students with
some type of disability in their classroom. Teachers will be trained to use the complete set of
materials, lessons and assessments prior to the beginning of the study. This will ensure that the
teacher’s pedagogical skills are in line with the interventions being tested. The researcher will be
in continuous communication with the teachers to answer any questions regarding the
implementation of each intervention. This will be done to assure the highest level of instructional
fidelity.
Independent Variables
In this compromise study, there will be two independent variables. The first is subsumed
by four levels of applied instruction, each consistent with different levels of inquiry. Each of
these variables is adjusted for the amount of specific directions provided and will be structured
intermittently throughout instruction. The directions are on a high-to-low structured continuum;
students are guided to approach each science learning task or experience in a slightly different
way.
The first method within this first variable is confirmation-inquiry. This teaching method
requires students to confirm the results or outcome of an activity where the results are provided
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in advance. The instructions at this level of inquiry are very specific, detailed and explicit.
Student procedures are outlined well in advanced and there are few opportunities for student
autonomy. Students follow a procedure, observe what is projected to occur, record relevant
results and answer pre-established questions when finished. In the confirmation-inquiry
condition, students are investigating scientific phenomena to either confirm or refute the
relationship between variables under study.
The second method within the first independent variable is structured-inquiry. In this
teaching method students investigate a teacher-presented question through a teacher-prescribed
procedure. The investigation also consists of determining the relationship between variables
under study. However, unlike the confirmatory condition, students are not provided the known
results in advance. This method is slightly less structured than the first method.
The third method within the first independent variable is guided-inquiry. Here, students
investigate a problem or question posed by the teacher via student selected or student-designed
procedures. This method of instruction allows for an increased level of student autonomy, where
students are encouraged to explore creative possibilities in answering the question(s) posed by
the teacher rather than having the question already provided.
The final method within the first independent variable is open-inquiry. This method
allows for the highest level of student autonomy and creativity with investigating topic-related
questions that the students formulate themselves. Students construct these questions through their
own designed and selected procedures.
All the science content that will be taught in each of these conditions will be identical, as
will be the materials, manipulatives and instruments. Each teacher will however, follow unit and
lesson plans that have been carefully assembled by the researcher. The lessons will be reviewed
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by experts in the fields of science education, special education and instructional design to assure
proper editing of the materials as well as validity of the instructional assessments.
The second independent variable, student type, consists of students either in the learning
disabled (LD), cognitive disabled (CD), or physically disabled (PD) category. Each of these
levels will be formally established (i.e., specific subsets) when the researcher initially enters the
field and is informed of the subjects special need characteristics. These subsets will reflect the
categories outlined in the IDEA legislation of 2004. There are 13 total categories, many of which
may or may not be applicable in the context of this research. This information will provide a
clear definition of the relevant disabilities specific to each subject in the study. It will also
illustrate the range of disabilities across all the treatment groups.
Because the researcher is examining how student performance changes as a result of
different levels of inquiry, information regarding current science ability will be operationally
defined as at or below the partially proficient level of science performance for the state of
Missouri. Depending of the availability of relevant state or school district provided scores; this
information will show how many students with learning disabilities fit the criteria for the
specified level of science performance when the treatments occur. Information used in equating
the groups will also be used to operationally define what constitutes a student with learning
disabilities for this context.
Dependent Variable
There is one dependent variable measuring three distinct learning outcomes associated
with science learning. They are as follows: (1) science achievement and knowledge; (2) general
conceptual understanding; (3) skill and ability to apply the knowledge and conceptual
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understanding to a new context. The assessment will be administered in sequential order upon
completion of the unit of instruction.
A pretest score, administered after the initial practice lessons, will be obtained from each
subject on each treatment. The paper-and-pencil portion of the test will relate to the breadth of
science concepts and ideas presented in the unit. The essay portion of the test will consist of
several short answer questions regarding the entire scope of the intervention. The performance,
hands-on portion of the assessment will be two specific unit related tasks which will require the
demonstration of the subject’s science skill. The pretests and posttest will both measure the same
science content, objectives and performance goals, yet will differ in the specific items asked. The
assessments and rubrics will be designed by the researcher. Experts in the field of science
education will provide checks for content validity. They will also be administered to students of
a similar demographic other than the subjects involved.
Protection of Human Subjects
This quasi-experimental study will include teacher participants and student subjects. Both
will be part of the classes where the interventions are to take place. The science lessons taught in
the intervention conditions will be similar to what takes place during the students’ regular class
time. The subjects will not be exposed to any conditions or treatments that will in any way harm
or limit their educational opportunities. There are no anticipated distresses to the participants or
subjects as a result of being part of this study. All of the subjects will be provided identical
science content learning opportunities, only the levels of inquiry (directions) will be modified.
Each subject will be given identical assessments. Subjects will not be aware of the purpose of the
study until its completion. The subject’s parents will provide a letter of consent for participation
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in this study. The parents of the general education students will also be provided with informed
consent letters because of their affiliation with the inclusive science classroom.
The researcher will collect all the quantitative and qualitative data involved with this
study. All the data provided from student papers, tests, rubrics, teacher surveys, and teacher
classroom observation notes, will be kept in a secure location in a file cabinet available only to
the researcher. Subjects will be identified by numbers on all of the working papers they use
during instruction; these numbers will be assigned by the researcher at the onset of the study. No
students will be identified by name on any relevant papers, assessments or teacher classroom
observation notes. The data that will be transferred into the SPSS computer program will use
these student numbers as a means of identification. No other personal information regarding
student subjects will be provided to outside sources. Any results that will be published as a result
of this study will use pseudonyms in place of the schools in which the study is to take place; any
names associated with students will be change to conceal identities. The researcher will seek the
approval of the Institutional Review Board at the university prior to any data collection related to
this study.
Implementation of Control and Interventions
The process at each school will begin with two inquiry-based lessons followed by an
inquiry pretest. The pretesting, treatment and subsequent post testing will take place over the
course of 6-8 weeks. The first two class periods of the intervention will consist of pretesting.
Each group will be assessed using the same forms of assessment for the same science content.
Overall, subjects will complete one initial pretest to assist the researcher in establishing equated
groups. After this, a three-part integrated pretest will be administered followed by the treatment.
Upon finishing the treatment, a three-part integrated posttest will be administered. Students will
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have the opportunity to engage in related science activities upon finishing each assessment. No
extra time will be provided for students who can not finish the assessments in the time provided.
Also, any students who missed parts of the treatment or assessments will not be given
opportunities to make-up those sessions.
There will be a total of 10 teacher participants at 5 schools included in this study. Each
single treatment and series of assessments will be implemented by 2 teachers at the same school.
The interventions will be divided among 5 schools, including the control condition. The
researcher will make every effort to maintain and assure the fidelity of each treatment by visiting
each set of schools frequently. In addition to monitoring the interventions, the researcher will
also collect qualitative data. The time spent delivering the different levels of inquiry-based
instruction and the controlled inquiry-based instruction will be the same.
The control condition will be taught with no additional modification for emphasis on
what level of inquiry is being implemented. With the exception of the assessments, the control
will reflect the typical inquiry-based form of instruction as dictated by the FOSS curriculum for
the subject being taught. The researcher will be observing teachers in all conditions throughout
the process and if needed, will provide comments to them if any interventions appear not to be
following suggested protocol. Teacher participants will be advised that the unit provided to them
will have to be followed as closely as possible. The researcher will note any deviations during
the treatment phase and recommend proper adjustments.
Each intervention will be administered as closely as possible to each corresponding level
of inquiry. Thus, directions and level of support provided by the teacher will be different for each
set of interventions. Teachers will be asked to follow consistent use of language and action for
each intervention. For example, teachers teaching in the open-inquiry level condition will be
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expected to use directive language emphasizing student-guided exploration of a concept or
problem that is more implicit. The degree of specificity in language and physical support will be
held to a minimum. On the other hand, teachers teaching in the confirmatory condition will be
expected to follow consistent use of language and action in line with explicit detail, often
revealing the exact steps to take in solving a problem during a learning task.
The type of language and actions that will be used by the teachers for each intervention is
closely related to what specific elements of the instruction are modeled. This means that the
degree of modeling behavior changes according to the treatment condition that the teacher
happens to be using. For example, in the lower levels of inquiry conditions, teachers will
frequently model intended activity procedures and outcomes, while students in the higher levels
of inquiry condition will be exposed to this less.
Feedback will vary among the interventions. Students in the higher levels of inquiry
conditions will be given more vague forms of feedback with fewer opportunities to be guided by
the teacher in their learning tasks. On the other hand, students in the lower levels of inquiry will
be given more rigorous feedback, with many opportunities to be corrected by the teacher.
In terms of expected behaviors during the interventions, students in the higher levels of
inquiry conditions will have more opportunities to direct themselves, meaning they will have to
exhibit more self-monitoring of their behaviors. There will be more opportunities for students in
this condition to misbehave. Students in the lower levels of inquiry will have less opportunity for
self-monitoring of their behaviors because the teacher will be continuously reminding them of
the activity protocol; these students will have fewer opportunities to guide their own behavior.
The researcher will have the teacher participants administer five separate science lesson
units: U1, U2, U3, U4, and U5. The first four units are levels of inquiry-based treatments while
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the last is the inquiry-based unit control. The researcher will randomly select what pair of
teachers at the five schools will teach which unit. Each subject across all conditions will be
exposed to the two pilot inquiry-based lessons and a subsequent assessment. This assessment
will be factored into the equating of subject groups. After this, each subject will be assessed,
given the treatment and assessed again upon completion. The no-treatment control group design
is intended to control for a group not receiving any pronounced or distinctive level of inquirybased science teaching.
After each treatment is administered, the subjects will be assessed to measure
achievement related to science knowledge and factual understanding, conceptual understanding
and ability to apply the concepts. The assessments will differ in questions, yet parallel in science
content, goals and objectives for each unit. During the treatments, the research will observe the
participant teachers. After the treatments, the researcher will interview each of the teachers to
gather qualitative data. The data will be used in answering both the qualitative and mixed method
research questions.
Control Unit
In the typical inquiry-based method of instruction, the researcher will have the teachers
follow scripted lessons from the FOSS module. The teachers will use the teacher’s guide to assist
them in implementing the curriculum. This curriculum will have the same science content,
objectives, goals, equipment and materials. Although inquiry-based teaching methods are still
being followed in the control, the extent to which one particular level of inquiry is emphasized
will differ. In other words, the teacher will not have one particular level of inquiry set as a theme
for the course of instruction.
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The Full Option Science System (FOSS) is a hands-on, inquiry-approach science
curriculum that is based on the premise that students learn optimally when they are actively
engaged in some task while simultaneously working with others. FOSS uses the instructional
approaches of the learning cycle, discovery learning and self-guided inquiry to encourage these
goals. These strategies are incorporated into the kits, allowing students to use multiple senses for
scientific observation as well as learning groups for collaboration. The social integration is an
inherent and defining feature of this system; both cognitive and socially-constructivist
philosophies take full advantage of student grouping for efficient equipment use and distribution.
The advantage of teacher-student interaction is also heightened when students work in a smaller
group size. Each individual kit can accommodate a class size up to 30 students, including
students with a wide range of disabilities. The science activities are organized into sections, or
strands, which include the following: Physical Science, Life Science, Earth Science, Scientific
Reasoning and Technology. These sections are unified through the concepts of pattern, structure,
interaction, change and system. The FOSS modules encompass a wide range of items across a
carefully sequenced/scheduled plan. All students, especially those with some type of learning
disability are part of the instruction.
FOSS employs a multisensory science experience for a diverse set of learners. For
example, a standard FOSS unit uses several activities to help students understand what scientific
principles are behind the concepts. Students are exposed to the science content by having to
observe, compare, communicate and apply information in regard to those concepts. These items
are primarily hands-on in nature. Other items, such as those emphasized in the interdisciplinary
extensions, allow students to extend the content learned to either mathematics, art or other
language situations. The FOSS science stories are another range of items that are used along side
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the main instruction to both review and reemphasize the central concepts of the FOSS module.
FOSS has an added technological component which affords students the opportunity to interact
with the material in a computer-based environment. Simulations and other activities are at the
crux of the technological component. Overall, it can be stated that general FOSS curricula
includes a wide variety of learning opportunities and tasks central to the spirit of inquiry and
discovery.
The FOSS modules provide clear and specific directions which are highly detailed. The
curriculum begins with a general overview of the underpinning philosophies, goals, standards,
organization, assessment as well as other considerations. Once the teacher becomes familiar with
the overview of the curriculum, the lesson structure becomes easier to follow. Each activity is
scripted in such a way that allows novices and non-science content oriented teachers to become
easily acquainted with what to say, what order to say it in, and how to respond to typical
reactions the students will have as a result of their participation in the activities. For example, in
a typical investigation, each part of the curriculum is clearly defined in terms of time needed to
complete each activity (typically 45 minutes each), summary of the investigation, relevant
science content, interdisciplinary connections and assessment opportunities. At the heart of the
activity directions are a “Getting Ready” section which deals with preparation of materials and
relevant content knowledge needed to engage students with the unit. In the “Guiding the
Investigation” section of the activity, the directions specifically state what to do with the
materials and what to discuss with the students. In the “Wrapping it Up” section, the directions
clearly state what to say and do as the activity comes to a close. The FOSS modules each contain
a teacher’s guide, 2-3 boxes of materials and equipment, teaching posters, and student handouts.
Depending on the module, the amount of materials found in the curriculum can vary.
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Intervention Units
Along with the control condition, each treatment will have between 2-4 students per
learning group to accomplish the activities of the unit. The teachers in each group will organize
the students in groups depending on actual class size. Students with learning disabilities will be
grouped heterogeneously with the general education students. The materials will be made
available for each of the students in these groups. The teachers will inform the students of a
learning task they are to engage in. Each teacher will distribute the materials, equipment, provide
directions, and allow the students to explore a concept prior to explaining it. At times, the teacher
may explain, model, or provide some type of direct instruction for the students so that they are
able to understand how the equipment works or how it is related to the activity. Depending on
the condition in which the students are in, the level of specificity in these areas will be varied.
The students will be explaining any related scientific phenomena both with their group
members as well as with the rest of the class. The small groups will work with each other to
make inferences regarding what was learned and discuss those ideas with the class as a whole.
These discussions, being facilitated by the teacher, will have implications on the relevant
solutions and conclusions to the problem. Each teacher will guide the students learning according
to the level of inquiry of the treatment. By asking different inquiry-level specific questions, the
teachers will determine if the students are moving more toward the proper learning as outlined in
the goals and objectives for that lesson and unit. Any procedural questions asked by the students
will be answered by the teacher in a way that also reflects the level of inquiry for the treatment
being implemented.
If relevant, the teacher may also suggest the use of certain mathematical formula in
determining the relationship that variables in the activity may have to each other. Again, the
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level of inquiry in the treatment condition will dictate the amount of information that the teacher
provides with these formula(s). For instance, in the open-inquiry condition, students will be
directed toward a path of determining a “possible” formula that would better explain the
phenomena quantitatively. This will mean that the teacher asks the students to use and
manipulate the numbers in such a way to arrive at some mathematical relationship. Teachers will
provide the necessary hints, clues or cue questions to assist the process, yet will primarily leave
this task open-ended. Students will be able to use any resources, such as available technology,
related textbooks, notes or other students. On the contrary, in the confirmatory-inquiry condition,
the students will just receive the formula without having to manipulate the data in such a way as
to find the relationships. The teacher will simply provide this information with very little student
input, or at the onset of the explanation of the activity.
Any additional details outlining what specific science content and what will take place
during both the control and interventions will be described after the researcher has determined
what school district will be participating in the study. When this information becomes available,
and a determination is made regarding what the teachers are currently teaching in their
classrooms, the researcher will contact the curriculum developers at FOSS with a materials
request. The outcomes related to these areas can be expected to change as the circumstances
could change.
As the all treatment and control come to a close, the teachers will provide the student
with the assessments for units U1, U2, U3, U4 and U5. Students will have the adequate time to
complete each assessment. A maximum of two class periods will be allowed for assessment
completion. Each part of the assessment will be designed so that the students can complete them
in approximately 20-30 minutes. If the students needed any kind of assistance, special education
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professionals or the teachers will re-read the directions or paraphrase the questions so that the
student can better understand. The use of calculators will be permitted for any mathematical
related calculations.
Qualitative Aspects of Study
The qualitative data analysis in this study of inclusive science teaching will take the form
of a case study examining the practices of one to four teachers. The purpose of this type of study
would seek to understand the teacher experiences related to the use of a particular inquiry-based
teaching model in instructing students with learning disabilities in an inclusive classroom.
Cognitive, affective and social factors relating to the teacher’s experience with the use of such a
model would be considered. In observing such an experience, it would be critical to explore the
following: first, the level of success that the teacher experiences and how that would relate to his
or her perceived self-efficacy in teaching students with learning disabilities; second, the attitudes,
beliefs and past experiences of that teacher and how that would relate to the effectiveness of the
model and certain student outcomes; and third, how the teachers would interact with the students
in their classroom during the model’s use. The strategies associated with this type of inquiry
would include observations of the teacher engaging in science teaching and student interaction,
open-ended interviews between the researcher and the teacher being observed, possible content
analysis of the curriculum and instructional materials, and possible interviews with the students.
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This mixed research study utilized quantitative and qualitative data to investigate
the impact social skill instruction might have on students who have been identified as
emotionally disturbed. The study was designed to utilize data collected by the school the
eight students attended. The behavioral areas observed and reported on throughout the
school day included completing work, keeping body parts to self, being considerate to
others, following directions, and staying in their assigned area. The research was
conducted over a three month period; March, April, and May 2007. Baseline data
collected in March reported many negative behaviors exhibited by students. During April
students received daily social skills instruction, learning and practicing new social skills.
The students’ positive behaviors substantially increased and negative behaviors decreased
significantly. During May, following the completion of social skill instruction, the
students demonstrated the ability to maintain and generalize the social skills learned by
continuing to earn more positive marks and fewer negative marks than were reported on
the baseline behavior. Findings revealed that providing social skill instruction on a
regular and intensive basis had a positive effect on students in this study. The students
improved their ability to make more positive behavior choices during school which may
have improved their learning skills and enhanced their academic abilities as well.
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PREFACE
As a veteran special education teacher, I have had the opportunity to work with a
myriad of students over the past three decades. My students have ranged in age from 3 to
78. I have taught pre-kindergarten through GED classes. I have taught in public and
private schools, alternative schools, community college programs, and prison. My
primary focus was always on the student who has special needs, especially those who are
emotionally disturbed.
I suppose I favor this particular population because I fit that category as well. I
did not learn to read until I was 26 years old, nor were there special education classes
available to meet my needs as a young student. As a result, I became rebellious and often
found myself in trouble for the decisions I made. Although I was calling out for help, no
one seemed to hear me.
Later in life, I adopted five children ranging in age from birth to ten years old.
Each child faced challenges beyond the norm, yet with persistent effort on my part and on
theirs, and on extended family, they have all attained at least a GED, high school
diploma, and some have gone on to seek higher education. I’ve realized through this
research that much of their success is due to the fact that as their mother I had taught
them the social skills they would need in life to become independent adults and
productive citizens to our society. I am very proud of them and all their accomplishments.
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CHAPTER 1
INTRODUCTION
Need for the Study
I have worked for the Illinois Department of Corrections in the Juvenile Division
for five years and the Adult Division for three years prior, and while under their employ,
I developed a Social Skills Curriculum that was implemented as a part of the educational
program offered to the youth, 13-21 years of age. The incarcerated youth responded well
to the social skills instructions and a dramatic decrease in their problem behaviors was
documented. I am now employed by a special education district that provides a full-day
public school program for students who have been identified as emotionally disturbed
(ages 6-21) and who have been removed from their home school environment because of
their violent behavior. I wanted to implement the social skills curriculum in this
educational environment. The focus for this research was on students in the fifth grade,
ranging in age from 10-12. I expected to see similar results, with a decrease in negative
behaviors and an increase in positive behaviors.
The research showed that most of the instruction of social skills is generally
taught in small group environments such as pull-out sessions, with only a few students,
(identified as emotionally disturbed) who are being taught by one or two teachers
(Gresham, Sugai, & Horner, 2001). This type of instruction focused on the acquisition
and performance of the new skills in an environment that is far removed from the actual
classroom setting where the newly acquired social skills will be expected to be used
appropriately. According to Carey and Stoner (1994), there is “an insufficient ability to
generalize and maintain the instruction of social skill based upon the use of weak
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treatments contrived, restricted, and decontextualized settings to teach social behaviors”
(p. 138). This study provided an opportunity to investigate the potential for providing
direct social skills instruction in the classroom environment, where the students were
expected to demonstrate their proficiency in using a variety of newly learned social skills.
The students were expected to generalize the new social skills by transferring them across
a variety of environments or situations, and possess the ability to maintain newly
acquired social skills.
A common practice for assessing the student’s social skill competence is to expect
classroom instructors to create a daily annotated behavior report. This contextual
approach to teaching social skills was based on direct social skills instruction in the
classroom and the use of “teachable moments”, where “incidental learning takes
advantage of naturally occurring behavioral events or incidents to teach or enhance the
performance of desired social behaviors” (Gresham, et al., 2001, p. 340). Further, they
pointed out that “one of the most persistent weaknesses of social skills training literature
is its failure to demonstrate sufficient generalization and maintenance of instructed social
skills” (p. 340). The intent of this study was to demonstrate that by identifying social skill
deficit areas and tailoring social skill instruction to match the student deficit areas that the
levels of negative behaviors would drop, while the positive behaviors would increase.

Purpose of the Study
The purpose of this study was to contribute to a better understanding of the
importance of providing social skills instruction (SSI) to students (ages 10-12) who have
been identified as emotionally disturbed, in the most naturalistic setting possible,
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typically the classroom environment. More specifically, this study attempted to
demonstrate that when social skills instruction is tailored to address specific social skill
deficit areas and takes place in the classroom environment, that students would
demonstrate a high level of social skills acquisition and proficiency in their social skills
performance. Additionally, the students would demonstrate the ability to generalize the
use of the social skills across their experiences, and the maintenance of the newly
developed social skills.

Statement of the Problem
Providing social skills instruction to students (ages 10-12) who have been
identified as emotionally disturbed, within the context of their classroom environment-the most naturalistic setting, will provide the best opportunity for these students to
acquire, perform, generalize, and maintain the social skills they are being taught which
will be verified by an increase in positive behaviors and a reduction of negative
behaviors.

Research Questions
1. When social skills instruction is provided in the classroom, to what degree are
students ages 10-12 and identified as emotionally disturbed able to acquire,
perform, generalize, and maintain the social skills?
2. To what extent will the social skills intervention strategies produce more
positive results in the areas of social skill acquisition, performance,
generalization, and maintenance?
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3. To what extent will the students be able to reduce negative behaviors in the
classroom environment as a result of receiving social skills instructions
tailored to address their specific social skill deficits?
The limitations of this research encompass the facts that only eight students, in
one classroom, in a school that only served students who’d been identified as emotionally
disturbed and who had been removed from their home schools for extreme violent
behaviors had behavioral data collected on them that was analyzed for this research.
Furthermore, the study was limited by the school’s daily behavior report form that was
used to collect behavioral data on each student on a daily basis. The school also already
had a database in place that was utilized for this research.
Delimitations are focused on students, ages 10-12, who have been identified as
emotionally disturbed and attended a special school that serves only such student.
Conclusions from this research cannot be generalized beyond the scope of the population
that was utilized in this project.

Definition of Terms
Acquisition of social skill behaviors: Behaviors acquired through direct
instruction of specific social skill lessons, observing role models, and practicing the
behavior being taught.
Asperger Disorder: A form of pervasive developmental disorder characterized by
two primary areas of deficit: (a) social interaction (e.g., gaze avoidance: failure to
develop normal peer relations; failure to spontaneously share enjoyment, interest, and
achievements; lack of social or emotional reciprocity) and (b) restricted repetitive and
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stereotyped patterns of behavior, interests, and activities (e.g., stereotyped and repetitive
motor mannerisms, rigid adherence to nonfunctional routines, persistent preoccupation
with parts of objects) (American Psychiatric Association, 2000)
Autism Spectrum Disorder: A disorder that is “characterized by deficits in
communication and social skill usage where individuals make serious errors in decoding
and interpreting social information and act on these errors in their social relations with
others” (Webb, Miller, Pierce, & Strawser, 2004, p. 53).
Daily annotated behavior reports: Report forms completed daily for students
who have been identified as emotionally disturbed creating a written record of behaviors
displayed by each student.
Emotionally Disturbed: By law is defined as: (a) an inability to learn which
cannot be explained by intellectual, sensory or other health factors; or (b) an inability to
build or maintain satisfactory interpersonal relationships with peers or teachers; or (c)
inappropriate types of behaviors or feelings under normal circumstances; or (d) a general
pervasive mood of unhappiness or depression; or (e) a tendency to develop physical
symptoms or fears associated with personal or school problems. (Individuals with
Disabilities Education Act (IDEA), 1997)
Generalization of social skill behaviors: Defined as the ability to demonstrate
the use of appropriate social skills in a variety of settings.
Individuals with Disabilities Education Act (IDEA): A federal law ensuring free
and appropriate public education and support services to children with disabilities
throughout the United States.
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Maintenance of social skills behaviors: The ability to keep up and carry on the
performance of appropriate social skills in a variety of settings.
Naturalistic setting: The public school classroom tailored to educate students
who have been identified as emotionally disturbed.
Negative behaviors: Undesirable behaviors (i.e., verbal aggression, object
aggression, physical aggression, task avoidance, out of assigned area, etc.) reported on
the daily behavior report form.
Oppositional Defiant Disorder (ODD): As defined by the Diagnostic and
Statistical Manual of Mental Disorders, fourth edition (DSM-IV)(American Psychiatric
Association, 2000), as a recurring pattern of negative, hostile, disobedient, and defiant
behavior in a child or adolescent, lasting for at least six months without serious violation
of the basic rights of others.
Performance of social skill behaviors: The ability to act in accordance with the
expected level of understanding of the social skill lessons in a specified setting.
Positive behavioral supports: The application of positive behavioral
interventions and systems to achieve socially important behavior change. (Sugai, Horner,
Dunlap, Hieneman, Lewis, Timothy, & et al., (1999).
Remediation of social skills: The act or process of correcting a fault or to correct
or improve deficient skills in a specific subject (i.e., social skills) ( American Heritage
College Dictionary, 2002)
Social skill deficit: Either the absence of knowledge for executing a particular
social skill even under optimal conditions, or a failure to discriminate which social
behaviors are appropriate in specific situations (Gresham, et al., 2001).
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Social skill instruction: Programming designed to remediate the social
competence deficits of students (Gresham, et al., 2001).
Social skills: A complex set of skills that include communication, problemsolving and decision making, assertion, peer and group interaction, and self-management
(Haager & Vaughn, 1995).
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CHAPTER 2
REVIEW OF RELATED LITERATURE
Overview
The purpose of this study was to contribute to a better understanding of the
importance of providing social skills instruction (SSI) to students (ages 10-12), who have
been identified as emotionally disturbed, in the most naturalistic setting possible,
typically the classroom environment. More specifically, this study attempted to
demonstrate that when social skills instruction is tailored to address specific social skill
deficit areas and takes place in the classroom environment, that students will demonstrate
a high level of social skills acquisition and the proficiency in their social skills
performance. Additionally, the students would demonstrate the ability to generalize the
use of the social skills across their experiences, and the maintenance of the newly
developed social skills. Providing social skills instruction to students, identified as
emotionally disturbed, within the context of their classroom environment, will provide
the best opportunity for these students to acquire, perform, generalize, and maintain the
social skills they are being taught which will be verified by a reduction of negative
behaviors.
This review of literature conducted has drawn upon scholarly and non-scholarly
journal articles found both in online Internet journals and from Morris Library at
Southern Illinois University Carbondale. Additionally, references were taken from United
States government publications from the Office of Special Education Programs, United
States Department of Education.
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Throughout this literature review on the need to provide social skills instruction
(SSI), the elements that were investigated as variables for this project included (a) the
intended purpose for teaching social skills to students, (b) how this curriculum is going to
be developed or selected, (c) who should be responsible for the implementation of a
social skills curriculum, (d) determining the optimum time for social skills instruction, (e)
where will the social skills instruction take place, (f) why assessment-based strategies are
essential to social skill curriculum development, (g) what methods have been developed
for teaching social skills to students ages 10-12 who have been identified as emotionally
disturbed, and (h) what are the expected outcomes from students who have received
social skills instruction.

The Intended Purpose for Teaching Social Skills to Students
In determining the purpose for social skills instruction, one must first investigate
the mission of schools in the education of its students. Far beyond the reach of the Three
R’s [italics added] of reading, writing, and arithmetic, lays the vast need to more wholly
prepare our students to approach adulthood with the ability to succeed in a global world
of experience which includes home, family and community, the world of work, and
building and sustaining interpersonal relationships. Allsop, Santos, and Linn (2000)
reported that in order “for students to perform successfully in school, they must
demonstrate social as well as academic competence” (p. 141). Additionally, they speak
to the need for schools to prepare students to be able to manage their social environment
by teaching them how to understand and respond appropriately in social settings. The
Office of Special Education Programs U. S. Department of Education, in conjunction
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with the Positive Behavioral Interventions and Supports, University of Oregon (2004)
stated that the mission of schools is to maximize opportunities for students to achieve
three primary and inter-related expectations that enable participation, contributions, and
success in school and larger communities. The three expectations include addressing
(a) academic skill competence, (b) social skill competence, and (c) lifestyle skills
competence.
Logically, if direct social skill instruction is provided to the students it can be
expected that the students will be better equipped to make more appropriate behavioral
choices for themselves, which translates into them exhibiting more socially acceptable
behaviors. Creating a school environment that promotes social skills instruction and
helping students develop competencies in using such skills has been shown to reduce
aggression by improving students’ abilities to problem solve and assist in building social
relationships (Fraser, et al., 2005). With this ideology, the students themselves would
meet with more success within their school environment and the world outside of their
school experience.
Duggan and Dawson (2004) reported that the New York City’s Special Education
District (NYCSED) serves 22,000 students, 50% of whom have been identified as
emotionally disturbed as defined by the Individuals with Disabilities Education Act
(IDEA) of 1997. The NYCSED believes that students with severe problems should
receive respect and be taught more adaptive ways of getting along with others and
learning new ways to express their feelings. Duggan and Dawson (2004) reported that
this district adheres to the “philosophy that every child has strengths and needs that must
be understood in order to nurture the student’s growth and development” (p. 37). The
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authors explained that this school district has developed a comprehensive system of
positive behavioral support (PBS), which includes a social skills instruction component,
to address the special needs of this student population.
Bornstein, Bellack, and Hernsen (1977) saw a need to teach social skills to youth
who lacked the ability to be assertive. Further, they noted that a lack of appropriate social
skills development may predicate inappropriate interpersonal skills as an adult which
could lead to social failure. Lopata, Thomeer, Volker, and Nida (2006) reported that
significant social deficits can severely limit the ability of individuals to develop and
maintain appropriate social relationships. With the passage and implementation of the No
Child Left Behind Act and the 2004 revisions to IDEA, all schools must now look
towards proactive methods that will identify and more accurately address the needs of
individual students (Sandomierski, Kincaid, & Algozzine, 2007).
The proposition that social skills instruction should be a component of any
comprehensive educational program was asserted by Bullis, Walker, and Sprague (2001).
By ensuring that social skills are being taught to youth with “antisocial” behavior who are
otherwise known as students with emotional disorders, such as Autism Spectrum
Disorders and Asperger Disorder and Oppositional Defiant Disorder, it would seem
probable that such instruction might help to prevent or lessen incidences of behaviors that
society deems as unacceptable. Long term implications of antisocial [italics added]
behavior may negatively impact an individual’s ability to secure and maintain
employment (Webb, Miller, Pierce, Strawser, & Jones, 2004). Webb et al. reported that
successful employment depends to a great degree on the individual’s ability to get along
with peers.
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In considering the management of such disruptive behaviors that can interfere
with an individual’s success as a student, employee, and even a citizen, Cartledge and
Loe (2001) purported the idea that it is necessary to focus on behaviors such as
“attending, following directions, and remaining on task” (p. 40) in order to solidify the
relevant instructional behaviors that enhance the learning ability of the student. Only after
students demonstrate their proficiency of these types of behaviors should direct social
skills instruction begin. Skoulos and Tryon (2007) reported that providing individualized
social skills instruction to students who are emotionally disturbed on a one-on-one basis
can be a time-consuming procedure. However, Maag and Webber (1995) recommended
that general educators, not just special educators, integrate social skills instruction into
their current classroom practices and curriculum to help students to develop better social
skills.
Smith and Gilles (2003) suggested that school success may be minimal for
students with challenging behaviors that might make it difficult for them to establish
social relationships. Their research explored how such students might be taught the social
skills necessary to achieve school success. In order to become accomplished in school, on
the job, and in the community, students need to possess the ability to interact in socially
appropriate ways with others. “Acquiring social skills and quality of life indicators (i.e.,
social competence) that lead to long-term positive social status can contribute to
academic achievement, positive peer relations, inclusion in effective learning
opportunities, and family harmony” (Smith & Gilles, 2003, p. 30). Warger and
Rutherford (1993) agreed that to be successful in school, students need to demonstrate
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both social and academic competence by knowing how to behave and act appropriately,
solve problems, and accurately communicate with others.

Development or Selection of the Social Skills Curriculum
When exploring the idea of adopting a social skills instructional curriculum to be
used to teach students who have been identified by psychological examination as
emotionally disturbed, as defined by IDEA 1997, many factors need to be examined.
Who is the targeted population of students that might be receiving the social skills
instruction? What is the intended purpose of implementing a social skills curriculum
within the school? Who will be responsible for providing the social skills instruction?
What components will be included in the curriculum? What may prove to be needed is to
create a curriculum development and search committee that is comprised of a
representative sample of the teachers and staff that will ultimately be responsible for
implementing and providing the instruction of the to-be-adopted social skills curriculum.
The social skills curriculum should be designed to encourage appropriate or
prosocial behaviors and reduce the incidences of destructive or antisocial behaviors
(Duggan & Dawson, 2004). In order to address the complexities of the student behaviors
exhibited by their special needs population, the New York City’s Special Education
District (NYCSED) developed a comprehensive system of positive behavioral support
(PBS). Sandomierski et al. (2007) defined PBS as a problem-solving model aimed to
prevent inappropriate behavior through teaching and reinforcing appropriate behaviors.
The NYCSED have paired this PBS component with professional development which
offered the instructional staff the training and support they needed to implement the
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positive behavior support program. A school-wide PBS (Horner & Sugai, 2004) or social
skills instructional (SSI) program includes a broad spectrum of systemic and
individualized strategies for achieving vital social and learning outcomes while
increasing positive behaviors and preventing problem behaviors. Ideally, the social skills
program would be tailored to address all students in a school setting, not just the students
identified as special needs, or more particularly students identified as behavior
disordered. Vaughn, Elbaum, and Broadman (2001) suggested students’ needs should be
first when developing a social skills curriculum that will be taught in inclusive classroom
settings and that the curricula and instruction should meet the needs of all the students in
the classroom, regular education students and students with special needs.
Bullis, Walker, and Sprague (2001) emphasized the need to design social skills
instruction to address a broad range of students, such as an entire school. They believed
in developing universal interventions [italics added] that are focused on preventing the
development of at-risk and antisocial behaviors across the entire group, not just focusing
the social skills instruction on the students who exhibit antisocial behaviors. Their
premise was that by approaching SSI from this viewpoint, that it will require less time,
effort, and money than to provide directed instruction to those identified with behavior
disorders. Maag and Webber (1995) expressed concern that there may be a “problem in
convincing general education teachers that social skills instruction can be incorporated
into their daily classroom routine without adding substantially to their responsibilities and
without detracting from the core curriculum” (p. 15). They declared that all students can
benefit from social skills instruction in the same way that all students can benefit from
academic instruction. Further, Maag and Webber (1995) suggested that general education
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instructors will have to gain an understanding that teaching social behavior expectations
is no different than teaching academic expectations.
Korinek and Popp (1997) proposed that a system be developed to integrate social
skills instruction into the already existing academic curriculum that is being utilized in
regular, inclusive, self-contained, and resource special education classrooms. By doing
so, the instructional strategies reach a myriad of students who may be at risk for school
failure. Research done by Bornstein et al. (1977) addressed the need for formal
instruction of social skills, modeling the expected social skill behavior, opportunity for
students to practice the social skill being taught, and providing the student with feedback
on their performance of the skill. According to Gresham et al. (2001), the most effective
social skills instruction should have a combination of instruction or coaching, modeling,
and various reinforcement strategies. Storey (2002) suggested the need for incorporating
role-playing during social skills instruction after the expected behavior was modeled by
the educator, followed with corrective and supportive feedback on the role-plays.
Coaching, as defined by Gresham (2001), is considered a behavior-change
technique that depends primarily upon the student’s ability to understand language and
verbal concepts. The research explained that coaching includes three components
(a) behavior rules, (b) opportunity for rehearsal of expected behavior, and (c) feedback
and discussion with the student. Using this direct method of social skill instruction, ideas
are generally expressed verbally and specific examples are given as to what the expected
behavior looks like so the student has a model to follow. Modeling can be done through
learning activities such as stories, pictures, cartoons, role plays, or videos. A
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comprehensive social skills instruction program should include academic instruction and
family support, according to Bullis et al. (2001).

Providers of Social Skills Instruction
Goodwin (1999) recommended a cooperative learning environment where coteaching takes place and a team spirit [italics added] is generated, rather than the
competitive atmosphere that can develop among individual learners. Putnam’s (1993)
research suggested that the success of the group depends on each member attaining both
the group learning goal and his or her own individual learning goal. This technique is
called “whole-group instruction” which Slavin, Madden, and Leavy (1984) believed
would result in greater academic achievement, more positive inter-group relations, and a
higher self-esteem for many of the students in the group. Experienced cooperative
learning teachers suggested that this type of teaching is easier said than done and they
offered several suggestions for a successful implementation. Starting slowly by teaching
beginning social skills, prosocial skills [italics added], with non-academic activities, with
students in pairs or even threes works better than large cooperative groups. Slavin, et al.
(1984) recommended keeping things simple and making incremental changes while finetuning the procedure throughout the instruction will aid in the delivery of the social skills
curriculum.
In cooperative learning environments, Warger and Rutherford (1993) expressed
the need for the teachers to be equal partners in conveying the social skills curriculum to
the students. It is important that neither teacher takes the back seat [italics added] to the
other. The focus of this type of instruction is to actively involve both teachers while
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meeting the instructional needs of each of the students in the classroom. Maag and
Webber (1995) stated, “The essence of cooperative learning is positive interdependence;
students recognize that they are involved in the task together” (p. 25). They
recommended that in order for cooperative learning groups to promote prosocial
interaction, teachers need to observe patterns of participation from the group’s members.
Further, Magg and Webber (1995) emphasized the importance of teachers
fostering opportunities within the classroom social skills instruction setting for promoting
positive, open, and equitable participation from everyone in the group. Allsopp et al.
(2000) recommended that a collaborative initiative among teachers, social workers,
administration, and parents be developed when implementing a social skills instructional
program. Their research demonstrated that this type of collaboration creates a support
network for all who are involved in the social skills instruction process.

Optimum Time and Place for Teaching Social Skills
Gresham, et al. (2001) stated that “procedures for enhancing social skills
performance of previously acquired skill are based on arrangement of antecedents and
consequences for desired social behavior” (p. 338). In this case, social skills instruction
would primarily take place in classrooms, hallways, buses, and cafeterias where teaching
moments and peer tutoring would be done on an informal basis. These teachable
moments allow the students to rehearse the social skills behaviors in a naturalistic setting,
aiding in the generalization of the skill. This type of teaching takes advantage of naturally
occurring behaviors to teach or enhance the performance of desired social behaviors.
Baumgart, Filler, and Askvig (1991) reported that teachers should write social skills goals
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that include three components (a) scheduled time to teach the specified goals, (b) the
opportunity for social interactions, and (c) activities that foster awareness of the
importance of using social skills in students.
Bullis, et al. (2001) discussed the need for social skills instruction to be offered in
a well-coordinated manner [italics added] that spans a substantial length of time to ensure
that there has been an optimum opportunity to have a dramatic impact on a student’s
behavior patterns. The instruction must also provide a level of intensity to penetrate the
deeply ingrained influences that have negatively impacted the student’s behavior. Elliot,
Malecki, and Demaray (2001) reported that “teachers need to spend the first six weeks of
school not only reviewing academic material from past years but focusing on teaching
children about expectations in the classroom without worrying about the amount of
academic curriculum being accomplished” (p. 28).

Assessment-Based Strategies Essential to Social Skills Curriculum Development
Essential to the foundation of implementing a successful social skills instructional
program is the data gathered from a screening and assessment of the skills the students
already demonstrate as proficient, what skills may be emerging, and where there may be
social skill deficits. Merrell (2001) reported that careful identification, classification, and
selection of a good assessment tool are essential to determining what skills will be
identified as a deficit area to be addressed by the social skills curriculum. The social
skills assessment instrument will provide a proper informational and objective foundation
for the selection of a social skills curriculum and the social skills instruction.
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The goals of a comprehensive social skills assessment include the following (a)
identify important skills within a social context, (b) determine socially appropriate
behaviors, (c) analyze environmental conditions that affect behavior, (d) identify child’s
skill and deficit areas, (e) evaluate function of environment, (f) develop appropriate
remediation plan, and (g) measure learning outcomes following instruction (Elliot,
Malecki, & Demaray, 2001). Kolb and Hanley-Maxwell (2003) specified that parents
should be included in all aspects of social skill programming. Their research indicated the
need for parents to be able to identify deficit skill areas their child may have, but that
were not reported during the teacher administered assessments or observations. As social
skills instruction is taking place, teachers are continually assessing their students to
determine their level of proficiency. Teachers may need to teach the student new skills as
a replacement for problem behaviors, rearrange the environment to avoid problem
behaviors, and encourage desirable behaviors, while constantly monitoring, evaluating,
and reassessing the student’s needs (Freeman, et al. 2006).

Social Skills Instructional Methods
According to Sugai and Timothy (1996), social skills instruction should be taught
directly to the students through a process in which the teachers lead the student through
the process in much the same way that academic facts, skills, and concepts are taught and
acquired. “Social skills instruction should be ‘planned’ in that instructional sequences are
prepared carefully to lead the student systematically and efficiently toward specific,
planned instructional goals and objectives” (Sugai & Timothy, 1996, p. 12). Forgan and
Gonzales-DeHass (2004) made the recommendation that because social skills instruction
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is often taught in isolation from academics, there is little transfer of learning across
environments. They suggested that literature instruction would be an enjoyable academic
avenue in which to incorporate social skills instruction, making the lessons more
meaningful to student’s lives.
Another method for providing social skills instruction was developed by Elksnin
and Elksnin (2001). In their model they presented five steps which include: (a)
define/describe the skill to be taught; (b) provide reasons for the students to learn that
specific skill, a rationale; (c) describe general situations in which the skill may be used;
(d) teach the skill using role-play situations; and (e) help the students identify social
rules. During each role-play, the students would be observed and evaluated on how they
accomplished the skill. Feedback would be provided, as well as positive reinforcement
for accurate portrayal of the social skill being learned. Prater, Bruhl, and Serna (1998)
found that those students in teacher-directed instruction groups improved their abilities to
listen, problem solve, and negotiate as a result of performing role-plays during the
instruction. The teacher instructed group out-performed the students who were taught
social skills in a structured and natural approach.

Expected Outcomes of Social Skills Instruction
Lane, Wehby, Robertson, and Roberts (2007) reported in their findings that
students with varying behavior profiles are apt to respond to social skills instruction in
different ways. Additionally, they stated that even though the students received equal
access to the reinforcement system, there were subtle differences in their academic
achievement and behaviors. In another research study, Miller, Lane, and Wehby (2005)
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determined that providing social skill instruction to students with disabilities who were
assigned to a self-contained classroom was an effective method of teaching social skills.
Expecting behaviors to transfer from the classroom across to other settings is an
example of the socially valid outcomes anticipated by Hill and Coufal (2005). This type
of generalized behavior indicates that the student has become proficient at performing the
skill to the point that they are able to use that skill in a variety of settings. Research
conducted by Webb, Miller, Pierce, and Strawser (2004) recommended that a “greater
emphasis must be placed on the generalization of social skills to new environments” (p.
61). They pointed out that this tends to be one of the most challenging aspects of teaching
social skills, along with a student’s ability to maintain the skill. The ability to develop
new social skills is more readily demonstrated at the elementary and middle school
levels, than at the secondary levels. Lane, Wehby, and Barton-Arwood (2005) suggested
that researchers and practitioners identify better methods of assisting these secondary
students in developing appropriate social skills, which they found had a direct impact on
their ability to be more academically successful.

Summary
This literature review focused on eight important elements needed to provide
social skills instruction. Each of these components is vital to creating and implementing a
viable and pervasive social skills program that affords students identified as emotionally
disturbed the opportunity to develop the social skills needed to meet with the greatest
success possible in their lives. The intended purpose for teaching social skills revolves
around the need to more wholly prepare children to mature into adults who possess the
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ability to succeed in a global world of experience which includes home, family and
community, the world of work, and building and sustaining interpersonal relationships.
When developing or selecting a social skills curriculum, several factors such as
who will receive the instruction, what is the intended purpose, and who will be
responsible for providing the instruction should be considered. The literature suggested
that a curriculum development and search committee be created. This committee should
be comprised of a representative sample of the teachers and staff that will ultimately be
responsible for implementing and providing the instruction of the to-be-adopted social
skill curriculum. Duggan and Dawson (2004) recommended that the curriculum should
be designed to encourage appropriate or proscocial behaviors and reduce the incidences
of destructive or antisocial behaviors.
Ideally, the social skills program would be designed to address all students in a
school setting and Gresham et al. (2001) reported that the SSI should have a combination
of instruction or coaching, modeling, and various reinforcement strategies. The SSI
instruction should be provided by both regular and special education teachers by creating
an instructional team and a cooperative learning environment (Goodwin, 1999). Social
workers, administrators, and parents should also be involved in the SSI program (Allsop
et al., 2000).
When considering the optimum time for social skill instruction, Baumgart et al.
(1991) reported that teacher should write social skill goals that include three components
(a) scheduled time to teach the specified goals, (b) the opportunity for social interactions,
and (c) activities that foster awareness of the importance of using social skills in students.
Elliot et al. (2001) reported that “teachers need to spend the first six weeks of school not
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only reviewing academic material from past years but focusing on teaching children
about the expectations in the classroom without worrying about the amount of academic
curriculum being accomplished” (p. 28). Thus, focusing on SSI intensively at the
beginning of each school year, with continued instruction throughout the year is essential
in order to ensure that there has been an optimum opportunity to have a dramatic impact
on student’s behavior patterns (Bullis et al. 2001). Assessment-based strategies have been
reported as key components to social skill curriculum development. Merrell (2001)
reported that careful identification, classification, and selection of a good assessment tool
are essential to determining what skills will be identified as a deficit area to be addressed
by the social skills curriculum. The goals of a comprehensive social skills assessment
include the following (a) identify important skills within a social context, (b) determine
socially appropriate behaviors, (c) analyze environmental conditions that affect behavior,
(d) identify child’s skill and deficit areas, (e) evaluate function of environment, (f)
develop appropriate remediation plan, and (g) measure learning outcomes following
instruction (Elliot, et al., 2001).
Methods need to be developed for teaching social skills to students, ages 10-12,
who have been identified as emotionally disturbed. The social skill lessons should be
taught directly to the students through a process in which the teachers lead the students
through the process in much the same way that academic facts, skills, and concepts are
taught and acquired, according to Sugai and Timothy (1996). Elksnin and Elksnin (2001)
created a model that presented five steps: (a) define/describe the skill to be taught; (b)
provide reasons for the students to learn that specific skill, a rationale; (c) describe
general situations in which the skill may be used; (d) teach the skill using role-play
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situations; and (e) help the students identify social rules. The expected outcomes from
students who have received social skill instructions were reported to include students who
developed better problem solving skills, became less aggressive, showed improvement in
their academic abilities, established better peer relations, exhibited more compliant
classroom behavior, and seemed to have greater family harmony. Expecting behaviors to
transfer from the classroom across to other settings is an example of the socially valid
outcomes anticipated by Hill and Coufal (2005). This type of generalized behavior
indicates that the student has become proficient at performing the skill to the point that
they are able to use that skill in a variety of settings. The importance of a student’s ability
to maintain the newly acquired social skill and to be able to generalize the skill across
many environments was reported by Webb et al. (2004).
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CHAPTER 3
RESEARCH METHOD
Introduction
The purpose of this study was to contribute to a better understanding of the
importance of providing social skills instruction (SSI) to students (ages 10-12), who have
been identified as emotionally disturbed, in the most naturalistic setting possible,
typically the classroom environment. More specifically, this study attempted to
demonstrate that when social skill instruction is tailored to address specific social skill
deficit areas and takes place in the classroom environment, that students will demonstrate
a high level of social skills acquisition, proficiency in their social skills performance,
ability to generalize the use of the social skills across their experiences, and the
maintenance of newly developed social skills. Offering social skills instruction to
students (ages 10-12), who have been identified as emotionally disturbed, within the
context of their classroom environment--the most naturalistic setting, may provide the
best opportunity for these students to acquire, perform, generalize, and maintain the
social skills they are being taught which will be verified by an increase in positive
behaviors and a reduction of negative behaviors.

Statement of the Problem
Providing social skills instruction to students (ages 10-12), who have been
identified as emotionally disturbed, within the context of their classroom environment-the most naturalistic setting, provided the best opportunity for these students to acquire,
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perform, generalize, and maintain the social skills they are being taught which will be
verified by an increase in positive behaviors and a reduction of negative behaviors.

Description of Research Type
This research used both qualitative and quantitative data from an existing data
source, and therefore is considered a form of descriptive research. Best and Kahn (2006)
stated that descriptive research “is concerned with conditions or relationships that exist,
opinions that are held, processes that are going on, effects that are evident, or trends that
are developing” (p. 118). This study utilized a behavioral data collection system used at a
public school that serves only students who have been identified as emotionally
disturbed. The school collected narrative data and numerical data based upon student
daily behavior report forms.

Subject Data Set
The data set used in this study represents the daily behavior reports for subjects
who are minor youth, ages 10-12, years, who attended grades 5 or 6 at a public school
that serves only students who have been identified as emotionally disturbed. Emotionally
disturbed is defined by the IDEA 1997 law as: (a) an inability to learn which cannot be
explained by intellectual, sensory or other health factors; or (b) an inability to build or
maintain satisfactory interpersonal relationships with peers or teachers; or (c)
inappropriate types of behaviors or feelings under normal circumstances; or (d) a general
pervasive mood of unhappiness or depression; or (e) a tendency to develop physical
symptoms or fears associated with personal or school problems. All the subjects
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demonstrated poor adaptive behavior skills in the classroom environment, in addition to
displaying violent behavior towards themselves and others. After multi-disciplinary
meetings to determine appropriate placement, each student was found eligible to attend
the school for emotionally disturbed students. They were removed from their home
school environments and bussed to the school that specializes in teaching students with
severe emotional disturbances and where they are taught in self-contained classrooms.
There were two female students and six male students. Four of the students were white
non-Hispanic, and four were African-American. One student came from a middle-class
income family and seven came from lower-socio-economic families. All students live in
the southern Illinois region.
Data Collection Instrument
A daily behavior report form (Appendix B) was utilized in the school by
educational staff to keep track of behaviors throughout the day. Educational staff marked
no’s on the daily behavior report form as negative behaviors were observed and wrote a
narrative of what type of behavior was observed. The data was collected and transferred
to Microsoft Excel computer software that calculated the daily totals and graphically
represented the student’s behavior. Data was collected in five areas (a) completed all
work, (b) keeps body parts to self, (c) considerate of others, (d) followed directions, and
(e) stayed in assigned area.

Procedures
Human subject’s approval was sought by applying for permission to use already
existing data for this research through the Office of Research Development and
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Administration (ORDA) at Southern Illinois University Carbondale. Written permission
from the school principal allowing the use of the behavior database accompanied the
ORDA application form (Appendix A). Permission was granted by ORDA on June 8,
2007, to use the behavior data collected and maintained at the school.
The fifth and sixth grade students, ages 10-12, received social skills instruction on
a daily basis which began on April 2, 2007, and the lessons continued through April 30,
2007. Behavior reports were filled out daily, as had been the practice at the school. A
narrative explaining the students’ positive (yes) and negative (no) behaviors and a record
of points issued for positive (yes) and negative (no) behaviors exhibited were submitted
each day. The numerical information recorded on the daily behavior form completed by
the teacher was used to create a behavioral record using Microsoft Excel which
calculated daily behavior percentages and graphed each of the five behaviors being
tracked. Permission granted by the school’s principal allowed this researcher to use the
behavioral data that was collected from January 3, 2007, through May 23, 2007, on the
eight students. All information identifying students was removed to ensure anonymity of
the subjects.
Social skills instruction took place in the fifth and sixth grade classroom over a
period of four weeks. Instruction was done on a daily basis, at the beginning of the school
day and after lunch each day. Each instructional period lasted between 30-45 minutes.
The lessons were introduced in the morning and re-taught after lunch. Role playing was
incorporated into the social skills instruction, where students volunteered to participate in
the exercises. Each day the lessons were reviewed using teacher prompts to elicit student
responses. Positive verbal reinforcement and various tangible rewards were given when
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students demonstrated the newly acquired social skill appropriately. Corrective feedback
was offered when close approximations of the expected behavior were demonstrated.
Social skill instruction included respecting self, others, and property; following directives
given by adults; using good manners; focusing on school; learning to read people;
accepting the word no; establishing personal boundaries; expressing empathy for others;
and establishing good rapport.

Data Analysis
The data analysis provided both qualitative and quantitative results. All data was
utilized to determine what effect the social skills instruction had on the students. Data
were collected in five behavioral areas (a) completed all work, (b) keeps body parts to
self, (c) considerate of others, (d) followed directions, and (e) stayed in assigned area.
Each of these five behaviors is expected of the students attending the full-day
public school program for students who are emotionally disturbed and who have been
removed from their home school environments due to their violent behaviors. An
individual student’s daily behavior report was entered into the school’s database, using
Microsoft Excel computer software; however, this research investigated the effect that
social skill instruction would have on the class as a whole. Using the school’s existing
database, a compilation of all eight students’ positive (yes) and negative (no) behavior
scores was tabulated for each day of this research study.
Frequencies of positive (yes) and negative (no) behaviors prior to, during, and
following the completion of the social skills instruction curriculum were analyzed and
reported in six tables. Written narrative made by the educational staff about the students’
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behavior prior to, during, and after the completion of the social skills instruction
curriculum was also reported on the daily behavior report form. This information was
summarized by the five distinct behavioral categories on the daily behavior report form
and a qualitative summary was reported in the data analysis. All data was collected and
summarized in tables and narrative descriptions. The data gathered and analyzed were
used to determine the impact social skills instruction has, if any, on behaviors exhibited
by 10-12 year old emotionally disturbed students. The data collection tools in Table 1
addressed the specific research questions sought to be answered and what instrument was
used to collect the data to determine the results to the research questions.
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Table 1
Data Collection Tools
________________________________________________________________________
Research Questions

Tools

________________________________________________________________________

Demographic Information

Demographic Survey

RQ 1 When social skill instruction is provided in the

Daily Behavior Rating Scale

classroom, to what degree are students ages 10-12

and Qualitative and

identified as emotionally disturbed able to acquire,

Quantitative Data

perform, generalize, and maintain social skills?

RQ 2 Will the social skill instruction produce more

Daily Behavior Rating Scale

positive results in the areas of social skill acquisition,

and Qualitative and

performance, generalization, and maintenance?

Quantitative Data

RQ 3 Will the students be able to reduce negative

Daily Behavior Rating Scale

behaviors in the classroom as a result of receiving

and Qualitative and

social skills instructions tailored to address their

Quantitative Data

specific social skill deficits?
________________________________________________________________________
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CHAPTER 4
ANALYSIS OF DATA
Introduction
The statement of the problem was: Providing social skills instruction to students
(ages10-12) who have been identified as emotionally disturbed, within the context of
their classroom environment--the most naturalistic setting, provided the best opportunity
for these students to acquire, perform, generalize, and maintain the social skills they are
being taught which will be verified by an increase in positive behaviors and a reduction
of negative behaviors.
The research questions used as the focus of this study were:
1. When social skills instruction is provided in the classroom, to what degree are
students ages 10-12 identified as emotionally disturbed able to acquire, perform,
generalize, and maintain the social skills?
2. To what extent will the social skills intervention strategies produce more
positive results in the areas of social skill acquisition, performance, generalization, and
maintenance?
3. To what extent will the students be able to reduce problem behaviors in the
classroom environment as a result of receiving social skills instructions tailored to
address their specific social skill deficits?
The data generated during the course of this research have been evaluated and
reported in two sections (a) General Data and (b) Research Question Results. Both
quantitative and qualitative data have been reported.
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General Data
The data set used in this study represents the daily behavior reports for subjects
who are minor youth, ages 10-12 years, who attended grades 5 or 6 at a public school that
serves only students who have been identified as emotionally disturbed. The eight student
subjects demonstrated poor adaptive behavior skills in the classroom environment, in
addition to displaying violent behavior towards themselves and other.
The data used in this study was collected from March 1, 2007, through May 22,
2007. During this period of time, students were observed by the educational staff which
consisted of a special education teacher and two teaching assistants who recorded
positive (Yes) and negative (No) scores on the students’ daily behavior form. The
behavior report form is divided into five behaviors: (a) completed work, which indicates
that the student remained on task and completed their assigned work in the allotted time;
(b) kept body parts to self, which means the student did not become physically aggressive
toward others; (c) considerate of others, which denotes the students’ ability to have
shown respect for peers and staff; (d) followed directions, which encompasses having
followed all the directives given by the educational staff; and (e) stayed in assigned area,
which refers the student’s ability to remain in the place where they were assigned to be.
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Research Results
Research Question 1: When social skills instruction is provided in the classroom, to what
degree are students ages 10-12 identified as emotionally disturbed able to acquire (learn
the purpose and function of the social skill), perform (demonstrate the ability to use the
social skill), generalize (use the social skill across environments), and maintain the social
skills (continue to be able to use the social skill following instruction)?
The students’ positive and negative behavior scores recorded during the 21 school
days in March 2007 established the baseline data of the students’ behavior prior to
receiving social skill instruction. It is important to note that these eight students were
transported to a public grade school for mainstreamed classes in art, music, and physical
education during this study. Their behavior was monitored and recorded in transit to and
from the grade school and while receiving instruction in the regular education classes.
Behavior was also monitored throughout the school day, in the hallways, cafeteria,
playground, and the classroom environment at the school for students identified as
emotionally disturbed.
Educational staff marked student behavior reports based upon the observations
made of the behaviors exhibited by each student and provided written narrative
addressing specific student behavior. There were two female students and six male
students. Four of the students were white non-Hispanic, and four were African-American.
One student came from a middle-class income family and seven came from lower-socioeconomic families. All students lived in the southern Illinois region. The students’
identities have been protected by assigning each student letter names (i.e. Student A
through Student H).
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Based upon the class as a whole, more negative behaviors were observed during
the month of March than were reported during April or May. During March, two of the
six students demonstrated exceptionally high incidences of negative behaviors that were
spread over all five of the behavior categories. Following directions, completing their
work, and being considerate of others were the three areas where the most infractions
were noted by educational staff. Staff wrote a narrative documenting the actions of these
students on the behavior report forms. A sampling of the comments written is reported in
Table 2. This negative behavior could be attributed to environmental factors, negative
behaviors from some creating negative reactions in others, fluctuating weather conditions
during March, or conditions in the student’s home situation, such as an investigation
prompted by an anonymous call reporting neglect within the home.
Also during March, students who received fewer Nos on their behavior report
forms received more positive comments on the forms than did the students discussed
above. Educational staff narrative about the students’ positive behaviors is documented in
Table 3. These students met with greater overall success during their day, earning a
higher percentage on their daily behavior report form. Table 4 reports a compilation of
the positive points earned by the students during the baseline month of March. A
compilation of the negative points recorded is reported in Table 5.
During the month of April, while social skill instruction was being provided on a
daily basis to the class as a whole, students received more positive behavior points
throughout the day and across the five behavior categories. The three categories where
students were reported to be the most compliant included work completion, keeping their
body parts to self, and staying in assigned area. Table 6 reports the data showing the
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increase in positive behaviors. Positive comments documented by educational staff on the
behavior report form can be found in Table 7. An additional benefit of the students
completing their assigned work on time proved to be that learning skills improved, which
in turn enhanced their academic abilities, earning higher grades in a variety of subjects.
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Table 2
Education Staff Comments Documented on Students’ Daily Behavior Report Forms:
March 2007 Qualitative Narrative on Negative Behavior

Off task during reading
Not following directions
Antagonizing another student during lesson
Refusing to respond to teacher question
Cussing at the teacher
Spitting at staff
Banging head on desk
Throwing book across the room
Stood up in the van while being transported to art class
Getting up and leaving the classroom without permission
Talking back to teacher
Refusing to sit in assigned area
Talking in the hallway
Being rude to cafeteria staff
Throwing pencil across room
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Table 3
Education Staff Comments Documented on Students’ Daily Behavior Report Forms:
March 2007 Qualitative Narrative on Positive Behavior

Completed work during class period
Cooperated with peers during unstructured time
Answered teacher questions appropriately
Returned greeting to teacher in the morning
Followed directions to put away puzzle
Asked for assistance when needed
Stayed quiet during class instruction
Participated in class discussion on respect for self
Allowed another student to play a game with them
Setting good example for peers
Taking turns during a game and following the rules
Assisted the teacher with a task
Offered to help a student study their math facts
Put the chairs up on all the desks at the end of the day
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Table 4
Compilation of Yes Points Earned by Students A-H on Daily Behavior Report
Forms Prior to Social Skill Instruction

March
21 Days

Completed
Work

Kept
Body
Parts to
Self

Student
A

539

546

538

518

544

2686

Student
B

537

537

532

529

536

2671

Student
C

526

539

506

505

531

2607

Student
D

539

546

541

535

545

2706

Student
E

444

523

433

383

514

2296

Student
F

519

535

500

488

525

2567

Student
G

462

516

423

410

522

2333

Student
H

542

546

538

520

544

2690

Total
Class
Points

4108

4288

4011

3888

4260

20555

Daily
Class
Mean

196

204

191

185

203

979

Considerate
Of Others

Followed
Directions

Stayed in
Assigned
Area

Total
Yes
Points
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Table 5
Compilation of No Points Earned by Students A-H on Daily Behavior Report
Forms Prior to Social Skill Instruction

March
21 Days

Completed
Work

Kept
Body
Parts to
Self

Student
A

7

0

8

28

2

44

Student
B

9

9

14

17

10

59

Student
C

20

7

40

41

15

123

Student
D

7

0

5

11

1

24

Student
E

102

24

114

163

33

434

Student
F

27

11

46

58

21

163

Student
G

84

30

123

136

24

397

Student
H

4

0

8

26

2

40

Total
Class
Points

260

80

357

480

108

1284

Daily
Class
Mean

33

10

45

60

14

161

Considerate
Of Others

Followed
Directions

Stayed in
Assigned
Area

Total
No
Points
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Table 6
Compilation of Yes Points Earned by Students A-H on Daily Behavior Report
Forms During Social Skill Instruction

April
18 Days

Completed
Work

Kept
Body
Parts to
Self

Student
A

458

468

449

433

465

2273

Student
B

464

463

457

450

463

2298

Student
C

463

458

436

436

457

2260

Student
D

468

468

468

466

468

2338

Student
E

468

465

445

432

457

2275

Student
F

438

440

426

422

440

2157

Student
G

436

461

426

409

467

2199

Student
H

465

468

462

443

467

2310

Total
Class
Points

3660

3701

3569

3496

3694

13121

Daily
Class
Mean

203

206

198

194

205

1007

Considerate
Of Others

Followed
Directions

Stayed in
Assigned
Area

Total
Yes
Points
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Table 7
Education Staff Comments Documented on Students’ Daily Behavior Report Forms:
April 2007 Qualitative Narrative on Positive Behavior

Remained in their seat during classroom instruction in reading
Responded appropriately to teacher directives
Completed work in time allowed
Worked together cooperatively with peers
Used appropriate manners in the cafeteria line
Cleaned up after themselves
Kept quiet in the hallway
Followed van rules during transport for mainstreaming
Used good sportsmanship skills during physical education class
Passed out papers for the teacher
Used good manners
Helped a classmate study for their spelling test

While students were receiving social skills instruction during April, the class
dropped their average of negative responses by more than half. However, two of the
students combined received more than half of the total negative marks received for that
time period. Education staff narrative on these two students has been reported in Table 8.
Of the remaining six members of the class, five students were able to extinguish their
negative behaviors in one or more of the categories, which is reported in Table 9.
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Table 8
Education Staff Comments Documented on Students’ Daily Behavior Report Forms:
April 2007 Qualitative Narrative on Negative Behavior on Two Students with Excessive
Negative Behavior

Incomplete assignments
Rude comments made to peers
Using profanity in the classroom
Refusing to follow teacher directives to sit down
Physical aggression towards peers and staff
Calling peer names
Mocking classmates
Disobeying a direct order to sit down
Object aggression when throwing a book off desk
Knocking trash can over on the way to time-out
Screaming in the classroom
Banging head on desk
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Table 9
Compilation of No Points Earned by Students A-H on Daily Behavior Report
Forms During Social Skill Instruction

Completed
Work

Kept
Body
Parts to
Self

Considerate
Of Others

Followed
Directions

Student
A

10

0

18

35

3

67

Student
B

4

5

11

18

5

42

Student
C

5

0

32

32

11

80

Student
D

0

0

0

2

0

2

Student
E

0

3

23

36

1

64

Student
F

30

28

42

45

28

173

Student
G

32

7

42

59

1

141

Student
H

3

0

4

20

1

30

Total
Class
Points

84

43

172

248

50

599

Daily
Class
Mean

5

2

10

14

6

75

April
18 Days

Stayed in
Assigned
Area

Total
No
Points
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One student in particular extinguished behaviors in three categories (a) completed
work on time, (b) being considerate of others, and (c) staying in assigned area. Three
other students also extinguished behaviors as well. The written comments about their
positive behaviors choices from education staff are reported in Table 10. The average
number of Nos received by each student during April was reduced by more than 50%
from what was earned in March, prior to any social skill instruction.

Table 10
Education Staff Comments Documented on Students’ Daily Behavior Report Forms:
April 2007 Positive Comments Earned by Students Who Extinguished Specific Behaviors

Great listening skills
Nice cooperation with peers
Appreciate your quiet behavior during class
Good participation during social skills
Thank you for keeping your hands and feet to yourself
You’re doing a great job of completing all your work on time
Great math score! Keep up the GREAT work!
I like it when you are nice to your classmates.
Great going! All your work is done for today.
You’ve been working so hard today.
You are doing a great job of leaving others alone.
Thanks for the wonderful day.
________________________________________________________________________
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Additionally, during April, two students began completing all of their assigned
work on time, thereby receiving all positive points for that particular behavior. In the area
of work completion, overall the whole class improved their ability to complete
assignments on time. The class also showed dramatic improvement in their ability to
follow directions. Their inability or refusal to follow directions was reduced by 77%.
When students followed the directives given by the educational staff, they generally
showed a greater increase in positive points in the other four behavior categories as well.
Educational staff provided students with positive written comments on their daily
behavior report, as reported in Table 11.
In May, during the time period following social skills instruction, the class was
able to maintain their work completion at nearly the same level as they did during the
social skill instructional period. These data are reported in Table 12. The class also nearly
maintained the same level of positive behaviors in keeping body parts to self, being
considerate of others, and staying in their assigned area. Table 13 lists a sampling of the
positive narrative written by educational staff.
The one behavior they had the most difficulty maintaining was following
directions, where the class received more than double the negative marks than they did
while they were receiving social skill instruction the month before. Table 14 reports these
data. Educator narrative reflecting negative behaviors exhibited by the class is
highlighted in Table 15. When the following directions behavior for May is compared to
the baseline date from March, the students showed a marked improvement in their ability
to follow directions.
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Table 11
Education Staff Comments Documented on Students’ Daily Behavior Report Forms:
April 2007 Qualitative Narrative on Positive Behavior

Stayed on task in reading
Completed math during scheduled time
Listened to directions the first time given
Stayed in seat during social studies
Used good manners in the classroom
Worked cooperatively with peers on spelling assignment
Cleaned out your desk without being prompted
Put away game after free time
Waited patiently for assistance from staff
Honored others personal space
Used your planned ignoring skills
Avoided getting involved in negative situation

2009 HICE Proceedings
Page 1064

Table 12
Compilation of Yes Points Earned by Students A-H on Daily Behavior Report
Forms After Social Skill Instruction

Completed
Work

Kept
Body
Parts to
Self

Considerate
Of Others

Student
A

411

416

409

396

416

2048

Student
B

408

412

401

398

412

2031

Student
C

405

414

385

378

410

1992

Student
D

408

416

413

403

416

2056

Student
E

414

414

391

380

410

2012

Student
F

412

413

402

391

413

2032

Student
G

350

408

309

274

401

1743

Student
H

416

416

407

395

415

2049

Total
Class
Points

3224

3309

3117

3015

3293

15963

Daily
Class
Mean

202

207

195

188

206

998

May
16 Days

Followed
Directions

Stayed in
Assigned
Area

Total
Yes
Points
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Table 13
Education Staff Comments Documented on Students’ Daily Behavior Report Forms:
May 2007 Qualitative Narrative on Positive Behaviors

I like the way you are working
Excellent Day!!
Keep up the fantastic work
Way to Go!! I’m proud of you.
Wow! What an improvement in math.
You did a nice job of working with another student during reading
I really like the good choices you are making for yourself
It was nice of you to help me
I appreciate your good attitude
Thanks for collecting all the assignments
Great sportsmanship during PE class
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Table 14
Compilation of No Points Earned by Students A-H on Daily Behavior Report
Forms After Social Skill Instruction

Completed
Work

Kept
Body
Parts to
Self

Considerate
Of Others

Student
A

5

0

7

20

0

32

Student
B

8

4

15

18

4

49

Student
C

11

2

31

38

6

88

Student
D

8

0

3

13

0

24

Student
E

2

2

25

36

6

68

Student
F

4

3

14

25

3

48

Student
G

66

8

107

142

15

337

Student
H

0

0

9

21

1

31

Total
Class
Points

104

19

211

313

35

677

Daily
Class
Mean

13

2

26

39

4

85

May
16 Days

Followed
Directions

Stayed in
Assigned
Area

Total
No
Points
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Table 15
Education Staff Comments Documented on Students’ Daily Behavior Report Forms:
May 2007 Qualitative Narrative on Negative Behaviors

Refused to complete math assignment during class
Off task during science
Disrespectful to staff after being told to be quiet
Wouldn’t clear desk to prepare for social studies class
Left game out after it was time to put it away
Irritating another student at lunch
Talking in the hallway
Would not participate during reading class
Ignored teacher directive to be quiet in lunch line

Research Question 2: To what extent will the social skills intervention strategies produce
more positive results in the areas of social skill acquisition, performance, generalization,
and maintenance?
The baseline data collected reported fewer positive behaviors across all the five
behavior categories than were reported during April while the students received social
skills instruction and during May after social skills instruction had been completed.
Figure 1 compares the number of positive behaviors earned by the class for the months of
March, April, and May.
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Figure 1

Positive Behavior Data for March, April, and May 2007: Class Daily Mean of Yeses
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________________________________________________________________________
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As the students were taught the social skill lessons and rehearsed the expected
behaviors on a daily basis during the instruction time allowed, they proved their ability to
acquire and perform the desired behaviors, thereby increasing the positive behavioral
marks they received. Furthermore, the students proved they attained the ability to
generalize the social skills across environments.
The education staff carried the behavior report forms wherever the students went
so a record could be kept of the students’ behavior at all times and in a variety of settings.
Throughout April and May the students demonstrated the ability to perform the newly
acquired social skills across environments. The class utilized their new social skills
successfully in the hallways, cafeteria, playground, and during the time they were
transported by van to their mainstreaming classes they attended at another school. The
class earned a greater number of positive behavior marks and fewer negative behavior
marks throughout the day over April and May, data as reported in Tables 6, 9, 12, and 14.
A sampling of the supporting narrative written by the educational staff is compiled and
documented in Tables 7, 11, 13, and 15.

Research Question 3: To what extent will the students be able to reduce problem
behaviors in the classroom environment as a result of receiving social skills instructions
tailored to address their specific social skill deficits?
During the month of March and prior to the students receiving any social skill
instruction, the class’s mean number of negative behaviors was reported to be more than
double the negative behaviors they exhibited during April, when they were receiving
daily social skill instruction which is reported in Figure 2.
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Figure 2

Negative Behavior Data for March, April, and May 2007: Class Daily Mean of Nos
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In May, the students’ negative behaviors increased only slightly over what was
exhibited by the class in April. These data are documented in Table 5, 9, and 14. Overall,
the most problematic behavior for the class was in the area of following directions during
all three months. From March to April the incidences of not following directions dropped
by over 75%. In May, one student received almost half of the total Nos that were received
by the whole class which was six times the mean score for each of the other seven
students in the class. This caused the data for the class’ ability to maintain the skill of
following directions to be abnormally skewed.
The behavior category of being considerate of others rated as the second highest
for noncompliance for the class as a whole. The class received more than four times the
number of negative marks for being considerate of others than they did in April while
they were receiving social skills instruction. In May, the negative marks were almost
triple of what they were in April. This may be attributed to the fact that the class was
coping the best they could with the death of a classmate’s mother who was also the aunt
of another student in the class. As could be imagined, this was a very stressful time in the
classroom and on each of the students.
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CHAPTER 5
DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS
The purpose of this study was to contribute to a better understanding of the
importance of providing social skills instruction to students (ages 10-12), who have been
identified as emotionally disturbed, in the most naturalistic setting possible, in the
classroom environment. More specifically, this study attempted to demonstrate that when
social skills instruction is tailored to address specific social skill deficit areas and takes
place in the classroom environment, that students would demonstrate a high level of
social skills acquisition and proficiency in their social skills performance. Additionally,
the students would demonstrate the ability to generalize the use of the social skills across
their experiences and environments, and would be able to demonstrate the ability to
continue to use the social skills they’d learned which is referred to as the maintenance of
the newly developed social skills.
The supposition set forth by Allsop, Santos, and Linn (2000) that students need to
be able to manage their social environment in order to become more academically
competent, bespeaks the ideology behind this research. Following this continuum of
thought, it is the belief of this researcher that when social skill instruction is provided on
a daily basis, in a structured and predictable manner, that students with emotional
disturbances will reduce aggression (i.e., verbal, object, and physical). In addition, the
students improved their ability to make more positive behavior choices, and they began to
become more academically successful as well. As they became more compliant in
following directions and completing their assigned work on time, their grades improved
and their interest in school appeared to improve. What a delightful and unexpected result
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of this research. As the students began to believe in their abilities behaviorally and
academically, their self-esteem improved. Moreover, they improved their abilities to
problem solve and to begin building positive social relationships with peers as Fraser,
Galinsky, and Smokowski (2005) reported. As their skills in these area improved, they
became more sensitive and supportive of their peers in the classroom and elsewhere in
the school.
Bullis, Walker, and Sprague (2001) stated that by ensuring that social skill
instruction is being provided to youth who are emotionally disturbed that it would seem
probable that such instruction might help to prevent or lessen incidences of behaviors that
society deems as unacceptable. After having worked for the Illinois Department of
Corrections for eight years, this researcher firmly supports the efforts of school systems
adopting a social skill curriculum to be used by special education and regular education
staff throughout the school district. Schools are in the optimal position to be able to have
a direct and dramatic impact on students’ behavior. By having this type of social skill
instruction, many youth might avoid making the choices that could lead to their
incarceration before they ever graduate from high school. Webb, et al. (2004) took this
ideology one step further by pointing out in their research that students, who built
positive relationships with peers as a direct result of social skill instruction, will most
likely became more successful employees in the world of work.
As the baseline data collected during March 2007 reported, the class of ten to
twelve year old students identified as emotionally disturbed demonstrated numerous
incidences of negative behaviors. Many of the negative behaviors reported were problems
in being considerate of others, which caused problems with building positive peer
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relationships. Being considerate of others was one of the five primary behavioral
categories investigated in this study. The others categories included work completion,
keeping hands and feet to self, following directions, and staying in their assigned area.
Two other behaviors with distinct deficits were in following directions and work
completion. At times it appeared that the negative behaviors exhibited by some students
in the classroom had a negative impact on their classmates.
The baseline data indicated deficits in all of the five social skill areas listed
above. The daily behavior report form in use at the school they attended covered these
five categories. The school maintained a quantitative database throughout the duration of
this research recording all positive and negative behaviors presented by the students, as
well as narrative comments recorded by the educational staff. Carteledge and Loe (2001)
indicated the need to focus on behaviors such as “attending, following directions, and
remaining on task” (p.40). Their proposition stated that only after students demonstrate
proficiency in these types of behaviors, should direct social skill instruction begin.
However, this research addressed all five of the above stated categories over the social
skill instructional period in April. No assumption was made that the students in the class
were proficient in “attending, following directions, and remaining on task.”
During April, the class received daily social skill instruction. The social skill
lesson included teacher-led direct instruction, modeling the expected behavior for the
students, opportunities to practice the expected social skill through role play situations,
and informal assessments to determine the students’ ability to maintain and generalize the
skill across a variety of environments. Research done by Bornstein, et al. (1977)
addressed the need for formal instruction of social skill instruction by modeling the
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expected behavior, allowing students to practice the social skill being taught, and
providing feedback to the students on their performance of the skill. Additionally, the
classroom educators (a) scheduled time to teach the specified goals, (b) provided the
opportunity for social interaction among classmates, and (c) created activities that
fostered awareness of the importance of using social skills which Baungart, et al. (1991)
recommended. Social skill instruction included respecting self, others, and property;
following directives given by adults; using good manners; focusing on school; learning to
read people; accepting the word no; establishing personal boundaries; expressing
empathy for others; and establishing good rapport.
While the class was engaged in daily social skill instruction in April, their positive
behaviors improved dramatically. This type of consistent and intensive instructional
methodology utilized by the educators in the classroom, is supported by Bullis, et al.
(2001), who reported that social skill instruction should be offered in a well-coordinated
manner that spans a substantial length of time to ensure that there has been an optimum
opportunity to have a dramatic impact on the student’s behavior patterns.
Following directions was the behavioral area where the class demonstrated the
most growth, earning substantially more positive marks in this category than in the month
prior. Consequently, as the students began to comply in the area of following directions,
their positive behaviors in all the other categories increased as well. As individual
students began to exhibit more positive behaviors, their peers seemed to demonstrate
fewer negative behaviors. Maag and Webber (1995) stated in their research, “The essence
of cooperative learning is positive interdependence; students recognize that they are
involved in the task together” (p. 25). As they suggested, the educators in this particular
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classroom fostered opportunities for promoting positive, open, and equitable participation
from everyone in the class. This trend continued into the month of May following the
social skills instruction where the class seemed to work as a whole to help stay focused
on making positive behavior choices, which earned them more positive attention from the
educational staff. The students’ ability to connect their positive choices to positive and
abundant rewards should be heralded as another unexpected outcome of this study.
As Gresham, et al. (2001) recommended, the classroom was designed to create
opportunities to perform newly acquired social skills and positive consequences were
awarded for demonstration of desired social behaviors. The students continued to exhibit
the ability to perform the newly acquired skills, by generalizing them across
environments (i.e., hallways, cafeteria, playground, mainstreamed class, and during
transportation from one school to another). Hill and Coufal (2005) reported in their
research that when a student becomes proficient at performing the skill in classroom
environment, they may be able to generalize that particular social skill behavior across a
variety of settings. The ability of the students in this class to appropriately use their newly
acquired social skills in a variety of environments validated their findings.
The present study data revealed that when these eight students received social
skill instruction on a daily basis that their negative behaviors decreased. Across all of five
behavioral categories, a particular trend began to emerge demonstrating the students’
abilities to reduce negative behavior choices. As the negative behaviors exhibited by the
students declined, the positive behaviors in all five behavioral categories increased. This
trend appeared to be a win-win situation for most every student and for the class as a
whole. The literature review proposed that the intended purpose for teaching social skills
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revolves around the need to more wholly prepare children to mature into adults who can
be perceived as independent and productive citizens. These youth will hopefully possess
the ability to succeed in a global world of experience which includes home, family and
community, the world of work, and building and sustaining interpersonal relationships.
The results of this research are indicative of this type of preparation of our youth for
becoming independent and productive individuals.
Eventually many of the students grew accustomed to receiving frequent positive
comments from the educational staff regarding their more appropriate behavior choices.
When this occurred, the students seemed less likely to rely on negative behavior choices
to get attention for the classroom staff. As the students became proficient at performing
the social skills, they also began to be good role models for one another. This trend
seemed to enhance the levels of positive behavior exhibited in the classroom.

Recommendations
This research was limited to the data gathered on a small group of only eight
students, 10 to 12 years old who attended a full-day school that serves only students who
have been identified as emotionally disturbed. A few of the students in the study had a
secondary classification as learning disabled. In order to more fully assess the impact of
social skills instruction on students who are emotionally disturbed, further studies should
be implemented on similar populations. Researchers may need to investigate students
who are younger than ten and older than twelve. Increasing the study population size
might allow the researchers to draw broader inferences from the findings than this study
has been able to do.
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Additionally, it may prove to be beneficial to study students who are emotionally
disturbed who are fully mainstreamed into the public school environment, receiving all of
their academic instruction in the regular classrooms, where social skill instruction is
provided by the regular education teaching staff. Beginning the school year collecting
baseline data for a month, immediately followed by an intensive, daily social skill
instruction program, which would incorporate an assessment of the students existing
social skills, then tailoring a program to address the specific deficit areas could prove to
be advantageous. Extending the time interval over which the study is conducted should
be considered. This might provide a more in-depth understanding as to the role social
skill instruction plays in the behavioral choices made by students who are emotionally
disturbed. Providing for a follow-up study of these same eight students over time could
prove to be beneficial as well.
Adapting a social skill or life skill curriculum to address the needs of older
populations, such as students who attend alternative high school programs, adult basic
education programs, GED classes, and adults seeking the services of employment
services may prove to be beneficial. Assessing the social skill and life skill abilities of
these populations and designing a social skill and life skill curriculum to me the deficit
areas identified may enhance their ability to secure and interview with a prospective
employer, successfully complete to interview, potentially leading to a job offer. Focusing
research on the older student or unemployed may produce valuable insight as well.
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Appendix B

Student: _______________________________ Date: ______________
This student:

Completed
his/her work

Kept body
parts to self

Was
considerate
of others

Followed
directions

Stayed in
assigned area

8:00 – 8:30

Yes - No

Yes - No

Yes - No

Yes – No

Yes - No

8:30 - 9:00
9:00 – 9:30

Yes - No
Yes - No

Yes - No
Yes - No

Yes - No
Yes - No

Yes – No
Yes – No

Yes - No
Yes - No

9:30 – 10:00

Yes - No

Yes - No

Yes - No

Yes – No

Yes - No

10:00 – 10:30
10:30 – 11:00

Yes - No
Yes - No

Yes - No
Yes - No

Yes - No
Yes - No

Yes – No
Yes – No

Yes - No
Yes - No

11:00 – 11:30
11:30 – 12:00

Yes - No
Yes - No

Yes - No
Yes - No

Yes - No
Yes - No

Yes – No
Yes – No

Yes - No
Yes - No

12:00 – 12:30

Yes - No

Yes - No

Yes - No

Yes – No

Yes - No

12:30 – 1:00
1:00 – 1:30

Yes - No
Yes - No

Yes - No
Yes - No

Yes - No
Yes - No

Yes – No
Yes – No

Yes - No
Yes - No

1:30 – 2:00

Yes - No

Yes - No

Yes - No

Yes – No

Yes - No

2:00 – 2:30

Yes - No

Yes - No

Yes - No

Yes – No

Yes - No

Total # yes = 65

70% yes = 46

85% yes = 55

90% yes = 58

_______________________________________________________
_______________________________________________________
_______________________________________________________
_______________________________________________________
_______________________________________________________
_______________________________________________________
Parent Signature __________________________________________________________
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Abstract
Many scholars and researchers, as well as professional and governmental organizations
highlight the importance of students engaging in the study of algebraic concepts throughout
Grades preK-8. Many of the reasons for this interest in developing students’ understanding
related to algebraic thinking directly relate to the desires of mathematics educators to provide a
solid mathematical foundation for further study. Even more, the study of mathematics is often
associated with the knowledge necessary to be engaged and contributing members in a
democratic society. Nevertheless it is crucial to engage the field in a discussion as to what
content is considered critical for students’ success as future participants in a democratic (or
perhaps other form of) society, college level mathematics courses, or simply in human
interactions within a globally driven order. In particular, in my paper I will engage the reader
(participants) in a discussion regarding how we define important mathematical content, the
assumptions underlying our related beliefs, and future directions for textual analysis research.
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ENGAGING THE FIELD IN A DIALOGUE REGARDING THE ARTICULATION OF
CRITICAL MATHEMATICS CONTENT IN PREK-12 MATHEMATICS CURRICULA.
The impetus for this paper relates to several of my interests: philosophical aspects of
mathematics education, social justice issues in mathematics education, development and analysis
of curriculum materials, and policy concerns related to the articulation of standards documents
(local, state, national, as well as professional and organizational). In particular, my work with
others on textbook analyses related to important mathematical content (Olson, Regis, & Papick,
in press; Papick, Olson, & Regis, in press; Papick, Regis, & Olson, in press) has prompted
further philosophical thinking related to ways in which we define the importance of various areas
of mathematical study. In particular, I argue that the normative mathematics generally found in
textbooks developed and published within the United States is reflective of standardized visions
of what mathematics is, why we engage in the study of mathematics, and how the study of
mathematics can contribute to the continual development/modification of various societal
structures within the United States. That is to say, do we define certain areas of mathematics to
be important because we recognize that certain mathematical content is necessary for the
development, betterment, and general well being of all humans? Or, do we define these certain
areas of mathematics as important because through our recognition of the needs of our society,
whether writ large (global) or writ small (local, district, familial), vis-à-vis the education of our
citizens/denizens. Moreover, do we seek to preserve our society’s existence and offer our brand
of “truth” related to the important “mathematical knowledge” that must be passed on to future
generations? Thus is the nature of the dilemma as I see it. How do our beliefs of what is
important mathematics relate to the development of curriculum materials and mathematical
textual analyses of textbooks used in K-12 classrooms?
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In this paper, I maintain that mathematics education researchers must continually engage
in dialogue regarding the consequences of identifying certain mathematical content as not simply
worthy of study, but integral to affecting students’ successes within their societies. In the
sections that follow, I will present arguments related to the importance of textbooks within the
K-12 mathematics classroom, the current importance of certain mathematical content as it has
been identified, perceived objectives for the mathematical education of citizens/denizens, and
considerations for our field(s) regarding the future of research related to mathematical textual
analyses.

Some Initial Thoughts
In an effort to better understand the way in which certain disciplines (e.g., mathematics,
mathematics education, education, etc.) have achieved, to various degrees, the status of authority
within societies, I submit the following for consideration, “a crucial way in which a discipline
maintains its status as ‘science’ is by manipulating the historical record so that it appears to be
the inevitable outcome of the course of inquiry up to that point” (Fuller, 1988, p. 4). I maintain
that I do not believe the “manipulating” that Fuller describes to be necessarily intentional or
malicious. Rather, I see his statement pertaining to the historical record being a consequence of
the desire of people with a vested interest in the development and dissemination of knowledge
within their discipline to establish this knowledge base as credible, and thereby worthy of study
by others. In other words, by defining certain areas of mathematics important from a standpoint
of research in mathematics education, we define how and why that area will be researched
apropos student thinking, professional development, teacher education, curriculum development,
and mathematical textual analysis. Consequently, the way in which we define the issue of

2009 HICE Proceedings
Page 1094

mathematics education to meet societal goals affects the ways in which we subjectively access a
given historical record. In a sense, we tend to tacitly see our work as the inevitable outcome of
some “objective” historical record, when in fact our outcomes, findings, and revelations are tied
to the assumptions and biases (for good or ill) inherent in a subjectively accessed historical
record.
As such, I must recognize that in the sections that follow it will be difficult to discern
when I am accessing some objective historical record (if such a thing even exists), and when I
am subjectively accessing a historical record in order to present my conclusions as the inevitable
outcome of research, philosophy, and understanding of knowledge that has come before me.
Nowhere is this perhaps more evident as in the next two sections. In the following section, I
present work and research that has been done with regard to the importance of mathematics
textbooks within the classroom as a source for teacher instruction, and as an authority of
knowledge.
In the section that follows this discussion of textbooks, I present arguments defining
patterning concepts, algebraic thinking, and algebra to be important areas of mathematical study
for K-12 students, and in particular middle grades students. I present these two sections in a
effort to provide a basis to understand what has been, and is currently being done with regard to
current beliefs as to what comprises the important mathematical content in the K-12 curriculum
in the United States. The following sections are not meant to be comprehensive nor exhaustive,
but are presented to foster a discussion of “what is,” “what should be,” and “what might be”
being done regarding the mathematical textual analysis related to important mathematical
concepts within and among K-12 mathematics curricula.
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Textbooks Matter
In the introduction to his edited book, Hirsch (2007a) notes that, “Mathematics
curriculum – what it should be, how it is organized and sequenced, how it is taught, and what
students learn – is the core around which school mathematics programs evolve” (p. 1). In fact,
many studies have shown that curriculum materials, textbooks, and teachers’ use of these
materials have a great impact on the how and what students’ have an opportunity to learn
(Braswell et al., 2001; Clements, 2002; Grouws & Cebulla, 2000; Grouws, Smith, & Sztajn,
2004, p. 251; Hiebert & Grouws, 2007; Stein, 2007; Stein, Remillard, & Smith, 2007;
Woodward & Elliot, 1990). Moreover, in noting the importance of textbooks as a source of
authoritative knowledge within and beyond the classroom, Herbel-Eisenmann (in press) notes for
those accessing the textbook as a knowledgeable source, the textbook “represents a message
from the larger mathematical community about what students should learn in their school
mathematics experience” (p. 36). In fact, in the chapters that follow Hirsch’s previous statement
(see, 2007b), authors of various curricula present their interpretation of the way in which their
particular curriculum was developed. In particular, these authors frame their insights related to
the development of their curriculum around four broad areas: goals, design principles,
development process, and lessons learned and implications for the future (see, Hirsch, 2007a, p.
3 for further description of these four areas).
In many of the chapters in Hirsch’s edited book (2007b), the authors provide insight into
what they view as guiding criteria for the inclusion of mathematical concepts in their curriculum
materials. Many of the authors framed their development of curriculum materials around desires
to provide students an opportunity to learn rigorous and meaningful mathematics, or important
mathematical concepts (e.g., see Billstein & Williamson, 2007; Kelso, 2007; Lappan, Phillips, &
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Fey, 2007). One author, Cuoco (2007), provided a list of questions comprising the major criteria
used by the developers of the CME Project in determining what topics to include for any
particular course: “Does this topic review and deepen important ideas from previous courses? Is
it a prerequisite for likely subsequent courses? Did it fall through the cracks in earlier grades? Is
it on the state test” (p. 119)? Furthermore, Cuoco notes that, “As one moves up the grades, the
effects of this design principle (selecting the topics) compound” (p. 119).
Two authors of different curricula offer thoughts that I argue illustrate the core issues of
this paper with which we, as research communities, must continually wrestle. Goldenberg and
Shteingold (2007) maintain that, “We all base curricula on ideas that have come before us, and
our philosophies are inevitably related to others we’ve encountered” (p. 51). While Usiskin
(2007) notes that two of the three guiding points for curriculum development are, “The beliefs
underlying the curriculum need to be explicitly stated to guide authors and users;” and “If
something is expected to be learned, it needs to be explicitly taught; if a topic is not in the
curriculum, then it will not be taught” (p. 174). To be sure, these are not easy principles to
address when developing any form of textual material for mass consumption, much less material
latent with inherent values regarding the goals, purposes, and methods for mathematics education
within a given societal context. These issues compound further when one considers that many
curricula materials designed for the Untied States school system are adopted in a wide range of
other countries. For example, Webb and Meyer (2007) note that Mathematics in Context (MiC)
has, “been adapted for use in schools in Argentina, Canada, Denmark, Great Britain, India,
Indonesia, Peru, and South Korea. Further examination of the implementations of MiC in
different countries might offer a glimpse of the globalization of mathematics curriculum” (p. 92).
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At this point, one might posit the concern that, if mathematics curriculum materials
developed in situ apropos the societal goals, desires, and objectives related to the education of
citizens of the United States, then how will the mathematical content, concepts, and situations
presented therein transfer to other countries school systems? In fact, perhaps a more interesting
question is, does this imply that the United States market will serve as a globalization force for
K-12 mathematics curriculum in a similar manner that McDonald’s served as a globalization
force for the food franchise industry? For further discussion related to issues of curriculum
development, globalization, and internationalization see, Atweh and Clarkson (2001) and
Thomas (2001).
Furthermore, for the time being let us accept the notion that curricula are designed “on
ideas that have come before us and our philosophies are inevitably related to others we’ve
encountered” (Goldenberg & Shteingold, 2007, p. 51). I maintain we should then ask ourselves,
what implications does the adoption of curriculum designed for the United States educational
system pose for other countries in which the citizens most certainly have a qualitatively different
notion of what has “come before” and what other philosophies they have “encountered?” In the
following section, I present arguments related to the importance of mathematical content related
to patterning concepts, algebraic thinking, and algebra. I offer these insights to provide an
example of an area of mathematics that has certainly been deemed important by various persons
and organizations within the societal structure(s) of the United States.

Algebra and Algebraic Thinking as Important Mathematics Content
Recently, the authors of the National Mathematics Advisory Panel’s report (National
Mathematics Advisory Panel, 2008) designate algebra as an integral area of study, and even
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provide compelling evidence that having taken a High School course in Algebra II acts as a
gateway to a “social escalator” in the form of attending college:
Attending college is a social escalator. It levels opportunities for success across all
socioeconomic groups (Pascarella & Terenzini, 1991). Among students from the
principal ethnic and racial groups in the U.S. who have completed mathematics courses at
least through Algebra II, the differences in college graduation rates versus the student
population in general are half as large as the differences for students who do not complete
Algebra II (Achieve, Inc., 2006). (National Mathematics Advisory Panel, 2008, p. 5)

Furthermore, the authors of this report (2008) argue that, having a course of Algebra II in High
School influences participation in college, subsequent graduation from college, and impacts our
nation in various ways. In particular, college graduates (assumed to have completed Algebra II)
affect civic life and the economy, as they are less prone to criminal activity (though the authors
of the report fail to define what exactly this means), have higher rates of voter participation and
civic leadership, are more likely to integrate and develop new technologies, and earn more than
$40,000 a year. For further discussion of the ways in which the study of Algebra II affects social
access and responsibility, see (National Mathematics Advisory Panel, 2008, pp. 4-5).
Clearly then, in the estimation of the authors of the previously discussed report, algebra
plays a key role in some manner of social access and/or social power within the United States. At
very least, having Algebra II seems to position an individual to be a more positive contributor to
the civic, economic, moral (as in non-criminal), and technological development of some aspect
of a social order within the United States. However, it is not entirely clear as to how Algebra II
objectively affects an individual’s ability to be a positive contributor to their societal order(s).
That is, while being a college participant and/or graduate might more directly impact the way in
which an individual positively affects these areas of their society, I maintain that another reason
that Algebra II is a gateway to college participation might be because we have made it thus. That
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is, through policies and standards that define such mathematics as important for entry into
college and subsequent coursework, we have perhaps artificially inflated the importance of
Algebra II (as opposed to other equally important and rigorous areas of mathematics).
Other researchers have also clearly identified patterning concepts as an important area of
mathematics related to algebraic thinking. In fact, one author team presented analyses of
standards documents, textbooks throughout the 20th century, and contemporary middle school
and pre-service teacher education textbooks that clearly identifies the study of patterning
concepts as a critical area of mathematics (Olson et al., in press; Papick, Olson et al., in press;
Papick, Regis et al., in press; Regis & Olson, January 2009). Moreover, the Seventieth Yearbook
of the National Council of Teachers of Mathematics (NCTM), Algebra and Algebraic Thinking
in School Mathematics (Greenes & Rubenstein, 2008), is dedicated to defining how and why this
area of mathematics is critical in development of students’ mathematical experiences.
Consequently, I argue that we must take care when identifying important mathematics as such. I
maintain that once identified as important, the impetus to study issues related to such
mathematics might be because we have crowned it with such nobility.
In the discussions that follow, I present further thinking regarding the defining of
important mathematics content, particularly within social and textual settings. Furthermore, I
discuss issues related to the nature and development of knowledge, as well as the objectives
associated with the education of citizens/denizens. As with the previous sections, the following
discussion is not meant to be comprehensive nor exhaustive. Instead, I must recognize that I am
perhaps again engaging in the behavior discussed earlier by Fuller (1988), namely, manipulating
some manner of historical record so that my conclusions seem to be the inevitable outcome of
logical thought processes (see, p. 4).

2009 HICE Proceedings
Page 1100

Issues in Considering the Defining of Important Mathematics Content
To better understand the issues related to defining any mathematics content as a critical
or important area of study, I offer the following considerations. I provide my arguments to
provide an outlet through which critical discussions can arise apropos need of further study with
regard to the interplay between important content and student thinking, textbook development at
both the K-12 and undergraduate levels, and the mathematical analysis of textbook materials visà-vis the lenses related to the societal goals of mathematically educating the citizenry/denizenry.
Objectives of Mathematics Education of the Citizenry
In order to discuss objectives or purposes of education, I present a framing thought posed
by D’Ambrosio (2008):
The discussion on the objectives of Mathematics Education or, in other words, on ‘Why
teach mathematics?’ is regarded as the political dimension of education, but very rarely
we see mathematics content and methodology been examined with respect to this
dimension (see Sriraman & Törner, 2008) (p. 40).

In fact, I maintain that the various reasons provided by scholars regarding the objectives of
education and mathematics education largely revolve around political issues. It is through the
lenses of these scholars’ arguments that I frame my final sections. In particular, D’Ambrosio
(2008) offers his thoughts regarding the major goals of education:
•

•

to promote creativity, helping people to fulfill their potentials and raise to the highest
of their capability, but being careful not to promote docile citizens. We do not want to
students to become citizens who obey and accept rules and codes which violate
human dignity.
to promote citizenship transmitting values and showing rights and responsibilities in
society, but being careful not to promote irresponsible creativity. We do not want our
student to become bright scientists creating new weaponry and instruments of
oppression and inequity (p. 39).
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Moreover, Hufford (2008) offers a reconceptualizing of democracy in which he argues that
instead of a notion of “Democracy,” four aspects of “Holistic Democracy” should be explored:
Political, Economic, Ecological, Cultural. Furthermore, Bjarnadottir (2008) notes there are only a
handful of fundamental reasons for mathematically educating people:
• contributing to the technological and socio-economic development of society at
large, either as suc or in competition with other societies/countries;
• contributing to society’s political, ideological and cultural maintenance and
development, again either as such or in competition with other
societies/countires;
• providing individuals with prerequisites which may help them to cope with life in
various spheres in which they live: education or occupation; private life; social
life; life as a citizen (p. 192).

Clearly these perspectives are very thoughtful and present very admirable objectives for the
education, and in particular, the mathematics education of persons within societal structures.
However, there exists a plethora of ideas, rationales, and other postulations related to the
purposes and outcomes of mathematics education of the citizenry/denizenry (e.g., see Atweh &
Clarkson, 2001; Gellert, Jablonka, & Keitel, 2001; Mukhopadhyay & Greer, 2001; Skovsmose &
Valero, 2001; Thomas, 2001). That is not to say that many of these objectives and purposes for
mathematics education are not similar, or perhaps exactly the same, but there do exist, at the very
least, subtle nuances that elicit different visions for how mathematics education might affect or
be affected by societal structures.
A Historical Perspective
In this section I offer arguments related to a particular view on the objectives of
education. Johanningmeier and Richardson (2008) present arguments from a perspective of the
historical intents of public schooling in that, “The public school was the institution designed and
designated to effect some measure of domestic tranquility, economic prosperity and political
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stability” (p. 4) Interestingly, this vision of public schooling in the Untied States seems to be tied
to notions of political stability versus political dissent (arguably a key component of which is the
development of critical thinking skills). Furthermore, Johanningmeier and Richardson (2008)
present an observation in 1914 by Walter Lippman (1962, p. 92) related to the objectives and
challenges of education during early 20th Century:
But to-day education means a radically different thing. We have to prepare children to
meet the unexpected, for their problems will not be the same as their fathers. To prepare
them for the unexpected means to train them to methods instead of filling them with facts
and rules. They will have to find their facts and make their own rules, and if schools can’t
give them that power then schools no longer educate for the modern world (p. 5).

I argue that that we should not take this insight as merely a curiosity of some world past, but
instead recognize that in a normative sense this is still our goal for educating future generations.
That is to say, often arguments for the study of mathematical and/or general education of
citizenry/denizenry revolve around educating members of societies (regional, national, global) to
meet challenges that are considerably different from those their fathers and mothers 1 faced.
I maintain it is an interesting thought, and one that has implications for educators in the
early 21st Century, to question how we educate and prepare students to meet the unexpected

1

I intentionally make the point of including mothers in my thinking largely because from a
gender equity lens, I believe it is irresponsible to not include both genders of parents in our
thinking. Moreover, I argue that it is irresponsible for us not to recognize and ponder how
Lippman’s statement qualitatively changes with the inclusion of the problems of mothers from
the standpoint of the early 20th Century.
In particular, I argue that in preparing students in Lippman’s time period, the overriding
paradigm from which definition of “unexpectedness” arose is one of gender inequity (as
retroactively defined from the normative sense of gender equity in the 21st Century). That is, in
educating students for the unexpected, concerns related to how to prepare women for
participation in the “democratic” society of the early 20th Century were not likely top on the list
of concerns related to answering the question of, “For what purpose(s) must we educate our
youth?”
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challenges they will face of which their fathers and mothers never dreamt. In particular, when we
seek to educate students for their unexpected future challenges, we must recognize how we
understand the notion of what is unexpected in our present existence, what belief structure(s)
affect our vision of what might be unexpected, and what do we not recognize as challenges in the
present social paradigm that drastically impact the degree to which future challenges are able to
be addressed or resolved.
In fact, the discussion related to the objectives and purposes of mathematics education
can also be framed in ways that are not necessarily “expected” by mathematics educators. In
making a point related to the acquisition of mathematical knowledge, Stemhagen (June 2007)
notes that, “The question as I see it, is: Do the development and acquisition of mathematical
skills and techniques alter our existence in profound, not immediately clear ways? If so, it is
interesting and even disturbing that mathematics class rarely, if ever, confronts such issues” (pp.
13-14). It is curious to note that while obvious on several levels, the notion that somehow
gaining knowledge of mathematical content fundamentally changes ones existence, is not often
an issue with which mathematics education researchers continually wrestle.
To provide a more concrete analogy of how ones’ existence may be altered by potentially
“unexpected” forces, Stemhagen (June 2007) offers the following insights provided by Mumford
(1963, p. 15):
The clock, moreover, is a piece of power-machinery whose product is seconds and
minutes; by its essential nature it dissociated time from human events and helped create
the belief in an independent world of mathematically measurable sequences; the special
world of science” (p. 14).

Stemhagen continues noting that, “it is not too much of a stretch, I should think, to consider ways
in which other mathematizations might alter the way we experience our lives” (p. 14). I maintain
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it is imperative to continually engage ourselves in discussions regarding the defining of
important mathematical content that is to be taught and learned in a society. Moreover, we must
recognize that the very content we choose as “important,” or “necessary” for a member of
society to possess understanding of (or at least exposed to) has vast, profound, and not
necessarily obvious immediate effects on how our social existences are altered. In particular,
when we choose to denote a particular area of mathematics as crucial (e.g., Algebra by eighth
grade) for some purpose(s) of society, we alter our existence, for good, ill, or otherwise. We
subsequently begin to form a new version of a world in which several categories of people can
be characterized, not least of which are those people who have had algebra, those who have not,
those who will get more immediate access to knowledge(s) related to algebraic structures, and
those who might never have the structure of their future mathematical learning altered to include
such knowledge(s). Consequently, I argue that to tie the importance of an area of mathematics
(e.g., Algebra) to notions of “social escalation” (terminology borrowed from, the National
Mathematics Advisory Panel, 2008, p. 5) without recognizing other areas of mathematics that
might possibly be just as empowering, rigorous, and beneficial for the preparation of future
engaged contributors to our social existence(s) is at very least negligent. The study of algebra can
be shown to clearly be important to a normative vision of how; in general, success is achieved in
our society (how ever one chooses to define success in our society). However, I maintain that it
behooves the mathematics, mathematics education, and education communities to wrestle with
other notions of how we might prepare our future students for the unexpected problems that they
will face. We must be careful to not confuse what we think will be unexpected with what we
cannot conceive as being unexpected. For as soon as we define what is “unexpected” in our
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curriculum, standards, and policy documents, then we must recognize that we have just defined
“unexpected” as what we “expect” to be “unexpected,” and ergo it is no longer Unexpected.

Some Final Perspectives
In the previous sections, I have attempted to illustrate the complexity in which we find
ourselves as researchers in the field of education. In particular, I have highlighted the biases and
beliefs inherent in the defining of any mathematical content as important. I have also provided
rationales and arguments related the objectives for teaching and learning important mathematical
content. In this brief section I offer thoughts related to the social aspects of engaging
citizenries/denizenries in the development of mathematical knowledge. In particular, Ernest
(November 2007) notes that:
Social constructivism takes the primary reality to be persons in conversation…These
basic social situations have a history, a tradition, which must precede any mathematizing
or philosophizing. We are not free-floating, ideal cognizing subjects but fleshy persons
whose minds and knowing have developed through our bodily and social experiences” (p.
9).

Similarly, Fuller (1988) provides an insight related to how researchers in mathematics education
can attempt to access the mathematical knowledge that individuals posses. In particular, Fuller
argues that we must not:
Underestimate the influence exercised by each member’s expectations about what is
appropriate to assert in his cognitive community, as well as each member’s willingness to
discount his own personal beliefs and conform to these canonical expectations – if only
as a means of maintaining his good standing in the cognitive community” (p. xiii)

Clearly, our social situations affect our ability and willingness to share, express, and develop our
mathematical knowledge. Moreover, each of our social situations are defined by histories that
impact the way in which we value the acquisition of mathematical knowledge, including what
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we define to be important mathematical knowledge that must be acquired. Consequently, I
maintain that how we define what is important mathematics defines the opportunities available to
citizens/denizens of our societies to access and modify existing power structures.
Future Research Related to Mathematical Textual Analysis
The future of mathematical textual analysis has become, and is even more becoming an
ever increasingly complex endeavor. However, the thoughts of Stillman and Balatti (2001) offer
some guidance, “A comparison between texts may be in terms of the language and concepts
used, the genres of mathematics utilized, the purposes for which the mathematics is intended,
and the contexts in which the mathematics is embedded” (p. 326). In particular, they argue that,
“Such comparisons may afford the opportunity for further exploration of the relevance of the
current curriculum in terms of content and delivery” (p. 326).
As we look towards the future of research related to important mathematical content,
questions still linger. Are we to approach textbook analyses through a lens of first defining for
whom and for what purposes the mathematics is important? How are we to interpret and
reinterpret standards documents published by various professional and governmental
organizations? How can we develop notions of mathematical importance that perhaps lead to
differently rigorous mathematical “capstone” courses in a High School settings that are part of
new requirements for four years of mathematics within the secondary curriculum? Finally, what
are we to use as a guiding paradigm for research in a world ever increasingly being defined by
relativistic notions of “importance?” I maintain that it is through the exploration, discussion, and
research related to these questions that the field of mathematics education will better position
itself to more effectively serve an ever growing variety of societal structures within the United
States and the Global Community.
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Abstract
This study examines, using a conversation analytic methodology, negotiation of meaning
observed in assessment sequences in free conversations between a native and non-native speaker
of English during a meal. It investigates the patterns of assessment responses produced by the
non-native speaker and compares them with those typically produced by native speakers. In
native speakers’ interactions, when an initial assessment is proffered, a second assessment (either
an agreement or disagreement) produced by the co-participant is made relevant. The non-native
speaker, however, in response to the native speaker’s initial assessments, produces demonstrably
confusing or inappropriate responses, such as acknowledgement tokens or continuers, which do
not contain assessment segments as often is the case in native speakers’ second assessments.
This makes the native speaker question the non- native speaker’s understanding of the initial
assessments; thus, the native speaker responds by offering an understanding check question.
Even though the non-native speaker claims her understanding of the initial assessments in all
instances, the native speaker continues to teach the assessment terms of adjectives in the
subsequent sequences.
This study makes a significant contribution to the current state of Second Language
Acquisition (SLA) which argues that negotiation takes place when non-native speakers signal
trouble in hearing or understanding and there is a breakdown in communication. This study,
however, shows that negotiation takes place when the pragmatics expressed through the nonnative speaker’s utterances is inappropriate as well. This study also contributes to Conversation
Analysis (CA) in that the categorical membership of the speaker as a non-native is consistently
observed in assessment sequences. This study shows that the orientation to non-native
membership categorization can be demonstrated in specific actions, in this case, assessments.
Finally, this study offers significant implications in the field of English as a Second Language
(ESL) as well in that teaching pragmatics, particularly assessments, need to be actively
incorporated in ESL classrooms.
Keywords: Conversation analysis; Second language acquisition; English as a second language;
assessments; pragmatics
______________________________________________________________________________
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1. Introduction
This paper discusses assessment sequences produced by a native and non-native speaker
of English in a free conversation during a meal. In the assessment sequences examined in this
paper, the non-native speaker does not indicate any difficulties in hearing or understanding as is
typically displayed with silences or clarification questions. However, the native speaker
produces an understanding check question and teaching takes place. This modification done by
the native speaker can be explained in terms of sequence organizations for assessments.
Pomerantz (1979) states that in native speaker interactions when an initial assessment is
proffered, a second assessment (either an agreement or disagreement) produced by the coparticipant is made relevant. The non-native speaker in this study, however, produces
demonstrably confusing or inappropriate responses to the assessments, which do not contain
assessment segments. This makes the native speaker question the non-native speaker’s
understanding of the assessments produced by the native speaker. Thus, the native speaker then
responds by offering an understanding check question and teaching takes place.
Studies like this one could make a significant contribution to the current state of SLA.
Current SLA literature shows that learning takes place through negotiation in interactions but do
not examine when and why native speakers initiate negotiation, thus modifying their speech or
initiating to resolve trouble. This study shows that negotiation takes place, not only when the
non-native speaker signals trouble in hearing or understanding and there is a breakdown in
communication, but also when the pragmatics expressed through the non-native speaker’s
utterances are inappropriate. Native speakers initiate negotiation in cases where the utterances
by non-native speakers are not expected in sequence organizations normally observed in
naturally occurring conversations between native speakers.
This study also contributes to CA in that a categorical membership of the speaker as a
non-native is consistently observed in an assessment sequence. In initiating repair in an
assessment sequence, both the native and non-native speakers are oriented to the non-nativeness
of one of the participants. This study shows that an orientation to the non-native membership
categorization can be demonstrated in specific actions, in this case, assessments. CA could
benefit more from research on the membership categorization as a non-native speaker
demonstrated in specific actions.
Finally, this study offers significant implications in the ESL field as well. Negotiation to
resolve communication trouble can be triggered by an indication of trouble hearing or
understanding on the part of the non-native speakers, by requests for a clarification, or a
breakdown in conversation. This study, however, demonstrates that negotiation can be also
initiated by pragmatic failure; in this case, inappropriate assessment responses by the non-native
speaker in particular. This study makes it clear that teaching pragmatics, particularly
assessments, need to be actively incorporated in ESL classrooms. ESL students need to be
exposed to the patterns of assessments observed in naturally occurring conversations by native
speakers. Metalinguistic activities, such as discussing in class sequence organizations of
assessments accomplished in native speaker interactions, will help ESL students respond to
assessments appropriately.
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2. Literature Review
In this section I survey the recent development of SLA research and discuss how my
study fits in. I will also examine the validity of using CA methodology for this study.
2.1. Interactionist Approach
SLA researchers work within various methodological frameworks, i.e., generative
accounts of SLA, connectionism, interactionist approach, etc. Within the interactionist approach,
research has been done to demonstrate how native/non-native interactions, particularly, upon the
modification of input by the native speaker can enhance learning. Hatch (1978) observes that
simplified syntax often characterizes foreigner talk, language directed toward non-native
speakers. She observes that native speakers modify their utterances in order for the non-native
speakers to comprehend them better. Hatch observes that oftentimes WH questions can be
repaired either as yes/no questions or as choice questions and that the model answers
immediately follow the questions provided by native speakers. Long (1983) further argues that
modifications in the interactional structures of conversation produced by the native speakers are
in fact more extensive and consistent than those in the forms. Modifications in the interactional
structures of conversation, such as confirmation checks, comprehension checks, or clarification
checks are common strategies and tactics native speakers use to avoid and repair communication
trouble (e.g., Porter, 1986; Pica, 1987). Moreover, it is widely assumed that learning will not
take place unless the input is comprehensible (e.g., Krashen, 1980, 1985; Ellis, 1981, 1995;
Carroll, 1999). Long (1983) claims that input can be made comprehensible not only through
speech modifications but also through modifications in the interactional structures of
conversation, which promotes language learning.
The role of interactive negotiation is also considered useful in second language (L2)
learning. Negotiation refers to communication used to resolve troubles in communication, when
a free exchange of information is temporarily on hold (Gass, 1997). Gass argues that
communication problems trigger negotiation, which leads to the indication of and the response to
the inappropriate form(s) used by non-native speakers, which can then be corrected. Gass and
Selinker (2001) assert that non-native speakers pay selective attention to negative evidence in
interactive negotiations, referring to the information indicating the discrepancy between the
incorrect forms produced by non-native speakers and the appropriate forms of the target
language. Gass and Selinker claim that not only positive evidence (i.e., correct forms of the
target language) but negative evidence is also necessary in L2-learning. Negotiation becomes a
means to notice negative evidence, which leads to modifications in inappropriate forms. Swain
(1985) claims that conversation is not only a medium to practice what is already known, but also
a basis for learning. Learning takes place through active involvement in interactions.
2.2. Limitations of the Interactionist Approach
In recent years, some of the limitations of the interactionist approach to SLA have been
pointed out. One of those is that the analysis is mostly based on audio recordings with rough
transcripts which do not include all the details of the interactions (i.e., hesitations, lengthening,
stress, etc.). In addition, Seedhouse (1998) points out inappropriateness of using English
translations in the discussion of German pragmatics. Wagner (1996) and Firth and Wagner
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(1998) also criticize the validity of quasi-experimental settings of data. For example, more often
than not, test subjects, who are new to each other, are forced to talk for the sake of experiments.
Firth and Wagner (1998) also point out that there is a lack of modification in business data,
compared to classroom interactions, due to the different social roles of interactants, since
modification may imply social intrusion in professional settings. Moreover, researchers who
conducted the research, while trained in SLA, were not specialists in conversation analytic work,
and thus little emphasis is placed on how native/non-native speaker talk is organized
sequentially, how certain actions come about, and how interactants orient to each other’s actions
as performing certain kinds of actions. In other words, this type of research did not always
investigate when and why certain actions were performed by native or non-native speakers. In
this study then, the data reinforces the detailed descriptions of naturally occurring talk between
the participants whose relationship is already established in explaining the actions of the
participating native and non-native speakers.
2.3. CA for SLA
In light of the limitations of the interactionist approach, conversation analytic
methodology founded by Harvey Sacks, Emmanuel Schegloff and Gail Jefferson has been
utilized as a tool for microanalysis of native/non-native speaker talk. CA’s microanalysis of
naturally occurring data with detailed transcripts is ideally suited to study the mechanism of how
native/non-native speaker talk unfolds on a moment by moment basis. In this paper, therefore,
the data analysis is based on the conversation analytic methodology. CA studies the order of
talk-in-interaction (Schegloff, 2007; Ten Have, 1999). First, it looks at the actions accomplished
through talk-in-interaction. Invitations, requests, and compliments are some of the examples of
the actions enacted through talk. Secondly, CA examines the patterns of interactions and
sequential structures. It uncovers the practices of talk-in-interaction such as turn taking,
organization of sequences, etc. CA is a data-driven methodology since practices clearly need to
be shown in data. The transcript system developed by Gail Jefferson is widely utilized in order
to describe the details of the recordings (See Appendix).
CA originally started in sociology, but has been taken into the field of applied linguistics.
Schegloff et al. (2002) provide a bibliographic overview and introduction of CA to the field of
applied linguistics. They state that CA research has been done not only on the ordinary
conversation but also has included the talk in institutional contexts such as a suicide prevention
hotline (Sacks, 1992), legal court settings (e.g., Atkinson & Drew, 1979; Drew, 1992; Manzo,
1993; Maynard, 1984), TV interviews (e.g., Clayman, 1988, 1992; Clayman & Heritage, 2002;
Greatbatch, 1988, 1992; Heritage, 1985; Heritage & Greatbatch, 1991), business settings (e.g.,
Atkinson et al., 1978; Boden, 1994; Barske, 2006), medical settings (e.g., DiMatteo et al., 2003;
Heritage & Stivers, 1999; Lutfey & Maynard, 1998; Robinson, 1998), pedagogical settings (e.g.,
Koshik, 2002a , 2002b, 2003; Lerner, 1995; Mori, 2002, 2003, 2004; Olsher, 2004), airport
operations rooms (e.g., Goodwin,1996; Goodwin & Goodwin, 1996), emergency dispatch
centers (e.g., Whalen & Zimmerman, 1987; Whalen et al., 1998; Zimmerman, 1984, 1992)
among others. Schegloff et al. (2002) state that the practices in talk in ordinary conversations are
the basis of talk in interaction in institutional settings, but that ordinary conversation can occur in
both private and institutional settings. They explain that even in the institutional settings, talk
may go off the topic and turn into chatting. Schegloff et al. also say that in institutional talk,
there are practices that are specific to particular types of institutional settings. These practices
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are typically adapted from ordinary talk. For example, the turn-taking system of classrooms or
the court-room is adapted from the turn-taking system of everyday conversation. They add that
the practices in ordinary conversations may be deployed for the specific purpose of the
institutional settings. For example, Koshik (2002b) found that ESL teachers use repair initiation,
which is deployed in ordinary conversation, to encourage students to self-correct, which is
another practice used in ordinary conversation.
Schegloff (interviewed by Wong & Olsher, 2000) argues that there will not be any big
transformation in CA parameters to work on non-native talk. Schegloff claims that recipient
design, which is an orientation to co-participants, is a formal notion which can be applied to any
participants and any aspects of talk. In other words, he argues that recipient design is observed
in interactions in general; therefore, no major changes need to be made in the analysis of
interactions which involve an accommodation to non-native speakers. Schegloff contends that in
order to claim that the phenomenon observed is due to the specific categorical membership of the
speakers as non-native speakers, it needs to be demonstrated in the data how participants are
specifically oriented to non-nativeness of co-participants. Schegloff asserts that how the
categorical membership of speakers as non-native speakers is made relevant by being a nonnative speaker needs to be clearly shown in the data. In CA, having an intuition about a
phenomenon is one thing; actually showing it in data is another. This argument of necessity of
evidence in data is significant since in SLA literature, non-nativeness as a category is presumed.
There are different categories of CA-research in native/non-native speaker talk: a)
classroom data focusing on practices of teacher talk (e.g., Koshik, 2002a, 2002b; Lazaraton,
2003, 2004), b) classroom data focusing on classroom tasks (e.g., Mori, 2002, 2004; Mondada &
Pekarek-Doehler, 2004), c) classroom data focusing on code-switching in learner’s talk (e.g.,
Liebscher & Dailey-O’Cain, 2004; Kasper, 2004; Ustunel & Seedhouse, 2005), d) classroom
date focusing on interactional practices of learners’ talk (e.g., Wong, 2000; Hellermann, 2007),
e) classroom data focusing on learning of vocabulary (e.g., Markee, 2000), f) non-native speaker
talk outside of the classroom (e.g., Carroll, 2000; Hosoda, 2000, 2005; Mori, 2003; Brouwer,
2003, 2004; Taleghani–Nikazm, 2002), and g) CA-informed teaching materials (e.g., Huth &
Taleghani-Nikazm, 2006; Huth, 2006). Among these categories, research conducted in nonnative speaker talk outside the classroom is still limited. That is where this study will make
contributions.
Liddicoat (1997) points out that SLA studies tend to use data collected in restricted
institutional or laboratory settings. He states that even data which is labeled as “naturalistic” is
constrained by various tasks, classroom activities, duration requirement, or no shared
background of participants. Language learners are not always confined to classroom settings,
but they make use of interactions outside the classroom as opportunities to improve their L2.
Liddicoat, therefore, argues that “real” naturally occurring conversations need to be analyzed.
Not only CA research in classroom settings, but also that on free conversations will give us more
insights on second language acquisition.
3. Data Collection
This paper is based on a naturally occurring lunch conversation between a Korean
American graduate student Hannah and Korean ESL student Sunny at an apartment. The
conversation was about an hour and audio/video-recorded. Hannah had been teaching ESL at a
language school in Midwest in the States for about half a year. Hannah’s parents immigrated to
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the States and she was born and grew up in the States. Therefore, she had limited proficiency in
the Korean language. Sunny was a sophomore in college in Korea, and came to the States as an
exchange student to study English for about a half year. She was placed in the most advanced
class in the language institute. Sunny was in Hannah’s class during the summer, but was
switched to another instructor in the following semester. However, they had continued to see
each other at church meetings. They were able to see each other regularly in informal, nonacademic settings. This conversation took place at the end of the fall semester.
4. Data Analysis
In this section I summarize the recurrent patterns of assessments in native speaker
interactions, and then compare them with those observed in a native/non-native speaker interaction.
4.1. Assessment Sequences in Native Speaker Interactions
Pomerantz (1979) surveys the recurrent patterns of assessments in native speaker
interactions. She observes that agreement is a preferred next action to the majority of the initial
assessments with some exceptions such as self-deprecation. Among agreements, upgrades,
assessments that incorporate upgraded evaluation terms relative to the prior assessment, are
considered as strong agreements since they do not occur in combination with disagreement
terms. Some evaluations on the other hand, are considered weak agreements since they can
occur as components within disagreement turns and sequences. When agreement is the preferred
next action but disagreement is forthcoming, recipients may delay the production of
disagreement terms with silence, do repair such as requests for clarification, or produce turn
prefaces such as “uh” or “well.” Their turn may be also prefaced with agreement tokens such as
“yeah” but followed by “but” in the form of agreement plus disagreement.
Following are some of the examples of assessments. Data segment (1) is an example of a
strong agreement to the initial assessment produced.
(1)
1. J: T’s- tsuh beautiful day out isn’t it?
2. L: Yeh it’s jus’ gorgeous…
(Pomerantz, 1979, p. 59, 10)
In this data segment, Speaker J proffers the first assessment on weather as “beautiful” in line 1.
Then Speaker L agrees with “yeh” in line 2 and continues with the upgraded assessment term
“gorgeous.” Speaker L produces the second assessment without any delay. This can be
compared with the next example of a weak agreement.
(2)
1. E: … ‘n she said she f- depressed her terribly
2. J: Oh it’s [terribly depressing.
3. L:
[oh it’s depressing.
4. E: Ve[ry
5. L:
[But it’s a fantastic [film.
6. J:
[it’s a beautiful movie.
(Pomerantz, 1979, p. 67, 6)
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Speaker E produces the first negative assessment as “depressed her terribly” in line 1. Then
speaker J responds with the same evaluation with “terribly depressing” in line 2. This overlaps
with speaker L’s second assessment “depressing” in line 3. Speaker E continues with “very,” but
this overlaps with a dispreferred turn preface “but” by speaker L in line 5, followed by a positive
assessment “fantastic.” Speaker J then agrees with speaker L’s positive assessment as
“beautiful” in line 6. In this example, this second assessment by speaker L in line 3 is a week
agreement since the emphatic expression “terribly” is omitted and it does not contain any
upgraded assessment term. This weak agreement is followed by a disagreement component in
line 5. Data segment (3) is another example of a disagreement.
(3)
1. A: God izn it dreary.
(0.6)
2. A: =[Y’know I don’t think3. B: =[.hh It’s warm though,
(Pomerantz, 1979, p. 70, 22)
Speaker A proffers the initial assessment as “dreary” in line 1. Then 0.6 seconds of silence
follows. Then speaker A continues with “you know” seeking an agreement. This overlaps with
speaker B’s inhale of breath and following disagreement with “warm” in line 3. Note that
speaker B delays his/her disagreement with a silence, which is a preferred manner.
4.2. Assessment Sequences in Native/Non-Native Speaker Interactions
In the following date segment of native/non-native speaker interactions, when the native
speaker produces the first assessment, the non-native speaker delays her second assessment with
a silence. In native speaker interactions, this dispreferred action signals a forthcoming
disagreement. However, in this data, the native speaker does not orient to the silence as a signal
of forthcoming disagreement, but she questions the non-native speaker’s understanding of the
initial assessment and produces an understanding check question. This can be due to the fact that
the native speaker is oriented to non-nativeness of the other speaker.
In the following data segment, non-native speaker Sunny (S) has been talking about a
meeting with Esther (a non-present, third person), and native speaker Hannah (H) asks a series of
questions regarding the meeting experience responding back with various assessments. Of
particular interest is the dialogue that takes place in lines 36-46.
(4)(00:07:00)
1. H:
where did you meet.
2.
(0.5)
3. S:
hm:: I’m not sur- uh: I (.) forgot=
4. H:
=fast food?=
5. S:
=yeah but we: yeah: but (0.2) we ate (0.5) gyro?
6.
(0.5)
]
7. H:
=[gyro.
8. S:
=[did you have]
9.
(.)
10. H:
=[yea-]
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11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
46.
47.
48.
49.

S:
H:
S:
H:
S:
S:
H:
S:
H:
S:
H:
S:
H:
S:
H:
S:Æ
H:
S:Æ
H:
S:
S:
H:
H:
S:Æ
H:Æ
S:Æ
H:Æ
S:
S:
H:
S:
H:
S:

=[ny- ]
g-y-r-o?=
=yeah yeah yeah ((as nodding))
gyro. greek?
yeah right. ((as nodding))
how (.) do you pronounce?
um the pretend that g is not there.
uh:[::] ((as nodding))
[gy]ro=
=gyro
don’t pronounce the g.
um: ((as nodding))
gyro.
gyro.
u::h was it on green street?
(.) ((both looking at each other))
you’re right. ((as nodding))
(.) ((both looking at each other))
zorbas
you’re right. ((as nodding))
=[↑yeah:↑]
=[hahaha ]
=[yeah]
=[I
] know that place
(0.2)
did you like it?
yeah:
(0.2)
it’s kind of greasy.
(.) ((both looking at each other))
you’re right.= ((as nodding))
=do you know that term? greasy? [oily.]=
[grea-]=
=yeah. (.) greasy. ((as nodding))
chinese food is greasy?
hm ((as nodding))
(0.4)
hm::. good
hm ((as nodding))

Sunny and her friend Esther ate gyros at a restaurant called Zorbas located on Green Street. As
Hannah guesses the location (line 25) and name of the restaurant (line 29), Sunny confirms her
guesses with “you’re right” (lines 27 and 30). She confirms Hannah’s guesses, although they are
slightly odd responses to a simple yes/no question and a lexical statement. Hannah produces
another question to ask for Sunny’s opinion on gyros (line 36) and Sunny expresses her positive
attitude toward gyros with a “yeah” (line 37). After 0.2 seconds of silence (line 38), Hannah
states her opinion on gyros with the negative term “greasy” (line 39). After a micro pause while
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both parties are looking at each other (line 40), Sunny agrees with Hannah’s negative assessment
with another “you’re right” (line 41).
Sunny’s answer to Hannah’s question about her opinion on gyros expresses her positive
assessment on gyros (line 37). This is the initial assessment done in the form of an answer to the
question. As is typical for a forthcoming disagreement turn, 0.2 seconds’ silence follows, which
delays the production of a disagreement turn (line 38). Then Hannah expresses her negative
assessment with the term “greasy,” which is the second assessment of disagreement (line 39).
To Sunny’s positive assessment on gyros, this is a strong disagreement by Hannah. After a
micro pause of silence, with an eye contact by both parties (line 40), Sunny agrees with Hannah,
using the phrase “you’re right,” which she had used repeatedly before in the series of questions
and answers (line 41). Note that before the second assessment by Hannah, Hannah had been
producing three successive first pair parts of yes/no questions, and Sunny, three successive
second pair parts of positive answers. Sunny agrees with Hannah’s negative assessment with
“you’re right,” which is the same term that she used to respond to the prior yes/no questions.
Her mere agreement with “you’re right,” instead of an upgrade, is a weak agreement since it can
occur in disagreement turns and sequences. In addition, as she exhibits an agreement with
Hannah’s second assessment of disagreement, her response seems contradictory to her prior
claim that she likes this type of food. Also Sunny’s agreement with Hannah’s negative
assessment was produced in a dispreferred turn shape with a delay by a micro pause of silence.
With this awkward assessment response by Sunny, Hannah questions understanding of
the assessment term “greasy” by Sunny and produces an understanding check question (line 42).
Repetitive use of the same agreement token might be seen as doing being just agreeable as well.
Right after the question, Hannah rephrases “greasy” with “oily”, which overlaps with Sunny’s
repetition of the term “greasy” (line 43). Sunny cuts off her repetition of the term and restarts
with the response to the understanding check question (lines 43-44). Sunny’s response, “yeah”
claims that Sunny understands what “greasy” means. However, she does repeat the word
“greasy” again, using a falling intonation the second time (line 44). Then Hannah offers an
example to demonstrate how the term “greasy” is used in another context (line 45). The “hm”
accompanied with a nod by Sunny claims that she understood the use of the term (line 46).
In this data segment, the non-native speaker produces the initial assessment of positive
evaluation, and the native speaker responds with the second assessment of disagreement. Then
the non-native speaker agrees with native speaker’s negative assessment after a micro-pause
which is a dispreferred turn shape. Non-native speaker’s contradictory and awkward response
makes the native speaker question the non-native speaker’s understanding of the second
assessment produced by the native speaker, which leads the native speaker to produce a
understanding check question. The native speaker continues to teach the assessment terms of
adjective.
The following is another instance of an inappropriate response in an assessment
sequence, prompting an understanding check question. The data segment starts when Sunny
starts talking about a song that she sang at Bible study, which is referred to in the data as “Why
have you chosen me?” Sunny explains why she likes that song, and Hannah comments that she
also likes it. Then Hannah accounts for why she likes it. The part where Hannah makes an
assessment in the course of her accounts is the focus of discussion.
(5) (00:11:30)
1.
S:
also (.) u:h (0.2) when I went to (.) small group,=
2.
H:
=mm hm,
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3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.

S:

u:h we (.) s:ing we sang (0.2) why have
you [chosen
]
H:
[chosen me?]
S:
=[yeah. ]
H:
=[mm hm,]
S:
it’s really good.=
H:
=you like that song [too?]
S:
[yeah]
H:
mm why do you like it.
S:
u::m (2.0) when I s:- when I song (0.8)
when I sing song,=
H:
=uh huh,
S:
u:h how to say (0.8) u:h (0.8) my mind,
my hea[r
]t, (.)
H:
[uh huh,]
S:
string? strink?
H:
your heart what?
S:
how do you say
H:
struck?
S:
struck?=
S:
=[yeah.]
H:
=[uh
] huh,
S:
yeah.
H:
hm:::, ok,
(0.4)
H:
because
S:
hm: (0.8) uh (.) because I u::h I believe,=
H:
=uh huh,
S:
u::h God (.) died for me,
H:
hm:
S:
yeah so my heart struck?
H:
hm.
S:
yeah when I sing song=
H:
=mm hm,
S:
yeah
H:
oh good
(1.0) ((Hannah is nodding))
H:
me too, I’m so thankful (.) because (1.0)
it’s not every one’s chosen the way lucky
Æ I feel like the luckiest person in the world
S:Æ hm[: ] ((as nodding))
H:Æ
[do] you know what I mean by lucky?=
S:
=yea- yeah. ((as nodding))
H:
tsh and so (0.5) yeah like that why me
S:
mm ((nodding))
H:
out of a::ll the people why me
(0.5) ((Sunny is nodding))
H:
tsh so I like that song too
(0.5) ((Sunny is nodding))
S:
hm
(0.2)
H:
tsh h:m
(5.5) ((both eating))
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Sunny starts talking about a song that they sang at a small group meeting (lines 1-6). She states
that the song was really good and that she likes it (lines 8-10). This is a positive assessment on
the song. Hannah seeks out the reason why Sunny likes that song (line 11) and so Sunny gives
an account for her assessment (lines 12-25). Hannah expresses her understanding of Sunny’s
response with an “ok” (line 26). Hannah continues to probe Sunny about why she was moved by
the song (line 28) and Sunny then explains (lines 29-37). Hannah produces her positive
assessment on her account with a “good” (line 38). This is the third turn closing remark.
Hannah agrees with Sunny that she also likes the song (line 40). This is the second
assessment of an agreement on the song. She continues with the account for her assessment (line
40). In the course of her account, Hannah provides another assessment about being chosen by
God (lines 41-42). She intensifies the assessment, switching from “the way lucky” with a
positive degree to the “luckiest” in the superlative form. When the initial assessment is
proffered, the second assessment is expected in response, such as upgrade, same evaluation, or
disagreement (Pomerantz 1979). In spite of the strong initial assessment with “luckiest” by
Hannah, Sunny produces an utterance that is ambiguous (line 43). She responds “hm[: ]” and
nods to acknowledge what Hannah said. Here the acknowledgement has the same functions as
continuers.
Schegloff discusses different functions of continuers such as “uh huh,” “mm hmm,”
“yeah,” and head-gestures such as nods (1981). First, continuers may claim attention and/or
understanding. Second, they are regularly taken as exhibiting agreement. Finally, they display
the recipients understanding that an extended turn is underway and is still in progress and
understanding that the current speaker’s turn is not yet complete, who then passes the
opportunity to take a turn or conduct a repair. By using continuers, recipient can claim
understanding and delay the initiation of repair even when they do not understand what speakers
have said. Laughter can be used in similar fashion without understanding what the speakers have
said as long as it is in the sequence with the joke’s telling (Sacks, 1984). Laughter is the
expected appropriate response after a joke is told. By producing laughter at the appropriate time,
recipients can conceal failure in understanding the punch line.
In data segment (5), Sunny’s acknowledgement with a “hm[: ],” accompanied by a
nod, suggests her agreement with Hannah’s initial assessment, though it is a weak agreement
with no upgrade. At the same time, her acknowledgement, similar to laughter in a joke’s telling,
allows Sunny to pass on the turn-taking opportunity, without demonstrating her lack of
understanding concerning what Hannah comments.
There can be another observation possible. Sunny’s acknowledgment can indicate refusal
to co-participate in an assessment. Goodwin and Goodwin (1987) look into the interactive
organization of assessments. They discuss instances where recipients refuse to co-participate in
assessments, by positing that it is because recipients question the speaker’s competence to
evaluate properly the referent being assessed. Recipients can produce a continuer, instead of a
second assessment, thus encouraging the speaker to continue his story. Sunny’s
acknowledgement could then indicate that she refuses to produce the second assessment and
questions Hannah’s competence to properly assess her remark.
In line 44, the native speaker Hannah questions Sunny’s understanding of her initial
assessment and performs repair with an understanding check question. Sunny responds to her
question positively, by stating that she understands what “lucky” means (line 45). Though
Sunny’s claim does not show that she knows the word, Hannah continues her account for why
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she likes the song (line 46). Sunny responds with another acknowledgement token “mm” and
nods (line 47). Hannah continues with her account (line 48), and Sunny nods in silence (line 49).
Hannah repeats her assessment of the song, going back to line 40, and finishes the sequence.
After concluding this sequence, Hannah shifts the conversation to the next topic concerning the
Bible reading.
In this data segment, the native speaker proffers the initial assessment, and the non-native
speaker produces an acknowledgement token, an ambiguous second pair part. The native
speaker then questions the non-native speaker’s understanding of the assessment term, rather
than either taking it as refusal to co-participate in the assessment or questioning the speaker’s
competence in evaluation. The native speaker then produces an understanding check question
and the non-native speaker claims her understanding.
4.3. Compliment Sequences in Native/Non-Native Speaker Interactions
The following is another example of an inappropriate assessment response by the nonnative speaker in compliments which are types of assessments. Sunny and Hannah have been
talking about the party which got cancelled. After Hannah’s question and Sunny’s answer about
an opinion on pizza, they have a series of assessments about going on a diet and being slender.
(6) (00:48:00)
1.
H:
we’ll reschedule
2.
S:
hm
3.
(3.0)((Sunny claps hands))
4.
H:
do you like pizza?
5.
(0.5)
6.
S:
tsh y:eah (0.2) but .hhh actually I wanna
7.
(.) diet,
8.
=[hha]
9.
H:
=[you] ARE?
10. S:
yeahuhuhu [.hh ]
11. H:Æ
[WHY.]=you’re thin you don’t
12.
need a diet.
13. S:Æ tsh tsh I wanna (.) more: slender(hh) haha
14.
(0.2)
15. S:
=[.hh]
16. H:
=[you]’re okay,
17.
(.)
18. S:
tsh no no in Korea there are many (0.2) slender
19.
(.) womans,
20.
(0.2)
21. S:
ye[ah] ((as nodding))
22. H:Æ
[ye]ah they look like they’re gonna faint.
23. S:Æ y:ea:h= ((as nodding))
24. H:
=hh=
25. S:
=hh ((as she continues to nod))
26.
(0.5)
27. H:
the: um (.) they don’t look healthy.
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28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44.
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.

(0.5)
(0.2) ((Sunny is nodding))
H:
they’re too skinny.= ((Sunny keeps nodding))
S:
=yeah I think [so] ((as nodding))
H:Æ
[do] you know what I mean?
S:
yeah ((nodding))
(0.5) ((Sunny keeps nodding))
H:
it looks bad when they’re too skinny.
(1.5) ((Sunny is nodding))
H:
you’re ok you’re perfect.
S:
huhmhm
H:
=[no ] for real.
S:
=[yeah]
S:
haha .hh
(0.2)
S:
h:m
H:
yeah you and ji young’re always talking about
.hh t(h)omorrow I’ll [start a diet]
S:
[YEAH HAHAHA ]
H:
RIGHT
H:
=[YOU’RE ALWAYS TALKING about ( ) going on a diet]
S:
=[HHUHAHA .HH HAHAHA .HH
]
S:
yeah.
H:
I don’t think it’s necessary
S:
hm
H:
hm
(1.2)
S:
yeah=
H:
=hm
S:
=[do you know] denmark diet?
H:
=[(uh huh ) ]
(0.5)
H:
what’s that=
S:
=denmark

Hannah asks Sunny whether she likes pizza or not (line 4). In a dispreferred manner with a long
silence of 0.5 seconds (line 5), Sunny answers positively with “yeah” (line 6). This is her
positive assessment on pizza. Then after another silence of 0.2 seconds, she continues with a
negative component which explains that she wants to go on a diet and pizza would not be good
for that purpose (lines 6-7). Sunny’s answer surprises Hannah. Hannah performs a repair on
what Sunny has just said (line 9), and Sunny confirms it (line 10). Hannah asks for a reason with
loud “why,” which is immediately followed by a compliment on Sunny’s thinness with a positive
assessment term (line 11).
Pomerantz (1978) categorizes different kinds of responses to compliments. When
compliments are proffered, recipients can accept/reject, or agree/disagree. She observes that
acceptance can frequently be accomplished by appreciation using appreciation tokens such as
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“thank you.” She also states that agreements often follow acceptance components as seen in the
example below.
(7)
1. A: Oh it was just beautiful.
2. B: Well thank you + Uh I thought it was quite nice…
(Pomerantz, 1978, p. 85, SBL:2.2.4.-3)
Rejections are often accompanied with accounts, and disagreement can be expressed by listing
exceptions for qualifications. Though acceptance and agreement with prior compliments are
preferred seconds, recipients are found to frequently reject or disagree due to self-praise
avoidance. As solutions to two conflicting constraint preferences to accept/agree with prior
compliments and to avoid self-praise, recipients downgrade praises with more moderate praise
terms, shifting the referents of compliments, for example, from the person himself to his/her
work accomplished, or by returning compliments to speakers. In the example above, the initial
praise term “beautiful” is downgraded to a more moderate praise term “nice.”
Given Hannah’s compliment, Sunny partially agrees that she is slender, but disagrees by
saying she is not slender enough (line 13). For Sunny, being slender is good, which is the initial
assessment. Responding Sunny’s self-deprecation, Hannah produces another compliment with
another praise term “okay” (line 16). Then Sunny brings up the object of comparison, “many
Korean women” (lines 18-19). Though Hannah agrees that they are slender with a “yeah,” she
continues developing her negative attitude towards being slender with the comment, “they look
like they’re gonna faint” (line 22). For Hannah, being slender like many Korean women, is not
good. This is the second assessment of disagreement to Sunny’s initial assessment. Sunny
agrees with Hannah’s negative assessment with a lengthened “yeah” as “y:ea:h” (lines 23) and
continues to nod (line 25). This is in contrast to her initial positive remark about being slender.
After 0.5 seconds of silence, Hannah continues with another negative assessment “they don’t
look healthy” (line 27). In a dispreferred manner, with 0.5 seconds’ silence (line 28), Sunny
nods and expresses her agreement (line 29). Hannah further expresses her negative assessment
with “they’re too skinny,” while Sunny keeps nodding (line 30). Then Sunny explicitly agrees
with a “yeah I think so” (line 31). In spite of Sunny’s initial positive assessment about being
slender, Sunny keeps agreeing with Hannah’s successive negative assessments.
Sunny’s confusing responses prompt Hannah to question Sunny’s comprehension and so,
produces an understanding check question, “do you know what I mean?” (line 32). Sunny
claims that she understands (line 33). Then Hannah expresses yet another negative assessment
“it looks bad when they’re too skinny” (line 35). Sunny continues to agree with Hannah as she
nods (line 36). Hannah offers two successive compliments “you’re ok” and “you’re perfect”
with the second compliment upgraded with a more upgraded praise term (line 37). Sunny’s
following laugh is taken as a disagreement (line 38) and Hannah insists on her compliment with
a “no for real” (line 39). This overlaps with Sunny’s agreement with compliments (line 40).
Then Hannah continues with her negative statements on going on a diet (lines 44-56). In this
data segment, the non-native speaker’s confusing responses to the native speaker’s assessments
of disagreement made the native speaker question the non-native speaker’s comprehension,
prompting the native speaker to do a repair.
A similar example of a compliment response can be observed in the following data
segment. The non-native speaker produces an inappropriate compliment response, which causes
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the native speaker to produce an understanding check question in response. Hannah produces
several assessments on the dinner that they are eating. After a lapse, during which they continue
to eat, Sunny expresses her appreciation to Hannah. Hannah, in turn, expresses her appreciation
to Sunny reciprocally. The part where Hannah reciprocally expresses her appreciation and
produces several compliments is the focus of attention.
(8) (00:16:58)
1. H:
this is very yummy.
2. S:
yeah.
3.
(1.2)
4. H:
it’s sweet. ( ) I like it
5.
(6.0) ((both eating))
6. S:
hannah
7. H:
mm hm,=
8. S:
=hm::
9.
(1.0)
10. S:
u::h thank you- um thank you for (.) you,
11.
(0.8)
12. S:
uh=
13. H:
=uh [huh]
14. S:
[eve]ry I uh (.) I wanna uh every: (0.5)
15.
every day,=
16. H:
=mm hm=
17. S:
=I (0.5) u:m I I thank you for you,
18.
(0.2) ((Hannah is nodding))
19. S:
because: I met you=
20. H:
=mm hm
21. S:
mm I have (0.5) faithful, (0.2) m:: and I hav22.
(0.5) I make many friends,
23. H:
mm hm
24. S:
a:nd I (spoke) my English skill,
]nitely.
25. H:
mm hm (.) [defi
26. S:
[(also:)]
27. S:
also I met (.) I met Jesus,
28. H:
mm hm=
29. S:
=and (.) so (.) thank you for (.) Hannah.
30. S:
hhu[hhuhu]
31. H:
[O:: ]h.
32.
(0.2)
33. H:
no- I want to thank you
34.
(0.2)
35. H:
when I see you,
36.
(0.5)
37. H:Æ I’m very encouraged.
38.
Æ (0.2) ((Sunny is nodding))
39. H:Æ Do you know what I mean by that?=
40. S:
=encouraged? ((as shaking head))
41. H:
uh hm,
42. S:
yeah yeah. ((as nodding))
43. H:
yeah so
44.
(3.0)((Hannah sips drink))
45. H:
I love teaching.
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46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.
70.
71.
72.
73.
74.
75.
76.
77.
78.
79.
80.
81.
82.
83.
84.
85.
86.
87.
88.
89.
90.
91.
92.
93.
94.
95.
96.
97.
98.
99.

S:
H:
H:
S:
H:

H:
H:
S:
H:
S:
H:
S:
H:
S:
H:
S:
H:
S:
H:
S:
H:
S:
H:
S:
H:
S:
H:
S:
H:
S:
H:
S:
H:

(.) ((Sunny is nodding))
I love (.) telling people about God ’n Jesus.
so when I see you, you are very (.) eager to
learn, and hungry,
yeah
like HH (.) it’s wonderful.
(0.2) ((Sunny is nodding))
I love it. because (.) not everyone is like that,
hm:: ((as nodding))
sometimes it’s hard I wanna tell them about God,
but then (.) they are not interested.=and so
(0.2)(hard) for me.
(0.5)
tsh but you’re always (.) listening always
interested so that encourages me
(0.5) ((as Sunny is nodding))
(that) encourages me because your English skills
have improved.
yeah [huhuhu
]
[I’m like YES] [I did an ok] job=
[I think so,]
=[hahaha]
=[HAHAha]ha
hahaha
.hh
(0.2)
yea:h (.) you were very shy in the beginning.
do you- I remember um=
=o:h huhuhu .hh=
=do you remember um (0.2) the IFG picnic?
(0.2)
uh yeah.
I’d asked you questions and you don’t
understand me and I was like
oh no:(h)[o ]
[u:][:h.]
[do ] you remember that?
(0.2)
=[no:.
] ((as shaking head))
=[I think ] you were [shy. ]
[hahaha] .hh
like asked jus- (.) um (0.5) I don’t remember
what I asked you.=but
hm:[:] ((as nodding))
[y]eah.
(.)
I don’t know= ((as shaking head))
=yeah
hm:: ((nodding))
now (looking) whenever I ask you questions,
you’d understand. that’s wonderful.
.hh thank you [hha] ((as nodding))
[hm:]
(4.5)
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Sunny expresses her appreciation to Hannah and states all the things that she is thankful for
(lines 6-30). After an emphatic information receipt with a loud stretched “O::h” in line 31,
Hannah, in line 33, first declines the Sunny’s appreciation with a “no-” and returns the
appreciation to her. This is the second pair part of appreciation. After 0.2 seconds of silence
(line 34), Hannah offers an account regarding why she is thankful to Sunny, by saying “when I
see you, I’m very encouraged” in lines 35-37. This forms the first pair part of compliment.
Another 0.2 seconds of silence follows as Sunny nods (line 38), which forms the second pair part
of the compliment response.
Continuers are multi-functional and can claim attention or understanding and exhibit
either agreement or the recipient’s understanding that speaker’s turn is still in progress
(Schegloff, 1981). They can be also used to pass up the opportunity to take a turn or performs a
repair, because of a lack of understanding concerning what the speakers have just said. In this
data segment, since the first pair part of compliment is proffered, Sunny then produces the
second pair part with her nodding, which can exhibit her agreement with the previous
compliment. As a compliment response, agreement conflicts with self-praise avoidance, though
it is the preferred second (Pomerantz, 1978). Acceptance in the form of appreciation,
downgraded praise, a referent shift, or a return compliment is, however, appropriate as the
second pair part. Moreover, Sunny’s use of a continuer can suggest that Sunny passed a turntaking opportunity because of incomprehension of Hannah’s initial compliment.
Sunny’s inappropriate compliment response leads Hannah to question whether Sunny
knows what “encouraged” means, thereby producing the first pair part of question to check
Sunny’s understanding (line 39). Sunny shakes her head in response, claiming that she does not
understand what Hannah meant (line 40). At the same time, she initiates a repair on Hannah’s
repair in attempts to clarify what “that” refers to, by producing a candidate understanding
“encouraged,” which she thinks “that” refers to. This turns out to be the first pair part of repair
in the insertion sequence. Hannah then completes the repair, confirming that “that” refers to
“encouraged” (line 41). This is the second pair part of repair. And finally Sunny produces the
second pair part to Hannah’s first pair part of question (line 41), in claiming that she understands
what Hannah meant by being “encouraged” (line 42).
Hannah then continues with compliment qualifications, such as “being eager to learn”
and “hungry” (lines 43-49). Sunny again responds with continuer “yeah” (line 50), exhibiting
her agreement or displaying her understanding that Hannah’s turn is still underway. Hannah
continues with another assessment “it’s wonderful” (line 51). Sunny responds with nods in
silence (line 52). “I love it” also expresses Hannah’s positive assessment on being passionate
(line 53). And more qualifications for compliments follow, this time with the referent assessed
in comparison with other people (lines 53-60). She ends her account with another compliment
qualification using the same praise term initially used, i.e. “encourage” (line 60). Sunny
produces more nods in the 0.5 seconds of silence (line 61). Then Hannah proffers another
compliment regarding Sunny’s English. This time Sunny states an explicit agreement
responding “yeah I think so” (lines 64 and 66). Her agreement to the compliment is self-praise.
Therefore, her agreement is accompanied with laugher (lines 64 and 68). Hannah also does self
praise on her teaching (line 65), laughing with Sunny in lines 67-69. Then Hannah starts
recalling what Sunny’s English was like when they first met (line 72), with storytelling coming
to a close with how much Sunny understands now (lines 95-96). Hannah concludes her
storytelling with another compliment “that’s wonderful” (line 96).
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Assessments can be one of the resources used to exit the current sequence, such as
stories, topics, etc (Goodwin and Goodwin, 1987). Hannah uses the previously used term
“wonderful” (line 51), which Sunny finally accepts with a “thank you” (line 97), the appropriate
second pair part of acceptance. Hannah thus ends this compliment sequence and moves on to
another topic. Note that Hannah repeats her compliments, using the same praise terms like
“encourage” and “wonderful” as she adds more compliment qualifications. Sunny, on the other
hand, responds using the continuers like “yeah” and nodding. Her responses exhibit her
agreement with the compliments, thus praising self. They also display her understanding that
Hannah’s turn is still in progress, encouraging Hannah to continue her compliments. Only after
the appropriate second pair part of compliment response is produced, does Hannah end her series
of compliments and moves onto a new topic. This will be strong evidence that using continuers
as the second pair parts were inappropriate.
In this data segment, the native speaker produces the first pair part of compliment and the
non-native speaker responds with nodding which can exhibit her agreement with the
compliment. The agreement with a compliment is self-praise. Continuer could also be used to
pass a turn-taking opportunity because of incomprehension of the previous turn. This
inappropriate and ambiguous compliment response by the non-native speaker makes the native
speaker question the non-native speaker’s understanding the compliment and produce a
understanding check question. In the following turns, the non-native speaker repeatedly
produces continuers in response to compliments, which encouraged the native speaker to
continue to repeat her compliments until the appropriate response was produced at which time
the native speaker ended the compliment sequence and moved on to anther topic.
5. Discussion
In this paper, I examined the conversation between a native and the non-native speaker
using the conversation analytic methodology. I focused on a particular action, namely,
assessments. In the analysis of the data segments, the patterns of assessment responses practiced
by the non-native speaker were compared with those by native speakers. Data analysis on the
four segments above shows several findings. First, as observed in data segments (4) and (6),
non-native speaker’s awkward agreement with the second assessment of disagreement by the
native speaker made the native speaker question non-native speaker’s understanding and
negotiate the meaning with an understanding check question. And in both data segments, the
non-native speaker claims that she understands what the native speaker has just said. In data
segment (4), non-native speaker Sunny switched from the positive assessment on Greek food, i.e.
“I like it,” to the negative one, as she aligns with the negative assessment by native speaker
Hannah with the term “greasy.” Likewise, in data segment (6), non-native speaker Sunny
reversed from the positive assessment on being slender, i.e. “she wants to be more slender,” to
the negative one, as she agrees with the negative assessments by native speaker Hannah, namely,
“many Korean women look like they’re gonna faint,” “they don’t look healthy,” “they’re too
skinny,” and “it looks bad when they’re too skinny.” With these confusing responses by the nonnative speaker, the native speaker provides understanding check questions, and the non-native
speaker claims that she understands what the native speaker has just said. In addition, in data
segment (4), the native speaker teaches the assessment term that she used, i.e. “greasy,”
providing a synonym “oily” and an example “Chinese food is greasy” in spite of non-native
speaker’s claim that she understands what “greasy” means.
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Similarly in data segments (5) and (8), the non-native speaker produces an
acknowledgement token and continuers in response to the assessment and compliment by the
native speaker. These ambiguous and inappropriate assessment and compliment responses made
the native speaker question non-native speaker’s understanding and prompted her to negotiate
the meanings with understanding check questions. In these occasions as well, the non-native
speaker claims that she understands what the native speaker has just said. In data segment (5),
native speaker Hannah proffers the initial assessment with the term “luckiest.” In response to it,
non-native speaker Sunny produces an acknowledgement token, i.e., “hm,” accompanied with
nods, which are considered as a weak agreement. With this ambiguous second assessment, the
native speaker checks non-native speaker’s understanding, and the non-native speaker claims
that she understands what the native speaker said. Likewise, in data segment (8), non-native
speaker Sunny repeatedly produces continuers such as nods and “yeah” in response to the
compliments by the native speaker with the terms “encouraged” and “wonderful.” These
agreements and, thus, self-praise made the native speaker question the non-native speaker’s
understanding. To the understanding check question by the native speaker, the non-native
speaker claims that she understands what the native speaker said. Continuers by the non-native
speaker also encouraged the native speaker to repeat her compliments, and only after the
appropriate compliment response, namely appreciation, is produced, the native speaker ended the
compliment sequence and moved on to another topic.
What needs to be pointed out here is that in all data segments there was no overt
indication to seek out help by the non-native speaker. However, the native speaker initiates
negotiation of meanings with an understanding check question. And in all occasions, the nonnative speaker claims that she understands what the native speaker has just said. In spite of her
claim, the native speaker even teaches the assessment term that she used. Also notice that the
assessment terms that the native speaker used in her assessments such as “luckiest” and
“encouraged” are commonly used words and will not be difficult for the non-native speaker to
understand. And yet, the native speaker checks non-native speaker’s understanding. This can be
explained only when sequence organizations are taken into consideration. Namely, when the
assessment responses or compliment responses produced by the non-native speaker is awkward
or inappropriate, the native speaker is prompted to question non-native speaker’s understanding.
When the second pair part produced by the non-native speaker in assessment or compliment
sequences is different from the patterns observed in native speaker interactions, the native
speaker questions non-native speaker’s understanding and initiates a repair.
6. Conclusion
This study shows that negotiations are triggered not only when non-native speakers signal
troubles in hearing or understanding or there is a real communication breakdown, but also when
pragmatics expressed through non-native speakers’ utterances is inappropriate. Native speakers
initiate negotiations when utterances by non-native speakers are not as expected in the patterns of
sequences organizations normally observed in naturally occurring conversations between native
speakers.
This study has significant implications for SLA field. In the studies of interactionist
approach, interactions, particularly negotiations are said to foster language learning.
Communication troubles in the course of interactions trigger negotiations, which leads to
resolutions where inappropriate forms are corrected. In my data, however, the non-native
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speaker does not signal communication troubles such as difficulties in hearing or understanding
nor is there a clear breakdown in communication. Yet the native speaker initiates negotiations
by providing understanding check questions and even teaches the term that she used. Current
SLA does not offer clear explanations about these negotiations of meanings. In current SLA
field, when and why native speaker initiates negotiation is not closely examined. In other words,
it does not explain how native speakers are oriented to non-nativeness of co-participants and
modifies their utterances accordingly. In SLA field, the category of non-nativeness is always
taken as a given. Turn by turn data analysis based on conversation analytic methodology unfolds
the patterns of these communication troubles. In the sequence organization of assessments,
when the initial assessment is proffered, the second assessment (either agreement or
disagreement) to be produced by the co-participant is made relevant. Analysis on the data
segments above demonstrates that the non-native speaker produces confusing or inappropriate
assessment responses, which do not include assessment terms. These confusing and
inappropriate assessment responses by the non-native speaker are the source of communication
troubles.
This study shows that SLA research needs to not only examine modifications in linguistic
forms or interactional structures of conversations, but also negotiations triggered by pragmatic
failures. Turn by turn data analysis of sequence organizations will greatly benefit SLA research
in providing more details in the patterns of communication troubles caused by pragmatic failures,
which trigger negotiations and resolutions, and ultimately enhance language learning.
This study also contributes greatly to the CA field. Recipient design, which is a
speaker’s orientation to co-participants, is a formal notion which can be applied to any
conversation. In order to claim that a particular phenomenon is due to the categorical
membership of co-participants as non-native speakers, it needs to be demonstrated in data how
speakers are oriented to non-nativeness of the co-participants. In other words, how the
categorical membership of participants as non-native speakers is made relevant through their
doing being non-native speakers needs to be clearly demonstrated in data. In the data segments
of this study, the categorical membership of the participant as a non-native speaker is
consistently observed in an assessment sequence. The native and non-native speakers are
recurrently oriented to non-nativeness of one of the speakers observed in her assessment
responses. This study shows that the non-native categorization can be demonstrated in particular
actions such as assessments. CA field will benefit more from further research which examines
specific actions accomplished through talk-in-interactions.
This study also has an important implication for ESL field as well. Negotiation to solve
communication troubles may be triggered by non-native speakers’ indications of difficulties in
hearing or understanding, their seeking for help from other speakers, awkward silences, or
communication breakdowns. In this study, however, non-native speaker’s confusing and
inappropriate assessment responses cause communication troubles, which trigger negotiations
initiated by the native speaker. This study shows that pragmatic failure by non-native speakers
can cause communication troubles. It suggests that ESL classrooms need to actively incorporate
teaching of pragmatics. Language learners will benefit from exposure to the patterns of
particular actions such as assessments normally accomplished through naturally occurring
conversations by native speakers. Teaching pragmatics will equip language learners to interact
appropriately.
Lastly, the limitations to this study need to be noted. First, data analysis is based on the
conversation videotaped in one occasion where a pair of native and non-native speakers is
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involved. Taking this study of the assessment sequence as an initial one, collecting more data
segments of assessments from naturally occurring conversations by different native and nonnative speakers will give us greater insights in the patterns of assessment responses by nonnative speakers. Second, this study discusses only one type of speech events, namely,
assessments. Therefore, whether discussions in this study can be applied to other speech events
has not been demonstrated yet. Further research on diverse actions accomplished through talkin-interactions will contribute more to SLA, CA, and ESL fields. Lastly, it will also need to be
pointed out that this study is based on one language, i.e., English. Future research in different
languages will give us a bigger picture of phenomena discussed in this study.
Appendix
Transcript symbols
sou::nd
One or more colons indicate lengthening of the sound.
sou- indicates abrupt cut off.
SOUnd
Capital letters indicate sound produced with greater volume.
Underlined letters indicate sound produced emphatically.
sound
(0.2)
Number in parentheses indicates the duration of silence.
((cough))
Double parentheses are used to describe comments such as gestures.
[ ]
Overlapped utterances
[ ]
=[ ]
Simultaneous start
=[ ]
end=
Launching
=start
?
Rising intonation
,
Slightly rising intonation
.
Falling intonation
↑
Sharp intonation rise
↓
Sharp intonation fall
<>
Utterances spoken in a fast speed
><
Utterances spoken in a slow speed
hh
Exhale
(hh)
Laughter
.hh
Inhale
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I developed the social skill curriculum that was used for instructional purposes
during the research conducted for my thesis. The social skill curriculum was developed
based upon the behavioral deficit areas of the students in the study. The process of
creating the social skill lessons can easily be replicated and adapted to a variety of
classrooms and schools. In a workshop format, I could share the process of gathering
behavioral data on the students, prioritizing the behaviors that need to be remediated, and
how to design social skill lessons to address the deficit areas. I initially developed similar
lessons while working for the Illinois Department of Corrections in a youth facility that
was the first juvenile institutions in the United States to implement a Positive Behavior
Support Intervention Program. I was charged with the duties of creating the social skills
lessons for the program. I would also share the findings of the research for my thesis.
This mixed research study utilized quantitative and qualitative data to investigate
the impact social skill instruction might have on students who have been identified as
emotionally disturbed. The study was designed to utilize data collected by the school the
eight students attended. The behavioral areas observed and reported on throughout the
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school day included completing work, keeping body parts to self, being considerate to
others, following directions, and staying in their assigned area. The research was
conducted over a three month period; March, April, and May 2007. Baseline data
collected in March reported many negative behaviors exhibited by students. During April
students received daily social skills instruction, learning and practicing new social skills.
The students’ positive behaviors substantially increased and negative behaviors decreased
significantly. During May, following the completion of social skill instruction, the
students demonstrated the ability to maintain and generalize the social skills learned by
continuing to earn more positive marks and fewer negative marks than were reported on
the baseline behavior. Findings revealed that providing social skill instruction on a
regular and intensive basis had a positive effect on students in this study. The students
improved their ability to make more positive behavior choices during school which may
have improved their learning skills and enhanced their academic abilities as well.
More specifically, this study attempted to demonstrate that when social skills
instruction is tailored to address specific social skill deficit areas and takes place in the
classroom environment, that students would demonstrate a high level of social skills
acquisition and proficiency in their social skills performance. Additionally, the students
would demonstrate the ability to generalize the use of the social skills across their
experiences and environments, and would be able to demonstrate the ability to continue
to use the social skills they’d learned which is referred to as the maintenance of the newly
developed social skills.
It is the belief of this researcher that when social skill instruction is provided on a
daily basis, in a structured and predictable manner, that students with emotional
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disturbances will reduce aggression (i.e., verbal, object, and physical). In addition, the
students improved their ability to make more positive behavior choices, and they began to
become more academically successful as well. As they became more compliant in
following directions and completing their assigned work on time, their grades improved
and their interest in school appeared to improve. What a delightful and unexpected result
of this research. As the students began to believe in their abilities behaviorally and
academically, their self-esteem improved. Moreover, they improved their abilities to
problem solve and to begin building positive social relationships with peers as their skills
in these area improved, they became more sensitive and supportive of their peers in the
classroom and elsewhere in the school.
After having worked for the Illinois Department of Corrections for eight years,
this researcher firmly supports the efforts of school systems adopting a social skill
curriculum to be used by special education and regular education staff throughout the
school district. Schools are in the optimal position to be able to have a direct and
dramatic impact on students’ behavior.
As the baseline data collected during March 2007 reported, the class of ten to
twelve year old students identified as emotionally disturbed demonstrated numerous
incidences of negative behaviors. Many of the negative behaviors reported were problems
in being considerate of others, which caused problems with building positive peer
relationships. Being considerate of others was one of the five primary behavioral
categories investigated in this study. The others categories included work completion,
keeping hands and feet to self, following directions, and staying in their assigned area.
Two other behaviors with distinct deficits were in following directions and work
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completion. At times it appeared that the negative behaviors exhibited by some students
in the classroom had a negative impact on their classmates.
The baseline data indicated deficits in all of the five social skill areas listed
above. The daily behavior report form in use at the school they attended covered these
five categories. The school maintained a quantitative database throughout the duration of
this research recording all positive and negative behaviors presented by the students, as
well as narrative comments recorded by the educational staff. During April, the class
received daily social skill instruction. The social skill lesson included teacher-led direct
instruction, modeling the expected behavior for the students, opportunities to practice the
expected social skill through role play situations, and informal assessments to determine
the students’ ability to maintain and generalize the skill across a variety of environments.
Additionally, the classroom educators (a) scheduled time to teach the specified goals, (b)
provided the opportunity for social interaction among classmates, and (c) created
activities that fostered awareness of the importance of using social skills. Social skill
instruction included respecting self, others, and property; following directives given by
adults; using good manners; focusing on school; learning to read people; accepting the
word no; establishing personal boundaries; expressing empathy for others; and
establishing good rapport.
While the class was engaged in daily social skill instruction in April, their positive
behaviors improved dramatically. Following directions was the behavioral area where the
class demonstrated the most growth, earning substantially more positive marks in this
category than in the month prior. Consequently, as the students began to comply in the
area of following directions, their positive behaviors in all the other categories increased
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as well. As individual students began to exhibit more positive behaviors, their peers
seemed to demonstrate fewer negative behaviors. The educators in this particular
classroom fostered opportunities for promoting positive, open, and equitable participation
from everyone in the class. This trend continued into the month of May following the
social skills instruction where the class seemed to work as a whole to help stay focused
on making positive behavior choices, which earned them more positive attention from the
educational staff. The students’ ability to connect their positive choices to positive and
abundant rewards should be heralded as another unexpected outcome of this study.
The classroom was designed to create opportunities to perform newly acquired
social skills and positive consequences were awarded for demonstration of desired social
behaviors. The students continued to exhibit the ability to perform the newly acquired
skills, by generalizing them across environments (i.e., hallways, cafeteria, playground,
mainstreamed class, and during transportation from one school to another).
The present study data revealed that when these eight students received social
skill instruction on a daily basis that their negative behaviors decreased. Across all of five
behavioral categories, a particular trend began to emerge demonstrating the students’
abilities to reduce negative behavior choices. As the negative behaviors exhibited by the
students declined, the positive behaviors in all five behavioral categories increased. This
trend appeared to be a win-win situation for most every student and for the class as a
whole. The literature review proposed that the intended purpose for teaching social skills
revolves around the need to more wholly prepare children to mature into adults who can
be perceived as independent and productive citizens. These youth will hopefully possess
the ability to succeed in a global world of experience which includes home, family and
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community, the world of work, and building and sustaining interpersonal relationships.
The results of this research are indicative of this type of preparation of our youth for
becoming independent and productive individuals.
Eventually many of the students grew accustomed to receiving frequent positive
comments from the educational staff regarding their more appropriate behavior choices.
When this occurred, the students seemed less likely to rely on negative behavior choices
to get attention for the classroom staff. As the students became proficient at performing
the social skills, they also began to be good role models for one another. This trend
seemed to enhance the levels of positive behavior exhibited in the classroom.
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This proposal represents our initial thoughts on research that could inform efforts to improve school and
district support for mathematics instruction for English Language Learners (ELLs). We argue that
research on the improvement of mathematics instruction for ELLs must take into account the
institutional setting in which teachers work. We begin by describing the pressing need to address
‘achievement gaps’ in mathematics for ELLs, followed by an overview of existing models of providing
mathematics instruction for ELLs. Next, we outline our conceptualization of the institutional setting of
mathematics instruction for ELLs, which includes school and district policies and how these policies are
communicated to teachers. We then describe a conceptual tool known as a ‘theory of action’ that would
help us understand how the institutional setting impacts mathematics instruction for ELLs in a particular
district. Finally, we propose a study of a specific district in order to establish feasibility of our analytic
approach as well as provide feedback to inform district leaders as they attempt to improve mathematics
instruction for ELLs. We intend to present our proposal in a panel session in order to maximize audience
participation and feedback about the analytic approach and the feasibility of our proposed study.
The general question our proposed research project would attempt to address is as follows:
"How can researchers situate mathematics instruction for ELLs within the institutional setting of
teaching?” That general question subsumes the following related questions:
1. In what ways do schools and districts support the improvement of mathematics instruction for
ELLs?
2. In what ways does a district convey its’ vision for improving mathematics instruction for ELLs to
teachers, instructional leaders, and school or district support personnel?
3. How do researchers determine whether teachers, school instructional leaders, and school or
district support personnel understand and share the district’s vision for improving mathematics
instruction for ELLs?
4. What are the possible tensions that inhibit the improvement of mathematics instruction for
ELLs?
Mathematics Instruction for English Language Learners
School districts across the country are enrolling record numbers of students, and those students
represent an increasingly diverse array of backgrounds. Perhaps the most dramatic increase in that
diversity is the number of students that speak a language other than English at home. The National
Center for Education Statistics reports that between 1979 and 2006, the number of students that came
from non‐English speaking homes increased from 9% to 20% of total school enrollment. More than half
of these students, or about 11 million, are officially designated as English Language Learners (ELLs) and
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receive some form of language support service (NCES, 2008). ELLs consistently perform lower than their
peers on standardized assessments, lower than either African Americans or Hispanics whose
‘achievement gaps’ are well‐documented and researched. For example, the most recent National
Assessment of Educational Progress (NAEP) results indicated that ELLs performed below their White
counterparts in both Reading and Math at every grade level tested. At 4th Grade, 46% of ELLs scored at
or below Basic proficiency, compared to only 11% of White students. At 8th grade the gap was even
more pronounced with 71% of ELLs failing to meet Basic performance goals and only 21% of White
students at or below Basic levels of proficiency (Pew Hispanic Center, 2007). In fact, the gaps have
proven persistent and have not narrowed since 1990 (NCES, 2004). The National Council of Teachers of
Mathematics (NCTM) suggests that competency in mathematics is essential for our national security,
productivity, and economic stability (NCTM, 2008). As the numbers of ELLs continue to grow in the U.S.,
so, too, does the impact of their performance.
Mathematics instruction and language instruction are intricately intertwined for ELLs, who often
must learn content and language simultaneously. The learning process involves more than
memorization of vocabulary and translation; it also involves the negotiation of multiple meanings across
contexts and familiarity with many Discourses (Moshkovich, Under review). Furthermore, the views of
‘mathematics’ and ‘language’ that teachers bring with them to the classroom may have significant
impact on the quality of instruction they provide (Moshkovich, 2002). Although a variety of instructional
models for ELLs exist, ranging from dual‐language immersion to transitional bilingual to ESL pull‐out,
Sheltered Instruction (SI) is an increasingly popular model. In fact, it can be adapted to work with any of
the available program alternatives (Genesee, 1999). SI requires teachers to use a variety of strategies to
make subject‐specific content comprehensible to their students, and has been demonstrated to be
effective in a variety of contexts (Echevarria, Vogt, and Short, 2004). However, the variety of SI programs
is extensive and program effectiveness differs dramatically from site to site (August and Hakuta, 1997).
Some of the characteristics of successful implementation of SI include: the use of supplementary
materials, teachers trained in SI, administrative support and ongoing professional development
(Genesee, 1999).
Investigating Supports for Improving Mathematics Instruction for ELLs
Our conceptualization of the institutional setting of teaching is informed by an earlier design
research project which supported the development of instructional practices for a group of elementary
school teachers (Cobb & McClain, 2001). In that study, the researchers argued that understanding what
happens inside classrooms first requires an understanding of how those classrooms are influenced by
what happens outside the classrooms. Furthermore, an understanding of how the teachers themselves
view their institutional setting was seen as a critical first step in developing collaborative relationships
with teachers. Cobb and others have since explored mathematics teachers’ instructional practices as
situated within the institutional setting of schools and districts by considering how policies for
instruction in mathematics impact instructional practices (Cobb & Smith, 2007). This includes: (1) the
adoption of curriculum materials and guidelines for the use of those materials; (2) the people to whom
teachers are accountable and for what they are accountable; and (3) social supports for teachers such as
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formal professional development opportunities, informal teacher networks, or assistance from school‐
based mathematics coaches or principals who act as instructional leaders.
One conceptual tool that would help situate mathematics instruction for ELLs within the
institutional setting of teaching is the concept of theory of action (Argyris & Schon, 1974; 1978), which is
a description of intended practices, routines, and procedures in generalized schematic form (Feldman &
Pentland, 2003). A district’s theory of action includes “the logic advanced by advocates of reform to
explain how an initiative is supposed to bring about intended results” (Supovitz & Weathers, 2004, p. 1).
For our purposes, a district’s theory of action for improving mathematics instruction for ELLs would
include both the district design for improvement and the rationale behind the design.
Documenting a district’s theory of action is a means of viewing a district as a designed
organization – that is, a district’s practices, routines, and procedures and the way they are intended to
be implemented. However, a theory of action by itself would not explain how teachers’ instructional
practices are actually impacted by district or school policies. To fully situate teachers’ instructional
practices within the context of the institutional setting, we must also view a district as a lived
organization – that is, the actual practices of teachers, instructional leaders, and support personnel. For
example, a school‐based ELL teacher may interact informally with mathematics teachers to provide
access to tools and forms of knowledge that are not intended by a district’s policy. Similarly, a
mathematics teacher may structure lessons in a manner other than as intended by the district due to
lack of clear expectations or accountability. By complementing a district’s theory of action with an
analysis of the district as a lived organization, we may situate instructional practices within the context
of an institutional setting.
Proposed Study
Metropolitan Nashville Public Schools (MNPS) have experienced dramatic growth in ELL
enrollment, increasing more than 200% in the last four years (Shelton, 2008). At the same time, the
district has failed to meet Adequate Yearly Progress goals and is entering Reconstruction 1 under No
Child Left Behind guidelines. Consequently, the Tennessee Department of Education has assumed an
active role in the administrative and instructional activities of the schools throughout the district. At a
time when the vision of the schools is actively being negotiated, understanding the communication and
support structures is essential to implementing effective change. We therefore propose a research
project with the following goals: (1) document MNPS’ theory of action for improving mathematics
instruction for ELLs, (2) identify gaps in the implementation of MNPS’ theory of action by documenting
and analyzing the actual practices of teachers, instructional leaders, and support personnel, (3) provide
feedback to MNPS that would enable district leaders to adjust their strategies for improving
mathematics instruction for ELLs, and (4) establish the feasibility of our analytic approach to guide
future research in this area.
The analytic approach we propose is based on the approach used by Cobb and Smith (2007) to
study improvement of mathematics teaching and learning at scale. In this approach, a school or district
viewed as a designed organization consists of “formally designated roles and divisions of labor together

2009 HICE Proceedings
Page 1144

with official policies, procedures, routines, management systems, organizational units, and the like.” In
contrast, a school or district viewed as a lived organization includes groups within which work is actually
accomplished but may not be formally recognized. To document a district as both a designed and lived
organization, we propose beginning by purposefully selecting representatives of the various levels of
administration and instructional leadership, including the English Language Learner Executive Director,
Dr. LaWanna Shelton, English Language Development Specialists for Elementary and Secondary
students, principals, and other administrative and support personnel. In MNPS, ELLs tend to be
concentrated in neighborhood Program Centers, and we would include representatives from both
successful and struggling schools. We would also include personnel that our interviews and surveys
indicate would be particularly informative. These interviews would focus on those leaders’ views and
understanding of the district’s design for improving mathematics instruction for ELLs.
In the second step, we propose using a bottom‐up strategy in which groups are identified within
the schools and district who are involved with mathematics and ELL instruction. Semi‐structured
interviews of mathematics teachers, ELL teachers, and instructional leaders across the district would be
used to identify people who influence instruction of ELLs. These interviews would also be used to
determine how the district’s theory of action for mathematics instruction for ELLs is viewed and
understood. Upon completion of interviews, a series of classroom observations would be used to
document the actual instructional practices of the teachers. Field notes from these observations would
be used in order to determine the extent to which instructional practices are aligned with the district’s
vision of mathematics instruction for ELLs.
By using the strategy described above, we would not only be able to construct a theory of action
for the district, but also to develop an understanding of the district as a lived organization. These
analyses would enable us to provide feedback to district leaders that would enable them to adjust and
better implement the MNPS theory of action for improving mathematics instruction for ELLs. Finally,
this project would help us and other researchers to develop conjectures related to the improvement of
mathematics instruction for ELLs in other districts.
Future Work
Our interest is ultimately to inform districts and schools about improving mathematics
instruction for ELLs. We conclude this proposal by emphasizing the importance of conducting research
that spans multiple disciplines rather than studying each discipline in isolation. For example, while there
is a large and growing body of research on mathematics learning and instruction, very little empirical
research has been conducted on supporting ELLs’ learning of mathematical ideas (Moschkovich, In
press), and we have found no empirical research on school and district support for mathematics
instruction for ELLs. We seek to contribute to the improvement of mathematics instruction for ELLs by
helping to eliminate gaps between a district’s theory of action for improving mathematics instruction for
ELLs and what actually happens in the classroom.
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Abstract:
As stated in Healthy People 2010, the mouth reflects general health and well-being. Caring for
patients requires flexibility due to various disabilities or diseases. Population in the United States over
the next several decades will increase dramatically. In the 1900's, 4% of individuals were over 65, 13%
by 2000, and shortly it will be approximately 20% of the nation. Our median age by 2030 will be 42
years of age. Population growth will be in the middle-aged and the elderly category. This is the
direction one needs to be educating our future dental professionals. Young professionals tend to have
numerous psychological problems dealing with older individuals and nursing homes/rehab facilities.
Discussion of barriers and resolutions will be identified for working in a nursing home/rehab center. A
second area applied was the articulation of building patient communication skills for developing
confidence in the dental team. Various techniques are identified to build patient confidence. Due to
limited personnel, equipment, and facilities at most nursing homes, dental professionals will need to
become very creative in treating patients. Integration of dental education to nursing home staff through
dental professionals will be addressed. Basic procedures will be recommended for procedures and
treatments for various types of patients in a center. As stated in Healthy People 2010, the mouth reflects
general health and well-being. Caring for patients requires flexibility due to the various disabilities or
diseases. Assessing the individual's behavior, the medical condition, and physical environment are
necessary to determine the patient care plan.
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Abstract:
What's the new dangerous drug crossing the country from west coast to east coast? Patients are
presenting with blackened, stained, broken, decayed, and missing teeth In 2005, ADA warned of the
devastating effects methamphetamine has on oral and overall health. Educators need to be aware of
the significance of methamphetamines with the effects on their student's oral health. Methamphetamine
is a killer drug taking over their bodies. It controls from day one until the end. In 2004, the National
Survey on Drug Use and Health stated approximately 11.7 million (4.9%) Americans aged 12 and older
reportedly tried methamphetamine at least once in their lifetime. Methamphetamine is growing out of
control. It is the number one drug abuse problem.
The purpose of this presentation is to provide information to immediately identify, articulate,
and recommend treatment for current or recovering addicts. Researcher will identify history,
description, and characteristics of methamphetamine users with basic information regarding
nomenclature/street names, allure of the drug, short-term and long-term signs, profile of a typical user,
consequences, and treatment. Underlying factors for psychological and physiological effects of
methamphetamine users, including family members, are addressed regarding care in the classroom.
Signs, symptoms, and photographs will be displayed for a “meth mouth.” Conditions associated
include: xerostomia, decay, periodontal disease, erosion, crazing, and bruxism. Considerations for
long term consequences will be covered.
This is a growing, “dangerous” population in our society. Teachers will be able to identify
associated oral health problems, physical and psychological treatments necessary for educating these
individuals.
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6. Abstract and/or full paper
No single specific discipline or profession can address all needs of young
children and families in the service delivery of early childhood intervention (ECI).
It is necessary for professional service providers working together to improve
quality and effectiveness of services and thus lives of children and families. To
achieve effective collaboration across disciplines in the early childhood
intervention is not easy. However, little literature has drawn attention to such issue
at the practical level, leaving it behind the rhetoric level. Based on the practical
experience of professional service providers, this present short paper aims to
examine how their fields of education and job positions are related to their
perceptions toward the factors influencing collaborative practice. The results are
helpful for improving education and training program of early childhood
intervention profession.
75 professional service providers who worked in the agencies that provided
early childhood intervention services within Sydney metropolitan participated in
the study by filling in a set of questionnaire. Regression and ANOVA were used
for data analysis to determine what contribution educational fields and job
positions make to the prediction of perceptions toward the factors influencing
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collaboration and the differences between groups.
The results of ANOVA reveal that the respondents who were educated in
general field tend to perceive that family-centred interpersonal practices and
family involvement in teamwork are important for effective collaboration more
than those who were educated in allied health professions. Also, the respondents
who worked as a child carer tend to consider family-centred interpersonal
practices and family involvement in teamwork important for effective
collaboration more than those who were allied health professionals. The
regression results also tell that job position significantly predicts the perceptions
toward difficulties associated with inadequate supporting resources, such as
funding, time and staff. Both job position and field of education significantly
explain the interpersonal factors associated with family involvement in the
teamwork, such as family full information disclosure, honesty and equality in
teamwork, which influence collaborative practice.
Family perspectives on service delivery must be considered. Allied health
professionals need to realize that the families are in the best position to know their
children. Family-centeredness in the collaborative practice should be enhanced as
a core subject in the professional education and training, particularly for those
individuals educated in allied health profession.
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Abstracts: The digital storytelling is originally created and modified in the United
States over ten years ago. With the use of new media and technology, one can share
deep and meaningful thought through traditional storytelling with modern digital
technologies. This way of sharing stories has been used in film production,
education, and other fields. In this article, we will discuss three fieldworks with two
possible new alternatives of using digital storytelling. Three field works are
conducted in journalism, English as foreign language education, and video gamming
reflection. Two possible alternatives are mediated storytelling in ZPD plus grouped
storytelling. Based on Vygotsky’s Cultural-Historical perspective, the digital
storytelling’s theoretical framework and practical methods are discussed.

When we first learn to say something during the early stages of our lives, we want to say
something that describes our feelings and desires on something that immediate to ourselves. For
example, the feeling of hungry would be one. Later in our lives, when words are learned and being
used for communication, stories are told. They are the stories of our experiences on feeling and desires.
According to Lambert (2006), out lives are full of stories. Those stories have been created, told and
“transmitted, retransmitted, and transformed.” () Through the process of transformation, personal signs
as well as social signs are incorporated and transform oneself into higher psychological functioning.
With the process of transformation, higher psychological function leads to a series of cognitive process
and development. In the process of transformation, mediation between oneself to others becomes
stimulation for a new “transmitted, retransmitted, and transformed”, a process of transformation; thus,
the unity of consciousness is formed for a new meaningful process of transformation and “means of
consciousness” becomes meaningful tool for the cognitive development.
To sum up, the digital storytelling is the process of transformation and the means of
consciousness.

The speech of Digital Storytelling and stimulation
According to Lambert (2007), the Digital Storytelling is not pushing people to learn and
explore newer type of media technology; instead, he “use the visual culture to bring people back into
language and the written word.” In other words, “story first, media later” becomes very import
philosophical turning point to the whole story construction; therefore, Digital Storytelling has an
emphasis on digital and multimedia mediated (or assisted) storytelling.
Luria (1979) believes that mediated nature of higher psychological functions are not simple
stimulus-response reactions. Indeed, the human beings’ higher psychological functions incorporate the
stimuli that are produced by themselves. A person does not only receive stimuli from other human
beings and/or the nature, but also “actively modifies those stimuli and uses his modifications as an
instrument of his behavior” (Luria, 1979, p.44).
Because of the mediated nature of human psychological development and behavior, the
mediation is an instrument used to study as well as being studied. Minick (1996) explains the analytic
unit that Vygotsky called the “instrumental act” as “a unit of activity mediated by signs that are used as
tools or instruments to control behavior” (p.28). Therefore, the mediated unit that Vygotsky uses as an
approach to study is different from a behaviorist’s stimulus-response laws. Minick further extends
Vygotsky’s argument:
Speech and other historically developed sign systems provide humans with a unique form of
stimuli that they can use to influence or control their own behavior. (Minick, 1996, p.28)
Therefore, one’s internal motivation can develop from inner speech as well as oral speech to the outer
world by using a socially conditioned signs and meaning of words. This mediation effects will be the
foundation for higher psychological functions for the consciousness.

Mediation
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Mediation can be discussed in opposite pair of terms, mediate and immediate. The MerriamWebster dictionary (Mish, 1997) describes the word mediate as “act as an intermediary … to bring
about, influence, or transmit by acting as an intermediate or controlling agent or mechanism” (p. 458).
The word immediate on the other hand is described as “acting directly and alone … near to or related
to the present time” (p. 371). In other words, the synonyms to terms mediate and immediate are indirect
and direct. Hegel in his book Logic describes the connection between idea and being by using
immediate and mediate (Hegel, 1975). He mentions immediate connection is “a primary and selfevident interconnection” while mediate connection is “shown in experience” (p. 104). In Hegel’s mind,
immediate is unrelated to other things while mediate is related to other things. Thus, in Hegel’s
dictionary (Inwood, 1992), mediation is the action that “uniting of two terms by a third term” (p. 184).
For example, if the God’s miracles are onto men immediately, the working of nature by god is onto
men mediately through men’s experiences. The mediator or priest in the church is the mediation of
uniting the mind of God with the men’s body of experience. (p. 185)
Based on Les Vygotsky’s notion of social interaction in human cognitive development,
learning is socially constructed. The socio-cultural context affects the use of tools and signs to
construct meaning of new knowledge. In other words, humans are meaning makers and yet are affected
and mediated through the meaning making process by the environment.
The mediation process involves signs and tools. According Vygotsky, signs are the processes
of internal activities to master the self. The sign “changes nothing in the object of a psychological
operation.” (Vygotsky 1930/1978, p.55) The tool on the other hand, is externally oriented. The function
of tool “is to serve as the conductor of human influence on the object of activity …”(Vygotsky
1930/1978, p.55). Sings and tools are opposite yet are linked to each other in order for mediated
activities to happen; therefore, we should see both at the same time dialectically.
Tools, according to Vygotsky are the external instruments to change the goal of activities.
From a psychological point of view, tools are not limited to physical devices, but there are also cultural
tools. They work and affect externally. Sings, on the other hand, work internally for self-operation. For
example, language and symbols can be sings to regulate one self internally in order to use tools to
shape the environment externally. Vygotsky used a systematical way to examine the tools and sings
role in mediation. (Mahn, 1999) This understanding is an elaboration of a concept from Engels that
human use tools to change the nature, but nature will come back to change human (Vygotsky,
1930/1978). Vygotsky later uses the term nature from Engels as environment in the concept of how
human uses tools and signs to interact with the environment (Vygotsky, 1930/1978).

Documentary and digital Storytelling
In our Laboratory for Human Learning and Development, there are several project undergoing
in relation to the Digital Storytelling. Based on our previous findings from documentary video
production project, we found some interesting effects on one’s transformation in turns of social relation
that is mediated by the process of video production.
Eric was supposed to be a junior student in a university in Taiwan, but because of his social
and behavioral problems, he didn’t get along with other classmates and teachers; therefore, he was
stocked at sophomore. His case was brought up for a committee discussion for expelling because of his
poor academic performance. During the meeting, other teachers were agreed to expell him from school,
but I had different ideas. I found that all statements from other teachers pointed to a behavior of
argumentation. Eric argued almost everything to teachers and classmates that he thought this would be
a practical activity for critical theories. Later according to him, he was influenced by critical theories
introduced by some classes. I thought because of some misunderstanding of critical theories that
caused misbehavior, the school should give him a chance to explore what other possibilities might be.
Luckily, the committee agreed with me and I set up an appointment with Eric for discussion.
During an three hour long discussion, I tried to be understanding to his point of view as well
as assisting his own logical thinking. This was helpful in terms of creating mutual understanding
between both of us. Later in the semester, he was in my video production class. On assignment of that
class was to ask students to produce a short documentary video. I encouraged Eric to produce a video
documentary about him self. I hope this process of video production could be a mirror for him to
understand himself more as well as using it as a tool for the development of higher psychological
functions as well as his own consciousness.
The result was impressive. During his production on the documentary on himself, he had
many chances to watch himself when doing postproduction. Eric told me that he found his immature
and wrongdoing for the critical theories. He later found his other personal interests such as graphical
design. He became much happier according to his weblog and had much better grads for his academic
performance.

2009 HICE Proceedings
Page 1153

From a video documentary to the digital storytelling, we hope that we can really bring one’s
inner speech outward by using socially mediated language as well as new meanings to the whole
process.
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Abstract
In recent years researchers and educators involved in foreign language
instruction have become increasingly aware of the importance of extensive reading.
EFL reading education in Taiwan has been emphasized that teachers provided with
supplementary reading materials other than assigned materials. However, these
materials are usually less concerned about the appropriate level of difficult and
students’ interests for the supplementary. This study illustrates the findings of a survey
of reading attitudes and students’ reading reflection paper related to extensive reading
program in English. In addition, students were acquired to discuss their assigned
reading materials on the web-based course management. The extensive reading
program was carried out during the class periods every week on average and lasted for
three months. Reading materials consisted of some recommend books by the
instructors, for examples Pride and Prejudice, For One More Day, or Tuesday with
Morrie. Apart from reading, students were required to write a summary of the book
and reflection paper about their reading materials on the web-based discussion board.
A survey administrated to 60 Chinese college-level EFL students in Taiwan revealed
that the experience of extensive reading has shown its impact on students’ reading
performance. Moreover, students’ reflection paper revealed that they gain confidence
and boost their fondness of English reading outside the classroom. These findings are
practical for designing appropriate instructions and implementing an extensive
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reading program, with particular emphasis on encouraging students to read English
books.
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Introduction
Extensive Reading (ER) has been playing a crucial role in developing learners’
reading ability and also cultivating a whole range of other language skills.
Additionally, such this approach can boost students’ confidence and motivation and
improve overall attitude. In Taiwan, reading has long been emphasized in the
secondary English education in preparation for the English-language exam of the
scholastic ability assessment and students seldom have opportunities of experiencing
ER. Although students are provided with supplementary materials other than
textbooks, these materials are usually inefficient in terms of the insufficient quantity
and improper reading level of difficulty. In Taiwan senior high school context, reading
instruction is still focused on a close study of grammar and vocabulary, regardless of
this type of language lesson is not reading at all (Alderson& Urquhart,1984; Robb&
Susser,1989). Lack of reading practice, accordingly, students are not able to develop
their reading ability to be fluent readers outside the classroom. The purpose of this
study was to investigate the students’ perceptions towards English extensive reading
activities in Moodle (Modular Object-Oriented Dynamic learning Environment).

Previous Studies
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Extensive Reading
Many educators and instructors have become aware of importance of extensive
reading, defined by Hafiz and Tudor (1989, p.4) as “the reading of large amounts of
material in the second language (L2) over time for personal pleasure or interest, and
without the addition of productive task or follow-up language work”. In other words,
extensive reading involves the reading of large amounts longer, easy to understand
material, usually done outside the classroom. Besides, there are few follow-up
exercises, since the purpose for extensive reading is to comprehend overall content
rather than detailed analysis.
After that, a considerable amount of literature and research has been devoted to
elaborating its meaning and use. Davis (1995) capsulized the concept of extensive
reading: “ pupils are given the time, encouragement and materials fore read
pleasurable, at their own level, as many books as they can, without the pressures of
testing or marks” (p.329). To sum up, the significant characteristics in an ER program
are ( Bamford,1984; Day& Bamford,1998; Hedge,2000).
(1) to access different various interesting materials;
(2) to read a large quantity of printed materials;
(3) to read at one’s own pace for pleasure;
(4) to create an enjoyable environment;
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(5) to give chances to experience real-life reading.
Recent research has consistently provided evidence for the effects of extensive
reading in language learning processes in many ESL/EFL settings. The research
indicated that many aspects of English learning: reading comprehension and speed
(Bel,2001;Davis,1995); positive attitudes (Costinito,1995;Dupuy et al.,1996);
vocabulary acquisition (Coady,1997); reading habit (Camiciottoli,2001); reading
strategy (Hayashi;1999); writing (Janopoulos,1986; Tsang 1996). More specifically, in
the context of extensive reading in L2 setting, other studies have suggested further
benefits. Robb and Susser (1989) and Mason and Krashen (1997) conducted their
studies with Japanese EFL college students to examine the effects of reading
self-selected books on comprehension. In their studies, reading comprehension
post-test scores indicated that the extensive reading method produced better results
compared to more traditional approaches to L2 reading instruction. Another study
conducted by Hafiz and Tudor (1989) was shown that students in the extensive
reading programme had significant improvements in post-test scores for reading and
writing skills as compared to two control groups.
With specific reference to reading frequency and attitudes, there is a paucity of
research at the level of EFL instruction in higher education. The few research relating
to this topic was confected in different instructional contexts. Mokhtari and

2009 HICE Proceedings
Page 1161

Sheorey(1994) investigated the reading habits of international students enrolled in
ESL courses at an American university, related to educational level and high/low
English proficiency levels. Their findings indicted that these variables did not have
any impact on the volume of non-academic reading. In addition, Davis et al (1992)
conducted a survey of the attitudes of American college students enrolled in foreign
languages courses (French and Spanish) towards the study of foreign language
literature. The study revealed that the correlation between self-perception of reading
ability and attitude approaches the level of significance.
In addition, one cross-platform course management (CMS), free, open-source,
and e-learning environment which is Moodle (Modular Object-Oriented Dynamic
Learning Environment) is being facilitate students’ learning in their extensive reading
program. This educational technology can be integrated into classroom instruction,
the development of communicative skills in language learning has its unique
characteristics – it requires social interaction between the teacher and the students and
among students. The stated philosophy of Moodle includes a constructivist and social
constructionist approach to education, emphasizing that learners can contribute to
educational experience in many ways. However, Moodle can’t replace the
conventional classroom, it is definitely a powerful teaching aid to traditional
classroom instruction and supporting companion for blended or hybrid course formats
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(Wu, 2008). This present study was employed Moodle as the role of assisting
students’ extensive reading program.
Although limited in number and scope, the above studies support the case for
extensive reading in L2 contexts. Most teachers would probably agree that EFL
students do little reading in English in their outside classroom. Most studies on
EFL/ESL ER would agree that extensive reading has been reported as successful in
developing learners’ language proficiency. The purpose of this study was to gain
further insight by conducting a survey that addressed the following research
questions:
1. Has their attitude towards reading changed since the instructor initiated the ER
programme in Moodle?
2. Did student think the ER programme was beneficial and enjoyable in Moodle?
3. What are students’ attitudes toward the ER programme in Moodle?
Method
Participants and setting
The participants of the study were a group of 62 freshman students (11 males and
51 females), majoring in applied English. They were all native speakers of Chinese,
aged 19-21 years old, and have had at least six years of learning English as a foreign
language in their junior and senior high school. Their English proficiency was at the
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intermediate level and they have experience reading texts containing approximately
4500 words in the textbook.
Survey instrument
A twenty-two item questionnaire was adapted Camiciottoli’s survey (2001) to
design to shed light on students’ attitudes and frequency (dependent variables)
relating to extensive reading in English, and the factors (independent variables).
a. Years of previous English learning (items 3-4)
b. Previous experience access to English books (item 5)
c. Encouragement to read in English pleasure (item 6)
d. Self-evaluation of reading ability in English (items 7-8)
e. Experience in an English-speaking culture (items 9-10)
These variables were selected on the basis of indications from previous studies
(Davis et al,1992; Mokhtari and Sheoery,1994), as well as from the researcher’s
teaching experience. For example, variables a and d involve aspects of English
proficiency, which would play a crucial role in reading frequency and attitude. The
remaining variables ( b,c, and e) were identified with particular reference to this EFL
learning environment. The questionnaire was formulated in native language (Chinese)
of the participants in an effort to avoid possible failure to completely understand items
(a complete English translation is proved in the Appendix). Camiciottoli pointed out
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that the validity of this questionnaire was to construct a four-point response scale
which submitted to six colleagues of university-level EFL instruction and also piloted
with a group of 15 students. As for the reliability of the instrument in this
questionnaire, the test-retest method was used to administered a second time to twenty
students from the original group of 182 six weeks (Camiciottoli, p.139). The
reliability coefficient (Pearson r) was 0.89.
Procedure
The questionnaire was administered to students during the last minutes of regular
class periods in the end of semester. At the begging of the semester, the instructor
asked students select their favorite books and then the instructor gave some
suggestions for their book selection in terms of the reading reliability and difficulty.
The criterion for book selection was the appropriate level of language (i.e.
intermediate level) which contains at least 5000 words. Students were required to
write the summary of the book they read and reflection paper, for the researcher to
monitor their reading progress and for more teacher and student interaction. In
Moodle, students were asked to complete each assignment in Moodle. In the end of
the semester, students submitted their paper and completed questionnaires and online
discussion assignment. Two of the students did not take part in this ER programme
because they were absent in the final period.
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Data analysis
According to Camiciottoli’s Extensive Reading Questionnaire, the 4-point
response scale defined all variables. Four points were represented for the highest
frequency /quantity/intensity or least positive degree of the characteristics measured
and one point was assigned for the lowest frequency/intensity /quantity or least
positive degree. Most items offered a closed response format from four options,
although three items asked participants to rank options. In scoring these items, it was
necessary to make certain assumption based on the underlying implications of the
option selected. For example, with reference to item 17, a student who has a relatively
favorable attitude toward reading books in English should be willing to make time for
reading English.
Additionally, a reading log was also used for students to write their reasons for
selecting books before they start reading the book, time spent on reading and pages
read each time during their reading this book, and reflections on the book after
completing reading the book. The intention was to observe whether reading books for
pleasure only has any positive impact on students’ toward learning their English.
Results and discussion
The results were surprising in a number of areas. The apparent changes in
attitude (see Appendix, Figure 1). Before implementing the ER programme, only nine
students thought that reading in English would be enjoyable. Indeed, when the ER
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programme was explained to students at the begging of the semester, many students
appeared a little skeptical at the idea of reading books in English at home, because
they had never done before. Notwithstanding , by the time of conducting survey,
twenty-six stated that sometimes they now read in English for pleasure, and nine
students said they often did.
Some students wrote about their reflection on their final paper that indicated that
this ER programme had changed his/her attitude toward English reading. For example,
one student described how he feels his book selection and his reading process. Gilbert
said that “I tried to realize what Hosseini wanted to convey by reading the chapter
repeatedly. However, that made me feel even more anxious about process because I
know that it’s hard foe me to “guess” the meaning of the article b skimming and
scanning! I have to improve my reading skills, especially comprehension.” Gilbert
agreed that extensive reading programme had a positive impact on his English
learning.
When it comes to noting the question of whether students would continue to read
in English after finishing the course, all but seven students positively. It must be noted
that while twenty-six students thought the ER programme was a good idea; three
thought it was a bad idea and ten thought is was too much work. The results of the
extensive reading questionnaire are still in process of analyzing and will illustrate the
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effects of this ER programme in this current study.
Again, since the students had not developed sufficient proficiency to allow them
to read for pleasure, the students’ report on reading difficulties on their reflection
paper, such as vocabulary and grammar rules, indicated that they applied the
bottom-up decoding approach or they relied on the intensive reading, which has been
mostly used in traditional English teaching in Taiwan, even at the university level.
In this kind of reading students closely study assigned short passages and instructors
provide syntactic, semantic, and lexical analyses and translation into students’ first
language to explain meaning of the text. This might also have led to the negative
development of students’ attitudes toward reading and students may stop reading or
read without care if they find it difficult. Moreover, students were asked to write a
reading log individually for keeping their reading process and their reflection on the
book they read. The results indicated that the books were interesting to the students
and they were happy to involved in the ER programme; their motivation on English
learning and attitudes toward English reading were improved.
As for using Online course Management System (Moodle) in this course,
students have some difficult submitting their online discussion assignment on time.
The speculation of this failure is that students might don’t have developed the habits
of discussing their thoughts in English.
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Conclusion
There is no doubt that an ER programme can create an accessible learning
environment for learners to explore a variety of English materials, especially for
Taiwan as an a reading-input-poor setting. Even though the previous studies stated
that children had taken access into consideration at the level of native language in the
ER programme( Walbery and Tsai,1985;Greaney and Hegarty,1987), the access of
extensive reading at the level of higher education should deserve more attention.
Therefore, priority should be given to classroom and libraries with a wide variety of
English books (such as fiction and non-fiction) and other types of literatures as means
of encouraging students to read in English. In other words, teachers should consider
the merits of exposing students to a wide range of interesting English materials in
developing students’ English language proficiency outside class.
Finally, the lack of research on reading attitudes and perceptions in the specific
context of EFL instruction in higher education indicated that considerably more
studies is warranted. The current study was limited to Chinese applied English majors;
a survey of participants of other nationalities and disciplines could generate different
results. In addition, further studies would employ other adequate collaborative
activities in an ER programme, language learners could enjoy English reading and
then develop their own life-long habit for pleasure.
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APPENDIX: ENGLISH TRANSLATION OF EXTENSIVE READING
QUESTIONNAIRE
QUESTIONNAIRE ON READING IN ENGLISH
The purpose of this questionnaire is to collect information on the habits, motivations
and opinions of the students enrolled in the current English course of the Faculty of
Economics concerning reading in English during leisure time. This means reading in
English that is not for academic purposes (for course requirements or exam
preparation) and not for professional reasons.
The questionnaire has 22 items and takes 10-15 minutes to fill out. Please do not sign
your name. All answers will be anonymous. Thank you for taking the time to answer
these questions thoughtfully and sincerely.
Instructions: please place a check in the space before the option that applies to you
PART 1 ± GENERAL INFORMATION AND BASELINE DATA
1. Sex: ____ M ____ F
2. Age: ____ 18-20____ 21-25 ____ over 25
3. How many years have you studied English? (sum together past and present studies)
____ 2-4 _____ 5-6
____ 4-5 _____ more than 6
4. Have you ever attended private or extra-curricular English courses or lessons?
____ yes, for more than a year _____ yes, for a few weeks
____ yes, for a few months _____ no, never
5. During your previous studies, did you have access to books in English to read for
pleasure?
____ yes, often _____ rarely
____ sometimes _____ no, never
6. In the past, were you ever encouraged to read for pleasure in English by a teacher?
____ no, never _____ sometimes
____ hardly ever _____ yes, very much
7. In reading for pleasure in English, how would you rate your comprehension level?
____ low (wide use of dictionary) _____ good
____ average _____ very good (little use of dictionary)
8. If you do not know the meaning of all the words when reading in English, are you
able to understand the gist of what you read?
____ yes, almost always _____ rarely
____ sometimes _____ no, I always need to use a dictionary
9. Have you spent any time in a country where English is the dominant language?
____ no, never (skip to question n. 11) _____ yes, 2-4 weeks
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____ yes, 1-15 days _____ yes, more than a month
10. What was the purpose of your stay?
____ tourism/vacation _____ part-time work
____ study _____ business
____ other (write your answer)
____________________________________________
PART 2 EXTENSIVE READING HABITS: FREQUENCY AND PREFERENCES
11. In your leisure time, how often do you read books in Chinese
____ at least once a week (or more often)
____ once every 1-2 months
____ sometimes (for example, during vacation periods)
____ never, I prefer to do other things during my leisure time (skip to question n. 13)
12. In the last 12 months, how many books have you read for pleasure in Chinese?
____ 1±2
____ 3±5
____ 6±8
____ more than 8
13. How often do you read something in English for pleasure?
____ at least once a week (or more often)
____ once every 1-2 months
____ sometimes (for example, during vacation periods)
____ never (skip to question n. 16)
14. What do you usually read in English during your leisure time?
Rank according to what you read most frequently. Write 1 for the type of reading
material you read the most frequently, 2 for the second type and 3 for the third.
____ lyrics of pop, rock songs
____ newspapers
____ magazines
____ books
15. In the last 12 months, how many books in English have you read for pleasure?
____ 0
____ 1±2
____ 3±4
____ more than 4

PART 3 READING FOR PLEASURE IN ENGLISH: MOTIVATIONS AND
OPINIONS
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16. Would you like to read more books in English for pleasure than you do now?
____ definitely yes
____ probably yes
____ not sure
____ no, I'm not interested in reading more in English (skip to question n. 19)
17. Why don't you read more books in English for pleasure?
From the list below, rank at least three reasons in order of importance. Write 1 for the
most important reason, 2 for the second and 3 for the third.
a. _____ it's too difficult because of my limited level of comprehension
b. _____ lack of time due to university studies
c. _____ I don't know which books to read
d. _____ lack of time (work, family commitments, etc.)
e. _____ I don't have access to books in English
f. _____ I don't want to read in English during leisure time
g. _____ other reason (write
here)____________________________________________
PART 3 ± READING FOR PLEASURE IN ENGLISH: MOTIVATIONS AND
OPINIONS
18. If you had access to interesting books that were suitable to your comprehension
level, how many hours per week would you be willing to dedicate to reading in
English?
____ 0
____ 1
____ 2±3
____ more than 3
19. Do you think reading books for pleasure in English is important?
____ yes, very important
____ fairly important
____ not sure (skip to question n. 21)
____ no (skip to question n. 21)
20. Why do you think reading books for pleasure in English is important?
From the list below, rank at least three reasons in order of importance. Write 1 for the
most important reason, 2 for the second and 3 for the third.
a. _____ could be useful also in other academic subjects
b. _____ to acquire a wider range of vocabulary
c. _____ could be useful for the English course
d. _____ to learn more about other cultures
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e. _____ could be useful for my career
f. _____ to enhance my knowledge and literacy on a general level
g. _____ other reason (write here)
__________________________________________
21. Without considering possible lack of time or limited comprehension, would you
find
reading books in English for pleasure a personally rewarding experience?
____ yes, very rewarding
____ yes, fairly rewarding
____ not sure
____ no (end of questionnaire)
22. What type of books in English would you like to read?
From the list below, rank three preferences. Write 1 for your first choice, 2 for your
second and 3 for your third.
____ mystery, spy or detective stories
____ adventure
____ science fiction
____ romance
____ hobbies, travel
____ fiction, novels
____ non-fiction
____ poetry and theatre
____ social sciences (history, philosophy, sociology, economics, etc.)
____ classics
____ other book types (write your answer) _________________________________
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Abstract
This study was part of Claremont Graduate University’s Teacher Education Internship Program’s
(CGU’s TEIP’s) accountability efforts to make sure that it is indeed preparing K-12 teachers who
are cultivating academic success. This particular study examined the interface between the
Ethnographic Narrative Project (ENP) CGU interns do as part of their teacher credentialing
program and the instructional practices and attitudes of CGU alumni with particular focus upon
how the ENP impacted relations and practices regarding family engagement.
To address the study’s questions, a survey was designed and then emailed to 87 alumni whom
had graduated from CGU’s TEIP approximately six to one year ago. All of the 87 alumni
earmarked to receive a survey had been recipients of CGU’s ENP Award, which is given in
recognition of the notable degree to which the awardees embraced and furthered CGU’s mission
as reflected by their engagement with the ENP. These ENP Award Recipients exemplified
excellence in scholarship and practice. Responses from this select group would help determine if
the excellence exhibited during the credential process had continued or if it had waned after
leaving CGU’s sphere of influence. Stated differently, insights from this group would determine
if the impact of the ENP had any “sticking power.” Unfortunately, only 62 of the awardees
actually received surveys (29% of the email addresses were invalid). Ultimately, surveys were
returned by 22 alumni.
Using descriptive statistics, it was concluded that the sample was comprised of alumni who are
fairly representative of their CGU peers in terms of gender, ethnicity, and type of earned
preliminary California teaching credential. Ninety-one percent (91%) of the Respondents
reported that they are still teaching, with the vast majority still teaching in high-needs schools
(68% in low-income schools, 74% in schools where at least 50% of the student population is of
color, and 74% in schools where at least 30% of the students do not claim English as a primary
language). Additionally, the study revealed that 100% of the Respondents who completed
induction programs earned tenure. Also suggesting the Respondents are advancing
professionally: 31% have received a teaching award/recognition, 8% have begun a Ph.D.
program, 15% have been asked to move into administration; and 38% have mentored a new
teacher.
Using quantitative and qualitative data, it was concluded that the Respondents were often
engaged in good teaching practices and, more specifically, view families as a positive resource.
The data showed that 100% of the Respondents reported that they engage in reflection regarding
their own teaching practices on in a typical month (with qualitative commentary indicating that
the reflection is most often done on a daily basis). Sixty-seven percent (67%) also indicated that
they reflect on their biases, with a large number of those who reported that they aren’t also
noting that they “should.” The data also showed that the Respondents are typically in routine
contact with their students’ families. The most typical motivation for contact was to discuss
academic achievement (95% of the Respondents reported doing this in a typical month) and to
report something praiseworthy (76% reported doing this in a typical month). The data regarding
contact motivated by a student’s behavior and attendance was somewhat convoluted. The
quantitative data suggested this is done by the majority of the Respondents in a typical month but
the qualitative comments suggested that classroom management isn’t typically a problem and
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that attendance is handled more by school administration than by individual teachers. The data
also revealed that 33% of the Respondents contacted families to learn about student’s non-school
interests (with more suggesting that they go directly to the students for this information); that
43% contacted families to learn about the student’s home culture, and 43% contacted families to
give the family resources (mostly typically related to health and finances). Additionally, the data
revealed that methods of contact were varied (i.e., telephone calls, written notes and reports,
emails, postcards) but did not include home visits in a typical month. Lastly, it was concluded
that the majority of the Respondents do indeed collect/analyze student work in a typical month
and that the primary reason for doing so was to set specific goals for themselves as teachers.
The data revealed that many of the Respondents felt somewhat “guilty” if they reported that they
were not routinely engaged in the inquired about practice. When Respondents indicated that
they were not engaged in the inquired practice, the typical qualitative comment was akin to “I
should do this more.” As such, even if not employed in a typical month, there was often an
affirmative acknowledgement of the practice’s value.
Using qualitative data, it was concluded that the ENP did indeed positively impact the
Respondent’s teaching practices and their attitudes toward family engagement. Many of the
Respondents cited the project as being the catalyst that prompted them to learn more about and to
value their students’ families and was the vehicle that developed their ease and confidence to
reach out to these families. The majority of the Respondents identified the ENP as being an
“absolutely integral,” “essential,” “imperative,” and “foundational” part of their teacher
preparation program. Most, however, admit that they did not fully recognize the project’s role,
worth, and power until they had finished their teacher preparation program at CGU.
Given these findings, it was ultimately concluded that the ENP has had a positive impact on the
alumni’s teaching practices and their attitudes toward family engagement. As such, this study
provides preliminary support for the notion that ethnographic research during the credential
process can help new teacher candidates embrace family engagement and good teaching
practices. Consequently, CGU’s TEIP’s leadership and faculty will continue to refine the ENP
and to study the impact it has on new teachers.
Limitations for the study include that sample size was diminutive and that the responses were not
submitted anonymously. Suggests for further research are woven throughout.
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Introduction
Research shows that Good Teaching Matters (Haycock, 1998). The work of Just For The KidsCalifornia (JFTK-CA.org) unearths data that shows there are teachers cultivating success among
poor, non-white, non-native speakers of English, and students with special needs. Such data
speaks to hope and discredits the myth that certain kids “can’t do it.” (Education Trust; Reeves,
2003). Put simply: research has shown us that effective teachers can break cycles of academic
failure.
The mission at Claremont Graduate University’s Teacher Education Internship Program (CGU’s
TEIP) is to prepare teachers who are adept at meeting the needs of all of California’s diverse
students while fast-tracking the achievement of underperforming populations, especially those
who have historically been ill served by educational systems (i.e., namely students of color, the
poor, non-native speakers of English, students with special needs). We want our teachers to be
empowered by the knowledge that students can and will learn under the guidance of quality
teachers and, consequently, become internally motivated to master the skills, strategies, and
attitudes that foster academic growth.
In order to fulfill our mission, we invest in teacher candidates who share this goal. As such,
when we recruit, we pay particular attention to goodness of fit. If a candidate does not have a
commitment to working with high-needs populations and disenfranchised students, there is not
goodness of fit with our program. Perhaps put too frankly, if somebody just wants to “get a
credential,” there are much easier and much less expensive teacher preparation programs for
them to attend. But, if they are willing to work hard to become an outstanding teacher who is
skilled at interrupting cycles of academic failure, who knows how to work collaboratively with
peers and families, and who has specific preparations to address the needs of English language
learners and those with special needs, then they should apply. Ultimately, we find that the
candidates who do have “goodness of fit” with our program resonate with our vision and are
willing to sacrifice in order to become the type of teacher who is prepared to make a difference
in our high-needs schools.
Our program is designed around the principles of accountability, collaboration and social justice
(Ganley, Quintanar, & Loop, 2007). We believe that when these principles are taken into
account, teacher quality is framed in ways beyond what is revealed by scores on standardized
tests and accrued degrees or credentials. Teachers who embrace the ideals of accountability,
collaboration, and social justice have a developed sense of ownership and hold themselves
responsible. They work to cultivate their craft, build subject-matter competency, and use data to
improve their practice and outlooks. They understand that scaffolded support can enable all their
students to reach the highest of expectations and goals. They build authentic and sustainable
relationships with their students and colleagues. This type of internal drive raises the bar far
above any other external measure and really is at the core of what it means to be a quality
teacher.
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Repeatedly exposed to the principles of accountability, collaboration, and social justice, our
interns 1 come to acknowledge that variables like poverty and language fluency are challenges
but not barriers that legitimize a student’s failure or that justify teachers lowering their
expectations. They realize that such variables can and need to be addressed via well-informed,
explicit, and purposeful instruction (Delpit, 1995). To make sure our interns learn the attitudes
and strategies that foster success in English-language learners and students of color, our interns
work in high-needs settings during their internship year. (Specifically, they secure jobs in
schools where 50% of the student population are students of color, 35% are English language
learners, and 35% are receiving free/reduced-cost lunch.) We want to offer them “high-touch”
support at the beginning of their career so that they can become agents of change and hope in
these settings.
To help us achieve our mission, we introduce our students to the practices and habits of good
teaching. One of the primary ways that we do this is via the Ethnographic Narrative Project
(ENP).
Our ENP draws upon the strengths of ethnographic narrative research. Ethnographic narratives
allow an investigator to describe and analyze the practices and beliefs of cultures and
communities. The focus is to understand the culture or community being studied from a
participant observer perspective that takes into account the insider’s and the outsider’s
perspective (modification of Mertens, 1998, p. 164). The inquiry is guided by the investigator’s
“mental models” (Senge, 1990); that is, it is guided by the researcher’s own paradigm and/or
theory about the way things are. But, with this type of research, one’s paradigm is continually
evolving because when presented with data that does not “fit” his/her original model, the
researcher must be willing to abandon or modify his/her paradigm. Thus, ethnographic
narratives allow the researcher to observe a complex world in a way so he/she can describe the
interrelationships among previously unknown themes and patterns and, simultaneously, in a way
that expands and informs the researcher’s own perspective.
Our Ethnography Narrative Project (ENP) has been a central assignment in CGU’s TEIP
program for several years. In 2003, when the researchers of this study first assumed leadership

1

Our teacher education program utilizes an internship model and, hence, we typically call our
teacher candidates interns. After an intensive first phase of preparation (that includes working
under the tutelage of a master teacher, taking several courses, passing competency tests, etc., and
that lasts either four or eight months), our candidates are deemed “highly qualified” under No
Child Left Behind and, as such, obtain jobs as fully paid teachers of record in area schools on an
internship credential. During their one year “internship phase,” the interns teach in their K-12
classrooms Mondays-through-Fridays and take classes with us at the University on Saturdays.
As such, the program blends theory and practice. The idea is that the experiences the candidates
have at their K-12 school sites will inform the discussions happening in their university classes;
and, conversely, what is learned on the university campus will impact the candidates’ practice
during the week. In the context of this paper, the terms teacher candidate, candidate, and intern
are used interchangeably to represent those individuals who are working toward a preliminary
California teaching credential. The term student is used to refer to a youth in the K-12 system.
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positions in CGU’s TEIP, the ENP was refocused and specific guiding questions for each section
were identified. Since 2002, minor modifications have been made each year.
CGU’s ENP is worked on during the duration of the candidate’s 15-19 month program and is
submitted as the intern’s Master’s thesis. 2 The ENP has six sections (Sections A-F). Each
section has a number of guiding questions that aim to help the intern understand the scope and
focus of each of the project’s sections. The questions are given to provide a sense of the kinds of
questions the intern should be seeking to answer. As such, interns are urged to look at the spirit
of these questions and not to view them as Q&A prompts. Each of the project’s sections is
briefly described below. The description of ENP Section B is admittedly longer than the
description of the other sections because it is the section that pertains most to family engagement
and, hence, has the most relevance to this particular study.

ENP Section A. Reflection of self
For this section, candidates focus on the following questions: Who am I, and why do I want to be
a teacher? What’s my story? To address these questions, candidates reflect and write on their
own and their family’s attitudes towards school and explore how their experiences and attitudes
have impacted their desire to be a teacher. For this section, the candidates write and reflect upon
the following guiding questions:
¾
How has my background (cultural, linguistic, and socio-economic) influenced my
experiences and success in school?
¾
How has my ability/disability impacted my experiences in school? (And, perhaps,
think about specific teaching styles that seem to strengthen your learning.)
¾
What is/was my family’s attitude toward education? How does/did this impact me?
¾
What specific experiences shaped my perspectives on teaching and learning?
¾
Which teachers had the greatest/least influence on me and why?
¾
What experiences have I had that make me want to be a teacher?
¾
What special talents and character qualities (positive and negative) do I bring to the
profession?
¾
What’s my understanding of the link between social justice and accountability? How
do I define these terms and make sense of CGU’s vision statement?
¾
How committed am I to positively impacting the academic and social success of my
students? What will this commitment look like?
¾
What contribution do I want to make to the field?

2

Interns in our program simultaneously work towards a preliminary California teaching
credential and a Master of Arts in Education. Interns can work towards a number of different
credentials: a multiple-subject credential, a single-subject credential (either in English, Math,
Science, Social Studies, or Spanish), or an education specialist credential (mild/moderate or
moderate/severe).
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ENP Section B. Reflection of students
For this section, candidates focus on the question: Who are my students (a perspective from the
Fall)? To answer this question, each candidate focuses on five struggling students. The
candidates collect/analyze data pertaining to the following guiding questions:
¾
Who is he/she (i.e., weaknesses, strengths, aspirations, dreams, major influences,
goals)?
¾
What is his/her academic story (i.e., attitude toward school, past experiences, family’s
influences, etc.)?
¾
Given my growing sense of this student, what is my plan for bringing about academic
success? What do I need to do to make this plan a reality?
For this section, the data is collected mainly via interviews with the students and their families,
home visits, student work samples, observation, journaling, and sometimes the shadowing of the
five students.
With this section of the ENP, we try to familiarize our interns with a model of family
involvement where the “arrow of influence” points from the family to the teacher (or, perhaps,
goes both ways). (See Figure 1 below and in Appendix G for a visual depiction of this concept.)
This model of family engagement is not the “old school” model (see Figure 2 below and in
Appendix G) where the “arrow of influence” points from the teacher to the family, suggesting
that the goal of the interaction is for the teacher to influence the family. With the model we
promote, the teacher’s role is not to “give,” and the family’s role is not to “receive” [utilizing
Paulo Freire’s language of “banking” (2003)]. Instead, the teacher is influenced and impacted by
the exchange; the teacher learns from the family. With this model, teachers assume they (and
their teaching) will benefit from getting to know their students’ non-school lives and families;
that getting to know the student as an individual will help them design interesting, engaging, and
meaningful lessons; that families have insights into and information about their children that
might be important for them to know (Valdés, 1996); and that two-way communication between
the teacher and family is beneficial to the student and learning process.
A review of the literature on home visits suggests that when home visits and parental
engagement are done under such auspices, that there are a number of benefits, including:
¾
The teacher effectively demonstrates “visible care;”
¾
The teacher gives the message that the students’ home culture has value;
¾
The teacher acquires useful “instructional insights;”
¾
The teacher gains a greater context;
¾
The positive teacher/family relationship often results in greater parental involvement,
support, and communication;
¾
The teacher often discovers a student’s hidden assets (Delpit, 2006; Greenwood &
Hickman, 1991; Johnson, 1999; Sternberg, 2006; Valdés, 1996; Worthery &
Hoffman, 2001; Ziegler, 2000).
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Figure 1: The model of family engagement that we do promote
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Figure 2: The “old school” model of family engagement that we do not promote
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ENP Section C. Reflection of school
For this section of CGU’s ENP, candidates focus on the question What is happening at my
school? To address this, candidates collect/analyze data pertaining to the following guiding
questions:
¾
What is it like to be on my campus?
¾
What school policies & practices shape my school’s culture/identity?
¾
What are other influences (i.e., district, state, federal policies & practices) that impact
the school?
¾
What kind of resources & support does my school have?

ENP Section D. Reflection of community
For this section, candidates focus on the question What’s happening in my school’s community?
To address this, candidates collect/analyze data pertaining to the following guiding questions:
¾
What is my community’s history?
¾
How can I describe the community so my reader has an accurate sense of it?
¾
What are my community’s resources?
¾
What are my community’s aspirations & concerns?
¾
What community events are important and why…and what are they like?
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ENP Section E. Reflection of students
For this section, candidates focus on the question What has this year been like for my five
ethnographic narrative students (a perspective from the Spring)? To address this, candidates
collect/analyze data pertaining to the following guiding questions:
¾
What does the data I have collected for a year tell me about my students’ learning and
progress?
¾
How did my own teaching strategies and effectiveness impact the students’ learning?

ENP Section F. Reflection of the Internship Year
For this final section, candidates focus on the question How can I make sense of my internship
year as a scholar practitioner? To address this, candidates are asked to reflect and write on the
intersection between theory and practice, their experience, the larger social/cultural/political/
economic context, and their own emerging vision/personal philosophy.
In summary, CGU’s ENP project is designed to introduce our teacher candidates to good
teaching practices, including
¾
Reflection of self (including the reflection of one’s attitudes, biases, and perspectives
and how these impact one’s practices and belief systems);
¾
Knowing one’s students and their families and using this knowledge to impact student
achievement by impacting engagement, relevancy, etc.;
¾
Continually analyzing student progress and school engagement;…and adjusting one’s
practices based upon this analysis; and
¾
Identifying specific learning goals for students, creating individualized action plans
for both the student and teacher, collecting data to monitor progress towards goals,
and ultimately reflecting on one’s own effectiveness in relationship to goal
attainment.
Given the correlation between these good teaching practices and academic success, we believe
that the ENP helps our alumni fulfill our mission. Stated differently, we see the ENP as being a
means by which our interns develop experience with and loyalty to the types of teaching
practices that foster student success.
As part of our own accountability efforts to make sure that we are indeed preparing teachers who
are cultivating academic success (i.e., in order to make sure that our mission is being
accomplished and not just talked about), we have begun to engage in research that helps us to
address the following broad question: How has the ENP impacted our alumni? Is it meeting its
objectives? The focus of this particular study was to look at the interface between the ENP and
our instructional practices and attitudes with particular focus upon how the ENP has impacted
their attitudes and behaviors towards their students’ families. As such, this study sought to
address the following research question: How has the ENP impacted our alumni’s teaching
practices and their attitudes/practices regarding family engagement? An answer to this question
gives a preliminary response to the question posed in this paper’s title: Ethnographic narratives
during the credentialing process: Do they help new teacher candidates embrace family
engagement and good teaching practices?
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Methodology
With the study’s research questions in mind, we constructed two forms of a survey that elicited
both qualitative and quantitative data. The “long-form” survey (see Appendix A) was deemed
comprehensive but too lengthy. As such, it was concluded that the “short-form” survey (see
Appendix B) would be used for this study. The only difference between the long- and shortform surveys is that the short-form survey does not have the last set of questions (Questions 2530).
The survey was designed to address three primary questions:
1. Who was in our sample?
2. What are the Respondents’ practices, especially in regard to family engagement?
3. How did the ENP impact the Respondents’ attitudes toward family engagement?
To address Question 1: Who was in our sample? we used data from the survey to address three
sub-questions: 1A) What are the demographics of our Respondents? 1B) Are our Respondents
working with high-needs populations? and 1C) Are our Respondents advancing professionally?
The data used to answer these questions does not specifically pertain to how the ENP has
impacted our alumni’s attitudes or practices. It does, however, provide information as to
whether or not our alumni are staying and being promoted in the field and as to whether or not
our alumni are still teaching in diverse, high-needs schools. This information is relevant to this
study for a number of reasons. First, it is relevant because this study is ultimately connected to
our accountability efforts to determine if we are indeed preparing teachers who can cultivate
academic success. To state the obvious, if our alumni aren’t even staying in education or aren’t
working with high-needs populations, they clearly can’t fulfill our mission. Or, to draw the
connection to this particular study, it is practically meaningless if our alumni’s attitudes toward
parental involvement were positively impacted by the ENP if they have left the field all together.
Furthermore, research shows that teachers do get better with time. Accordingly, a teacher is
typically more effective in his/her third and fourth year than he/she is in his/her first or second
(Haycock, 2008). Consequently, there is a connection between longevity and exposure in the
field to professional growth and teacher effectiveness. As such, if our alumni remain in the field,
we can assume that it is probable that they are developing their craft and are more likely to fulfill
our mission.
To address Questions 2: What are the Respondents’ practices, especially in regard to family
engagement? we used data from the survey to answer five sub-questions: 2A) Do the
Respondents reflect on their practices? 2B) Do the Respondents reflect on their biases? 2C) Why
do the Respondents contact their students’ families? 2D) Do the Respondents conduct home
visits? 2E) Why do the Respondents collect and analyze student work? The data used to answer
these sub-questions focuses upon our sample’s practices, particularly those pertaining to family
engagement.
To address Question 3: How did the ENP impact the Respondents’ attitudes toward family
engagement? we used data from the survey to answer three sub-questions: 3A) As an alumnus
who did the ENP, how do you now view the ENP and its worth? 3B) Is your attitude toward the
ENP different now as an alumnus compared to what it was as an intern doing the project?
Explain. 3C) How did the ENP prepare you to work with your students’ families? The data used
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to answer these sub-questions explores the impact of the ENP on our sample’s attitudes and
practices towards family engagement.
Chart 1 (see Appendix G) provides a list of the sub-questions used to answer each of the study’s
three primary questions. Appendix E articulates which survey questions were used to address
each of these questions. Appendix F highlights which questions in the survey were not used for
this study.
It was determined that the survey would be given to recipients of the Ethnographic Narrative
Project Award from six recent cohorts (2001/2002, 2002/2003, 2003/2004, 2004/2005,
2005/2006, 2006/2007). Unfortunately, information regarding the 2002/2003 Award Recipients
could not be located and, hence, these Award Recipients were not earmarked to receive surveys.
As such, ultimately, the 87 recipients of the ENP Award from five cohorts (2001/2002,
2003/2004, 2004/2005, 2005/2006, and 2006/2007 which collectively had 499 interns, averaging
about 100 interns/cohort) were identified as the group to whom surveys would be sent. These 87
ENP Award Recipients finished our teaching credentialing program in a range of approximately
one to six years, with the mean being 2.5 years and the mode being approximately 2 years.
The ENP Award Recipients are nominated by their CGU instructors. The ENP Award
recognizes the degree to which the recipients have embraced and furthered CGU’s mission as
reflected by their engagement with the ENP. Additionally, the Award Recipients exemplify
excellence in scholarship and practice. The Award Recipients receive a certificate and are
recognized in front of their peers and families at a ceremony akin to graduation.
We identified the 87 Award Recipients from the five recent cohorts as being the alumni from
whom we’d seek data for this study because we knew they had shown excellence while in the
credentialing process. Their responses to our questions would help us determine if this
excellence had continued or if it had waned after leaving our sphere of influence. Stated
differently, insights from this group would allow us to determine if the impact of the ENP had
any “sticking power.”
The study did not address whether or not there was long term or residual influence of the ENP on
alumni who had not been ENP Award Recipients.
Demographic information regarding the 87 Award Recipients earmarked to receive the survey is
found in Chart 2 (see Appendix G). As can be seen from this chart, 76% of the Award
Recipients were female; 24% were male. This is fairly comparable to the gender proportions of
this group’s cohort peers, which totaled 499 collectively (but averaged approximately
100/cohort) and of whom 73% were female and 27% were male. Descriptive statistics also
revealed that the 87 Award Recipients were also fairly comparable to their 499 cohort peers in
terms of ethnicity. Of the 87 Award Recipients, 45% were White (as compared to 40% of their
cohort peers); 36% were Latino (as compared to 31% of their cohort peers); 15% were African
American (as compared to 18% of their cohort peers); and 2% were of other ethnic origins (as
was the same for their cohort peers). Lastly, the 87 Award Recipients were also fairly
comparable to their cohort peers in terms of types of credentials earned. Of the 87 Award
Recipients, 43% earned a multiple subject credential (as compared to 50% of their cohort peers);
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43% earned a single-subject credential (as was the same for their cohort peers); and 14% earned
an education specialist credential (as compared to 7% of their cohort peers). 3 If this study is ever
expanded or reworked, statistical analysis will be done to confirm that these slight percentage
differences are not statistically significant.
Given the busy lives of new teachers, the degree to which the 87 Award Recipients were
geographically dispersed, and our fast-approaching deadline, we decided that the best way to
send the survey to the group was via email. Using departmental archives of contact information,
an e-list serve was created. Prior to sending the message, the researchers split the 87-recipient
list in half and attempted to contact each recipient via phone. The goal was to give the recipients
a “heads up” that the survey would soon be on the way and that their response would be
appreciated. In some cases the calls resulted in phone conversations. In more cases than not,
however, messages were left on answering machines/voice mails or calls rang to invalid
numbers.
Via the newly created e-list serve, the short-form survey was sent via an attachment. (The email
accompanying this attachment can be found in Appendix C.) Immediately after sending this
initial message, we learned that approximately 29% (25 in total) of the 87 email addresses were
invalid, bringing the group who actually had surveys hit active email addresses down to 62. We
then worked, unfortunately without much avail, to find current email addresses for the missing
group.
Approximately twelve days after sending the original e-survey, we re-sent the survey along with
a reminder that the requested deadline was fast-approaching. (The email accompanying this
attachment can be found in Appendix D.)
Although a deadline for submitting the completed survey was named, the researchers did not
hold firm and accepted surveys after that deadline.
Ultimately, surveys were returned by 22 Award Recipients (approximately 36% of the 62 Award
Recipients who had valid email addresses and approximately 25% of the 87 Award Recipients
initially earmarked to receive surveys). Demographics regarding this population (herein referred
to as the Respondents) are described in the Findings section below.
A small number of the Award Recipients who did not return completed surveys were contacted
to inquire about why they had chosen not to reply. Responses centered around the business of
their work schedules and lives. None suggested that they were opposed to or uneasy with
providing feedback.
The returned surveys were printed and copied so that each researcher had a set.

3

The 2004-2005 cohort was the first cohort that had the option of working toward an Education
Specialist (mild/moderate) credential at CGU.
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The survey’s quantitative data was inputted into Excel for easy manipulation. The data entry
was double checked for accuracy by a research assistant and then spot checked a third time by
the researchers.
The survey also elicited qualitative responses. These responses were read individually by each
researcher twice. After the second reading, each researcher individually coded the narrative
responses and identified themes running across the responses. Specific quotes and passages that
are representative of these themes were also identified. Also recorded were stand-alone insights.
After this individual sense-making, the researchers then compared their analysis and re-read and
re-analyzed the surveys collectively in light of the descriptive (quantitative) findings. From this
collaborative process, the researchers then came to consensus regarding the study’s themes and
the most representative passages of these themes.
The study’s findings are presented below in the Findings section.

Findings
The survey’s elicited responses could be used to address the following questions:
1. Who was in our sample?
a. What are the demographics of our Respondents?
b. Are our Respondents working with high-needs populations?
c. Are our Respondents advancing professionally?
2. What are the Respondents’ practices, especially in regard to family engagement?
a. Do the Respondents reflect on their practices?
b. Do the Respondents reflect on their biases?
c. Why do the Respondents contact their students’ families?
d. Do the Respondents conduct home visits?
e. Why do the Respondents collect and analyze student work?
3. How did the ENP impact the Respondents’ attitudes toward family engagement?
a. As an alumnus who did the ENP, how do you now view the ENP and its worth?
b. Is your attitude toward the ENP different now as an alumnus compared to what it was
as an intern doing the project? Explain.
c. How did the ENP prepare you to work with your students’ families?
Each of these questions is discussed below in light of the survey’s responses.

Question 1: Who was in our sample?
To address the question Who was in our sample? we used survey data to answer three subquestions:
a. What are the demographics of our Respondents?
b. Are our Respondents working with high-needs populations?
c. Are our Respondents advancing professionally?
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1a. What are the demographics of our Respondents?
The survey responses (when combined with information from our in-house databases) provided
information regarding the Respondents’ gender, ethnicity, type of California credential they
earned at CGU, and teaching/employment status. Below are descriptive statistics regarding these
variables.
Charts 3 and 4 (see Appendix G) show that 17 (77%) of our Respondents were female; 5 (23%)
were male; 9 (41%) were White; 6 (27%) were Latino; 5 (23%) were Asian; and 2 (9%) were
African American. Of the 22 Respondents, 7 (32%) had earned a multiple-subject credential; 12
(54%) had earned a single-subject credential [with 5 in English, 2 in Science, 4 in Math, 1 in
Spanish, and none in Social Studies); and 3 (14%) had earned an Educational Specialist
(mild/moderate) credential. 4 Of the 22 respondents, only 2 (9%) reported that they are no longer
teaching.
As Chart 2 (see Appendix G) shows, the 22 Respondents were fairly representative of both their
cohort peers and their ENP Award Recipient peers. As shown in this chart, the groups are highly
comparable in terms of gender and ethnicity. The most notable (but still seemingly minor) way
that the groups are different is in terms of credential type. If this study is ever expanded or
reworked, statistical analysis will be done to confirm that these slight percentage differences are
not statistically significant.
Given that we do not take into account the gender, ethnicity, or credential type when selecting
the ENP Award Recipients, it was pleasant news to learn that the Award Recipients are indeed
representative of their cohort peers.
If this study is ever expanded or reworked, we will determine how the composition of our alumni
compares to that of other teacher education programs.

1b. Are our Respondents working with high-needs populations?
The survey responses provided information regarding whether or not our Respondents are
working with high-needs populations.
As shown in Chart 5 and Graph 5 (see below and Appendix G), 68% of the Respondents reported
that they are working in low-income schools. Additionally, 74% of the Respondents reported
that they are working in schools where at least 50% of the student population is of color, and
74% of the Respondents reported that they are teaching in classrooms where at least 30% of the
students do not claim English as their primary language.
If representative of their peers, these findings suggest that our alumni are indeed staying in the
profession and are continuing to work with high needs schools. Again, this was positive news.

4

The 2004-2005 cohort was the first cohort that had the option of working toward an Education
Specialist (mild/moderate) credential at CGU.
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If this study is ever expanded or reworked, we will determine how the schools in which our
alumni work compare demographically to the schools employing teachers who earned their
credential in other teacher education programs that also have a mission involving social justice.
Future analysis will also need to be done to see if there is variance in our own alumni’s places of
employment.
Graph 5: Are the Respondents working in high-needs schools?
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1c. Are our Respondents advancing professionally?
The survey responses provided information regarding whether or not our Respondents are
advancing professionally.
As outlined in Chart 6 and Graph 6 (see below and Appendix G), descriptive statistics revealed
that 100% have received tenure upon completing a BTSA/induction program; 31% have received
a teaching award/recognition; 8% have begun a Ph.D. program; 15% have been asked to move
into administration; and 38% have mentored a new teacher.
When this information is considered collectively, it can be concluded that our Respondents are
indeed advancing professionally. This, too, was positive news.
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Graph 6: Information regarding the professional promotion of our Respondents
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Answer to Question 1: Who was in our sample?
Given the above information, we concluded that our sample was comprised of CGU TEIP
alumni who are fairly representative of their CGU peers in terms of gender, ethnicity, and type of
preliminary California teaching credential earned at CGU. Ninety-one percent (91%) of the
Respondents reported that they are still teaching, with the vast majority still teaching in highneeds schools (68% in low-income schools, 74% in schools where at least 50% of the student
population is of color, and 74% in schools where at least 30% of the students do not claim
English as a primary language). Additionally, the study revealed that 100% of the Respondents
who completed induction programs earned tenure. This alone suggests that the Respondents are
advancing professionally. Also suggesting the Respondents are advancing professionally: 31%
have received a teaching award/recognition, 8% have begun a Ph.D. program, 15% have been
asked to move into administration; and 38% have mentored a new teacher.

Question 2: What are the Respondents’ practices, especially in regard
to family engagement?
To address the question What are the Respondents’ practices, especially in regard to family
engagement? we used survey data to address five sub-questions:
a. Do the Respondents reflect on their practice?
b. Do the Respondents reflect on their biases?
c. Why do the Respondents contact their students’ families?
d. Do the Respondents conduct home visits?
e. Why do the Respondents collect and analyze student work?
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For these questions, the survey elicited both quantitative and qualitative responses. The findings
are shared below.

2a. Do the Respondents reflect on their practice?
Descriptive statistics revealed that 100% of the Respondents reported that they reflect upon their
own practices.
Nearly all of the qualitative responses indicated that reflection was done “constantly” and “every
day.” The Respondents indicated that the reflection was done alone and with others, often with
colleagues and/or administration. BTSA was cited more than once as being a catalyst for
reflection.
The following four quotes are representative of the comments provided by the Respondents
regarding reflection upon practice:
¾

“I want to feel as though I am doing my best in reaching all students. I am always
asking myself how can I make things better next time, or how can I push my kids to
think and work on a level that I know they are capable of.”

¾

“[I reflect] informally all the time. Daily. I think that CGU taught me to constantly
question what was I doing after the day had finished. Who in the class [had]
understood [sic]? What did they do? Once a month we also reflect as a department
in department meetings.”

¾

“In order to be an effective teacher, I must look at my students’ progress or lack of
progress and try to find ways to teach more effectively. I find a variety of strategies
that will help me as well as my students.”

¾

“[When do I reflect on my practice?] Every day, as I teach, during my breaks, when
school is over, on my ride home, during my dinner, before I go to and as I sleep – it
gets in your head and it doesn’t let you go – everything you and everything you think
you can do to make it better.”

The Respondents’ qualitative responses to this question, as well as their responses to other
questions, suggested that the Respondents had a heightened sense of consciousness, that they
strived to be very purposeful and reflective in their teaching practices. Many of the responses
include phrases like “I am often conscious of…” and “I reflect on…” and “I am aware of…”
The heightened consciousness of the Respondents was one of the themes that emerged from the
qualitative analysis.
When the quantitative and qualitative data is considered collectively, it can be concluded that our
Respondents are reflecting upon their practices. This was positive news.
Future research will need to be conducted to ascertain whether or not our alumni reflect on their
practices more or less than non-CGU prepared teachers. A limitation of this study is that we
don’t have a peer group with which to compare our findings.
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Future analysis will also need to be done to see if there is variance in our own alumni’s reflection
practices.

2b. Do the Respondents reflect on their biases?
Descriptive statistics revealed that 67% of the Respondents claimed that they reflect upon their
own biases.
The qualitative responses support the assessment that the majority of the Respondents reflect
upon their biases in a typical teaching month.
A number of Respondents commented that they find themselves reflecting upon their biases in
light of a particular experience or student. The following two quotes (from different
Respondents) are most representative of this sentiment:
¾

“There are students who are more difficult for me. I often reflect why I feel these
students are more difficult and if I hold a bias against them.”

¾

“I don’t think I consciously reflect upon my biases or purposefully reflect on my
biases [in a typical month]. But I do believe that I do it sporadically, after certain
instances or experiences.”

The qualitative responses also revealed that there is a small portion of the Respondents who
admit that they don’t reflect upon their biases as much as they feel they should. The following
quotes (from different Respondents) are most representative of this sentiment:
¾

“I do reflect [on my biases] on occasion but admit that I do not do this as frequently
as I should.”

¾

“I don’t think this is something I focus on (or my school, for that matter) as much as
we should. I try to keep an open mind and stay positive with my challenging
students. I should spend more time reflecting on all my biases.”

It should be noted that what might be lightly called “guilt-ridden comments” were spattered
throughout the survey responses and not just in relation to this question. Often when a
Respondent indicated, for examples, that he/she had not been regularly engaged in the inquired
about teaching practice, the commentary was something like “I need to do this more” or “I
should do this.” After admitting that she hadn’t been routinely engaged in yet another practice,
one Respondent even wrote “Now I really feel guilty.
‘
One Respondent specifically tied reflection practices to the ENP: “When the time comes when I
get frustrated with a student and/or that child’s family, I try and ask myself if there are other
factors that I need to consider before I make my own conclusions. I think this is a result of the
ethnography project.”
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When the quantitative and qualitative data is considered collectively, it can be concluded that the
majority of our Respondents do reflect upon their biases. Again, this was positive news.
Future research will need to be conducted to ascertain whether or not our alumni reflect on their
biases more or less than non-CGU prepared teachers. A limitation of this study is that we don’t
have a peer group with which to compare our findings.
Future analysis will also need to be done to see if there is variance in our own alumni’s reflection
practices.

2c. Why do the Respondents contact their students’ families?
To ascertain whether or not our Respondents routinely contact their students’ families and the
motivation for doing so, we examined
¾
Contact prompted by a concern regarding student achievement;
¾
Contact prompted by a concern regarding student behavior;
¾
Contact prompted by attendance issues;
¾
Contact prompted by the student doing something praiseworthy;
¾
Contact prompted by the teacher’s desire to learn about the non-school lives of
students; and
¾
Contact prompted by teacher wanting to provide the family with resources.
Descriptive statistics revealed that the vast majority of our Respondents are indeed contacting
their students’ families. As shown in Chart 7 and Graph 7 (see below and Appendix G), our
Respondents reported that in a typical month they contact their students’ families for a variety of
reasons: 95% are contacting their students’ families because of problems or concerns with
academic achievement; 85% because of problems with the students’ behavior; 52% because of
the students’ poor attendance records; 62% to express concern or offer support when a student is
absent; 76% to report something praiseworthy; 33% to learn about their students’ non-school
interests; 19% to inquire about the families’ aspirations for their children; 43% to learn about the
students’ home culture; and 43% to give the families resources that might be beneficial.
These descriptive statistics are discussed below in light of the qualitative comments.
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Graph 7: Reasons why our Respondents contact their students’ families in a typical month
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Contact prompted by a concern regarding academic achievement
As shown in Chart 7 and Graph 7, 95% of the Respondents reported that they contact their
students’ families because of problems or concerns with academic achievement.
Qualitative commentary suggests the majority of the Respondents feel communicating with
parents is “an important aspect of [their] job.” Some reported that they contact parents regarding
academic achievement “when necessary;” others reported doing it on a more routine basis.
A number of the Respondents indicated that they most frequently call the families of “students
who are struggling.”
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The qualitative commentary suggests that a variety of methods are being used to contact
families: phone, email, letters, progress reports, on-line grade books.
One Respondent specifically linked contacting families to discuss academic achievement to the
ENP: “I got in the habit of making students call home when they were doing poorly – and I
would try to have a parent/teacher conversation via phone or on campus. This did stem from the
ethnography project. I learned how valuable parents can be as a resource.”

Contact prompted by a concern regarding student behavior
When quantitative and qualitative responses to this issue are juxtaposed there is a contradiction.
Descriptive statistics revealed that 85% of the Respondents claimed that in a typical month they
will contact their students’ families because of problems with student behavior. The qualitative
data, however, suggests that the Respondents are typically not having behavioral issues in their
classrooms.
Following are a number of quotes (from different Respondents) that are representative and that
suggest that classroom management is not typically a concern/issue:
¾

“[Poor student behavior] hasn’t been a problem yet this year.”

¾

“I rarely have behavior issues.”

¾

“[I] hardly ever contact parents about problem behavior. [I] contact them about
academics.”

¾

“I make it a point to contact families bi-weekly to update them on their child’s
progress. However, I’ve never had to contact a family regarding a child’s behavior.”

Other qualitative passages suggest that behavior is not typically an issue but if there is a concern
that the Respondents will indeed contact the families. The following quote is representative of
this sentiment: “I do try to handle situations in the classroom and will repeat rules and
expectations, but occasionally I will have to speak to parents about their child’s behavior.
Parents seem to be very responsive and open to suggestions.”

Contact prompted by attendance issues
Although descriptive statistics revealed that 52% of the Respondents indicated that in a typical
month they contact families when there is a problem with a student’s attendance, the qualitative
responses overwhelmingly indicated that attendance issues are most typically handled by school
administration and, hence, is not in the domain of the individual teacher. Most Respondents
indicated that they get regular reports (from administration) regarding the attendance of their
students but, to repeat, that the administration is more in contact with the families than they are
regarding school attendance.
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According to descriptive statistics, 62% of the Respondents contact the students’ families in a
typical month to express concern or offer support when a student is absent. A number of the
qualitative responses indicate that the Respondents will contact families “to see if the child was
okay,” especially if the absence was unexpected or prolonged.

Contact prompted by the student doing something praiseworthy
According to descriptive statistics, 76% of the Respondents reported that in a typical month they
contact families to report that the student did something praiseworthy.
Qualitative responses suggest that the form of contact is varied: weekly comments sent home,
monthly positive telephone calls, postcards, emails, certificates, prizes.
Echoing the guilt seen in other responses, one Respondent admitted that this should be done
more frequently.
One Respondent linked this practice to the ENP: “During the month at some point…I write cards
to students and their families telling them they did a good job on a particular assignment or were
really engaged, etc. This stemmed from the [Ethnographic Narrative] Project…parents said that
they were most often ONLY contacted [by teachers to report] poor or bad behavior, not positive
behavior.”

Contact prompted by the teacher’s desire to learn about the non-school lives
of students
Descriptive statistics revealed that less than a majority of the Respondents contact their students’
families in a typical month to learn about the non-school lives of the students. Specifically,
descriptive statistics indicated that only 33% of the Respondents contact families to learn about
their students’ non-school interests; only 19% to inquire about the families’ aspirations for their
children; and 43% to learn about the students’ home culture.
The qualitative responses indicate that many of the Respondents value information regarding the
non-school lives of their students but go to the students themselves, not their families, for the
information. The following quotes (from different Respondents) are most representative of this
sentiment:
¾

“I usually learn about my student’s non-school interests from my student. Through
conversations, pictures, and things on the front of their binders, from their friends,
etc.”

¾

“I don’t contact home for this – I ask the student. In most cases, the family may not
know much about what the student is actually interested in, so I go straight to the
source.”
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¾

“I discuss the student’s interest more with the student than with the family. I have
journals that students write in, and they have frequently shared their interests with
me.”

Other qualitative responses indicate that the majority of the Respondents are active in their
communities and this involvement has a residual effect of providing contextual information. The
following quote articulates this sentiment: “I naturally know [about the non-school lives of my
students] from being involved in the community…I have either coached or summer camped with
a majority of my 8th graders from the age of 6 and up.”
Lastly, qualitative responses indicated that many of the Respondents acknowledge the
importance of learning about home culture through contact with their students’ families but feel
overly pressed for time. Again, this speaks to the element of “guilt” seen in many of the
responses.

Contact prompted by teacher wanting to provide the family with resources
Descriptive statistics revealed that 43% of the Respondents contact their students’ families in a
typical month to give the families resources that they think the families might find beneficial.
Qualitative comments suggest that the most frequent forms of resources are those related to
health (i.e., free health exams) and finances (including information regarding how to pay for
higher education).
To review, to ascertain whether or not our Respondents routinely contact their students’ families
and the motivation for doing so, we examined
¾
Contact prompted by a concern regarding student achievement;
¾
Contact prompted by a concern regarding student behavior;
¾
Contact prompted by attendance issues;
¾
Contact prompted by the student doing something praiseworthy;
¾
Contact prompted by the teacher’s desire to learn about the non-school lives of
students; and
¾
Contact prompted by teacher wanting to provide the family with resources.
When the quantitative and qualitative data was considered collectively in light of these issues, it
was concluded that the majority of our Respondents contact their students’ families for a variety
of reasons but most typically because of student achievement and praiseworthy efforts. The data
revealed that contact is done in a variety of ways: telephone, written reports and notes sent home,
email, postcards. Many of the Respondents acknowledge that contacting families is an important
part of their job but often feel hampered for time.
Future research will need to be conducted to ascertain whether or not our alumni are contacting
their students’ families more or less than non-CGU prepared teachers and if their motivation for
doing so is different. A limitation of this study is that we don’t have a peer group with which to
compare our findings.
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Future studies will also need to be done to see if there is variance in our own alumni’s practices.

2d. Do the Respondents conduct home visits?
Descriptive statistics revealed that, in a typical month, only 20% of the Respondents report that
they conduct home visits.
The qualitative responses revealed that many of the districts in which our Respondents work
prohibit their teachers from doing home visits. The prevalence of this prohibition was surprising
to the researchers. Other reasons cited for not doing visits included safety and time. These
reasons are consistent with the reasons cited in Taveras, 1998.
Some Respondents suggested that they hope to find a way to do more home visits in the upcoming school year. Again, these responses speak to the element of “guilt” we saw spattered
throughout the surveys when a Respondent indicated that he/she was not engaged in the inquired
about practice.
When the quantitative and qualitative data is considered collectively, it can be concluded that the
majority of our Respondents are not routinely conducting home visits.

2e. Do the Respondents collect and analyze student work?
The survey responses provided information regarding how our Respondents who are still
teaching are utilizing student work. Specifically, the survey provided information regarding how
our Respondents collect/analyze student work to set specific goals for themselves as teachers and
to set specific goals for their students. We also looked at whether or not our Respondents shared
this process or the information gleaned with their students’ families. This data is shared below.

To set specific goals for themselves as teachers
Descriptive statistics revealed that, in a typical month, 86% of our Respondents report that they
collect and analyze student work to set specific goals for themselves as teachers.

Qualitative comments revealed that the Respondents are committed to this practice. Specifically,
they suggest that collecting/analyzing student work to set specific goals for themselves as
teachers is important, done constantly, and helps them be more effective. Quotes (from different
Respondents) that are representative and that speak to this sentiment follow:
¾

“This is imperative.”

¾

“I do this ALL THE TIME. I’m constantly grading and critiquing student work. The
results I obtain help me to change/improve the level of assignments I create. I
constantly wish to challenge myself and my students. My students are very aware of
the rigor I establish daily.”

¾

“This is done continuously.”
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¾

“[It] helps me do a better job – lets me know how to approach teaching, my lessons,
the capabilities of the students.”

¾

“I always am assessing whether or not students comprehend the material and what I
can change to make it better.”

Many of the Respondent’s comments were an embodiment of the “accountability” ideal that we
stress in our program. We repeatedly expose our interns to the message that Good Teaching
Matters (Haycock, 1998) and that effective teachers hold themselves accountable for the success
of those students on their rosters. The “finger of accountability” points towards the effective
teacher’s own chest instead of pointing outward at others as a “finger of blame.” Many of the
qualitative comments embodied this attitude.

To set specific goals for the students
Descriptive statistics revealed that 80% of the Respondents collecting/analyzing student work to
set specific goals for their students.
Qualitative comments were fairly non-specific but did reinforce the notion that
collecting/analyzing student work to set specific goals for the student was done routinely.

Share this process?
Forty percent (40%) of the Respondents reported sharing this process and gleaned information
with the students’ families.
The qualitative responses reinforce the notion that the Respondents are not on a monthly basis
sharing specific information with their students’ families but rely mostly upon Grade Reports
and teacher conferences to share information regarding student work.
One Respondent did note the impact of the ENP in relation to this kind of family engagement:
“Part of the Ethnographic Project asked us to share our data analysis with the families, and ever
since I have been doing this. I usually share information to let families know how their child is
progressing in different academic areas.”
When the quantitative and qualitative data is considered collectively, it can be concluded that the
majority of our Respondents are collecting/analyzing student data in order to inform their own
practices. A number also use this process to set specific goals for their students. Very few,
however, are sharing this process or the information gleaned on a monthly basis.
Future research will need to be conducted to ascertain whether or not our alumni are collecting
and analyzing student work more or less than non-CGU prepared teachers and to see if their
motivation for doing so is different. A limitation of this study is that we don’t have a peer group
with which to compare our findings.
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Future studies will also have to be done to see if there is variance in our alumni’s practices
related to the collection/analysis of student work.

Answer to Question 2: What are the Respondents’ practices, especially in
regard to family engagement?
In summary, to address the question What are the Respondents’ practices, especially in regard to
family engagement? we used survey data to address five sub-questions:
a. Do the Respondents reflect on their practice?
b. Do the Respondents reflect on their biases?
c. Why do the Respondents contact their students’ families?
d. Do the Respondents conduct home visits?
e. Why do the Respondents collect and analyze student work?
Given the data that spoke to these five sub-questions, we concluded that our sample is routinely
engaged in reflection. The reflection most typically centers around their own practices but also
often includes reflection upon their biases. We can also conclude that our Respondents are
typically in routine contact with their students’ families. The most typical motivation for contact
was student achievement. The data revealed that methods of contact were varied (i.e., telephone
calls, written notes and reports, emails, postcards) but did not include home visits on a monthly
basis. Lastly, we concluded that our Respondents do indeed collect/analyze student work and
that the primary reason for doing so was to set specific goals for themselves as teachers. Given
these findings, we concluded that our Respondents are often engaged in good teaching practices
and, more specifically, view families as a positive resource.

Question 3: How did the ENP impact the Respondents’ attitudes
toward family engagement?
To address the question How did the ENP impact the Respondents’ attitudes toward family
engagement? we used survey data to address three sub-questions:
a. As an alumnus who did the ENP, how do you now view the ENP and its worth?
b. Is your attitude toward the ENP different now as an alumnus compared to what it was
as an intern doing the project?
c. How did the ENP prepare you to work with your students’ families?
For these questions, the survey elicited only qualitative responses. They are shared below.

3a. As an alumnus who did the ENP, how do you now view the ENP and its
worth?
Qualitative responses revealed that the vast majority of the Respondents feel that the ENP was
highly worthwhile because it helped them understand the roles and skills of effective teachers.
Many of the Respondents indicated that the ENP exposed them to aspects of teaching that they
otherwise would not have been aware of and helped to define what it means to be an effective
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teacher. Quotes (from different Respondents) that are representative and that speak to this
sentiment follow:
¾
“The ethnographic narrative was absolutely integral in the development and
effectiveness of myself as a teacher in the school system and the geographic
environment that I work in. It helped prepare me for the unique challenges of an
urban, lower SES condition that I would not have been afforded had I not worked on
this project.”
¾

“The project was very beneficial to me because it was a perfect balance of research,
hands-on learning, and written expression. Before writing the thesis, I knew that I
wanted to teach and that I had a passion for children. The intensity and detail
involved in this writing process forced me to look at many different aspects of
teaching that I would have otherwise (unintentionally) overlooked, such as social
implications, the backgrounds of all my students, and much more.”

¾

“Writing the Ethnographic Narrative is an integral part of this program. It allowed
me to learn about my students, my school and the community in a way I might not
otherwise have experienced had I not completed it. While I already knew the
importance of getting to know my students, being able to talk to their parents and
learn their stories on a personal level also helped me connect their experiences to the
curriculum I taught (for instance I taught the play A Raisin in the Sun after learning
about a lot of the racial profiling experiences many of my students experienced). I felt
that completing this project further solidified my opinions on the importance of
knowing my student populations.”

¾

“[The ENP was] very, very valuable…because it provided me the forum to critically
analyze, observe and participate in my students’ lives, further my research (literature
review) of critical theories in Education, and gave me the forum to write about my
own experiences in the US education system as a female minority immigrant.”

¾

“I think that the project itself highlights elements that teachers should expect from
some of their students that they may have otherwise overlooked. I think the project
best serves those individuals who are unaware or inexperienced with certain realities
that may have otherwise eluded them.”

Many of the passages referred to how the ENP helped broaden the lens the Respondents used to
see schools and students. Quotes (from different Respondents) that are representative and that
speak to this sentiment follow:
¾

“The Ethnographic Narrative was the catalyst to my current success as a teacher.
Writing the Ethnography has allowed me to see through a broader lens. I am able to
see how different components (home, school and community) intertwine to shape the
successes or failures of a student.”

¾

“The Ethnographic Narrative Project was the most powerful and transformational
project…Through [it] I learned to be a true teacher. I learned to see, understand, and

2009 HICE Proceedings
Page 1205

empathize with the specific needs of my students by guiding me in the process of
investigating and synthesizing students’ academic and personal histories in order to
create a positive interpersonal relationship between student, family and teacher. All
in all, the Ethnographic Narrative Project shaped my teaching consciousness. It
taught me to see beyond the pages of a student teaching manual into the lives and
needs of students and their families.”
¾

“I think the ethnography taught me how to look at my students as individuals and
[encouraged me] not to jump to conclusions. I feel like I am willing to look past the
behaviors that I see or don’t see in the classroom and look at outside factors that may
play a role in the student’s education. It is hard to explain without sounding selfrighteous, but I do feel like it has added another dimension to who I am as a teacher
and a certain level of willingness that I have not necessarily seen in other teachers
who have not had the opportunity to participate in such a project.”

¾

“Although at the time the ethnography project was very stressful when combined with
teaching…it was rewarding. Rewarding at the time because the connections and
bonds formed with students, parents, and community not only made me a better
teacher, but a better person. And it gave me ‘new’ eyes that I will have forever. It
helps me even now to be able to assess situations from many angles.”

Alluded to above in many of these passages is the sentiment that the ENP helped the
Respondents look at the strengths of their students and reinforced the importance of getting to
know their students individually. Quotes (from different Respondents) that also speak to this
follow:
¾

“Writing the ethnography definitely taught me one very HUGE important thing: Get
to know your students. I have a few students who really rub me the wrong way: they
are always off-task, disruptive, disrespectful, etc. But once I get to know who they
are, what they grew up with, what they are currently going through, I understand. I
can’t empathize, but I can sympathize. The students in turn learn to like me once they
realize I get it. I get that their life is difficult, that school is an outlet, and that maybe
I can be the one adult who doesn’t look at them as nuisance or a ‘waste of space.’ I
truly, honestly, genuinely believe that the ethnographic project made me a better
teacher.”

¾

“It taught me to look for strengths in my students.”

To conclude, these passages have revealed that the Respondents view the ENP as a very
worthwhile project.

3b. Is your attitude toward the ENP different now as an alumnus compared
to what it was as an intern doing the project?
Interestingly given the alumni perspective, the majority of the Respondents report that they did
not typically recognize the value of the project while working on it. They recall feeling overly
taxed and stretched. Most report that it wasn’t until they left CGU that they realized the
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profound impact that the ENP had on them and their teaching. Quotes (from different
Respondents) that are representative and that speak to this sentiment follow:
¾

“[Is your opinion of the ENP the same now as it was when you were a student at
CGU?] Definitely not!! When I was a student at CGU, I was not sure how the
ethnography would work into the whole scheme of teaching. I was so stressed
because of it!! But now that I successfully completed it, I am proud to have [done
so]. The ethnography is definitely a tough task to complete during the first year of
teaching, but it truly makes you a more insightful, more student-oriented teacher.”

¾

“No, I was going through the motions. My realization didn’t register until my second
year of teaching and [wasn’t] solidified [until] my third year. The foundation was
definitely set by the TEIP program, but it took a few years of experience and
guidance from great administration.”

¾

“When I was completing the ethnography I was overwhelmed with the amount of
work that it required. It was a challenge balancing that work with the other courses as
well as running my own classroom. My focus students were very young and though
they were diverse from each other, their experiences were not those of hardship like
many of the other CGU selected focus students. At the time I enjoyed getting to
know the families and my students, but did not see how those skills would transfer to
the demographics of students I have now. I am glad that they did.”

To conclude, these passages revealed that most of the Respondents view the ENP in a different
light now as an alumnus compared to how they viewed the project while in the program. Many
seem to suggest that the ENP was “bitter medicine” at the time but ultimately beneficial in the
end.

3c. How did the ENP prepare you to work with your students’ families?
Qualitative responses revealed how the Respondents feel the ENP prepared them to work with
their students’ families. It also gave specific insights into how the ENP prepared the
Respondents to engage non-English speaking families, economically modest/poor families and
families whose cultures were different than their own.

Families in general
The Respondents noted that the ENP required that they interact with their students’ families in
meaningful ways. It “forced” them to interact with families even though this seemed initially
“daunting.” Ultimately the experience gave them “confidence” and helped them feel
“comfortable.” Quotes (from different Respondents) that are representative and that speak to this
sentiment follow:
¾

“The biggest impact [that] the Ethnographic Narrative Project had on my teaching
was in the area of home-school alliance. This project ‘forced’ me to analyze the
impact creating a relationship with families has in students’ academic development.
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Being expected to visit homes, interview families and interact with students in ways
other than academic helped me to open up and feel comfortable talking, conferencing,
and interacting with families. Because I tended to be shy and often felt
uncomfortable having people in my classroom or approaching others when I did not
know them, having an assignment such as the Ethnographic Narrative Project helped
me let go of my shell. Now, after almost six years of having gone through the
experience, I find [I am] one of the only staff members in my school who feels
comfortable including families in ALL aspects of the schooling process. I believe the
Ethnographic Narrative opened the doors to many great successes in my classroom,
the most important being greater levels of academic development amongst my
students and a deep connection to their lives.”
¾

“The ethnography forced me to develop a closer relationship with my students and
their families when I didn’t feel qualified as a teacher yet. That experience helped me
to feel more confident in my interactions with families afterwards.”

¾

“I feel more comfortable in interacting with my students and taking the time to get to
know them as individuals. Although we don’t have a high population of non-English
speaking or immigrant families, I feel I am able to show these parents that I want to
work with them and that I really want to work together to help their child succeed.”

Many of the Respondents also reported that they learned the degree to which families care about
their child and how there is a pattern of hard-work and sacrifice. This sentiment is best
illustrated by the following:
¾

“Every family I interviewed had similar themes. First, their parents made tremendous
sacrifices for their children. Some had immigrated to the US; others worked two
jobs, worked night shifts, worked seven days a week. Second, they all loved their
children. They all wanted the best for their children, and if their child was failing in
school it wasn’t because they didn’t care, but because they didn’t know how to help.
They hadn’t learned the system. I have tried to keep these truths in mind as I come
into contact with students’ families today. It is universal that parents love their
children – they love them more than I as a teacher ever can.”

Non-English Speaking Families
The data revealed that the ENP had a varying impact on the Respondents. For some
Respondents who spoke a second language, the ENP did not have a particularly significant
impact on their preparation to work with non-English speaking families. The following quote is
representative of this sentiment:
¾

“My life experiences are as a female minority immigrant who also speaks a second
language (Filipino). It was already second nature for me to know how to interface/
interact with non-English speaking families. I relate to other cultures very well
because I have been where they have been and have never forgotten my roots, and
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recognize the struggles faced by people of color, of different cultures, other than the
dominant society.”
For those Respondents who only speak English, however, the ENP had a different impact. These
Respondents’ comments suggested that they feel language barriers are difficult but that they
could be overcome. Quotes (from different Respondents) that are representative and that speak
to this sentiment follow:
¾

“The language barriers will always be difficult, yet once a connection and an
understanding on their part that I wanted to help their children with no ‘hidden
agendas’ or ulterior motives, the verbal communication seemed less a hindrance.”

¾

“Since I don’t speak Spanish, this project forced me to trust my students and at some
points have them do the translation between myself and their families. This was a
very different experience because it required me to not only trust them (the student),
but it gave me insight into the parent/child interactions. Often the students’
interactions with parents were very different than when they were in the classroom. It
was valuable research.”

¾

“The student population at my school is primarily Latino/Hispanic. As such, a lot of
the families I’ve interacted with are Spanish speaking. As a person who is not a native
[Spanish] speaker, it presented a challenge in the beginning and I would need the
student to translate. I have begun taking Spanish classes and my communication with
my Spanish speaking parents is improving. Some parents are always surprised when I
call just to say that their son/daughter is doing well.”

The data also revealed that many of the Respondents found that they gained additional
understanding of and familiarity with the Latino culture and became more confident interfacing
with families because of their work with the ENP and some of our assigned readings (including
Valdés Con Respeto). Quotes (from different Respondents) that are representative and that speak
to this sentiment follow:
¾

“While I speak very little Spanish, I am more aware of the Hispanic culture than I
was before writing the ethnography, mainly because the main focus in my
ethnography was Carlos, a recent immigrant from Mexico who worked very closely
with me during his first year in the United States. This gives me more understanding
and confidence when working with my non-English speaking families.”

¾

“The school that I work at is made up of about 90% Latino students. The majority of
those students’ families speak English and Spanish. I have a few students whose
parents do not speak English. The readings from Con Respeto and several speakers
helped me to learn and understand the Latino culture, most importantly the culture of
first generation families. I don’t see them as not caring or not wanting to be involved.
I am able to understand the ways they are involved outside of school.”
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¾

“It was wonderful to get to know my non-English speaking families on a more
intimate level. Because I was forced to ask questions that I considered personal, I
was surprised at how open they were and how happy they were to help me.”

Economically Modest/Poor Families
Many Respondents reported that the ENP gave them a new or greater understanding of those
students and families who are living in modest or poor situations. Some Respondents spoke of
how their new insights led them to understand how they could help these families with resources
or provide them with helpful information. Evident in some of the passages is the belief that
learning about the students’ modest situation motivated them to help the students achieve in
school. Quotes (from different Respondents) that are representative and that speak to this
sentiment follow:
¾

“This ethnography helped prepare me [to work with] poorer families because my
main focus was a boy who lived with seven other people in a one-story house. There
was very little furniture, and he shared a bed with two other boys. I can now look at
my students’ similar situations with a mixture of sympathy and understanding.”

¾

“Again, there are several factors that have affected the way I view economically
modest/poor families. The primary influence has been working for Title I school
throughout my teaching career. I have only worked in Title I schools. The
Ethnographic Narrative, however, provided a space and time for me to explore
different ways to be involved in working with families and it allowed me to analyze
how economic and social factors affect students’ academic achievement.
Understanding the effects of these factors has made me more prone to want to help
students and families overcome the challenges brought by modest or poverty living
situations. In other words, my comfort level and understanding of families’ needs
evolved through the completion of the Ethnographic Narrative Project.”

¾

“Upon conducting the home visits that pertained to the Ethnographic Narrative, I was
made privy to the environments in which many of my students reside. It’s one thing
to see on paper that a student qualifies for a Free/Reduced Lunch, but to actually see
the students’ home life and see the challenges that the student and the students’
families face daily. I understood why a student, for example, didn’t have a backpack
if the family was financially unable to purchase one. Knowing and understanding my
students’ economic situations helped me to see ways I could help.”

¾

“Until I went to the homes of some of my ethnography students I did not have a true
sense of the level of poverty that some students are truly facing and what implications
these struggles can have on a students in the classroom. You don’t realize that your
student may have to sleep on a cold, tile, floor at night until you actually see it, and
you don’t realize how something like the lack of an actual bed can impact student
performance until you see their home lives with your own eyes. Although I knew
many of my students were facing situations like this, I wasn’t able to really consider
how this may affect a student until I was actually able to see it for myself.”
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¾

“Last year two of my students were evicted from their homes because they could not
afford their rent. This year, that number has tripled. With the current state of the
economy, many families are stretched to the breaking point. The narrative, as well as
the connections made through other people through my stay at CGU, helped me
connect organizations and financial aid for these families.”

The data also revealed that many of the Respondents also had a new understanding of the
sacrifices that families make to raise their children and how these sacrifices impact the students.
Quotes (from different Respondents) that are representative and that speak to this sentiment
follow:
¾

“I think the narrative made me more aware of the sacrifices many parents make in
Southern California to raise their children. Several of my students had parents that
worked two full-time jobs, worked night shifts, or worked 7 days a week so that they
could afford rent and provide for their children. These parents desperately care about
their children but they are exhausted and have little time or energy to focus on their
children’s academic success. In many of these families, the students have a lot of
time at home alone because their parents had to work.”

¾

As a coach during the season I would reach out to the parents to come and see their
children at the games. I learned through the project’s interviews how sad kids were
that their parents could not come to the games or events at the school because they
had to work or were too tired. The students just wanted someone they loved to see
them. I would try to show parents that.

Families who had a different culture than the Respondents’
The data revealed that the Respondents clearly were happy and grateful to work in diverse
schools. They expressed that they were aware of and appreciative of differences in cultures and
celebrated both differences and commonalities. Quotes (from different Respondents) that are
representative and that speak to this sentiment follow:
¾

“Every student in my ethnography came from an astonishingly different background!
I focused on an only child from a wealthy family in Claremont to a family who came
over from Israel and have made a humble living here. I also interviewed Carlos, the
boy who lived with eight other family members, many of them illegal immigrants
from Mexico. So I really believe that this writing made me more well-rounded
overall. I was able to get a good grasp of cultural differences and how these
differences carry over into the classroom.”

¾

“The Ethnographic Narrative Project did help prepare me to work with families
whose culture is different from my own. Every teacher starts their career with
personal biases. The experience of being in my students’ homes, seeing the candles
lit for Lady Guadalupe, seeing the incense burning in front of the golden Buddha, all
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made a difference. It made our difference more real to me, and it made our
differences simply that: differences.”
¾

“I met a lot of families, none of whom were like mine, but who wanted the best for
their kids. Now I expect that.”

Some of the Respondents also reported feeling confident and welcomed by their school’s
community. Many shared experiences of being invited to family celebrations and how happy
they were to be included. The quote most representative of this sentiment follows:
¾

“At a recent student’s quinceañera, the celebration was held at their home. The
backyard was covered with a tarp and the area filled with folding chairs and tables.
The house was filled with mariachi music, relatives, and friends from many different
generations. The project gave me a framework to understand how different, yet how
similar their culture was from my very own. Thoroughly enjoying myself, my wife,
my child and I were welcomed warmly and unconditionally. It was an experience I
will cherish time and time again.”

Some of the Respondents also reflected upon how an understanding of their students’ cultures
impacted their instruction and how it often made them more comfortable bringing issues related
to culture into the classroom. In some instances, the Respondents addressed the ENP’s
connection to our mission of social justice. Quotes (from different Respondents) that are
representative and that speak to this sentiment follow:
¾

“One of the gifts of being able to teach public education in Southern California is the
amazing diversity represented in the classroom. Though the narrative showed me the
inside of my students’ homes, it has been times in the classroom that have had a
greater impact on helping me understand other cultures. I’ve had to learn not to rely
on American “traditions” as examples for difficult concepts because many of my
students have never experienced that tradition.”

¾

“I feel comfortable in discussing culture and how it influences my teaching and my
goals as a teacher. It has also made me feel comfortable in addressing culture in the
classroom through learning. I don’t think that this was as a result of the ethnography
project. Instead I feel this is a result of the overall focus of social justice throughout
the program.”

It was interesting to note that many of the Respondents who shared the same cultural background
as their students expressed an awareness of the subtle differences within the culture. Quotes
(from different Respondents) that are representative and that speak to this sentiment follow:
¾

“My experience at the high school where I teach has been interesting in the sense that I
do identify with the ethnic group that is represented (Latino/a or Hispanic). This in
itself has been to my advantage in communicating with families and students as they
see the commonality. The Ethnographic Narrative helped me to see even the subtle
cultural differences that exist between this particular ethnic group.”
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¾

“The fact of the matter is that the culture is the same as mine- Latino (Mexican). But
as a fourth generation Mexican American it gave me insight into the various
generations of immigrants that I had in the classroom. It showed me that even though
students might seem the same, they were very different depending on their own
background. This was the most valuable part of the study for me because it was so
personal.”

Answer to Question 3: How did the ENP impact the Respondents’ attitudes
toward family engagement?
In summary, to address the question How did the ENP impact the Respondents’ attitudes toward
family engagement? we used survey data to address three sub-questions:
a. As an alumnus who did the ENP, how do you now view the ENP and its worth?
b. Is your attitude toward the ENP different now as an alumnus compared to what it was
as an intern doing the project?
c. How did the ENP prepare you to work with your students’ families?
Given the data that spoke to these three sub-questions, we concluded that our ENP did indeed
positively impact our Respondents’ attitudes toward family engagement. Many of the
Respondents cite the project as being the catalyst that prompted them to learn more about and
value their students’ families and was the vehicle that developed their ease and confidence to
reach out to these families. As such, the majority of the Respondents identified the ENP as being
an “absolutely integral,” “essential,” “imperative,” and “foundational” part of their teacher
preparation program. Most, however, admit that while they were candidates working on the
ENP that they did not fully recognize the value and power of the project, that it wasn’t until they
had finished that they really acknowledged its role and worth.

Limitations of this Study & Considerations for Future Studies
Clearly a limitation of this study was the small response rate. The low response is likely a
consequence of three main factors:
1) Our busy work schedules. We needed to start the data collection earlier than we did.
If we had started earlier, we would have likely had more success getting the survey to
our alumni and would likely have had substantially more responses.
2) The busy lives of our Respondents. Our sample was comprised of new or new-ish
teachers (i.e., approximately 1 to 6 years out of our program). Knowing that
new/new-ish teachers are extremely busy and that our alumni are geographically
dispersed, and given our deadline considerations, we decided that e-surveys would be
the most convenient way for our alumni to share their insights. In hindsight, we
acknowledge that we made some misjudgments. For example, some of the recipients
mentioned that the survey took approximately 30-45 minutes to complete. This was
longer than we anticipated. Furthermore, some of the responses were less fleshed out
than we had hoped they would be. Given that the cost (time) was greater than
expected and the output (collected data) less, it seems that our method of data
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collection was ill suited for our particular audience. At this time, we will not yet
speculate on a better method.
3) Not having accurate/current contact information on our alumni. We sent the esurveys out via the last known email addresses of the sample. After this maiden
mailing, we immediately learned that 29% of the group’s email addresses were
invalid. We re-examined the list and found a few typos (which rendered one or two
emails valid), but we were not able to reach the vast majority of this missing group.
To mitigate these issues for future studies, we will have to consider a method of data collection
that is more conducive to the hectic lives of recent alumni; give ourselves more time to collect
the data; and continue to work with our alumni office to develop a more comprehensive and
more up-to-date database.
A potential limitation of the study is that the survey responses were not anonymous. There is the
chance if not likelihood that responses were given in light of the fact that the researchers would
be able to link individual responses to individual alumni. In retrospect we should have written
the survey so that the Respondents could provide their gender, ethnicity, credential type, and
year of graduation instead of their name (and then using our in-house records to unearth this
demographic information). If this study is ever expanded or reworked, such a change will be
made to the survey.

Conclusion & Implications
To review, as part of our own accountability efforts to make sure that we are indeed preparing
teachers who are cultivating academic success (i.e., in order to make sure that our mission is
being accomplished and not just talked about), we have begun to engage in research that helps us
to address the following broad question: How has our Ethnographic Narrative Project (ENP)
impacted our alumni? Is it meeting its objectives?
As explained, our ENP has been a central assignment in CGU’s TEIP program for several years.
It is worked on during the duration of the candidate’s 15-19 month program and is submitted as
the intern’s Master’s thesis. It draws upon the strengths of ethnographic narrative research as it
allows the teacher candidate to observe a complex world in a way so he/she can describe the
interrelationships among previously unknown themes and patterns and, simultaneously, in a way
that expands and informs the researcher’s own perspective.
CGU’s ENP project is designed to introduce our teacher candidates to good teaching practices,
including
¾
Reflection of self (including the reflection on one’s attitudes, biases, and perspectives
and how these impact one’s practices and belief systems);
¾
Knowing one’s students and their families and using this knowledge to impact student
achievement by impacting engagement, relevancy, etc.;
¾
Continually analyzing student progress and school engagement;…and adjusting one’s
practices based upon this analysis; and
¾
Identifying specific learning goals for students, creating individualized action plans
for both the student and teacher, collecting data to monitor progress towards goals,

2009 HICE Proceedings
Page 1214

and ultimately reflecting on one’s own effectiveness in relationship to goal
attainment.
Given the correlation between these good teaching practices and academic success, we believe
that the ENP helps our alumni fulfill our mission of preparing teachers who are adept at meeting
the needs of all of California’s diverse students while fast-tracking the achievement of
underperforming populations, especially those who have historically been ill served by
educational systems (i.e., namely students of color, the poor, non-native speakers of English,
students with special needs). Stated differently, we see the ENP as being a means by which our
interns develop experience with and loyalty to the types of teaching practices that foster student
success.
The focus of this particular study was to look at the interface between the ENP and our alumni’s
instructional practices and attitudes with particular focus upon how the ENP has impacted their
attitudes and behaviors towards their students’ families. As such, this study sought to address
the following research question: How has the ENP impacted our alumni’s teaching practices and
their attitudes/practices regarding family engagement? An answer to this question gives a
preliminary response to the question posed in this paper’s title: Ethnographic narratives during
the credentialing process: Do they help new teacher candidates embrace family engagement and
good teaching practices?
With the study’s research questions in mind, we constructed a survey designed to address three
primary questions:
1. Who was in our sample?
2. What are the Respondents’ practices, especially in regard to family engagement?
3. How did the ENP impact the Respondents’ attitudes toward family engagement?
The study was earmarked to be sent to 87 recent ENP Award Recipients from five recent cohorts
(2001/2002, 2003/2004, 2004/2005, 2005/2006, and 2006/2007 which collectively had 499
interns, averaging about 100 interns/cohort). The ENP Award Recipients are nominated by their
CGU instructors. The ENP Award recognizes the degree to which the recipients have embraced
and furthered CGU’s mission as reflected by their engagement with the ENP. Additionally, the
Award Recipients exemplify excellence in scholarship and practice. The Award Recipients
receive a certificate and are recognized in front of their peers and families at a ceremony akin to
graduation. The 87 Award Recipients were identified as the alumni from whom we’d seek data
because we knew they had shown excellence while in the credentialing process. Their responses
to our questions would help us determine if this excellence had continued or if it had waned after
leaving our sphere of influence. Stated differently, insights from this group would allow us to
determine if the impact of the ENP had any “sticking power.”
Descriptive statistics were used to determine that these 87 Award Recipients earmarked to
receive surveys were representative of their cohort peers in terms of gender, ethnicity, and type
of preliminary California teaching credential earned at CGU. Given that we do not take into
account the gender, ethnicity, or credential type when selecting the ENP Award Recipients, it
was pleasant news to learn that the Award Recipients are indeed representative of their cohort
peers.
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Immediately after sending the 87 Award Recipients surveys via a newly created e-list serve, we
learned that approximately 29% (25 in total) of the 87 email addresses were invalid, bringing the
group who actually had surveys hit active email addresses down to 62. We then worked,
unfortunately without much avail, to find current email addresses for this group.
Ultimately, surveys were returned by 22 Award Recipients (approximately 36% of the 62 Award
Recipients who had valid emails and approximately 25% of the 87 Award Recipients initially
earmarked to receive surveys). Demographics statistics revealed that these Respondents were
also representative of the 87 Award Recipients and, in turn, their cohort peers.
The quantitative and qualitative responses of the Respondents were used to address three primary
questions:
1. Who was in our sample?
2. What are the Respondents’ practices, especially in regard to family engagement?
3. How did the ENP impact the Respondents’ attitudes toward family engagement?
Question 1: Who was in our sample? Using descriptive statistics, we concluded that our sample
was comprised of CGU TEIP alumni who are fairly representative of their CGU peers in terms of
gender, ethnicity, and type of preliminary California teaching credential earned at CGU. Ninetyone percent (91%) of the Respondents reported that they are still teaching, with the vast majority
still teaching in high-needs schools (68% in low-income schools, 74% in schools where at least
50% of the student population is of color, and 74% in schools where at least 30% of the students
do not claim English as a primary language). Additionally, the study revealed that 100% of the
Respondents who completed induction programs earned tenure. This alone suggests that the
Respondents are advancing professionally. Also suggesting the Respondents are advancing
professionally: 31% have received a teaching award/recognition, 8% have begun a Ph.D.
program, 15% have been asked to move into administration; and 38% have mentored a new
teacher.
These findings gave us some hope that our mission has the possibility of being fulfilled. If our
alumni weren’t staying in the profession and weren’t continuing to work with diverse, highneeds students, there would be no possible opportunity for them to meet the instructional needs
of all of California’s diverse students while fast-tracking the achievement of underperforming
populations, especially those who have historically been ill served by educational systems (i.e.,
namely students of color, the poor, non-native speakers of English, students with special needs).
Question 2: What are the Respondents’ practices, especially in regard to family engagement?
To review, to address the question What are the Respondents’ practices, especially in regard to
family engagement? we used quantitative and qualitative survey data to address five subquestions:
a. Do the Respondents reflect on their practice?
b. Do the Respondents reflect on their biases?
c. Why do the Respondents contact their students’ families?
d. Do the Respondents conduct home visits?
e. Why do the Respondents collect and analyze student work?
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Given the data that spoke to these five sub-questions, we concluded that our Respondents are
routinely engaged in reflection. The reflection most typically centers around their own practices
but also often includes reflection upon their biases. We also concluded that our Respondents are
typically in routine contact with their students’ families. The most typical motivation for contact
was student achievement. The data revealed that methods of contact were varied (i.e., telephone
calls, written notes and reports, emails, postcards) but did not include home visits on a monthly
basis. Lastly, we concluded that our Respondents do indeed collect/analyze student work and
that the primary reason for doing so was to set specific goals for themselves as teachers.
The data revealed that many of the Respondents felt somewhat “guilty” if they reported that they
were not routinely engaged in the inquired about practice. When somebody indicated that they
were not engaged in, for example, reflection of their biases, the typical comment was akin to “I
should do this more.” As such, there was often an affirmative acknowledgement of the
practice’s value.
Given these findings, we concluded that our Respondents are often engaged in good teaching
practices and, more specifically, view families as a positive resource. These findings also gave
us reassurance that our mission is being fulfilled. The data suggests that are alumni are indeed
holding themselves accountable for their student’s academic achievement and see families as a
positive resource. Given the value we place on home visits, it was somewhat disappointing to
learn that more of our Respondents aren’t routinely engaging families in this manner. We
understand, however, that in a number of cases that districts have rules against families doing
home visits but, even with this caveat, the data suggests that the alumni’s busy work schedules
and in a few cases fear are preventing them from this practice. Some of the Respondents
expressed guilt for not still doing home visits.
Question 3: How did the ENP impact the Respondents’ attitudes toward family engagement?
To review, to address the question How did the ENP impact the Respondents’ attitudes toward
family engagement? we used qualitative survey data to address three sub-questions:
a. As an alumnus who did the ENP, how do you now view the ENP and its worth?
b. Is your attitude toward the ENP different now as an alumnus compared to what it was
as an intern doing the project?
c. How did the ENP prepare you to work with your students’ families?
Given the data that spoke to these three sub-questions, we concluded that our ENP did indeed
positively impact our Respondents’ attitudes toward family engagement. Many of the
Respondents cite the project as being the catalyst that prompted them to learn more about and
value their students’ families and was the vehicle that developed their ease and confidence to
reach out to these families. As such, the majority of the Respondents identified the ENP as being
an “absolutely integral,” “essential,” “imperative,” and “foundational” part of their teacher
preparation program. Most, however, admit that while they were candidates working on the
ENP that they did not fully recognize the value and power of the project, that it wasn’t until they
had finished that they really acknowledged its role and worth.
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Given the conclusions drawn from the data, we ultimately concluded that the ENP has had a
positive impact on our alumni’s teaching practices and their attitudes toward family engagement.
This finding provides preliminary support for the notion that ethnographic research during the
credential process does help new teacher candidates embrace family engagement and good
teaching practices. Given this, we will continue to refine our ENP and to study the impact it has
on new teachers.
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Appendix A: Long-Form Survey
This was the survey was deemed comprehensive but too lengthy. We shortened the survey
(AKA: The short-form survey) by taking out Questions 25-30.

To:
From:
Date:
Re:

TEIP Alumnus and Ethnographic Narrative Project Award Recipient
Drs. Anita Quintanar and DeLacy Ganley, TEIP Co-Directors
February 2008
Ethnographic Narrative Study and Enclosed Survey

During the past few days, we have attempted to contact you by mail, email, or phone. You were
selected to be contacted because of the high degree of success you had in completing the
Ethnographic Narrative Project. We would like to know more about your experiences as a
classroom teacher and, specifically, the impact that the Ethnographic Narrative had on you.
Enclosed is a survey that we hope that you will fill out and return to us via email.
The purpose of this survey is to help CGU’s Teacher Education leadership team ascertain the
degree to which the Ethnographic Narrative Project shaped you as a teacher and, more
specifically, how it influenced your relations and interactions with your students’ families and
their communities. Your individual answers are confidential and will not be shared with anyone
or maintained with other program data retained on you for accreditation purposes.
We thank you in advance for your willingness to participate in this survey. We estimate that the
survey will take 15-25 minutes to complete.
Ideally surveys will be completed and returned no later than February 29, 2008. Please send the
completed surveys to us via email: DeLacy.Ganley@cgu.edu or Anita.Quintanar@cgu.edu.
Please let us know if you are interested in finding out the aggregated results of this inquiry. It is
expected that the results of this inquiry will be presented at the American Education Research
Association’s 2008 Annual Meeting.
Lastly, please feel free to contact us if you have any questions regarding how this survey will be
used and/or how it will be handled.
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We hope that we will see you in person in the near future!
Sincerely,
Anita P. Quintanar
Anita.Quintanar@cgu.edu
Co-Director, TEIP

DeLacy Derin Ganley
DeLacy.Ganley@cgu.edu
Co-Director, TEIP

Co-Authors: Drs. DeLacy D. Ganley & Anita P. Quintanar, Co-Directors; Teacher Education Internship Program; Claremont Graduate University;
925 North Dartmouth; Claremont, CA 91711; Tel: 909/621-8076; Fax: 909/607-7793; DeLacy.Ganley@cgu.edu; Anita.Quintanar@cgu.edu
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Demographic Questions
A. Name:

.

Cohort Year: 2006-2007 (year started-year ended)

B. School and District of Employment:

.

C. Are you still teaching? Highlight or otherwise mark the correct answer.

ß Yes, I still teach in K-12
ß No, but I am a K-12 administrator
ß No, but I am still in an education-related field. Specifically, I am ___.
ß No, but I plan to return to the field.
ß No, I have left the field of education altogether because ___.
D. The following pertains to your current employment. Highlight or otherwise mark
all that apply.

ß I work in a multiple subject classroom.
ß I work in an elementary classroom.
ß I work in a junior high or middle school.
ß My school is a designated low-income school.
ß My school has over 50% students of color.
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Section D continued. Highlight or otherwise mark all that apply.

ß I work close to my home (within 15 miles).
ß I participate in tutoring sessions with students in my district.
ß For at least 30% of my students, English is not their primary language.
ß I coach sports in my district.
ß I advise one or more club in my district.
ß I stayed at the same school in which I did my internship teaching.
ß Every day I eat lunch in my classroom by myself.
ß I work harder than most teachers I know.
ß I get my school duties done.
ß I have taken or kept a second job for extra income.
E. The following pertains to professional growth. Highlight or otherwise mark all that
apply.

ß Since leaving CGU’s TEIP program, I have received a promotion.
ß Since leaving CGU’s TEIP program, I have received a teaching award/recognition.
ß Since leaving CGU’s TEIP program, I have begun a PhD program.
ß Since leaving CGU’s TEIP program, I have received tenure.
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Section E continued. Highlight or otherwise mark all that apply.

ß Since leaving CGU’s TEIP program, I have been asked to move into administration.
ß Since leaving CGU’s TEIP program, I have mentored a new teacher.
ß Since leaving CGU’s TEIP program, I have received a stipend for extra work.
ß Other: ___________________
F. The following pertains to your future plans. Highlight or otherwise mark all that
apply.

ß In the future, I plan to continue teaching.
ß In the future, I plan to move into K-12 administration.
ß In the future, I plan to leave the education field.
ß In the future, I plan to become a mentor teacher.
ß In the future, I plan to do research in education.
ß In the future, I plan to begin a Ph.D. program
ß In the future, I plan to pursue a second Masters in ___________.
ß In the future, I plan to work as a teacher on assignment.
ß In the future, I plan to become a department chairperson.
ß Other. In the future, I plan to ____________.
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Question 1
A core assignment for our program was/is the Ethnographic Narrative Project. Below please type a paragraph that addresses the
following: How do you, as an alumnus who completed the project, now think about the Ethnographic Narrative Project and its
worth? How, if in any way, did doing this project shape you? Please be as specific as possible.

Question 2
Below please type a paragraph that addresses the following: Was this the same opinion you had of the project when you were a
student at CGU? Please explains if/how your opinion is different now (as an alumnus) from what it was as a student going
through CGU’s Teacher Education Internship Program. Please be as specific as possible.

Question 3
Below please write a paragraph that addresses the following: Describe if/how the Ethnographic Narrative Project helped you be
prepared and/or inclined to interface with your students’ families? Please be as specific as possible.

Question 4
Below please write a paragraph that addresses the following: Describe if/how the Ethnographic Narrative Project helped you be
prepared and/or inclined to interface with non-English speaking families. Please be as specific as possible.

Question 5
Below please write a paragraph that addresses the following: Describe if/how the Ethnographic Narrative Project helped you be
prepared and/or inclined to interface with economically modest/poor families. Please be as specific as possible.
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Question 6
Below please write a paragraph that addresses the following: Describe if/how the Ethnographic Narrative Project helped you be
prepared and/or inclined to interface with families whose culture are different than your own. Please be as specific as possible.

Question 7
Below please write a paragraph that addresses the following: To what degree do you feel your family/community interactions are
different from that of your teaching peers? If you do indeed feel like you interact differently with families than do most of your peers,
please try to attribute a rationale for why this might be. Please be as specific as possible.

Please turn page. Survey continues.
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Questions 8-24.
The Ethnographic Narrative Project aimed, in large part, to instill in our graduates the practices, habits, and attitudes associated with
good teaching. This section aims to determine the degree to which you engage in such practices.
No Yes Please explain in a paragraph your “no” or “yes” answer in this section. Please
provide as much detail as you can (i.e., how often, who gets contacted, the form
of the contact, etc.). If the Ethnography Project made you inclined to do so,
please explain how.
8. In a typical school month, do you
reflect upon your own practices?
9. In a typical school month do you
reflect upon your own biases?
10. In a typical school month do
you contact families when there is
a problem/concern with the
students’ academic achievement?
11. In a typical school month do
you contact families when there is
a problem/concern with a
students’ behavior?
12. In a typical school month do
you contact families when there is
a problem/concern regarding the
students’ poor attendance
record?
13. In a typical school month do
you contact families when a
student was absent from class,
either to express concern or to
offer support?
14. In a typical school month, do
you contact families when a
student did something
praiseworthy?
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No

15. In a typical school month, do
you contact families to learn
about the non-school interests of
a student?
16. In a typical school month, do
you contact families to inquire
about the family’s aspirations for
the child?
17. In a typical school month, do
you contact families to learn
about the students’ home cultures
(i.e., to learn about the general
“context” of the students’ lives, to
gain a better understanding of
their non-school lives)?
18. In a typical school month, do
you contact families to give them
resources that you thought they
would find beneficial?
19. In a typical school month, do
you conduct home visits?
20. In a typical school month, do
you collect and analyze student
work to set specific goals for
yourself as a teacher?
21. In a typical school month, do
you collect and analyze student
work to set specific goals for
students?

Yes Please explain in a paragraph your “no” or “yes” answer in this section. Please
provide as much detail as you can (i.e., how often, who gets contacted, the form
of the contact, etc.). If the Ethnography Project made you inclined to do so,
please explain how.

If so, what resources? Why did you think these resources would be helpful?

2009 HICE Proceedings
Page 1229

No

Yes Please explain in a paragraph your “no” or “yes” answer in this section. Please
provide as much detail as you can (i.e., how often, who gets contacted, the form
of the contact, etc.). If the Ethnography Project made you inclined to do so,
please explain how.

22. In a typical month, do you
collect and analyze student work
and share this
process/information with the
students’ families?
23. In a typical month, do you
attend community events (i.e.,
fairs, parades, sports events,
community theater productions,
rallies, church events)?
24. In a typical month, are you
invited to attend any private
parties hosted by students’
families (i.e., quinceaneras, etc.)?

Please turn page. Survey continues.
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Questions 25-30
Please reflect upon how each section has impacted you as a teacher and has impacted your relations/interactions with parents.
In a paragraph, please discuss how, if in
In a paragraph, please discuss how, if in any
any way, this section of the ENP influence
Specific Section of the Ethnographic
way, this section of the ENP influence your
your relations and/or interactions with
Narrative Project (ENP).
teaching practices?
your students’ families.
25. Reflection of Self. For this
section, candidates focus on the
following questions: Who am I, and
why do I want to be a teacher?
What’s my story? To address these
questions, candidates reflect and write
on their own and their family’s
attitudes towards school and explore
how their experiences and attitudes
have impacted their desire to be a
teacher.
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Specific Section of the Ethnographic
Narrative Project (ENP).
26. Reflection of students: For this
section, candidates focus on the
question: Who are my students (a
perspective from the Fall)? To
answer this question, each candidate
focuses on five struggling students.
The candidates collect/analyze data
pertaining to the following guiding
questions:
¾
Who is he/she (i.e., weaknesses,
strengths, aspirations, dreams,
major influences, goals)?
¾
What is his/her academic story
(i.e., attitude toward school, past
experiences, family’s influences,
etc.)?
¾
Given my growing sense of this
student, what is my plan for
bringing about academic success?
What do I need to do to make this
plan a reality?
For this section, the data is collected
mainly via interviews with the
students and their families, home
visits, student work samples,
observation, journaling, and
sometimes the shadowing of the five
students.

In a paragraph, please discuss how, if in any
way, this section of the ENP influence your
teaching practices?

In a paragraph, please discuss how, if in
any way, this section of the ENP influence
your relations and/or interactions with
your students’ families.
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Specific Section of the Ethnographic
Narrative Project (ENP).
27. Reflection of school: For this
section of CGU’s ENP, candidates
focus on the question What is
happening at my school? To address
this, candidates collect/analyze data
pertaining to the following guiding
questions:
¾
What is it like to be on my
campus?
¾
What school policies & practices
shape my school’s
culture/identity?
¾
What are other influences (i.e.,
district, state, federal policies &
practices) that impact the school?
¾
What kind of resources & support
does my school have?

In a paragraph, please discuss how, if in any
way, this section of the ENP influence your
teaching practices?

In a paragraph, please discuss how, if in
any way, this section of the ENP influence
your relations and/or interactions with
your students’ families.
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Specific Section of the Ethnographic
Narrative Project (ENP).

28. Reflection of community:
ENP Section D. Reflection
of community
For this section, candidates focus on
the question What’s happening in my
school’s community? To address this,
candidates collect/analyze data
pertaining to the following guiding
questions:
¾
What is my community’s history?
¾
How can I describe the
community so my reader has an
accurate sense of it?
¾
What are my community’s
resources?
¾
What are my community’s
aspirations & concerns?
¾
What community events are
important and why,…and what
are they like?

In a paragraph, please discuss how, if in any
way, this section of the ENP influence your
teaching practices?

In a paragraph, please discuss how, if in
any way, this section of the ENP influence
your relations and/or interactions with
your students’ families.
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Specific Section of the Ethnographic
Narrative Project (ENP).

29. Reflection of students:
ENP Section E. Reflection
of students
For this section, candidates focus on
the question What has this year been
like for my five ethnographic
narrative students (a perspective from
the Spring)? To address this,
candidates collect/analyze data
pertaining to the following guiding
questions:
¾
What does the data I have
collected for a year tell me about
my students’ learning and
progress?
¾
How did my own teaching
strategies and effectiveness
impact the students’ learning?

In a paragraph, please discuss how, if in any
way, this section of the ENP influence your
teaching practices?

In a paragraph, please discuss how, if in
any way, this section of the ENP influence
your relations and/or interactions with
your students’ families.
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Specific Section of the Ethnographic
Narrative Project (ENP).
30. Reflection of the Internship
Year: For this final section,
candidates focus on the question How
can I make sense of my internship
year as a scholar practitioner? To
address this, candidates are asked to
reflect and write on the intersection
between theory and practice, their
experience, the larger
social/cultural/political/ economic
context, and their own emerging
vision/personal philosophy.

In a paragraph, please discuss how, if in any
way, this section of the ENP influence your
teaching practices?

In a paragraph, please discuss how, if in
any way, this section of the ENP influence
your relations and/or interactions with
your students’ families.

This is the last page.
Thank you for your time & input!
Co-Authors: Drs. DeLacy D. Ganley & Anita P. Quintanar, Co-Directors; Teacher Education Internship Program; Claremont Graduate University; 925 North Dartmouth; Claremont, CA 91711; Tel:
909/621-8076; Fax: 909/607-7793; DeLacy.Ganley@cgu.edu; Anita.Quintanar@cgu.edu
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Appendix B: Short-Form Survey
This was the survey that was actually used. The only difference between the short-form and the
long-form survey is that the short-form survey does not have Questions 25-30.

To:
From:
Date:
Re:

TEIP Alumnus and Ethnographic Narrative Project Award Recipient
Drs. Anita Quintanar and DeLacy Ganley, TEIP Co-Directors
February 2008
Ethnographic Narrative Study and Enclosed Survey

During the past few days, we have attempted to contact you by mail, email, or phone. You were
selected to be contacted because of the high degree of success you had in completing the
Ethnographic Narrative Project. We would like to know more about your experiences as a
classroom teacher and, specifically, the impact that the Ethnographic Narrative had on you.
Enclosed is a survey that we hope that you will fill out and return to us via email.
The purpose of this survey is to help CGU’s Teacher Education leadership team ascertain the
degree to which the Ethnographic Narrative Project shaped you as a teacher and, more
specifically, how it influenced your relations and interactions with your students’ families and
their communities. Your individual answers are confidential and will not be shared with anyone
or maintained with other program data retained on you for accreditation purposes.
We thank you in advance for your willingness to participate in this survey. We estimate that the
survey will take 15-25 minutes to complete.
Ideally surveys will be completed and returned no later than February 29, 2008. Please send the
completed surveys to us via email: DeLacy.Ganley@cgu.edu or Anita.Quintanar@cgu.edu.
Please let us know if you are interested in finding out the aggregated results of this inquiry. It is
expected that the results of this inquiry will be presented at the American Education Research
Association’s 2008 Annual Meeting.
Lastly, please feel free to contact us if you have any questions regarding how this survey will be
used and/or how it will be handled.
We hope that we will see you in person in the near future!
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Sincerely,
Anita P. Quintanar
Anita.Quintanar@cgu.edu
Co-Director, TEIP

DeLacy Derin Ganley
DeLacy.Ganley@cgu.edu
Co-Director, TEIP

Co-Authors: Drs. DeLacy D. Ganley & Anita P. Quintanar, Co-Directors; Teacher Education Internship Program; Claremont Graduate University;
925 North Dartmouth; Claremont, CA 91711; Tel: 909/621-8076; Fax: 909/607-7793; DeLacy.Ganley@cgu.edu; Anita.Quintanar@cgu.edu
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Demographic Questions
A. Name:

.

Cohort Year: 2006-2007 (year started-year ended)

B. School and District of Employment:

.

C. Are you still teaching? Highlight or otherwise mark the correct answer.

ß Yes, I still teach in K-12.
ß No, but I am a K-12 administrator.
ß No, but I am still in an education-related field. Specifically, I am ___.
ß No, but I plan to return to the field.
ß No, I have left the field of education altogether because ___.
D. The following pertains to your current employment. Highlight or otherwise mark
all that apply.

ß I work in a multiple subject classroom.
ß I work in an elementary classroom.
ß I work in a junior high or middle school.
ß My school is a designated low-income school.
ß My school has over 50% students of color.
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Section D continued. Highlight or otherwise mark all that apply.

ß I work close to my home (within 15 miles).
ß I participate in tutoring sessions with students in my district.
ß For at least 30% of my students, English is not their primary language.
ß I coach sports in my district.
ß I advise one or more club in my district.
ß I stayed at the same school in which I did my internship teaching.
ß Every day I eat lunch in my classroom by myself.
ß I work harder than most teachers I know.
ß I get my school duties done.
ß I have taken or kept a second job for extra income.
E. The following pertains to professional growth. Highlight or otherwise mark all that
apply.

ß Since leaving CGU’s TEIP program, I have received a promotion.
ß Since leaving CGU’s TEIP program, I have received a teaching award/recognition.
ß Since leaving CGU’s TEIP program, I have begun a PhD program.
ß Since leaving CGU’s TEIP program, I have received tenure.
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Section E continued. Highlight or otherwise mark all that apply.

ß Since leaving CGU’s TEIP program, I have been asked to move into administration.
ß Since leaving CGU’s TEIP program, I have mentored a new teacher.
ß Since leaving CGU’s TEIP program, I have received a stipend for extra work.
ß Other: ___________________
F. The following pertains to your future plans. Highlight or otherwise mark all that
apply.

ß In the future, I plan to continue teaching.
ß In the future, I plan to move into K-12 administration.
ß In the future, I plan to leave the education field.
ß In the future, I plan to become a mentor teacher.
ß In the future, I plan to do research in education.
ß In the future, I plan to begin a Ph.D. program
ß In the future, I plan to pursue a second Masters in ___________.
ß In the future, I plan to work as a teacher on assignment.
ß In the future, I plan to become a department chairperson.
ß Other. In the future, I plan to ____________.
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Question 1.
A core assignment for our program was/is the Ethnographic Narrative Project. Below please type a paragraph that addresses the
following: How do you, as an alumnus who completed the project, now think about the Ethnographic Narrative Project and its
worth? How, if in any way, did doing this project shape you? Please be as specific as possible.

Question 2
Below please type a paragraph that addresses the following: Was this the same opinion you had of the project when you were a
student at CGU? Please explains if/how your opinion is different now (as an alumnus) from what it was as a student going
through CGU’s Teacher Education Internship Program. Please be as specific as possible.

Question 3
Below please write a paragraph that addresses the following: Describe if/how the Ethnographic Narrative Project helped you be
prepared and/or inclined to interface with your students’ families? Please be as specific as possible.

Question 4
Below please write a paragraph that addresses the following: Describe if/how the Ethnographic Narrative Project helped you be
prepared and/or inclined to interface with non-English speaking families. Please be as specific as possible.

Question 5
Below please write a paragraph that addresses the following: Describe if/how the Ethnographic Narrative Project helped you be
prepared and/or inclined to interface with economically modest/poor families. Please be as specific as possible.
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Question 6
Below please write a paragraph that addresses the following: Describe if/how the Ethnographic Narrative Project helped you be
prepared and/or inclined to interface with families whose culture are different than your own. Please be as specific as possible.

Question 7
Below please write a paragraph that addresses the following: To what degree do you feel your family/community interactions are
different from that of your teaching peers? If you do indeed feel like you interact differently with families than do most of your peers,
please try to attribute a rationale for why this might be. Please be as specific as possible.

Please turn page. Survey continues.
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Questions 8-24.
The Ethnographic Narrative Project aimed, in large part, to instill in our graduates the practices, habits, and attitudes associated with
good teaching. This section aims to determine the degree to which you engage in such practices.
No Yes Please explain in a paragraph your “no” or “yes” answer in this section. Please
provide as much detail as you can (i.e., how often, who gets contacted, the form
of the contact, etc.). If the Ethnography Project made you inclined to do so,
please explain how.
8. In a typical school month, do you
reflect upon your own practices?
9. In a typical school month do you
reflect upon your own biases?
10. In a typical school month do
you contact families when there is
a problem/concern with the
students’ academic achievement?
11. In a typical school month do
you contact families when there is
a problem/concern with a
students’ behavior?
12. In a typical school month do
you contact families when there is
a problem/concern regarding the
students’ poor attendance
record?
13. In a typical school month do
you contact families when a
student was absent from class,
either to express concern or to
offer support?
14. In a typical school month, do
you contact families when a
student did something
praiseworthy?
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No

15. In a typical school month, do
you contact families to learn
about the non-school interests of
a student?
16. In a typical school month, do
you contact families to inquire
about the family’s aspirations for
the child?
17. In a typical school month, do
you contact families to learn
about the students’ home cultures
(i.e., to learn about the general
“context” of the students’ lives, to
gain a better understanding of
their non-school lives)?
18. In a typical school month, do
you contact families to give them
resources that you thought they
would find beneficial?
19. In a typical school month, do
you conduct home visits?
20. In a typical school month, do
you collect and analyze student
work to set specific goals for
yourself as a teacher?
21. In a typical school month, do
you collect and analyze student
work to set specific goals for
students?

Yes Please explain in a paragraph your “no” or “yes” answer in this section. Please
provide as much detail as you can (i.e., how often, who gets contacted, the form
of the contact, etc.). If the Ethnography Project made you inclined to do so,
please explain how.

If so, what resources? Why did you think these resources would be helpful?
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No

Yes Please explain in a paragraph your “no” or “yes” answer in this section. Please
provide as much detail as you can (i.e., how often, who gets contacted, the form
of the contact, etc.). If the Ethnography Project made you inclined to do so,
please explain how.

22. In a typical month, do you
collect and analyze student work
and share this
process/information with the
students’ families?
23. In a typical month, do you
attend community events (i.e.,
fairs, parades, sports events,
community theater productions,
rallies, church events)?
24. In a typical month, are you
invited to attend any private
parties hosted by students’
families (i.e., quinceaneras, etc.)?

This is the last page.
Thank you for your time & input!
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Appendix C: Maiden email accompanying short-form survey
eliciting responses.
Sent: Feb 15, 2008 to 2002-06ethnowinners@lyris.cgu.edu
Subject: Survey from DeLacy and Anita at CGU
Hi, wonderful CGU Alumnus AND Ethnographic Award Recipient!
During the past few days, we have attempted to contact you by mail, email, or phone. You were
selected to be contacted because of the high degree of success you had in completing the
Ethnographic Narrative Project. We would like to know more about your experiences as a
classroom teacher and, specifically, the impact that the Ethnographic Narrative had on you.
Enclosed is a survey that we hope that you will fill out and return to us via email.
The purpose of this survey is to help CGU’s Teacher Education leadership team ascertain the
degree to which the Ethnographic Narrative Project shaped you as a teacher and, more specifically,
how it influenced your relations and interactions with your students’ families and their
communities. Your individual answers are confidential and will not be shared with anyone or
maintained with other program data retained on you for accreditation purposes.
We thank you in advance for your willingness to participate in this survey. We estimate that the
survey will take 15-25 minutes to complete.
Ideally surveys will be completed and returned no later than February 29, 2008. Please send
the completed surveys to us via email: DeLacy.Ganley@cgu.edu or
Anita.Quintanar@cgu.edu.
Please let us know if you are interested in finding out the aggregated results of this inquiry. It is
expected that the results of this inquiry will be presented at the American Education Research
Association’s 2008 Annual Meeting.
Lastly, please feel free to contact us if you have any questions regarding how this survey will be
used and/or how it will be handled.
We hope that we will see you in person in the near future!
Sincerely,
Anita & DeLacy
Anita.Quintanar@cgu.edu
DeLacy.Ganley@cgu.edu
Co-Directors, CGU’s TEIP
Tel: 909/621-8076
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Appendix D: Follow-up email accompanying short-form survey
eliciting responses
This email was sent approximately 12 days after the maiden e-mailing.
Sent: Feb 27, 2008 to 2002-06ethnowinners@lyris.cgu.edu
Subject: Try #2: Survey from Anita and DeLacy at CGU
Hi, wonderful alumni!
We sent you the following email a few weeks ago but only received completed surveys from a handful. (A
million thanks to those of you who did indeed send them in!!)
If you could take fifteen minutes to give us some input regarding the Ethnographic Narrative Project we’d be
most appreciative! You can email the survey to either DeLacy.Ganley@cgu.edu or to
Anita.Quintanar@cgu.edu.
Hope you are well.
DeLacy and Anita

***************************
DeLacy Derin Ganley, Co-Director
Teacher Education Internship Program
Claremont Graduate University
925 North Dartmouth Avenue
Claremont, California 91711
Tel: (909) 621-8076
Fax: (909) 607-7793
Email: DeLacy.Ganley@cgu.edu

From: DeLacy Ganley
Sent: Friday, February 15, 2008 11:32 AM
To: '2002-06ethnowinners@lyris.cgu.edu'
Subject: Survey from Anita and DeLacy at CGU

Hi, wonderful CGU Alumnus AND Ethnographic Award Recipient!
During the past few days, we have attempted to contact you by mail, email, or phone. You were
selected to be contacted because of the high degree of success you had in completing the
Ethnographic Narrative Project. We would like to know more about your experiences as a
classroom teacher and, specifically, the impact that the Ethnographic Narrative had on you.
Enclosed is a survey that we hope that you will fill out and return to us via email.
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The purpose of this survey is to help CGU’s Teacher Education leadership team ascertain the
degree to which the Ethnographic Narrative Project shaped you as a teacher and, more specifically,
how it influenced your relations and interactions with your students’ families and their
communities. Your individual answers are confidential and will not be shared with anyone or
maintained with other program data retained on you for accreditation purposes.
We thank you in advance for your willingness to participate in this survey. We estimate that the
survey will take 15-25 minutes to complete.
Ideally surveys will be completed and returned no later than February 29, 2008. Please send
the completed surveys to us via email: DeLacy.Ganley@cgu.edu or
Anita.Quintanar@cgu.edu.
Please let us know if you are interested in finding out the aggregated results of this inquiry. It is
expected that the results of this inquiry will be presented at the American Education Research
Association’s 2008 Annual Meeting.
Lastly, please feel free to contact us if you have any questions regarding how this survey will be
used and/or how it will be handled.
We hope that we will see you in person in the near future!
Sincerely,
Anita & DeLacy
Anita.Quintanar@cgu.edu
DeLacy.Ganley@cgu.edu
Co-Directors, CGU’s TEIP
Tel: 909/621-8076
***************************
DeLacy Derin Ganley, Co-Director
Teacher Education Internship Program
Claremont Graduate University
925 North Dartmouth Avenue
Claremont, California 91711
Tel: (909) 621-8076
Fax: (909) 607-7793
Email: DeLacy.Ganley@cgu.edu

Co-Authors: Drs. DeLacy D. Ganley & Anita P. Quintanar, Co-Directors; Teacher Education Internship Program; Claremont Graduate University;
925 North Dartmouth; Claremont, CA 91711; Tel: 909/621-8076; Fax: 909/607-7793; DeLacy.Ganley@cgu.edu; Anita.Quintanar@cgu.edu

2009 HICE Proceedings
Page 1249

Appendix E: List of Descriptive Questions and the specific survey questions used to
address each questions
Research Question
1. Who was in our sample?
a. What are the demographics of our
Respondents?
i. Gender?
ii. Ethnicity?
iii. Credential type?
iv. Cohort year/graduation year?
v.
Still in the profession?
b. Are our Respondents working with highneeds populations?
i. In low-income schools?
ii. In schools where at least 50% of the
student population are of color?
iii. In classrooms where at least 30% of
the students do not claim English as
their primary language?
c. Are our Respondents advancing
professionally?
i. Have they received professional
promotions? (In this instance,
professional promotion is defined as
tenure, advancement to
administrative/leadership posts, or
being asked to be a master teacher).
ii. Have they started a Ph.D. program
since leaving our program?

Survey Questions Used To Address
1.a. What are the demographics of our Respondents?
Survey Question A: Name? (This information was then used in relationship
with another database to determine the respondent’s gender, ethnicity,
cohort year/graduation year, and credential type.)
Survey Question C. Are you still teaching? Highlight or otherwise mark
the correct answer.
C.1. Yes, I still teach in K-12.
C.2. No, but I am a K-12 administrator.
C. 3. No, bit I am still in an education-related field. Specifically, I am ___.
C.4. No, but I plan to return to the field.
C.5. No, I have left the flied of education altogether because __________.
1.b. Are our Respondents working with high-needs populations?
Survey Question D. The following pertains to your current employment.
Highlight or otherwise mark all that apply.
D.4. My school is a designated low-income school.
D.5. My school has over 50% students of color.
D.8. For at least 30% of my students, English is not their primary
language.
1.c. Are our Respondents advancing professionally?
Survey Question E. The following pertains to professional growth.
Highlight or otherwise mark all that apply.
E.2. Since leaving CGU’s TEIP program, I have received a teaching
award/recognition.
E.3. Since leaving CGU’s TEIP program, I have begun a Ph.D. program.
E.4. Since leaving CGU’s TEIP program, I have received tenure.
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E.5. Since leaving CGU’s TEIP program, I have been asked to move into
administration.
E.6. Since leaving CGU’s TEIP program, I have mentored a new teacher.
2. What are the Respondents’ practices, especially
in regard to family engagement?
a. Do the Respondents reflect on their
practice?
b. Do the Respondents reflect on their biases?
c. Why do the Respondents contact their
students’ families?
i. Because of problems/concerns
with student achievement?
ii. Because of problems with student
behavior?
iii. Because of poor student attendance
record?
iv. To offer support or express
concern over an absence?
v. Because of praiseworthy student
behavior?
vi. To learn about the non-school
interests of the student?
vii. To inquire about the family’s
aspirations for the student?
viii. To learn about the student’s
home culture?
ix. To offer resources to the family?
d. Do the Respondents conduct home visits?
e. Why do the Respondents collect and
analyze student work?
i. To set specific goals for
themselves as teachers?

2a. Do the Respondents reflect on their practice?
Survey Question 8: In a typical school month, do you reflect upon your
own practices?
2b. Do the Respondents reflect on their biases?
Survey Question 9: In a typical school month, do you reflect upon your
own biases?
2c. Why do the Respondents contact their students’ families?
Survey Question 10: In a typical school month, do you contact families
when there is a problem/concern with the students’ academic
achievement?
Survey Question 11: In a typical school month, do you contact families
when there is a problem/concern with a students’ behavior?
Survey Question 12: In a typical school month, do you contact families
when there is a problem/concern regarding the students’ poor
attendance record?
Survey Question 13: In a typical school month, do you contact families
when a student was absent from class, either to express concern or to
offer support?
Survey Question 14: In a typical school month, do you contact families
when a student did something praiseworthy?
Survey Question 15: In a typical school month, do you contact families to
learn about the non-school interests of a student?
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ii.
iii.

To set specific goals for the
student?
And, if so, is this process or the
gleaned information shared with
the students’ families?

Survey Question 16: In a typical school month, do you contact families to
inquire about the family’s aspirations for the child?
Survey Question 17: In a typical school month, do you contact families to
learn about the students’ home cultures (i.e., to learn about the general
“context” of the students’ lives, to gain a better understanding of their
non-school lives)?
Survey Question 18: In a typical school month, do you contact families to
give them resources that you thought they would find beneficial?
2d. Do the Respondents conduct home visits?
Survey Question 19: In a typical school month, do you conduct home
visits?
2e. Why do the Respondents collect and analyze student work?
Survey Question 20: In a typical school month, do you collect and analyze
student work to set specific goals for your self as a teacher?
Survey Question 21: In a typical school month, do you collect and analyze
student work to set specific goals for students?
Survey Question 22: In a typical school month, do you collect and analyze
student work and share this process/information with the students’
families?

3. How did the ENP impact the Respondents’
attitudes toward family engagement?
a. As an alumnus who did the ENP, how do
you now view the ENP and its worth?
b. Is your attitude toward the ENP different
now as an alumnus compared to what it was

3a. As an alumnus who did the ENP, how do you now view the ENP and
its worth?
Survey Question 1. A core assignment for our program was/is the
Ethnographic Narrative Project. Below please type a paragraph that
addresses the following: How do you, as an alumnus who completed the
project, now think about the Ethnographic Narrative Project and its
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as an intern doing the project?
c. How did the ENP prepare you to work with
your students’ families?
i. Non-English speaking families?
ii. Economically modest/poor
families?
iii. Families whose cultures are
different than your own?

worth? How, if in any way, did doing this project shape you? Please be
as specific as possible.
3b. Is your attitude toward the ENP different now as an alumnus compared
to what it was as an intern doing the project?
Survey Question 2. Below please type a paragraph that addresses the
following: Was this the same opinion you had of the project when you
were a student at CGU? Please explains if/how your opinion is different
now (as an alumnus) from what it was as a student going through CGU’s
Teacher Education Internship Program. Please be as specific as
possible.
3c. How did the ENP prepare you to work with your students’ families?
Survey Question 3. Below please write a paragraph that addresses the
following: Describe if/how the Ethnographic Narrative Project helped you
be prepared and/or inclined to interface with your students’ families?
Please be as specific as possible.
Survey Question 4. Below please write a paragraph that addresses the
following: Describe if/how the Ethnographic Narrative Project helped you
be prepared and/or inclined to interface with non-English speaking
families. Please be as specific as possible.
Survey Question 5. Below please write a paragraph that addresses the
following: Describe if/how the Ethnographic Narrative Project helped you
be prepared and/or inclined to interface with economically modest/poor
families. Please be as specific as possible.
Survey Question 6. Below please write a paragraph that addresses the
following: Describe if/how the Ethnographic Narrative Project helped you
be prepared and/or inclined to interface with families whose culture are
different than your own. Please be as specific as possible.
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Appendix F: List of survey questions that were not used for this study but were
included in the survey to be used in other studies
Survey Question B. School and District of Employment
Survey Question D. The following pertains to your current employment. Highlight or otherwise mark all that apply.
D.1. I work in a multiple subject classroom.
D.2.I work in an elementary classroom.
D.3. I work in a junior high or middle school.
D.6. I work close to my home (within 15 miles)?
D.7. I participate in tutoring sessions with students in my district.
D.9. I coach sports in my district.
D.10. I advise one or more club in my district.
D.11. I stayed at the same school in which I did my internship teaching?
D.12. Everyday I eat lunch in my classroom by myself.
D.13. I work harder than most teachers I know.
D.14. I get my school duties done.
D.15. I have taken or kept a second job for extra income.
Survey Question E. The following pertains to professional growth. Highlight or otherwise mark all that apply.
E.1. Since leaving CGU’s TEIP program, I have received a promotion.
E.7. Since leaving CGU’s TEIP program, I have received a stipend for extra work.
E.8. Other?
Survey Question 7: Below please write a paragraph that addresses the following: To what degree do you feel your family/community
interactions are different from that of your teaching peers? If you do indeed feel like you interact differently with families than do
most of your peers, please try to attribute a rationale for why this might be. Please be as specific as possible.
Survey Question 23: In a typical month, do you attend community events (i.e., fairs, parades, sports events, community theater
productions, rallies, church events)?
Survey Question 24: In a typical month, are you invited to attend any private parties hosted by students’ families (i.e.,
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quinceaneras, etc.)?
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Appendix G: The study’s Figures, Charts, Graphs and Tables
Figure 1: The model of family engagement that we do promote
Figure 2: The “old school” model of family engagement that we do not promote
Chart 1: The study’s research questions
Chart 2: Comparison between cohort peers, ENP Award Recipients, ENP Award Recipients
for whom we had valid emails (and who it is assumed received the survey), and the 22 Survey
Respondents: Gender, ethnicity, & credential type, retention
Chart 3: Demographic information on the study’s 22 Respondents
Chart 4: Detailed breakdown of 22 Respondents’ credential type
Graph 4: Detailed breakdown of the 22 Respondent’s credential type
Chart 5: Are the Respondents working in high-needs schools?
Graph 5: Are the Respondents working in high-needs schools?
Chart 6: Information regarding the professional promotion of our Respondents
Graph 6: Information regarding the professional promotion of our Respondent
Chart 7: Reasons why our Respondents contact their students’ families in a typical month
Graph 7: Reasons why our Respondents contact their students’ families in a typical month
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Figure 1: The model of family engagement that we do promote
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Figure 2: The “old school” model of family engagement that we do not
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Chart 1: The study’s research questions
1. Who was in our sample?
a. What are the demographics of our Respondents?
i. Gender?
ii. Ethnicity?
iii. Credential type?
iv. Cohort year/graduation year?
v.
Still in the profession?
b. Are our Respondents working with high-needs populations?
i. In low-income schools?
ii. In schools where at least 50% of the student population are of color?
iii. In classrooms where at least 30% of the students do not claim English as their
primary language?
c. Are our Respondents advancing professionally?
i. Have they received professional promotions? (In this instance, professional
promotion is defined as tenure, having received teaching award, advancement
to administrative/leadership posts, or being asked to be a master teacher).
ii. Have they started a Ph.D. program since leaving our program?
4. What are the Respondents’ practices, especially in regard to family engagement?
a. Do the Respondents reflect on their practices?
b. Do the Respondents reflect on their biases?
c. Why do the Respondents contact their students’ families?
i. Because of problems/concerns with student achievement?
ii. Because of problems with student behavior?
iii. Because of poor student attendance record?
iv. To offer support or express concern over an absence?
v. Because of praiseworthy student behavior?
vi. To learn about the non-school interests of the student?
vii. To inquire about the family’s aspirations for the student?
viii. To learn about the student’s home culture?
ix. To offer resources to the family?
d. Do the Respondents conduct home visits?
e. Why do the Respondents collect and analyze student work?
i.
To set specific goals for themselves as teachers?
ii. To set specific goals for the student?
iii. And, if so, is this process or the gleaned information shared with the
students’ families?
3. How did the ENP impact the Respondents’ attitudes toward family engagement?
a. As an alumnus who did the ENP, how do you now view the ENP and its worth?
b. Is your attitude toward the ENP different now as an alumnus compared to what it was
as an intern doing the project? Explain.
c. How did the ENP prepare you to work with your students’ families?
i. Non-English speaking families?
ii. Economically modest/poor families?
iii. Families whose cultures are different than your own?
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Chart 2: Comparison between cohort peers, ENP Award Recipients, ENP Award Recipients for
whom we had valid emails (and who it is assumed received the survey), and the 22 Survey
Respondents: Gender, ethnicity, & credential type, retention
GENDER

Cohort Peers*
ENP Award
Recipients
ENP Award
Recipients for
whom we had
valid emails
Survey
Respondents

ETHNICITY

CREDENTIAL TYPE
%
%
Multiple
Single
%
Subject
Subject
SPED

RETENTION

%
Other

Totals

%
Female

%
Male

%
White

%
Latino

%
Asian

%
Af
Amer

499
87

72%
76%

28%
24%

40%
45%

32%
36%

18%
15%

8%
2%

2%
2%

47%
43%

45%
43%

8%
14%

n/a
n/a

62

76%

24%

40%

39%

16%

3%

2%

44%

40%

16%

n/a

25
invalid

19
invalid

6
invalid

14
invalid

7
invalid

3
invalid

1
invalid

0
invalid

11 invalid

12
invalid

2
invalid

22

23%

73%

41%

27%

23%

9%

0%

32%

54%

14%

91%

Totals

%
Female

%
Male

%
White

%
Latino

%
Asian

%
Af
Amer

%
Other

%
Multiple
Subject

%
Single
Subject

%
SPED

%
Still teaching

%
Still teaching

*Information from five different recent cohorts: 2001/2002, **, 2003/2004, 2004/2005, 2005/2006, and 2006/2007.
** Note: The first cohort that could seek an Education Specialist credential was the 2004/2005 cohort.
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Chart 3: Demographic information on the study’s 22 Respondents
Cohort
Group

2001-02
2002-03
2003-04
2004-05
2005-06
2006-07
Totals

**Yrs since
earned a prelim.
credential

Female
Male

White

Latino

Asian

Af
Amer

Other

Multiple
Subject

*Single
Subject

SPED

Approx 6
2
1
1
1
1
0
0
2
1
------------Approx 4
1
0
0
0
1
0
0
0
1
-Approx 3
1
1
0
1
1
0
0
1
0
1
Approx 2
9
1
5
2
1
2
0
4
4
2
Approx 1
4
2
3
2
1
0
0
0
6
0
Range from
17
5
9
6
5
2
0
7
12
3
Approx 1-6
(77%) (23%) (41%) (27%) (23%) (9%) (0%) (32%)
(54%) (14%)
years
*See Chart 4 for breakdown of the specific type of single-subject credential.
**Mean number of years since earned a preliminary credential at CGU: 2.5 years. Mode: approximately 2 years.

Still
Teaching

2
-0
2
10
6
20
(91%)
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Chart 4: Detailed breakdown of 22 Respondents’ credential type
Cohort
Group

2001-02
2002-03
2003-04
2004-05
2005-06
2006-07
Totals

Multiple SS:
Subject English

SS:
Math

2
-0
1
4
0
7
(32%)

1
-1
0
0
2
4
(18%)

0
-0
0
1
4
5
(23%)

SS:
SS:
Science Social
Studies
0
0
--0
0
0
0
2
0
0
0
2
0
9%
0%

SS:
SPED
Spanish (M/M)
0
-0
0
1
0
1
(4%)

---1
2
0
3
(14%)

Graph 4: Detailed breakdown of the 22 Respondent’s credential type
Detailed breakdown of Respondents' credential type
14%
32%

4%

Multiple-Subject
Single-Subject English

9%

Single-Subject Math
Single-Subject Science
Single-Subject Spanish
SPED (mild/moderate)

18%
23%
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Chart 5: Are the Respondents working in high-needs schools?
Respondents still in education
Respondents working in low-income schools
Respondents working in schools where at least 50% of student population are of color
Respondents working in schools where at least 30% of students do not claim English as
primary language

91%
68%
74%
74%

Graph 5: Are the Respondents working in high-needs schools?

Are the Respondents working in high-needs
schools?
100%
90%
80%
70%
60%
50%
40%
30%
20%

91%

68%

74%

74%

10%
0%
Respondents still in
education

Respondents w orking in
low -income schools

Respondents w orking in
Respondents w orking in
schools w here at least 50% schools w here at least 30%
of students do not claim
of student population are of
English as primary language
color
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Chart 6: Information regarding the professional promotion of our
Respondents
Form of promotion since leaving CGU’s TEIP
Have received tenure upon completing induction
Have received a teaching award/recognition
Have begun a Ph.D. program
Have been asked to move into administration
Have mentored a new teacher

Percentage
100%
31%
8%
15%
38%

Graph 6: Information regarding the professional promotion of our
Respondents
Information regarding the professional promotion of the
Respondents
120%
100%
100%
80%
60%
38%

31%

40%
20%

8%

15%

0%
Have received
tenure upon
completing
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Have received a
teaching
award/recognition

Have begun a
Ph.D. program

Have been asked
to move into
administration

Have mentored a
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Chart 7: Reasons why our Respondents contact their students’
families in a typical month
Reasons

Percent

Student's academic achievement
Problem with student's behavior
Student's poor attendance record
To express concern or offer support when a student is absent
To report something praiseworthy
To learn about student's non-school interests
To inquire about family's aspirations for the student
To learn about the student's home culture
To give the family resources that might beneficial

95%
85%
52%
62%
76%
33%
19%
43%
43%
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Virtual Communication: the dialectical meaning of the mediated reality
Although the term “virtual communication” is often associated with computer
related technologies, the meaning of virtual communication is more than a simple
connection between human and computer. Through double-stimulation methodology
from Vygotsky by using reflective assignments, student participants from a university
reveal a surprising result of the mediated nature of “virtual communication.” The
culturally mediated meaning of virtual communication is used as means for student’s
productive activities. The reality may not be straight through computing technology to
human, but a dialectical reflection in the unity of multiple realities.
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Introduction
According to Paris and Paris (2001), the direct relationship between assessment
and self-regulated learning (SRL) is only clearly demonstrated in nonacademic majors
such as music recitals or sports contests; self-assessment may introduce “the same
passion and autonomy” (p.95) to the academic assessment of learning for selfimprovement. Paris and Paris also suggest that as one of the three areas of SRL research
demonstrated in classrooms, self-assessment involves all the three important domains of
SRL: cognitive, affective, and motivational. In line with the research on SRL, selfassessment, or self-evaluation, builds a natural link between assessment and SRL. Selfevaluation occurs constantly when effective learners compare their progress against task
criteria, make judgments, interpret feedback, and then adjust their activities or efforts to
make up the gaps between the actual and the ideal performances (Butler, 2002). As one
component in assessment, feedback plays an important role in linking SRL and
assessment. Two indicators of a student’s self-regulation related to feedback are how well
the student interprets the feedback and how effectively the student integrates the feedback
into the learning. As summarized by Butler and Winne (1995), students who are more
effective at self-regulation can generate better feedback and use feedback more
effectively.
Another factor that links SRL and assessment may be the theoretical concepts
related to these two areas. For example, the self-observation and self-judgment processes
described by Schunk (2008) within a social cognitive theoretical framework are similar to
self-assessment in terms of making judgments against standards. Assessment strategies
that involve students may encourage learner autonomy and self-monitoring, which leads
to a high level of SRL.
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Research Objectives
The purpose of this study was to investigate whether students with different levels
of self-regulated learning (SRL) skills have changed perceptions of assessment for
learning after the treatment sessions. The study also investigated students with different
levels of SRL skills perform and benefit differently from different types of assessment
strategies in essay writing

Methodology
The participants for the study were the students who were enrolled in a general
education course about Energy and the Environment at the main campus of a major
university in northeastern United States. The three-credit, semester-based undergraduate
course was offered online to resident, on-campus students, and it had a large enrollment
of 475 students in one semester. One of the major course assignments the students needed
to complete was an essay-writing team assignment. The essay topic assigned was
“Beyond Kyoto: Meaningful Government and State Actions to Significantly Reduce CO2
Emissions.” Students needed to complete two steps in this assignment: write an
individual 2-page research paper, and then produce an enhanced 5-page team paper as the
result of a collaborative essay writing process. Students were assigned to teams by their
MSLQ scores and their essay assessment and/or re-writing experience.
In this study, the Motivated Strategies for Learning Questionnaire (MSLQ) (Pintrich,
Smith, Garcia, & McKeachie, 1991), a self-report questionnaire type of instrument, was
used to measure students’ self-regulated learning skills. Based on an assumption that
students may use different strategies in different courses or even different classes, the
instrument was developed from a domain-specific perspective (Pintrich, Wolters, &
Baxter, 2000), by which the participants interacted with statements related to their
performance on the course level. The instrument was available to the students in the
course through a secured course management system, and it took about 20-30 minutes to
complete.
An interactive Essay Grading Rubric Tool was created for the purpose of
providing automatic feedback, with both text and grades, to the participants in their essay
assessment and rewriting. The tool had the same set of assessment criteria the instructor
and the TAs used to grade their essays. The tool generated two types of feedback. The
types of feedback were adapted from Chi’s (1996) categorization—corrective feedback,
reinforcing feedback, didactic feedback, and suggestive feedback. In this study, the two
levels of feedback are correctional/reinforcing feedback and didactic/suggestive feedback
The two types of feedback were used as a scaffolding technique for the selfassessment and peer assessment processes. With this interactive feedback tool, students
received feedback on their own essays or the essays they assessed. The students could
modify and personalize the generic feedback generated by the tool.
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Immediately after the students completed the treatments, they completed a selfreport questionnaire. The questionnaire included three parts (Part A, B, and C):
background information; perceptions of assessment for learning; and assessment criteria
and/or the essay grading & feedback tool.
Part B was adapted from Maclellan’s (2001) questionnaire investigating students’
perceptions of assessment and Falchikov’s (1986) questions about self- and peer
assessment. Maclellan developed the 40-item questionnaire, covering the variables
identified from the literature on assessment practices: the purpose, content, timing, mode
of assessment, marking of assessment, feedback on assessment, and the assessor. In Part
B of the questionnaire, the participants rate their assessment experience on a 5-point
Likert scale of “strongly disagree,” “disagree,” “undecided,” “agree,” and “strongly
agree.”
These questions were modified according to a design method called “post-thenpre,” proposed by Rockwell and Kohn (1989). The “post-then-pre” design combines the
pretest with the posttest, in which the participants are asked to report their immediate
behavior or experience right after the treatments, and then they are asked to report their
prior experience or behavior. Rockwell and Kohn indicate that this method can help
researchers obtain accurate information about the participants by having the pretest at the
end of a study.
A total of 341 students signed up for the study and completed the MSLQ
questionnaire. Two hundred forty five of the participants who completed the MSLQ
questionnaire were included in the final analysis. They attended the essay assessment
and/or rewriting processes and submitted their self-report questionnaire.

Results
No significant differences were found in student cognitive and skill-based
learning outcomes when students used different assessment strategies. No significant
differences were found in student cognitive and skill-based learning outcomes when
students had different assessment strategies. There was no interaction between
assessment strategies and students’ SRL skills.
The repeated measures analysis results revealed that there was a statistically
significant difference in student general perceptions of assessment for learning before and
after the treatment sessions. For participants with low MSLQ, self-assessment group
(with didactic/suggestive feedback) showed the biggest change in perceptions after the
treatment sessions, when compared with the control group. There was a significant
difference in perceptions of self- or peer assessment for learning among participants with
higher SRL skills and lower SRL skills (Mean Difference = 2.549, p < .05). Additional
analysis of perceptions by individual questions found that seven questions showed
significant interaction effects. The mean differences in time for all the significant main
effects of time suggested that overall the participants’ perceptions of assessment became
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more positive after the treatment sessions, regardless of treatment groups or MSLQ
levels. However, participants’ perceptions regarding self-/peer assessment reflected by
Question 20 (Self-/peer assessment is enjoyable) and Question 21 (Self-/peer assessment
is easy) did not significantly change after the treatment sessions. Significant interaction
effects were found in the following questions:
•
Assessment motivates learning.
•
Assessment is used for diagnosing students’ learning.
•
Feedback prompts discussion with the instructor or the teaching assistant.
Feedback helps understand assessment.
•
Feedback improves learning. Self/peer assessment makes me more
independent.
•
Self/peer assessment helps me develop confidence.
In summary, the analysis of participants’ perceptions of assessment for learning by
individual questions suggests that participants with low MSLQ showed a greater
perception change than those with higher MSLQ, but the change could differ for different
question statements about perceptions of assessment for learning.
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WORK RELATED SKILLS FOR NEWLY ARRIVED REFUGEE STUDENTS
Written by Debra Stearman 2008

INTRODUCTION:
This paper explores the challenges and implications of designing and implementing a
Work Related Skills (WRS) curriculum, within the Victorian Certificate Applied
Learning (VCAL) with a cohort of newly arrived young people from refugee
backgrounds with limited English skills.
In describing the program designed with the students, both VCAL and the Work
Related Skills unit within that program will be explained.
Background information on the cohort of students will be outlined and how the
developing knowledge, experiences and resettlement issues have added challenges
to the design and development of the program.
A framework developed to aid the process of design, implementation and evaluation
of a project that addressed the needs of both the students and curriculum will be
presented and explained. This framework was developed in consideration of current
curriculum documents as well as personal experience, skills and philosophical
understandings of teaching and learning. Also included are my reflections of the
program and judgments about future directions and considerations for the ongoing
development of this program
Throughout this paper current research is incorporated in the areas of:
•
•
•
•

Teaching and Learning
Resettlement for Refugees
Teaching English as a Second or Other Language (TESOL) an;
Teaching Work Related Skills

THE CURRICULUM
VCAL
“The Victorian Certificate of Applied Learning (VCAL) is a hands-on option for
students in Years 11 and 12. The VCAL gives you practical work-related experience,
as well as literacy and numeracy skills and the opportunity to build personal skills that
are important for life and work. Like the Victorian Certificate of Education (VCE),
VCAL is an accredited secondary certificate. Victorian Qualifications Authority (2007)
The Victorian Certificate of Applied Learning is based on principles of applied
learning. Applied learning refers to practical learning, experiential learning within
communities, about communities and with other members of that community.
Learning in context empowers and motivates students and assists them to develop
skills and knowledge that they will need for education, employment, training and
involvement in the community. VCAL principles include the need to start where the
students are at; connect with communities and real life experiences; and the need to
consider the whole person to build resilience, confidence and self worth. The content
of any VCAL program is intended to be negotiated with students.
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The VCAL delivered at this Training And Further Education TAFE is 12 months in
duration. Secondary Schools offer VCAL over a two year time frame; however TAFE
students’ pathways are geared towards being in either a TAFE industry-specific
course or in employment prior to or at the conclusion of the Certificate. The TAFE
therefore offers VCAL over 12 months with the potential to gain a Foundation,
Intermediate or Senior VCAL depending on the performance of the individual student.

WORK RELATED SKILLS (WRS)
Within the VCAL Curriculum the Victorian Qualifications Authority describes the
purpose of WRS as being;
“To develop employability skills, knowledge and attitudes valued within community
and work environments as a preparation for employment. The development of
employability skills within this strand provides learners with a capacity to consider
and choose from the range of pathways.” Victorian Curriculum and Assessment
Authority (2007, pg11)
The Work Related Skills Unit 1 & 2 outcomes at Foundation Level are to:
•
•
•
•
•
•
•
•
•
•
•
•

Learn about a selected workplace or industry setting
Communicate the major features of OH&S in a workplace context.
Plan, organise and manage a simple work related activity that complies with
OH&S guidelines.
Identify OH&S problems that may arise in the workplace.
Work in a team to complete a safe work procedure for a simple work related
activity.
Work in a team to complete a safe work procedure for a simple work related
activity.
Prepare for a simple work related activity
Communicate basic work related ideas and information
Plan, organise and manage a basic work related activity
Identify and solve a problem relevant to a simple work related activity
Work in a team to complete a simple work related activity
Use information and communications technology in relation to a simple work
related activity.

Victorian Curriculum and Assessment Authority (2007)
Skills in occupational health and safety and environment are also considered
essential work related skills, and are an essential component of this curriculum in
preparation for Work Experience Placements.
The learning outcomes are directly related to the development of particular
employability skills. Enabling these students to have real choices about their career
pathways and options required the incorporation of other areas of consideration.

2009 HICE Proceedings
Page 1274

The Multicultural Programs Unit, Department of Education (1999, pp 3) suggest that,
a careers education program might include:
•
•
•

The changing nature of work, preparing for vocational choice, understanding
and evaluating personal attributes and skills relevant to work.
Provision of information, resources and contacts relevant to employment and
further education opportunities, including arranging speakers from employer
groups, further education institutes, etc.
Preparation, supervision and evaluation of students work experience,
organisations of experience and liaison with employees and community
groups.

THE COHORT
Demographics
This group consisted of 10 males and 6 females. The group ranged in age from 16
years to 21years. The educational background of students in their country of origin
ranges between 6 and 10 years of formal education.
12 of the students are from Iraq, 2 from Lebanon, 1 from Turkey and 1 Vietnam
The students’ previous experiences within the education system in Australia consist
of approximately 7 – 12 months in a New Arrivals Program in one of two in
Melbourne’s northern suburbs.

RESETTLEMENT ISSUES
The group of young refugee students in this cohort are all facing resettlement issues.
As stated in the Strategy for Refugee Young People
“The challenges and stresses of the transition to adulthood are
compounded when a young person is making the transition to a new
culture, dealing with the practical adjustments of settling in a new
country, and trying to come to terms with the upheaval and trauma of
their past. This may interfere with their identity formation as they
struggle to reconcile the competing values of their country of origin
and those of their peers in a new country.” (2002, pp)
“As a consequence of torture or other traumatic experiences, some may suffer grief,
anxiety, depression, guilt or symptoms of post-traumatic stress disorder, which may
persist long after settlement in Australia. This can interfere with the settlement
process both directly and indirectly – for example, by affecting a person’s capacity to
trust and form relationships with family, teachers, peers and the broader community.”
Foundation House (2002, pp 4). The teaching philosophy and subsequent
development of a ‘framework for design’ have incorporated the resettlement issues
identified in the current literature.

*The New Arrivals Program provides intensive English as a second language (ESL) tuition. It is
designed for newly arrived students from language backgrounds other than English. Those who meet
the eligibility criteria are able to access ESL tuition for between six and twelve months.
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CONSIDERATION OF THE UNDERLYING TEACHING PHILOSOPHY
Within the units of Work Related Skills and English Language, collaboratively design
a program to address:
1. Empowerment of students to be co-directors in their education.
2. Relevance and meaningful experiences that address the prior experiences,
interests and needs of the students
3. Enable students to experience success and obtain successful outcomes both
now and in their future.
4. Development of critical literacy that will enable students to participate with
more confidence in work placements in their exploration of the world of work
now and position them to be proactive in their future directions.
5. Evaluation of suitable materials

1.
EMPOWERMENT OF STUDENTS TO BE CO-DIRECTORES IN THEIR
EDUCATION
How and why

As Waterhouse and Virgona (2005 pp 7) state ‘There is value in identifying,
developing and celebrating multiple forms of intelligence and capability within
learners and recognising that the ‘new basics’ include developing diverse capacities
for ‘learning how to learn’. A key dimension of this is developing a positive sense of
self as a learner – an identity, self-concept and self-confidence which enables robust
learning and the capacity to rebound from setbacks.
2.
RELEVANT AND MEANINGFUL EXPERIENCES THAT ADDRESS THE
PREVIOUS EXPERIENCES, INTERESTS AND NEEDS OF THE STUDENTS
The initial decisions about what project would be developed were based on the
students’ interests as a whole, the accessibility I had to various industries or
community organisations and students previous experiences.
Multicultural Programs Unit, Department of Education (1999,p8) suggest that
‘teachers make students aware of the attitudes and skills modern employers are
demanding – adaptability, problem solving, willingness to learn, ability to think clearly
under stress, and above all the interpersonal skills required in culturally diverse
workplaces’
In this approach to program delivery students have the opportunity to seek this
information directly from employers.
Directing their own focus within a real context allowed the students to establish what
would be learned in the follow up English Literacy Skills session. This approach
allowed students to make decisions about what they predicted was achievable and
therefore lead to success, further questions and future directions. In the initial
excursions and sessions students were given the opportunity to integrate the known
into the unknown so the previous experiences of the students about the world of work
could be investigated and compared to the local world of work in Australia.
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3.
ENABLE STUDENTS TO EXPERIENCE SUCCESS AND OBTAIN
POSITIVE OUTCOMES
Directing their own focus allowed the students to set individual objectives for learning
and thereby enhance the opportunity for successful outcomes.
In consideration of the variety of learning styles within the group a variety of teaching
methods were used.
•
•
•
•
•
•
•
•

4.

Brainstorming to encourage participation of all students and draw on
the knowledge and experiences of individuals and the group.
Class Discussions
Photography
Small Group work
Role Playing/Guest Speakers
Excursions
Interviews
Research/Internet

DEVELOPMENT OF CRITICAL LITERACY

While historically Australia has imported factory, farm and general manual labourers
to fill skill shortages, in the design of this program we did not consider the students
heading towards these roles unless they chose that direction themselves. Students
were on a journey of self discovery and the discovery of ‘how to’. ‘How to’ direct
their future pathways and develop their skills around life-long learning.
An individual’s employability depends on several factors. It involves self belief and
an ability to secure and retain employment. It also means being able to improve his
or her productivity and income-earning prospects….being able to move between
occupations…….requires ‘learning to learn’ for new job opportunities in an advanced
knowledge, communications and technological society. Department Education
Employment, Training (2000 pg 37)
Throughout the implementation of this program the students have been encouraged
to inquire, question and seek clarification around the local world of work including
their rights and responsibilities in relation to Industrial matters and Occupational
Health and Safety (OH&S) OH&S has been an aspect of the program that informs
students of their right to a safe working environment and gives them the opportunity
to find out what a safe working environment consists of. The students also learn
about what they can do if they are concerned about the safety of their workplace.

5.

SOURCING SUITABLE RESOURCES

In the search for suitable resources, I reviewed some literature available for the
teaching and learning of work related skills.
For example, the Adult Migrant Resource Centre has a Work Awareness program
consisting of a book and tape designed to help students understand more about work
in Australia and improve language skills. The book consists of a series of
worksheets that include content about work, work in Australia, how people find jobs
applying for a job, education and training and the workplace.
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One of the problems with using such resources is that it is counterproductive in
developing critical thinking skills and using democratic principles as a teaching and
learning base. Paulo Freire suggests the use of these type of packages reek of
authoritarianism and states: ‘On the one hand, they denote no respect for the critical
abilities of teachers, their knowledge, their practice. On the other hand, there is the
arrogance with which half a dozen specialists who judge themselves enlightened
develop these packages, which teachers, then must tamely follow to the
specifications of guides and manuals. One of the connotations of authoritarianism is
total disbelief in the possibilities of others. Castells et el (pg 87, 1994)
The consideration for this program was then to develop the curriculum resources with
the students through a collaborative approach based on the students’ interests and
needs and, the teachers knowledge of both the outcomes to be achieved and the
local world of work. In this collaborative approach students would have the
opportunity to develop their resourcefulness in obtaining information about the local
world of work and education and training options.

FRAMEWORK FOR DESIGN
Both the teaching philosophy and the framework included consideration for who our
students were and attempted to address the resettlement issues faced by these
young people. This framework uses a four phase approach that enables teachers,
students and others to come together and collaboratively plan and implement Project
based work that caters for the needs of all participants as well as the outcomes
determined by the curriculum.

PHASE 1.
CAPTURE THE SITUATION
During this phase of the process explore and document the previous experiences,
interests, knowledge and skills of the students as well as students’ local knowledge,
experience and interests. Explore and document students’ goals and future
aspirations for life. Discuss the local culture and world of work in Australia and the
education and training systems. Look at a variety of careers, skills, personal qualities
and qualifications required and pathways into those careers.
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PHASE 2.
INVESTIGATE POSSIBILITIES
During this phase of the process students and teachers work together to investigate
and understand the group’s needs, interests and curriculum requirements to inform
the design of a project. In this phase ideas for projects are investigated, researched
and assessed for suitability and acceptance. Considerations during this stage
include:
•
•
•
•
•
•
•
•

Identifying students needs and interests
Identifying teacher’s needs based on curriculum and local knowledge.
Explaining learning outcomes of curriculum to the students
Brainstorming with the student’s ways to address student needs, interests
and curriculum outcomes.
Sourcing suitable host organisations, considering practicality and possible
employment or training opportunities.
Designing a project that the students would like to work on.
Listing expected outcomes and how success will be measured/demonstrated.
With students discuss, design and document and evaluation strategy that will
be used to measure successful outcomes of students. This should include
students’ individual goals within the project as well as curriculum outcome
requirements.

PHASE 3
PLAN ACT REFLECT
In this phase of the project students and teachers work together to develop a Project.
Development of the project will include documenting a strategy for the planning,
implementation and evaluation of the project. Considerations during this stage of the
project include:
• Identifying student needs in relation to preparing for the project.
• Planning and documenting the steps to be taken and resources required to
implement the project.
• Developing and documenting a timeline.
• Organise quest speakers, workshops, etc to address preparation needs
previously identified.
• Commence Project implementation, continuously monitor, assess and direct
learning through a cyclical process of planning action and reflection.

PHASE 4.
EVALUATE
Phase 4 takes place at the completion of the project. The evaluation will highlight
the success of the project in relation to the stated outcomes at phase 2 of the project
design using the tools designed in collaboration with students.
Did we achieve the expected outcomes? Why or why not?
What happened that was not expected? How can we use this information in future
planning?
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THE CASE: SPECIAL DEVELOPMENT SCHOOL PROJECT

PHASE 1. CAPTURE THE SITUATION
During this stage we spent time exploring students’ previous experiences, interests
and goals. We did this using a variety of teaching strategies including Art where
students presented how they would like their lives to look 5 years. This provided a
non threatening and enjoyable way to get to know students and develop relationships
and build self confidence. In addition we explored the education and training systems
in Australia and looked at pathways into further education and training. We
compared these to education and training systems and pathways in both, students’
country of origin and host countries in their journeys to Australia. This work was
done using a variety of teaching strategies including informal discussions,
communication circles, formal workshops, and storytelling.

PHASE 2. EXPLORE POSSIBILITIES
During this phase we identified student needs from the perspective of the students
and teacher from work completed in phase 1. We also looked at the curriculum
requirements for Work Related Skills and discussed the ways we could address the
learning outcomes.
The * Local Community Partnership Program LCP was contacted to help identify
suitable industry or community organisations that would be interested in a
partnership project with our group of students. One of the options they presented
was to build a sandpit at the Special Development School (SDS)
From the possible projects discussed the students decided they would like to work in
the Special Development School Initially the students did not know what a sandpit
was so we looked at pictures and discussed what sandpits were and how they were
used. Some students were interested in building a sandpit and we explored the
possibilities of what else they could do in a school to address individual interests
within the group. We looked at several areas within the school that the students
could work across and came up with a list of five. They were working in the office,
the classroom, running sporting activities, gardening and the construction of the
sandpit. We looked at how this work would relate to the curriculum and developed
an outline of an idea for further discussion with the Special School. It was
suggested that students could work in the school for two hours a week in different
areas so they could see what it was like working in a variety of positions. In doing
this there would be the opportunity to explore the local world of work at the same
time as addressing the individual needs and interests of students. Through this work
it would be possible to look at position descriptions and Occupational Health and
Safety in a real work place and a variety of situations.
The Project idea was discussed with the Special School who saw the value of the
Project from our perspective and the contribution it would make to their students and
school. We got the green light to go ahead with the development of the Project.
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PHASE 3. PLAN ACT REFLECT
Phase 3 is where the Project design is developed into a planned Project requiring a
continual spiral of planning, acting and revising.
PLAN
We identified the goals of the Project and what had to happen to achieve those
goals. We organised for the Assistant Principal to visit our students and provide
some background information about the special school and the students who
attended the special school. Then we visited the school so the students had some
idea about what to expect and what the possibilities might be.
Next the students brainstormed what they wanted to do in preparation for the project.
We developed a time line to ensure we could prepare for the visits to the School prior
to commencement of the school visits.
During this stage the students were often armed with cameras to capture ideas and
areas of interest that could be followed up during English classes back at TAFE.
The students wanted to research sandpits so we visited a variety of different sandpits
in playgrounds in the local areas. We looked at what they were constructed from and
how they were designed. We also looked at safety features and discussed the
suitability of the materials and design in relation to our project.
We also looked at the different areas within the school that the students would be
working in and researched information that enabled the students to produce position
descriptions for each of the areas. These included possible tasks, personal qualities
and skills as well as possible hazards and hazard controls.
We invited a guest speaker to teach some basic sign language as the students were
concerned about communicating with some of the students from the SDS.
We met with builders to find out how to measure up and cost the job of building a
sandpit so we could apply for a grant to fund the project.
We obtained copies of the OH&S policies from the school and discussed the
implications of these within the work we would be doing.

ACT
We visited the Special Development School for two hours per week for 6 weeks.
During this time students worked in different areas of choice within the school.
Sometimes catering for the students was not possible due to limited space for
example in the office so students would work in their second area of choice.
The students who worked in the classrooms took on the role of Teacher Aide. They
assisted in the preparation of materials, assisted during meal times, communicated
with students using both limited sign language and classroom based materials and
used equipment and technology designed to assist the students at the school. Some
students assisted in cooking, physiotherapy and art classes.
The students who worked in the area of sport helped to organise students, share the
ball around during games, kept students focused and on track and communicated
with students using limited sign language.
The students who worked in the gardening area surveyed the school to identify areas
of need. Looked at the plants already in the school and in particular the sensory
garden, researched suitable plants with the assistance of one of our Horticulture
students and planned an area for planting.
The students who worked in the office assisted with photocopying and filing. They
learned how to use the photocopier, fax and telephone systems.
The construction of the sandpit was delayed due to the delay in the funding
application. The students who worked on the sandpit met with the builder, agreed on
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a design, costed the project and listed the materials that would be required for the
construction of the sandpit. Once the funding for the sandpit came through these
students worked across three half days under the supervision of a builder to
dismantle a pre-existing construction and erect the new sandpit. This construction
marked the end of our Project.
REFLECT
Throughout the implementation of the project a cycle of plan, act, reflect, plan
developed. Issues that arose throughout the project were discussed and strategies
were devised to address these. For example one of the students was cuddled by
one of the students at the special school and felt uncomfortable about this. We
discussed the policy at the school about no touching and talked to the teacher about
the proper course of action to take. Our student was given some advice about this
and felt confident about handling the situation if it arose again. At other times the
need to discuss when helping was not helping provided a great opportunity to
discuss the aims of the SDS in empowering their students. For example when
students laid down or fell down they were encouraged to get themselves up in fact
there was an OH&S policy about lifting students and clearly it was not acceptable to
lift a student without assistance. Part of this policy was about developing the
independence of the students. Our weekly visits to the SDS gave students the
opportunity to discover new interests and/or needs in response to the learning
experiences through the project. These new interests and needs were then
incorporated into the cyclical process of planning action and reflection throughout the
implementation of the project.
PHASE 4. EVALUATION
Assessment of individual student achievement as well as the evaluation of the overall
project was determined during phase 2 of the design.
The following requirements were determined for this project:
•

Students kept journals describing the project, their progress and their personal
reflections about their involvement in the project. Through these journals
students were also able to express personal project goals and track these.

•

Students participated in class workshops, excursions and guest speaker
forums as per the plans made during phase 3.

•

Students developed positions descriptions for each of the areas they worked in
at the school including the duties and tasks they undertook, skills and personal
qualities required and the Occupational Health and Safety issues that needed
consideration.

•

Students participated in brainstorming, planning and developing time lines.

•

Students developed and completed daily task sheets for each of the sessions
at the school. They included the expected tasks they would complete, the
preparation required, the OH&S hazards and OH&S control measures. The
daily task sheets also included a daily evaluation of how each session went,
what worked, what didn’t, why and what they would like to follow up.

•

Students completed OH&S Safe@Work Certificate
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UNPLANNED OUTCOMES
One of the unplanned outcomes of this Project was the opportunity for two of our
students to take part in a 10 week work placement at the school.
Another unplanned outcome was that three of our students presented the Project in
progress at the VALA VISTA Conference looking at Applied Learning.
My students gave examples of how they had been at the shopping centre and one of
the students from the Special Development School had seen and greeted them.

SUMMARY.
Addressing the challenges of implementing a Work Related Skills curriculum with a
group of newly arrived youth from refugee backgrounds required consideration of
many issues. I found the framework used here to be a valid tool in designing a
project that catered for needs identified through the research as well as needs and
interests identified by students. Designing a program that aligned these needs and
interests to the curriculum was achievable using this framework. In Phase One of the
framework it was possible to get to know the students and develop relationships in a
non threatening environment. It also provided the opportunity for the students to get
to know each other. It provided a settling in period where students could explore
their identity in a new country in a safe and supportive way. In Phase Two of the
framework we identified student needs and interests and the curriculum requirements
and investigated the possibilities of a project. This phase provided an opportunity to
empower students to negotiate and co-direct their own learning. It was an
opportunity to further develop relationships of trust, build confidence and self esteem
while exploring how we could engage in the local community and the world of work.
Phase Three is where we planned a strategy to implement the project. Part of this
process is where students identified their own more specific needs in relation to the
Project. For example the students decided they would like to look at existing
sandpits so an excursion was organised for this purpose. The planning process
allowed students to be in control of their learning. It provided an opportunity to
demonstrate to the students the support they had from teachers and each other and
allowed them to set goals for themselves and achieve successful outcomes
throughout the cycle of planning, acting and reflecting. The students’ were able to
see relevance in the curriculum and apply their new knowledge and skills in relevant
meaningful situations. The students were also encouraged to question, seek
clarification and challenge new situations or information they received. This phase of
the project gave students the opportunity to work together, solve problems and
develop their ideas into reality. The students developed positive relationships with
each other and the broader community while learning about the local world of work
by being engaged in the local world of work. Phase Four of the project is where we
looked back over the implementation of the project and looked at what had been
achieved. The students were able to see what they had achieved both individually
and as a group. They had been through a process of identify their needs and
interests, developing a plan of action to address their needs and interests and
implementing the plan. The process the students worked through not only helped
them decide on possible future career pathways it also developed their knowledge of
the local world of work and engaged them in a process of learning how to learn.
* VISTA is the peak association for professionals working in the Victorian Vocational Education and Training (VET) sector
* Victorian Applied Learning Association
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What Novice Teachers Need to Know about Classroom Management and Administrators
Brenda E. Logan, Ed.D. : Associate Professor, Armstrong Atlantic State University
Undoubtedly, the most challenging problem facing novice teachers today is classroom
management. In fact, school administrators determine a novice’s effectiveness based on
classroom management. In a study reviewing 11,000 pieces of research that spanned 50 years,
three researchers determined that classroom management ranked as the single most important
factor governing student learning (Wang, Haertel & Walberg, 1993). This research project will
share the results of a survey administered to 25 urban middle school administrators who were
asked to describe the traits or characteristics of an effective classroom manager. The survey
indicated that urban administrators desired such characteristics as, implementing rules during
the first few days of school, having high expectations, and providing clear and engaging lessons.
Interestingly enough, the results were compatible with the research on classroom management.
Introduction
According to the National Commission for Teachers and America’s Future (2002), 50
percent of urban teachers leave the profession within five years due to behavior problems and
management (Campbell-Whatley, Kea & McKinney, 2005). In order to teach, a teacher must be
able to manage students. No matter how much potential a teacher might possess, little or no
learning will occur without management (Ornstein & Lasley, 2004). Furthermore, many school
administrators highly prize classroom management and measure the effectiveness of novice
teachers in terms of management (Achinstein & Barrett, 2004).
The research on effective teaching and classroom management has matured since the
1970s and has been analyzed and reviewed by a number of researchers and authors. The bulk of
research is extensive and has remained stable for almost two decades (Riner, 2003). In a study
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reviewing 11,000 pieces of research that spanned 50 years, Wang, Haertel, and Walberg
identified 28 factors that influence student learning. The most important one was classroom
management (Boynton & Boynton, 2005).
Review of the Literature
The review begins with a series of definitions on classroom management, and it will
briefly describe the difference between management and discipline. It then transitions into the
characteristics of effective management from researchers, authors, and practitioners. The review
concludes with studies denoting the significance of management for novice teachers.
Classroom management according to Walter Doyle (1986) covers a broad range of duties
which include providing resources, dealing with attendance, and reinforcing rules and procedures
that pertain to the teaching of lessons. Denise Muth and Donna Alvermann (1999) defined
management as all of those things teachers do to create an environment in which students will
behave properly. Edmund Emmer & Laura Stough (2001) noted that, though definitions may
vary, they should include behaviors carried out by the teacher to gain order, involve students, or
positively channel participation and attention. Daniel Duke (1979) described classroom
management as providing materials and necessary steps for the encouragement of learning. Jere
Brophy (1996) went on to say that management involves actions needed to reinforce a successful
environment for engaging students in learning and academic activities. Anne Reynolds (1992)
explained management as establishing and maintaining an environment conducive for learning
yet understanding that classroom life is comprised of three elements, the teacher, the learner, and
a substantive lesson. William Bauer (2001) defined classroom management as the structure, the
procedures, and the routines that are practiced by students and reinforced by the teacher to enable
instruction to happen. Discipline, on the other hand, tends to be associated with getting kids in
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line without sparing the rod. More recently, it has become associated with zero tolerance
(Peterson, 2003). Though discipline may be described as a means for preventing, suppressing, or
redirecting misbehavior, students tend to respond with hostility, disrespect, abusiveness,
disinterest, or cruelty (Charles, 1999). Finally, discipline is what teachers do after students
misbehave. The difference between classroom management and discipline is the first is
prevention-oriented while the latter is control-oriented (Parkay & Stanford, 2004).
Reynolds (1992) in her extensive review of the literature extrapolated these as competent
teacher management characteristics: 1.) has rapport, empathy, and personal interactions with
students 2.) demonstrates withitness from Kounin (1970) in handling behavior 3.) allows for
academic learning time 4.) uses an assertive discipline plan (model from Lee Canter requiring
teacher to take charge of classroom immediately) 5. instructs through direct instruction model
(research links to effective management and requires teaching lessons in small steps)
6.) provides consistent instructional strategies for teaching skills 7.) assesses students’
background knowledge before beginning a new subject 8.) models and reinforces rules, and 9.)
arranges physical layout of room for group and individual learning. Edwards (2000), noted
author on management, describes the characteristics of effective management as beginning on
the first day for student involvement, providing time for managing and establishing routines, and
representing a comfortable physical environment that encourages learning. Professors Muth and
Alvermann (1999) insist that an effective classroom manager must implement rules during the
first few days of school, have high expectations for students, create a positive learning
environment, monitor and maintain appropriate behavior while quickly correcting inappropriate
behavior. Emmer & Evertson (2003), researchers and authorities in the field of management,
declare that an effective classroom manager must carry out the following behaviors: 1. prepares
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the classroom at the beginning of the year by creating clearly understood rules 2. teaches
students the rules by reinforcing when followed 3. monitors behavior and plans for potential
problems in advance 4. provides clear instructions for learning with suitable learning activities
5. follows through with consequences and stops inappropriate behavior immediately and
6. holds students accountable for work and behavior. The American Association of School
Administrators (Minor, Onwuegbuzie & Witcher, 2002) investigated characteristics of an
effective manager and summarized these: An effective manager handles discipline through
prevention, uses a variety of instructional techniques, has knowledge of subject matter, is taskoriented, is highly flexible, maintains enthusiasm plus high expectations, and displays warmth,
caring and concern with accessibility outside of school. Good & Brophy (2003), well-known
educational researchers, believe effective managers should plan rules and procedures carefully,
rules should be clear, concise, reasonable, and only a few in number (five or six), and they
should teach rules early in the year. Jacob Kounin (1970), a renowned researcher in classroom
management, identified a set of teacher behaviors and lesson characteristics, including withitness
(keen awareness of all behavior in the classroom which enables one to handle problems
efficiently and promptly), smoothness, momentum, overlapping, and group alerting. Kounin’s
work helped to shift the emphasis of management research from reactive strategies to preventive
strategies. Two practitioners, Patrick (2003) and Proctor (1997), offer keys to first-year teacher
management characteristics. Patrick (2003) reports that teachers should be firm and fair, must
stick to words, must follow through, must reinforce the positives to gain rapport with students,
and should call on teachers with similar or more experience to get advice. Proctor (1997)
encourages flexibility, firmness, consistency, fairness, and honesty.
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The studies that follow highlight the seriousness of effective management for the novice
teacher. The researchers, Carter, Cushing, Sabers, Stein & Berliner (1998) found that novices
appear to be less assured in the specificity and depth of their knowledge about classroom
management. Livingston & Borko (1989) concluded that novices do not seem to have sufficient
ability to use expert-like routines. They frequently conducted disorganized lessons and had
difficulty deviating from scripted lesson plans mainly due to hesitancy in responding to random
student questions. Westerman (1991) reported similar rigidness in classroom instruction from
student teachers. Saber, Cushing & Berliner (1991) claimed that novice teachers lack
understanding of what teachers do to make a lesson effective. Novices apparently considered
content, equipment, and the materials as the keys to a successful lesson. Findings suggest that
novices seem to lack the mental schema for thinking holistically about teaching. Housner &
Griffey (1985) observed that during recall sessions, experienced teachers reported a larger
percentage of management decisions from instruction than novices did. Stough, Palmer & Leyva
(1998) observed that expert teachers referred to more preventive and anticipatory measures for
management problems while novice teachers expressed more reactive measures. Echternacht
(1981) surveyed 85 Missouri teachers completing 1-20 years of teaching. The greatest difference
between first year teachers and more experienced teachers was in the area of management. Firstyear teachers felt more threatened by students who were discipline problems than their
experienced colleagues. Thomas & Kiley (1994) conducted a study on neophyte teachers and
concluded that first-year teachers tended to focus more on classroom management, discipline,
and dealing with individual student differences. Henry (1986) surveyed principals, middle and
high school first-and second-year teachers to determine needs of beginning teachers. The study
indicated that maintaining order was a problem (Thomas & Kiley, 1994). Chang (1998) found
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that principals saw discipline as a primary concern and curriculum instruction as a secondary
concern about novice teachers. Skyes (1999) stated that novice teachers tend to have problems
with management due to recollections of their own personal experiences at school. The study
concluded that novice teachers formulated themes about teaching from watching their own
teachers during their childhood years. The researchers (Barnes, 1992; Berliner, 1988; Burden,
1982; Fuller & Brown, 1975; Ryan, 1986) viewed the early years of teaching for beginners or
novices as a series of three distinguishable stages of concern: 1.) The survival stage involves
mainly class control and management, being observed, being liked by students, and the
supervisor’s opinions. 2.) The task stage involves the realization of having to work with too
many students, the lack of materials, not knowing the appropriate teaching strategies, and the
lack of time to finish what they want to teach. 3.) The impact stage, the final one, refers to the
teacher caring about the suitability of materials for certain students, being fair to students, and
designing content for individual needs of students. In 1976, Brophy & Evertson summarized the
results from one of the major studies in classroom management in a book entitled Learning from
Teaching: A Development Perspective, and they concluded that almost all the surveys of teacher
effectiveness reported that classroom management skills are of primary importance in deciding
teacher success. Finally, the research over the past 30 years indicates that classroom management
is one of the most significant components in effective teaching (Marzano, Classroom
Management that Works: Research-Based Strategies for Every Teacher, 2003).
Background
It comes a time in the life of every assistant professor when he/she must reflect on the
most provocative question ever. That question is simply, “Am I teaching and preparing my preservice teachers with what they will need in order to be effective in their classrooms?” I had been
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teaching a course called Curriculum & Methods 3050 for three years in the college of education,
and after reading the alarming statistics, that nationally we lose 22% of our novice teachers after
three years (U.S. Department of Education, 2004) and 50% after five years (National Education
Association, 2003), I knew I had to do a research project to ask middle school teachers in the
school system what knowledge and experiences pre-service teachers needed in order to be
successful. Thus, I ultimately surveyed 353 middle school teachers to find some answers. Need I
say that, classroom management was the number one descriptor listed on that teacher survey.
Before I finished my paper from that project, I knew I would be going to middle school
principals and assistant principals for answers. I make it a habit of sharing the results from all of
my projects with the faculty in the Department of Middle and Secondary Education and of
course, with my pre-service teachers. As university faculty, we vow to address three major
tenets: service, scholarship, and teaching. I must confess, as a retired 30-year veteran of middle
school, that my time spent in the university’s library in pursuance of literature reviews is what I
value most at the university level. Finally, it is essential that we join partnerships with local
school systems if colleges of education are going to survive. In summary, this was how my
journey began. Personally, I believe every experience in our lives is connected to every other.
The following sections will explain the “why” and the “how” of an original research project I
conducted on classroom management.
Method
The purpose of this qualitative study was to find out how school administrators would
describe an effective classroom manager. The study was based on the fact that numerous studies
on novice teachers cite lack of classroom management as one of their main challenges
(McDonald & Elias, 1983; Veenman, 1984; Beliner, 1987; Haberman & Rickards, 1990; Brock
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& Grady, 1995). There was only one major question in the survey: How would you describe an
effective classroom manager?
Participants
During the spring of 2007, 25 public urban school administrators gave responses to a
survey. These administrators represented 11 middle schools in a southeast Georgia community.
The school system has a population of approximately 33,421 students. There are 65.8% African
Americans, 28.5% white, 2.2% Hispanic, 1.8% Asian, .2% American Indian, and 1.4% multiracial. Overall, 57.5% of the student population is eligible for free or reduced lunch. Over onehalf of the schools in the district are Title I schools. The sample consisted of 9 (36%) principals
and 16 (64%) assistant principals. There were 9 (36%) males and 16 (64%) females in the study.
Race was divided between two groups: 8 (32%) white administrators and 17 (68%) African
Americans. In years of experience as administrators, 6 (24%) administrators had 1-3 years, 4
(16%) had 4-6 years, 8 (32%) had 7-10 years, 1 (4%) had 11-15 years, and 6 (24%) had 16-35
years.
Instrument
The survey was entitled What Novice Teachers Need to Know about Classroom
Management and Administrators. The participants were asked in Part I. Demographics to place a
check on the item indicating the correct data: years of experience, type of administrator, gender,
and race. Participants were then asked in Part II. Question to respond to a single question in short
phrases: How would you describe the traits or characteristics of an effective classroom manager?
Analysis & Results
In examining the data from the question on how administrators would describe the traits
or characteristics of an effective classroom manager, all responses from participants were listed
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in a frequency table. The examiner then carefully analyzed the data qualitatively to determine the
common characteristics among participants. Once similar responses were coded, they were
tagged by group labels (e.g. organized, fair, consistent). All responses per group were totaled,
and percentages were computed for each.
There were 13 (52%) participants who included organized as an important trait or
characteristic of an effective manager. This was the number one characteristic. The second
characteristic, engaging lessons & activities, was listed by ten (40%) of the participants. The
third characteristic given on the survey was consistent. There were 8 (32%) participants who
included this as a characteristic. Seven participants (28%) indicated having expectations as
essential for management as the fourth characteristic. Five participants (20%) mentioned clear as
a characteristic on the survey as the fifth one. The sixth characteristic listed was
procedures/routines by four (16%) of the participants. The characteristics calm, follows through,
and good communications were listed by three participants (12%) each for the seventh one. The
last characteristic was composed of two responses, fair and firm. Two participants (8%) each
selected these as number eight.
Discussion
It is essential for pre-service teachers in colleges of education to possess a broad
understanding of the importance of classroom management for effective teaching before we send
them into our community middle schools. The bottom line is simply this, if a teacher is inept at
managing the behavior of his/her students, there will be no learning. An effective manager must
create an environment conducive for learning and reflecting. Students must be held accountable
for their behavior. A well-run classroom should run like a well-oiled machine.
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It is apparent that administrators, even in the inner city, are evaluating novices on such
characteristics as organization, clarity, consistency, expectations for students, the
routines/procedures implemented in their classrooms, as well as, their ability to involve students
in engaging lessons and activities. College supervisors and all education faculty must delve into
the voluminous amount of research available at their fingertips to review the concerns that
novice teachers themselves have on how to become strong classroom managers. It is true that
some of us were born to teach, but there is an abundance of research substantiating that good
teachers can be made. Research also tells us that mentoring works. Our colleges must continue to
work with interns and student teachers from 2-3 years beyond graduation. Our graduates should
not have to make contact when there is discontentment at the school site. Mentoring programs
should be a required and automatic process for all education majors. Research tells us that
mentoring intervention can work. Ponticell & Zepeda (1996) described eight ways that
mentoring benefited novice teachers through dialogue. Marso & Pigge (1990) reported that most
novice teachers found their mentoring experiences extremely helpful. School administrators can
surely make a major difference, by assigning each novice teacher a master teacher, as a buddy at
the school site. Administrators, as busy as they are, must make time to visit novices, almost
daily, to demonstrate their support.
Pre-service teachers and novices need to know that “all” adolescents respond to those
worthy characteristics such as consistency, fairness, organization, clarity, high expectations, and
engaging lessons and activities. They need to know that lessons should first begin by assessing
prior knowledge, by getting learners motivated, and by making sure the lesson connects with
learners on a personal, social, intellectual, and experiential level. Keep in mind, good teaching
implies good planning. It is a truism that if students are tied into learning activities with the
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majority of class time spent on academic learning, they really do not have the opportunity to
engage in inappropriate or off-task behaviors.
In a nationwide study (1988) of 202 secondary schools for special recognitions sponsored
by the U. S. Department of Education, principals were asked to identify and rank the
competencies they emphasize with teachers. The top six competencies were task orientation,
enthusiasm and interest, direct instruction, pacing, feedback, and classroom management.
Inevitably, if novice teachers want to be respected by their administrators (and peers), they must
master classroom management. It is simply a vital key in the requirements for becoming an
effective teacher.
Conclusion/Reflections
Early attention to classroom management is critical for a productive year. There is so
much at stake in today’s classrooms: students’ promotion or retention, NCLB goals and
requirements, and teachers’ careers. What seems to be the key to classroom management is
planning engaging lessons for our students. I often tell my pre-service teachers that every lesson
must first begin with a “hook” which should capture the child’s attention. Often novice teachers
make the mistake of commencing a lesson without capturing the attention of the learners.
Lessons must be motivating and interesting for today’s learners. Novice teachers must give
lesson planning the “time” it demands and deserves. Novice teachers must implement planning at
school, at home, and on weekends. Because we live in a very visual society, kids expect to be
visually stimulated in the classroom. The other key for success is planning a lesson that will
engage students during the entire block of class time. In other words, there must be a variety of
activities and teaching methods employed. Also, if novices spent more time in the classroom
formatively assessing during lessons, management issues would also be minimized. Kids need to
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know that they are “getting it.” Novices need to understand that they should adopt at least one or
two consistent instructional strategies that they will utilize on a daily basis. Engaging lessons and
classroom management go hand-in-hand, there cannot be one without the other, for they should
exist in harmony. The other viable piece of the puzzle is mentoring. Who is serving as a reliable
and consistent mentor for our first-year teachers? How many universities have faculty members
who can consistently deliver mentorship programs in conjunction with local public school
systems? These are questions that need to be considered in evaluating our novice teachers. My
goal for the coming fall is to spend a semester or two with a novice teacher, so I can continue to
improve how I train and instruct future middle school teachers. At the same time, I want to
continue to stay attuned to the reasons why teachers are choosing to leave the profession. College
professors in colleges of education must continue to address problems, find solutions, and
discard ancient practices/rituals that are not working. Above all, we as college faculty, must
make a concerted effort to understand, accept, and redefine (without prejudging), the public
school students occupying our public school classrooms today. Though we live in an age of
phenomenal diversity, we can hold our expectations high if we are willing to share the art and the
science of differentiated instruction for today’s diverse classrooms with our pre-service teachers.
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Appendix A
What Novice Teachers Need to Know about Classroom Management and Administrators
Survey Form
Part I. Demographics
Directions: Please place a check on the items indicating the correct data.
Years of Experience: 1-3 _____
(As Administrator) 4-6 _____
7-10 ____
11-15 _____
16-35 _____
Type of Administrator: Principal _____
Assistant Principal ______
Sex:

Male _____
Female ______

Race: White _____
African American _____
Hispanic _____
Other _______________

Part II. Question- Please respond to the question below. Short phrases will be fine.
1. How would you describe the traits or characteristics of an effective classroom manager?
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
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Appendix B

What Novice Teachers Need to Know about Classroom Management and Administrators

Results
Totals

Percentages

1. Organized

13

52%

2. Engaging Lessons & activities

10

40%

3. Consistent

8

32%

4. Have Expectations

7

28%

5. Clear

5

20%

6. Procedures/routines

4

16%

7. Calm

3

12%

Follows through

3

12%

Good communications

3

12%

2

8%

2

8%

8. Fair
Firm
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Special Education Faculty National Need. A critical shortage of special education
leadership personnel exists to meet the demands of preparing special education
teachers, implementing research for improved practice, and developing 21st century
policymakers and administrators (Dil, Geiger, Hoover, & Sindelar, 1993 Hardman &
West, 2003; Pierce, Smith, & Clark, 1992; Sindelar, Buck, Carpenter, & Watanabe,
1993; Smith, Pion, Tyler, Sindelar, & Rosenberg, 2001; Smith & Salzberg, 1994). While
special education faculty vacancies are increasing due to enlarging programs and
faculty retirements, the number of new special education doctorates is decreasing.
Faculty/Teacher Shortage for Culturally & Linguistically Diverse Exceptional (CLDE)
Students. In an NCES survey, 80% of teachers stated they were not well prepared to
teach students with disabilities or students with limited English proficiency (DarlingHammond, Wise & Klein, 2001). Dodge, Putallaz, and Malone (2002) cite a critical need
for training more teachers who can work effectively with Spanish-speaking families
and/or who can provide improved services for students with disabilities. Significant
personnel shortages in special education were noted in the 27th Report on the IDEA Act
(USDE, 2005). Data from American Association for Employment of Educators indicate
the Western U.S. is experiencing a critical shortage in the number of special education
teachers who can educate students with high-incidence disabilities (AAEE, 2008). In
Arizona, representative of Southwest states, U.S. Dept. of Ed. reported 3,324 fully
certified special education teachers were available to meet a total demand of 3,753
positions, for a shortage of 11.4% of funded Sp.Ed. positions (USDE, 2007). Arizona is
higher than the national shortage of 9%. To meet the shortfall of 429 certified special
education teachers in Arizona, 358 teachers were hired who were not certified in Sp
Ed., and 71 positions remained vacant. There is also a critical need for additional
special education teachers for CLDE students in rural areas (USDE, 2007).
CLDE students. One of every three school age students is African-American,
Hispanic, or Asian-American, and today’s educators must be prepared to teach students
who are more likely to be a member of racial or ethnic groups (Baca & Cervantes,
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2004). The National Center for Educational Statistics estimates that there are 9.2 million
school age students in the U. S. whose primary language is not English. Estimating that
10.7% to 15% of these students may have disabilities, then 984,400 to 1,380,000
students with disabilities are also linguistically diverse (Baca & Cervantes, 2004). In
addition, data show that minority students are disproportionately enrolled in specialeducation programs, vocational courses, and low-track classes (Harry & Klingner,
2006). To appropriately serve the growing CLDE population in the country, it is essential
that general and special education teachers are provided additional training with a
multicultural focus (Fletcher, Bos & Johnson, 1999; Maroney, 2000). More special
education faculty are needed who are well qualified in the CLDE area to conduct
research and deliver this teacher training.
Faculty for Inclusive Rural-multicultural Special-educator Training (FIRST)
Doctoral Program. The FIRST culturally/linguistically diverse web-based special
education doctoral program has three main components. 1. Increase capacity for
doctoral students to conduct research and integrate Research to Practice skills in order
to improve academic, linguistic, and social outcomes for CLDE students. 2. Prepare
faculty who can provide future special education teachers with strategies to work
effectively with CLDE students with a focus on collaborative methods in inclusive
settings. 3. Prepare doctoral students, including persons from CLD backgrounds and
individuals with disabilities, to become highly qualified Special Education leaders in
research methodology, personnel preparation, policy/advocacy, and professional
practice.
FIRST project objectives were to:
1. Recruit & select qualified project participants
2. Implement an innovative and exemplary doctoral program in Rural CLD Special
Education.
3. Assess, evaluate, and revise program.
4. Disseminate findings to increase knowledge in the field and allow for program
replication.
Outcomes and Lessons Learned.
Recruitment and Program Design. One of the most important areas in recruitment
and selection was to find ways to reach out to underserved populations and to develop
a program that was realistic for populations in rural and remote areas. In looking at
traditional doctoral in-residence full time programs, we found many barriers to doctoral
study for rural students, especially those from culturally diverse populations. Many
potential doctoral students in the Southwest live in rural/remote areas where there is no
university doctoral program. NAU has 15 years of history of providing rural multicultural
special education bachelors and masters degree programs to rural Native American and
Mexican-American students. Some of our graduate students live in very remote
reservation areas, do not have running water, chop wood for cooking and heat, power
their lights and computers with a generator, and drive 50 miles on dirt roads to their
teaching jobs. One of the primary barriers to doctoral study is the difficulty in giving up
jobs and relocating into a full-time doctoral program at a reduced student stipend. These
students have family responsibilities which preclude their participation because of the
necessary relocation to attend full-time programs combined with their ongoing financial
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obligations. The FIRST program held recruitment meetings in both urban and rural
areas. Several meetings were held on the Navajo and Hopi reservations. The FIRST
program was then designed to accommodate the cultural, community, family, and
economic needs of these students by delivering courses via a Web-based format during
the academic year so that students could keep their jobs in their local communities.
Through this federal grant, we then provided family housing on campus in Flagstaff in
the summer so that students could bring family members with them while they took
summer classes. The ability to bring children with them to the NAU campus in the
summer allowed our students to be able to be full time in residence students in each
summer of the doctoral program. In addition to funding In State tuition through the
federal grant from the Office of Special Education, U.S Dept. of Education, NAU also
provided Out of State Tuition Waivers to enable students outside of Arizona to
participate in FIRST. To ensure these doctoral students’ academic success, FIRST
provided faculty research mentors, doctoral student mentors, student participation in a
professional conference, and seminars with internationally known researchers in CLD
special education.
Technology and Distance Education. Many students are not comfortable and
proficient in taking Web-based courses even if they were made available to them.
FIRST students were able to continue in their full time jobs while taking Web-based
courses during the academic year. FIRST students took two Web-based courses each
academic semester and then came to the Flagstaff campus for four to five on-site
courses in the summer. A WebCT tutorial was developed for the students and delivered
the first day of web classes during the orientation meeting. During this orientation, all
students also had the opportunity to meet with the head of distance learning for the
Cline Library to discuss web-based research procedures, interlibrary loans, electronic
data, and other subjects pertinent to their coursework and research topics. In addition,
all students received the Endnotes computer software program as well as training on its
use to facilitate their scholarship and research.
The FIRST program coursework began in Spring of 2004 on the web. Two Doctoral
level web-based CLDE courses ESE 520 and ESE 650 were developed, designed, and
taught during Spring 2004. All the students received a Technology Handbook as well
as the in person tutorial training for the WebCT. In this way, the students could ask any
questions to be sure they were comfortable working within the electronic medium and
also have a guidebook to refer to as other questions came up. In addition, the
Technology Facilitator was available 24/7 to assist students with any distance education
and technology issues. During the summer, the Technology Facilitator delivered inperson seminars on topics such as Constructivism and Technology, Utilizing Webbased Resources, and Teaching Web-based Courses.
Scholarship and Research Components. It is often difficult to provide on-going
opportunities for professional development, scholarship, and research throughout the
doctoral program. The focus in many doctoral programs is simply on completion of
coursework until the students reach the dissertation stage when they are expected to
conduct and write about their original research. In many cases, students do not have
the advantage of participating in research projects, grant writing, proposals for
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professional conferences, and developing manuscripts for publication during their
doctoral program coursework. These are all scholarly activities which they will be
expected to successfully undertake once they are hired as special education faculty
members at the university level upon completion of the doctoral degree.
The FIRST program was designed to include all of these scholarly activities within
the courses and enhanced professional development components of the doctoral
program. In this way, the FIRST students had support and practice in these areas
before they even reached the dissertation stage of their doctoral program. Even during
the orientation at the beginning of the first semester, all students attended a Trainer of
Trainers conference which had 20 presentations on CLDE issues.
Each of the students was assigned a Faculty Research Mentor and a Doctoral
Student Mentor. Interactive Instructional Television times were used for students to
meet their research mentors and for future meetings. Students were provided Faculty
Research Mentors so that each participant could be involved in a directed research
project from inception to dissemination/presentation/publication. Doctoral Student
Mentors who were doctoral students near the end of their doctoral program were also
provided to monitor the progress of the FIRST doctoral students and assist them with
any difficulties or questions.
All of the FIRST students have been accepted to present papers at national
conferences such as Council for Exceptional Children, National Association for Bilingual
Education, Learning Disabilities Association, and National Indian Education Association.
In courses in the program, there are assignments to submit a conference proposal on
their research projects, develop a grant proposal for external funding, and write a
manuscript for submission to a peer-refereed journal. In this way, scholarly activities
which will be required of new faculty members were already integrated into the FIRST
program coursework to provide the doctoral students with experience in these types of
products before they become faculty members. In addition, during the on-site program
in Flagstaff in the summers, FIRST provided the doctoral students with enrichment
seminars on current topics conducted by internationally known scholars in the CLDE
field such as Lily Wong Fillmore, Ernesto Bernal, Vivian Correa, Brenda Williams, Fred
Spooner, Patricia Medeiros Landurand, Jozi De Leon, and Maria Amelia Almeida.
Progress of Students. In May 2008, the first doctoral student graduated and was
immediately hired at the University of Utah. She is now completing further Post-Doc
research in the area of bilingual teaching in Math for students with disabilities. Four
students are working on their dissertation proposals and expect to complete their
dissertations in May 2009. Three students are at the final stages of Comprehensive
Exams and will then move on to the dissertation stage.
The faculty in the FIRST program have learned to be as flexible as possible with
students in unique family and rural situations. By learning to be flexible and think “out of
the box”, we have designed a program that facilitates successful completion of the
doctoral degree without losing the academic rigor necessary for success in academia.
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Why is Technology Needed to Prepare Teachers and Faculty?
Serious personnel shortages in special education have been noted in the 27th
Annual Report to Congress on the Implementation of IDEA Act (USDE, 2005). With
predictions of even more serious teacher shortages, there is an especially critical need
for additional special education teachers for students with disabilities from culturally and
linguistically diverse backgrounds in rural areas (USDE, 2007). In addition, the current
emphasis on providing nondiscriminatory assessment procedures and assessing the
effectiveness of multicultural instructional programs is drawing attention to the efficacy
of traditional special education and general education teacher training programs which
typically do not offer systematically integrated coursework and practicum experiences
specific to the multicultural characteristics of students with disabilities (Baca &
Cervantes, 2004; Gallegos & McCarty, 2000; Gollnick & Chinn, 2006; Salend, 2008;
Stuart & Parette, 2002.) Students cannot move from their current locations to enroll in
university programs in distant cities, so technology must be used to bring the university
to the students.
In response to the need for special education teachers in rural areas with high
numbers of Culturally and Linguistically Diverse Exceptional (CLDE) students, four
innovative programs (PRISE, FIRST, BRIDGE, and BEST) and a Bilingual Multicultural
Special Education Website have been developed to serve rural areas of Arizona.
Through technology, we have overcome the barriers involved with pursuing university
study for rural students. This is especially important for Native American students who
live in very remote reservation areas, do not have running water, chop wood for cooking
and heat, power their lights and home computers with a generator, and must drive 50
miles on dirt roads to their local school teaching jobs.
Impact of Technology
The Bilingual Multicultural Special Education website has been developed as a
component of four Federal Education Grants (PRISE, FIRST, BRIDGE, BEST) for the
purpose of disseminating information about each Grant including Culturally Diverse
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Special Education lesson plans and Powerpoint Training of Trainers presentations
developed by culturally diverse students in the grant classes. The URL for the Grant
programs main web site is: www4.nau.edu/clde
One website component is a database of student developed Native American
culturally relevant special education lesson plans. The lesson plan database URL is:
http://www4.nau.edu/clde/lessonplans/
PRISE, FIRST, BRIDGE, and BEST participants develop lessons that not only
teach a specific concept but also address the cultural and linguistic diversity of the local
student population and design accommodations for any individual special education
needs. In many cases, effective strategies which have been used successfully with the
general population of students with disabilities can easily be adapted to fit the needs of
English Language Learners (ELL) and Culturally and Linguistically Diverse Exceptional
(CLDE) students. Student lessons are posted on the program Website to enable not
only the program students to exchange and utilize each other's lessons, but also to
enable others in far reaching diverse rural communities all over the world to access and
download these culturally relevant lessons. Students in the four programs follow a
Direct Instruction Lesson Plan Rubric which emphasizes direct linking of cultural context
and language background of the CLDE students to the objectives, content, and learning
mode of the lesson. The Lesson Plan Rubric URL is:
http://www4.nau.edu/clde/lessonplans/
Modifications for students with disabilities in the general education classroom
and integration of technology are clearly linked to the goals and objectives of the lesson.
Examples of culturally relevant thematic lessons developed by students include: Native
American Basketry (Art, Math, History, Science), Las Hormiguitas (Ants - Ant
Multiplication, Ant Families, Life Cycle, ANTonyms), Sheep and Wool (Native American
Families, traditions, economics, math), and Celebrations (Pinata, Birthdays, Math,
Families).
Educators interested in obtaining these culturally relevant Special Education
lesson plans can search the lesson plans database by Culture, Language (Spanish or
Navajo), Grade (K - 12) or the Grant program with which the lesson plan is associated.
From these four categories the lessons plans are divided by content area. Once a
content area is chosen, the database user can view a brief description of the Special
Education lesson plan and then choose to view, print, and/or save the entire lesson plan
in Adobe Acrobat PDF format.
Training of Trainers (TOT) Utilizing Microsoft Powerpoint is taught in the grant
programs. The capstone course in these programs has a culminating assignment
requiring students to prepare and participate in delivery of a TOT module. Students
receive training in Powerpoint which they use to develop their training workshops. The
Culturally Diverse Powerpoint training presentations developed by the students are
included in the Grant Website so that educators worldwide can benefit from this
Professional Development CLDE Training. Grant students then utilize the TOT model
to deliver this Professional Development Training in which 400 additional peer teachers
from the consortium districts receive training in best practice strategies for working with
ELL and CLDE students. Grant students not only receive training, but they also
become the future district trainers in the area of best practice for teaching ELL and
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CLDE students. This training is also available on the Bilingual Multicultural Special
Education Website.
Use of Distance Education Technology
In these programs, distance education technology (Grant Website, Web-based
courses, Email feedback to and from instructors, and Instructional Interactive Television
-IITV) maximize the utilization of the resources of the university's main campus while
allowing the students in these rural areas to remain in their local communities to
complete their coursework.
There has been considerable interest in the potential advantages of the use of
computer-based technology in education. Charp (2000) maintains that a number of
observations can be safely made:
♦ Students are becoming freed from the physical boundaries of classrooms and the
time restrictions of schedules.
♦ Students are working at their own pace using network-based materials and
diagnostic tools.
♦ Dynamic databases are emerging that permit students, faculty and administrators to
have 24-hour access to financial records, student transcripts, class lectures,
assignments, etc. over the Internet.
Through interaction in Web-based courses, university students learn teamwork,
group decision-making, and problem identification and problem-solving (Synder, 2000).
The goal according to Snyder (2000) with Interactive Group Software is to get students
involved in old-fashioned interactivity - human interaction - instead of just clicking
buttons on a computer screen. This research influenced the design of the Web courses
in PRISE, FIRST, BRIDGE, and BEST. The Web-based courses in these four
programs have been designed to include a high degree of group interaction, reflection,
and feedback from one student to another as well as between the instructor and the
students.
A major focus of another study (Hill & Hannafin, 1997) was the World Wide Web
(WWW). This study reported that some prior knowledge and experience in open
learning applications, helping learners to construct a functional mental model of the
system, and providing searching tips, should increase their chances of success in webbased courses. According to Hill and Hannafin (1997), preliminary interpretations
indicate that teaching the strategies for finding information in open information systems
like the WWW is prerequisite for success. In light of these findings, all of the PRISE,
FIRST, BRIDGE, and BEST students receive intensive training in the use of technology
systems including word processing, email, Web Searches, and specific Web course
access, utilization, and pedagogy.
Additionally, Email provides communication between faculty and students in
these four programs. For example, in BRIDGE, which involves internship supervision
for teachers who are completing certification in Special Education via this program, the
participant is in e-mail contact with the university supervisor each week during the
semester. The email serves as a medium for the participant to ask questions, get
feedback on ideas for lessons (including management and problem solving), and
generally maintain a high level of rapport between the university internship supervisor
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and the BRIDGE participants. The email also serves as a way to help the participants
incorporate what they are learning in their content classes with the daily routine in their
own classrooms. The university internship supervisor is aware of what content classes
the BRIDGE participant is taking and what the requirements of the content classes
include. This knowledge of the content classes coupled with knowledge of the
participant’s own classroom is invaluable and strengthens the quality of the individual
feedback communicated via email.
Another technology approach used in these programs is teaching the courses via a
satellite microwave link Interactive Instructional Television System (IITV). Instructors
deliver the course from one of the TV classroom sites, and the students receive the
class at their local rural site. State of the art technology transmits and receives courses
at sites throughout Arizona. Students in electronic classrooms in Yuma and Tuba City
see the instructor at the home site electronic classroom and vice versa. Students and
faculty converse and interact in discussion activities just as if they were in the same
classroom.
Specific Programs
Preparing Rural Inclusive Special Educators (PRISE), an undergraduate
bachelor’s degree program, serves the needs of schools in rural areas with high
populations of English Language Learners (ELL) by working with the school districts in
the Yuma area of Arizona to train paraprofessionals to become elementary and special
education teachers of ELL students. Yuma is a very rural, agricultural area on the
border of Mexico with many newly arrived ELL students in the schools. Some districts
have over 90% ELL students.
Bilingual Rural Inclusive Development for General and Exceptional-educators
(BRIDGE) prepares Masters Degree special educators to work in rural schools with a
high percentage of culturally and linguistically diverse student populations. These areas
also have a shortage of individuals certified to work with children with disabilities.
Coursework for the entire Masters Degree in Special Education with an emphasis in
Bilingual Special Education is delivered through a distance technology approach
combined with on-site face-to-face courses. Major goals are to train potential leaders in
the field of Culturally and Linguistically Diverse Exceptional (CLDE) Learners, utilize a
Trainer of Trainers (TOT) model to deliver additional Professional Development training
in CLDE inclusive strategies, and to develop and disseminate via Website the culturally
and linguistically appropriate curriculum materials.
Bilingual/ESL Special-education Training (BEST) is the reverse degree program
of BRIDGE in that BEST is a Masters Degree program in Bilingual Multicultural
Education and then similarly includes a focus on CLDE student identification,
assessment, methods, and materials. This program model illustrates how a graduate
program in general education (Bilingual Multicultural Education) can creatively
incorporate coursework in best practices for assessing and teaching rural CLDE
students. As a result, general educators become knowledgeable in teaching culturally
diverse students with disabilities in the general education classroom. BEST works with
rural schools in the Yuma area on the border of Mexico and includes Culturally Relevant
Lessons and TOT training on the Grant Website.
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Faculty for Inclusive Rural-multicultural Special-educator Training (FIRST) is a
distance education doctoral program which prepares doctoral students in the Southwest
to become special education faculty who have expertise in the area of Culturally and
Linguistically Diverse students with disabilities in both the severe/low incidence area
and the mild/moderate high incidence area. The shortage of special education faculty in
the U.S. necessitates new solutions to preparing more doctoral students to become
special education faculty, especially in the CLDE area. The technology solution of
preparing these rural, distant doctoral students through Web-based instruction has
enabled these students to successfully engage in doctoral study in these programs.
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ABSTRACT
To earn a ticket into the job market of today’s global village, a college graduate
needs to possess at least basic ESP (English for specific purposes) skills in addition to
his or her college diploma. Before EFL teachers are able to design appropriate
instructional materials and curricula for students’ ESP needs, a needs analysis is
warranted so that learners’ target needs and learning needs can be clearly defined.
Hence, the purpose of the study is to understand the needs associated with ESP
learning for engineering students in a technology university in Taiwan. Specifically,
the researchers strive to find out what ESP skills are wanted by the subjects and what
needs to be done in order to obtain those skills. Data were collected with a 50-item
survey. The results of the study yield implications for teaching material writers and
curriculum designers, as well as for practitioners in the EFL classrooms.
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Having realized English as the language linking the world in today’s global
village, the government of Taiwan emphasizes the ability to master English in its
“Challenge 2008” comprehensive six-year national development plan. In the
meantime, English proficiency has often become a necessity for job applications. If
college graduates possess the fundamental English skills for their target careers, their
chance of getting a position would no doubt largely increase. Therefore, many
colleges in Taiwan have made great efforts on equipping students with English
proficiency needed for their career development once they graduate. A few years ago,
the only required English course in many colleges was English in the freshman year.
Currently, it is quite common to have a college curriculum with English in the
freshman year, English Conversation in the sophomore year, and Standardized
English Test Preparation Course in the junior year. In addition to these English for
general purposes (EGP) courses, some colleges also begin to develop English for
specific purposes (ESP) courses, hoping to help students equip with satisfactory level
of workplace English skills.
Nevertheless, several research studies have shown that English levels of
technology universities in Taiwan are quite limited. Most of these students gave up
English in junior high school; during vocational high school they had only two hours
of English per week, in contract to regular high school students’ five to seven hours
per week. It is therefore not surprising that when the entered technology university,
both their English learning motivation and proficiency level are far beyond those of
the regular university students. They have difficulty managing EGP classes, not to
mention ESP classes. Hence, when designing an ESP course, it is very important for
English teachers to take students’ current situations, learning needs, as well as career
needs all into consideration, so that ESP can be presented to them most appropriately
and effectively. As Dudley-Evans and St. John (1998) and Hutchinson and Waters
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(1987) have stated, before a suitable ESP course can be developed, needs analysis has
to be conducted, and students’ target needs as well as learning needs must be found.

Methods
In order to understand needs associated with ESP learning, a 50-item survey was
designed. A total of 1,120 students majoring engineering in a technology university in
Taiwan took part in the survey during the fifth week of the semester. The reliability
was high at .95.
The gender distribution of the sample is 92% male and 8% female. The subjects
are from six academic departments, including Electronic Engineering, Electrical
Engineering, Mechanical Engineering, Computer and Communication Engineering,
Civil Engineering, and Automation Engineering, with a sample distribution of 24%,
19%, 17, 16%, 12%, and 12% respectively. Approximately 30% are freshmen, 20%
sophomores, 20% juniors, 20% seniors, and 10% master’s students.

Results and Discussions
Results of the survey show that students generally considered skills in reading,
writing, listening, and speaking important to their major area, namely engineering.
Means in each skill are above 3.5. See Table 1. Variation among the total sample was
small to moderate with a standard deviation of about 18% of the scoring range.
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Table 1
Importance of English Skills to the Major Area of Study
Skills
Reading

Mean
3.90

Rank
1

Writing

3.65

3

Listening and Speaking

3.72

2

However, although students think English skills would facilitate learning in their
major area of study, they are not confident in whether they are equipped with those
areas. Students believe their English proficiency is poor based on their self-evaluation.
Table 2 shows how students view their abilities in individual English skills, which are
listed by the order of the means, with the lowest mean, namely the weakest area, on
the top of the table. Variation among the total sample was moderate with a standard
deviation of about 25% of the scoring range.

Table 2
Self-perception of the Total Sample in Different Skill Areas
Skill Area
1. Writing

Mean
2.09

Standard Deviation
.95

2. Grammar

2.29

.98

3. Speaking

2.36

.94

4. Vocabulary: ESP

2.38

.94

5. Reading

2.56

.95

6. Vocabulary: General

2.58

.93

7. Listening

2.61

.91
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In sum, even though students think poorly of their English competence, they
realize how the acquisition of English competencies would benefit them in their major
study area.
In the research site under study, English is a required course in the freshman,
sophomore, and junior years based on the current curricula. Nevertheless, based on
the old curricula, it was required only in the freshman year. The senior students
surveyed in the study, therefore, took English only for one year in their freshman year,
while the freshman, sophomore, and junior students are taking their first, second, and
third year of English courses respectively. In the freshman year, the English class was
four-skill and communication-oriented, the sophomore year conversation-oriented,
and the junior year test-oriented. There was no EGP class in the senior year and the
graduate program, although some departments, such as Electrical and Electronics
Engineering, offered technical writing courses for students of these two academic
standing.
Results in Table 3 show some interesting phenomena. It appeared that freshmen
in the study lacked self-confidence in all English skill areas. This observation
coincides with the common belief that students in technical universities are poorly
equipped with English proficiencies upon their entrance to college. Three years’ high
school English instruction has failed in enhancing the competence and confidence of
the subjects under study.
Nevertheless, the sophomore subjects hold higher, though still relatively low,
self-perception than the freshman subjects across all English skill areas. While the
high school curricula mainly focused on reading, vocabulary, and grammar, the
university under study adopted a communicative, four-skill program. It was probably
the curricula, contents, pedagogy, or a combination of them that boosted the learners’
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self-assurance in English. It warrants further investigation in future studies to find out
what factor or factors produced a positive impact on the students’ self-efficacy.
Another intriguing phenomenon revealed from the table is that the junior
students had the lowest self-efficacy in English in all skill areas. Was it because the
test-oriented instruction did not appeal to them? Was it the conversation-oriented
curricula in the sophomore year that had failed them? Is it reasonable to assume that
students with already low self-esteem in English learning became even less confident
facing simulation tests? All these are worth further exploration.
Table 3 also indicates that the senior subjects yielded the highest self-evaluation
in all English skill areas, except ESP vocabulary, in which they were only next to the
graduate subjects. As mentioned earlier, the seniors follow the old curricula and had
only English classes in the freshman year, which means an elapse of two years after
receiving English courses. What could have caused the increase, although minor, in
their self-efficacy? Does it indicate being in the English program reminded learners of
their inadequate skills? If so, measures surely need to be taken on the pedagogy,
teaching materials, or evaluation domains. Perhaps the enhanced self-perception was
due to the ESP courses offered in some departments. In this case, English instructors
and administrators need to decide together whether to add ESP components to the
current EGP classes or as stand-alone courses.
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Table 3
Self-perception in Different Skill Areas by Academic Classification
Skill Area
Listening

Speaking

Reading

Writing

Grammar

Vocabulary: General

Vocabulary: ESP

Freshman
Sophomore
Junior
Senior
Graduate
Total Sample
Freshman
Sophomore
Junior
Senior
Graduate
Total Sample
Freshman
Sophomore
Junior
Senior
Graduate
Total Sample
Freshman
Sophomore
Junior
Senior
Graduate
Total Sample
Freshman
Sophomore
Junior
Senior
Graduate
Total Sample
Freshman
Sophomore
Junior
Senior
Graduate
Total Sample
Freshman
Sophomore
Junior
Senior
Graduate
Total Sample

Mean
2.61
2.73
2.41
2.76
2.49
2.61
2.29
2.45
2.18
2.56
2.42
2.36
2.56
2.58
2.40
2.71
2.68
2.56
1.98
2.22
1.88
2.34
2.21
2.09
2.25
2.39
2.10
2.46
2.43
2.29
2.60
2.66
2.45
2.69
2.57
2.58
2.36
2.46
2.18
2.54
2.58
2.38

Standard Deviation
.93
.79
.89
.93
1.05
.91
.92
.89
.91
.94
1.10
.94
.97
.89
.93
.93
1.03
.95
.82
.94
.91
1.04
1.01
.95
.90
.96
.97
1.07
1.07
.98
.89
.89
.94
.95
.95
.93
.94
.87
.90
.97
1.01
.94
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As shown in Table 4, while the sample generally lacked confident in their
English competencies, they recognized the significance of the language on their major
area of study, namely engineering. The value of English increased along with the
subjects’ academic classification, with the graduate students on the top.

Table 4
Importance of English Skills to the Major Area of Study by Academic Classification
Skill Area
Listening & Speaking

Reading

Writing

Freshman
Sophomore
Junior
Senior
Graduate
Total Sample
Freshman
Sophomore
Junior
Senior
Graduate
Total Sample
Freshman
Sophomore
Junior
Senior
Graduate
Total Sample

Mean
3.66
3.62
3.78
3.68
4.07
3.72
3.86
3.81
3.93
3.84
4.31
3.90
3.62
3.56
3.67
3.63
4.01
3.65

Standard Deviation
.80
.72
.77
.72
.67
.76
.67
.64
.65
.71
.58
.67
.72
.75
.77
.75
.70
.75

Other selected findings of the study worth pointing out include the following:
1. In general, students thought they have very limited ESP vocabulary in their major
field of study (M = 2.38, SD = .94).
2. Among various skill areas, students considered reading as the most essential skill
to possess in order for them to get successful in the engineering study.
3. As to whether it is necessary to increase EGP credit hours, the lowerclassmen held
a neutral view, with M = 3.04 and 3.06 for the freshmen and the sophomores
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respectively. The perception, however, changed positively along with the increase
of academic standing, with M = 3.92 for the graduate students. It appeared that the
more advanced the academic classification gets, the more students find EGP
competency essential.
4. Students tended to enjoy the EGP courses they had taken. The perception, once
again, changed positively with the increase of academic standing, from M = 3.17
for the freshman to M = 3.51 for the graduate students.
5. As to the contents of English courses, students supported the current EGP
curricula that focused on teaching of four skills (M = 3.44 to 4.06 from the
freshmen to the graduate standing). Nonetheless, they also believed that ESP in
their major field of study (M = 3.38 to 3.92), especially those that could be
applied to the engineering jobs once they graduated from the current programs (M
= 3.55 to 4.11) should be incorporated into the EGP curricula.
6. Even though the Engineering College emphasized the significance to possess
English competences (M = 3.46 to 3.83) and these students tended to find the EGP
courses they had taken enjoyable (M = 3.17 to M = 3.51), the subjects considered
EGP the least important among all the courses.
7. Students believed what they learned in EGP classes facilitated learning in their
engineering courses (M = 3.42 to 3.70) and would be helpful to their career
development in the field of engineering (M = 3.46 to 3.77).
8. Students believed that their academic department should increase the number of
credits on ESP courses (M = 3.16 to 3.92). The viewpoints were especially shared
by the seniors and the graduate students, with M = 3.61 and 3.92, respectively.

To sum up, the needs for EGP and ESP increased along with the academic
classification. It could be due to the nature of the engineering courses or the job
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market. When designing English curricula, English instructors should note the
tendency.
Furthermore, while students wished to add ESP courses to the existing curricula,
they, especially the lowerclassmen, were reserved in whether to add ESP components
to the current EGP courses. It is likely that whereas they realized the importance of
improving English skills to enhance competitiveness in future careers, the students,
who were already low in self-assurance with EGP learning, worried English would
become a subject even more difficult to manage once ESP elements were added to the
existing EGP structures.
Hence, for universities with EFL engineering students that are not performing
quite well at the present stage, the researchers of this study suggest adding ESP as
individual courses on top of the current multiple-year EGP curricula. When designing
ESP curricula, it is imperative to have a solid understanding of students’ English
abilities and learning self-efficacy. The results of the study show it is reading and then
listening that students considered most helpful to their major area of study.
Additionally, students found most self-assured with their listening and reading
competences. Therefore, the researchers further suggest reading and listening be
selected as the foundation of ESP course materials, followed by less assured areas
such as speaking and grammar, and finally writing, students’ weakest and least
confident language skill.
As pointed out by Dudley-Evans and St. John (1998) and Hutchinson and
Waters (1987), needs analysis is the groundwork of ESP. It is essential to understand
what English skills are wanted in learners’ specialized areas and what the learners
need in order to possess the skills. A clear understanding of this is a vital starting point
for developing ESP materials and instructional pedagogies.
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Introduction
Love it or hate it, the online classroom is here to stay. According to a recent report,
“Online enrollments have continued to grow at fast rates far in excess of the total higher
education student population, albeit at slower rates than for previous years” (Allen & Seaman,
2007). These rates are broken down in the following manner, “Almost 3.5 million students were
taking at least one online course during the fall 2006 term; a nearly 10 percent increase over the
number reported the previous year. The 9.7 percent growth rate for online enrollments far
exceeds the 1.5 percent growth of the overall higher education student population. Nearly
twenty percent of all U.S. higher education students were taking at least one online course in the
fall of 2006” (Ibid., 2007). These facts can not be ignored. As the need becomes more pressing,
faculty and students will embrace online content delivery. The need for faculty is to ensure
students are learning and to maintain enrollments. The need for the student is to get an
affordable bona fide education and to maintain his\her lifestyle while staying engaged with the
content. Simmons, Jones, and Silver (2004, p. 50) aptly describe it as, “The Transition from
Face-To-Face to Cyberspace.” The change is actively underway. Online education must be
carefully considered if Colleges and Universities are to stay competitive with student enrollment.
The result is that the online classroom is at cross purposes with higher education.
Some of the pros of the online classroom are:
1. Greater student flexibility in an asynchronous learning environment.
2. Commuter students/faculty will save travel time.
3. Commuter students/faculty will save fuel costs.
4. A student will gain more ownership of his/her learning experience.
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5. Higher education institutions may use money saved from faculty travel to extension sites
for more focused spending on educational resources.
Some of the cons of the online classroom are:
1. Lack of faculty/student interaction in an asynchronous learning environment.
2. Time saved commuting will need to be spent developing an engaging online classroom
for faculty.
3. Students often find online classes are more work.
4. Faculty and students will need to be current on the latest computer hardware and
software.
5. Copyright issues related to the use of material (i.e.; media, proprietary educational
material, etc.) need to be addressed.
The Online Classroom at Cross Purposes with Pedagogy
In assessing student learning related to the online classroom, one must begin with the
following assumption, "Learning is a complex process. It entails not only what students know
but what they can do with what they know; it involves not only knowledge and abilities but
values, attitudes, and habits of mind that affect both academic success and performance beyond
the classroom" (AAHE, 1996). The online classroom just like the traditional classroom has
many challenges to the learning process. Traditional classroom disruptions by students are
lessened in the online classroom, because the online classroom instructor has greater control of
the learning environment depending on the type of online learning software being used.
Elluminate’s Class Live Pro for example, provides the tools for the instructor to monitor student
participation or lack thereof. A student is given access to speak by to the rest of the class in an
online web conference format when the instructor opens the microphone. A student may click an
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icon to alert the instructor he/she has a comment or question. The instructor is able to
acknowledge the student and has the option of completing his/her thought or allowing the student
to speak. Similar to the traditional classroom, disruption is a concern in the online classroom but
monitoring student work and participation take different forms supported by online tools (Li and
Akins, 2005 p. 57). For example, a student may be inclined to use instant messenger or internet
chat sessions at the same time he\she is in the online classroom. However, it must be pointed out
that this situation is not unique to the online classroom. Students in the traditional classroom
frequently send and receive text messages during class. It is for this reason Finkelstein (2006)
recommends, “Live online experiences must start with an implicit or even explicit compact or
agreement between an instructor or facilitator and participating learners. In this ‘synchronous
compact’ learners agree to minimize the distractions they have around them and to make every
effort to contribute meaningfully to the experience.”
A unique set of teaching skills is required for the online classroom. Savery (2005)
proposes the VOCAL approach:
V – Visible
O – Organized
C – Compassionate
A – Analytical
L – Lead by example
These are some of the key characteristics the master instructor uses in the online
classroom. The online instructor must not be hidden from his\her students. He\she should
remain visible by communicating frequently with students. The online instructor must be
organized in the online classroom environment. If not, students will quickly realize that they are
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wasting their time and focus their attention elsewhere. An online instructor must also have
compassion for his\her students. He\she needs to understand that technology may become
unstable and a student might need extra time or help navigating to appropriate learning sites.
There are a myriad of other areas where compassion is needed in the online classroom. The
online instructor needs to remain analytical in his\her assessment of student learning outcomes.
A variety of teaching methods should be attempted in the online classroom to include students
with differing learning styles. Finally, the online instructor must lead by example. An instructor
must be engaged in the online classroom and provide prompt constructive feedback to his\her
students in both the synchronous and asynchronous learning environment. Chikering and
Gamson’s (1987) “Seven Principles for Good Practice in Undergraduate Education” are
applicable to the online classroom. These seven principles incorporate the pedagogical and
instructional outcomes necessary for accomplishing good online teaching. The seven principles:
1. Encourage contact between students and faculty.
2. Develop reciprocity and cooperation among students.
3. Encourages active learning.
4. Give prompt feedback.
5. Emphasize time on task.
6. Communicate high expectations.
7. Respect diverse talents and ways of learning.
The design of the online classroom needs to consider the pedagogical goals of the
educational process. Switzer (2002) distilled many of these based on the work of many experts in
the field. Switzer recommends that instructors require new learners to take a pre-course student
tutorial to familiarize them with hardware and software requirements. Another recommendation
by Switzer is that course elements, objects and controls, like those that aid learners’ navigation
should be visible, obvious and ideally intuitive. He also suggests that instructors should include
interactivity between learners, learners and the instructor, learners and the course tools and
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content, and learners and outside-the-course web sites. Another recommendation of Switzer is
that instructors provide feedback on assignments and assessments that are accessible through
email or office-hour chat room or discussion sites.
The next section of this paper discusses many of the most popular delivery systems that
are available for use in the online classroom. Both proprietary and free to the user technologies
are discussed.
The Online Classroom at Cross Purposes with Content Delivery
The rapidly changing nature of technology presents a problem unique to the online
environment. Unlike the traditional environment, some sort of electronic information exchange
system is required in the online classroom that must be minimally understood by all participants.
Chickering and Ehrman (1997) emphasized that new learning technologies have become major
resources for teaching and learning in higher education. New learning technologies have
increased dramatically over the past eleven years. On ground content can be easily transferred to
the online environment providing significant benefit for simple content distribution. Using
existing Internet tools to re-purpose content allows students to work interactively but has a much
higher learning curve. Beyond this capability, Internet based learning offers a collaborative
potential that cannot be realized in the classroom. The Internet as a medium is largely
misunderstood by content developers. Content authors tend to have little knowledge of the
standards and technical conventions that comprise the Internet. To the greatest extreme, content
is being developed by those who have limited understanding of how the Internet works.
Consequently, content authors make poor use of the available resources. Understanding the
underlying infrastructure provides the foundational knowledge to fully implement Internet based
content both as an author and a user. The necessity for a deep and full understanding of the
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online learning infrastructure cannot be understated. To not understand a powerful technology is
to ultimately be at its mercy or, worse still, be subject to the whims of capricious activities
without a notion that they have had any effect.
A major concern among educators in the online classroom is creating a learning
environment that motivates, educates and entertains while at the same level is challenging.
Keller's (1983) motivational design model maintained that motivation influences students to
choose learning goals and to work toward these goals. Researchers, such as Arnone and
Grabowski (1992) furthered Keller's findings, “Student motivation is increased by perceptions of
“control of their learning.” Technologies and interactive media in particular support student
control of learning. This control of learning is typically supported by several technologies and
by interactive multimedia in particular.
The emergence of multimedia and online technologies has caused educators to examine
the processes of learning more closely. The relevance of the techniques of learning and
instructional design is being recognized as pedagogies that enhance more independent, selfpaced and self-motivated learning.
Current research addresses the transfer of traditional content to the online environment,
but research is sparse when trying to understand the implementation of current dynamic media
abundantly available from Internet based sources. This work is intended to raise questions
regarding those resources and the infrastructure required to implement them.
Currently, comprehensive course management systems are available. For the purpose of
this study two examples will be discussed. These examples are Blackboard
http://www.blackboard.com and eCollege http://www.ecollege.com. Both systems offer
authoring environments, management, and reporting tools that electronically emulate a
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traditional classroom. eCollege bundles Elluminate http://www.elluminate.com/ to provide
collaboration services. Elluminate enables instructors and students to interact and collaborate in
real time in a synchronous mode.
Whereas Blackboard and eCollege are proprietary, fee-based services, commercial
organizations like Google http://www.google.com offer a suite of services at no cost to
consumers and schools. With some adaptation, users can use no cost resources replacing the
most used features of proprietary systems. A no-cost course management system exists similar
in concept to commercial alternatives called Moodle. Moodle is a free Open Source software
course management system designed using sound pedagogical principles, to help educators
create effective online learning communities (Moodle, 2008). Ultimately, no-cost services
eliminate license fees and reduce support costs. Google services are freely available and can be
shared with the community at no charge because they are not proprietary. To provide meeting
and online conferencing services Open Source systems like DimDim http://www.dimdim.com/
fill the need. The free version of DimDim supports up to 20 users. Excellent resources
continually become available and existing resources are enhanced. The dynamics of content
development demand almost constant attention.
To receive online content the student and instructor should possess well equipped
workstations capable of supporting popular web browsers, Adobe Flash, Java, Quicktime,
Windows media, web cam, and voice conferencing are minimum requirements. Most any current
computer system will meet today’s needs. A foundational knowledge of technology is a
requirement for users to be successful in the online classroom.
The delivery of content in the online classroom is at cross purposes with higher
education. The new media by which content is delivered from teacher to student is not without
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challenges. This issue has been experienced in the traditional classroom too, i.e.; power outages,
film projectors breaking down, overhead projectors bulb burn out, video/DVD players
malfunctioning, etc. “Societies have always been shaped more by the nature of the media by
which men communicate than by the content of the communication” (McLuhan and Fiore, 1967
p. 8). The reality with which content developers are struggling with is how content is to be
developed. The medium through which content is delivered is significant. The traditional
classroom is conceived to have blackboards, desks, and some multimedia devices. This
classroom is teacher-centric in its delivery. The online classroom is anytime, anywhere, studentcentric. Taken to its potential Internet ends the online classroom is totally media driven from all
directions. Developing content for the traditional classroom is well defined and structured.
Developing content that takes advantage of the potential of the exploding Internet medium is
only in its infancy. Delivery systems like Blackboard and eCollege provide functionality, but are
only electronic emulations of the on-ground classroom. Collaboration systems like DimDim and
Elluminate are further electronic extensions of the on-ground environment. These systems
should be viewed as usable, but transitional tools. They tend to fall short of their on ground
counterpart environments, causing more anxiety in the educational process than the learning
value they produce. McLuhan (McLuhan and Fiore, p. 9) describes this situation as “trying to do
today’s job with yesterday’s tools-with yesterday’s concepts” and the playing field is always
changing.
A lesson delivered in a traditional classroom can be effectively implemented by using the
most fundamentals tool. The online classroom, however, was spawned in the mainstream of
Internet activity. The current medium for teaching thrives insatiably on content but the tools to
develop sufficient content greatly lag behind the need. For educational content to even be
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relevant it must approach or exceed the quality of the movie trailers one can find easily at
locations like http://www.apple.com/quicktime. Few businesses and educational institutions
have the wherewithal to support high quality multimedia content development and must resort to
alternative means. The content is available, but finding it is the challenge. Once found, insuring
appropriate use is essential and copyrights must be respected.
Many businesses have “give back” efforts to inject content into the public venue and
some higher education institutions have developed very high quality programs for the public
domain under grant programs. Apple Computer’s iTunes U provides a high quality resource for
educational institutions to publish audio and video podcast content at no cost.
http://www.apple.com/education/itunesu_mobilelearning/
Basic video content for not-for-profit organizations is available at no cost from
http://www.wingclips.com
Learner.org is another site for teacher resources and teacher professional development
programming across the curriculum http://www.learner.org/.
Working with high quality media requires a minimal understanding of file formats that
support multimedia content. JPEG, GIF, MP3, MOV, MPEG-1, MPEG-2, MPEG-3, MPEG-4,
AIFF, WAV, AVI, AAC, and many more are formats that merit understanding. Most multimedia
technologies are defined in Apple’s Quicktime environment. Apple provides substantial
technical information about multimedia file formats at
http://www.apple.com/quicktime/technologies/
Of all the computer vendors, Apple is the definitive authority in defining and
implementing multimedia standards. Apple standardized the modern computer user interface.
Although their standards are proprietary, they are built on an open systems foundation. Adobe,
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after acquiring Macromedia, became the owner of two critical and well established standards.
Flash and ActionScript. These are complementary multimedia standards to Apple’s Quicktime.
http://www.adobe.com/products/flash/
http://www.adobe.com/devnet/actionscript/
Adobe Presenter is an add-on for Microsoft’s PowerPoint program. Presenter is user
friendly and easy to learn. Many higher education institutions own a site license so the faculty
has access to use it for their classes, whether online or in a traditional format as a supplement.
With Adobe Presenter instructors can publish course materials online, including lectures with
recorded audio and interactive quizzes. Students can view Adobe Presentations in any standard
web browser.
Adobe Captivate uses layers and timelines that allow instructors more control of how the
video, audio and interactive graphics are displayed. Instructors who are familiar with Flash will
find the navigation and editing of timelines very similar. Captivate also allows the user to
animate on a specific path similar to flash. The result is that graphics can move on and off the
onscreen presentation. Adobe Captivate addresses the issue of student “control of learning”
discussed earlier by allowing direct feedback and interaction between the instructor and the
learner.
E-learning environments can be places for users to explore, manipulate, and communicate,
rather than simply a place where they are "taught." Educators must understand the learning
process from the users' perspective rather than from that of the content alone. Development
should encompass a pedagogical approach. Adobe Captivate and Adobe Presenter provide a
viable solution to the online classroom at cross purposes with content delivery.
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Methods of education and training have changed little over time. Almost every other aspect
of modern life has been impacted significantly by rapid developments in technology. Also, most
every industry and service has been revolutionized in the past 50 years by the impact of
technology. The education and training industry is only now beginning to feel this impact and to
realize that it might seriously affect the way it does business. There is still a long way to go
before there is a common understanding of what will probably be a new paradigm for education
and training. Therefore, there is a great deal of confusion about the processes, results, and
interpretation of the first small steps in this new direction.
In the next section of the paper questions of how the online classroom is at cross purposes
with higher education students and faculty are addressed.
The Online Classroom at Cross Purposes
with Higher Education Students and Faculty
One of the biggest attractions of the online classroom is the flexibility it provides to
students. Battalio cites the studies of Arbaugh and Johnson in his article Interaction Online: A
Reevaluation, “Students of online courses consistently say that they have chosen this mode of
instruction because they believe it will save them time and will be more convenient” (Arbaugh,
2001; Johnson, 1999). Battalio conducted his own study where he found, “Many students opting
for online courses are nontraditional students who must manage full- or part-time jobs and
families. Consequently, attending traditional courses at specific times and places, especially
those in which the formation of collaborative online communities is a priority, is problematic for
them” (Battalio, 2007). The result is that demand for the online classroom has gone up. This
also explains the reason why “Online enrollments have continued to grow at fast rates far in
excess of the total higher education student population, albeit at slower rates than for previous
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years” (Allen & Seaman, 2008). The changing demographic from the traditional, living on
campus young adult student to the non-traditional, adult commuter student insists that class
schedules be adjusted to meet his\her needs. According to Kanuka, “Many adult learners view
themselves as customers, rather than students, and demand readily accessible learning services
that are tailored to their needs (Kanuka, 2001). For this reason faculty must be willing to adjust
to meet this demand and engage students where they are if the institution is to remain
competitive.
Although the online classroom provides flexibility and readily accessible learning
services students often find themselves at cross purposes. Most students quickly realize that a
class taken online requires more effort. Students can not be passive in this environment. They
must be active to be successful. Li and Akins state, “Online course work generally takes more
time and students have to work harder” (Li and Akins p.54). The instructor also discovers online
classes to be more time consuming albeit more flexible. Instructors do not have to travel to
campus for class. They may have more flexibility in their travel schedule for conferences where
there is an internet hook up so they do not have to cancel or offer a course during a summer
session for example.
Online classes require the student to practice self-discipline and to wisely budget his/her
time to complete course work successfully (Iverson, Colky and Cyboran, 2005 p. 16). This is
true for the instructor as well. The online classroom demands the instructor to be disciplined in
time management for getting lectures prepared/posted, feedback to students through email and
grading, etc. The Internet represents access to significant content, but without the knowledge
resulting from a depth of understanding, it is essentially a wasted medium devoted to personal
entertainment or other superficial pursuits.
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“The fonts of knowledge are everywhere, but the rising generation is camped in
the desert, passing stories, pictures, tunes, and text back and forth, living off the
thrill of peer attention. Meanwhile, their intellects refuse the cultural and civic
inheritance that has made us what we are up to now” (Bauerlein, 2008 p.10).
The synchronous online classroom provides a distinct laboratory where a legitimate
assessment of skills or training can take place in an efficient and bona fide environment.
Finkelstein (2006) suggest several skills and situations where many synchronous environments
seem tailor-made. The following list are some these skills that can be developed and assessed
according to Finkelstein:
Public speaking or presentation skills
Real-time problem solving and analytical thinking
Listening and reading comprehension in native and second languages
Composure in reflecting and responding under pressure
Well-reasoned conversations on discipline-specific topics; offering cogent responses in a
timely manner
Persuasive, well-articulated, and well-spoken oral arguments; practicing the art of oral
rhetoric
Storytelling skills
Debate
Proficiency in software skills or other real-time applications or processes
Demonstrated leadership skills in developing, fluid situations
The online classroom provides enormous potential for good, quality instruction and
learning for both students and faculty. A careful consideration of the learning outcomes along
with a realistic view of the capabilities and limitations of the technologies puts the online
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classroom at cross purposes with students and faculty. If current trends remain the same the
students and faculty will be making use of the online classroom. Therefore, an understanding of
the online classroom at cross purposes with higher education should be pursued when preparing
to launch an online classroom.
The next section of this paper concludes this study and makes recommendations for
further study.
Conclusion and Recommendations
The online classroom is at cross purposes with higher education. This study has
discussed the pros and cons and do’s and don’ts of teaching in the online classroom.
Pedagogical issues are a legitimate concern for both faculty and students in the online classroom.
The delivery of quality online content is an obstacle facing many institutions and faculty.
This paper has provided answers to the question of how the online classroom is at cross
purposes with pedagogy. Several recommendations were offered to assist the online instructor
by helping him\her become more effective and able to reach his\her pedagogical goals.
Many of the most popular delivery systems available for use in the online classroom,
both proprietary and free to the user technologies were discussed. Online instructors need to
carefully consider the options to ensure that content is delivered to meet the standard demanded
of higher education.
Students and faculty are at cross purposes with the online classroom. Many
students face a heavier burden than ever in their quest to obtain higher education. The
high cost of fuel to travel to campus, busy lifestyle and the ever increasing tuition costs
have made it more difficult, if not impossible for the average student to go to College or
pursue an advanced degree. The online classroom is a popular and economical solution
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to ease the burden for students. This study has addressed the issue that most students
only use technology in a superficial way. Today’s technology use is more and more
recreational. Users have access to the world’s most powerful information and access
technologies without the knowledge to fully engage the tools they possess. According to
Bauerlein (2008) “The fonts of knowledge are everywhere, but the rising generation is
camped in the desert, passing stories, pictures, tunes, and text back and forth, living off
the thrill of peer attention. Meanwhile, their intellects refuse the cultural and civic
inheritance that has made us what we are up to now.” The online instructor must rise to
the challenge by modeling for his\her students in the online classroom the best practices
of using online technology as was discussed in this paper.
Most faculty are content experts not technology experts. Therefore, instructors should
seek out use friendly, well-supported software technologies for online classroom delivery. Many
of these technologies were considered in this study. Further study is recommended to determine
the minimum technological requirements for instructors of the online classroom. Further study
should be conducted on the online classroom at cross purposes with the administration of
institutions of higher education. The effects of the growing trend toward the online classroom
has on the traditional classroom should also be studied. Another area that should be studied is
the effect the online classroom has on the building and expansion of the traditional institution of
higher education. One final recommendation for further study is the legitimacy of a pre-course
student tutorial to familiarize the student with the hardware and software requirements of the
online classroom.
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The focus of this paper was limited in scope to faculty and students. The challenge is for
faculty and students in the online classroom to embrace these available technologies to ensure
the best online learning experience possible.
The potential gain of using the Internet to deliver educational content is a compelling
alternative to the traditional brick and mortar classroom because fuel prices and general living
costs have increased significantly in recent years. The online student population continues to
grow driven largely by the economy. Online education has also improved with new
technologies and upgrades arriving almost daily. Companies like Adobe, Apple and Google
have made a contribution by developing many good, quality programs. Love it or hate it, the
online classroom is here to stay.
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IDIOM COMPREHENSION IN BILINGUAL CHILDREN WITH
INTELLECTUAL DISABILITY
Idioms traditionally have been defined as giant lexical units whose figurative meanings are
arbitrary and not easily discerned from analyzing the words composing them. Children with
intellectual disability show considerable problems in understanding of opaque idioms due to their
cognitive impairments and insufficient knowledge of the language used in educational process as
well.
The objective of this research was to determine idiom comprehension level in monolingual
and bilingual children with mild intellectual disability.
The sample consisted of 90 participants with mild intellectual disability, of both sexes, aged
from 12 to 15. Whole sample was divided into three subsets with 30 participants in each of them.
The first two subsets consisted of monolingual participants with different ethnical origin – Serbian
and Romany. Serbian students who speak Serbian language were included in the first subset of
monolingual participants. The other subset consisted of Roma children who speak solely Serbian
language being assimilated into linguistically predominant environment. The third subset consisted
of bilingual, Roma children who speak both, Serbian and Roma language. Idiom comprehension
was determined using “Fifteen-sentence idiom comprehension test” (Glumbic, 2005).
The differences between three subsets were determined by Scheffe' test.
It was revealed that both subsets of monolingual children attain significantly higher scores
than bilingual children with mild intellectual disability (p<0.001). Bilingual children tend to
interpret idioms literally due to the fact they do not speak properly either Serbian or Romany
language.
Key words: idioms, intellectual disability, bilingual

Introduction
Idioms traditionally have been defined as big lexical units whose figurative meanings are
arbitrary and not easily discerned by analyzing words composing them. In the process of idiom
comprehension one should apprehend both, literal meaning of the words composing an idiom and
speaker's intended figurative meaning as well. In contrary to traditional belief that literal meanings
of figurative expressions are rejected in favor of non-literal meaning, Glucksberg (1991) proposes
an alternative approach in which literal meanings are systematically used to convey figurative
meanings through the process of allusion. This may be true for transparent idioms which could be
seen as extensions of literal meanings. On the other hand, there are some opaque idioms which
meaning can’t even be guessed according to the meaning of the words that make the idiomatic
expression. Naturally, children understand transparent idioms better than opaque ones. In addition,
it is easier to comprehend syntactically frozen idioms which are limited to specific syntactic forms
than syntactically flexible idioms which could be transformed into different syntactic forms
maintaining their figurative meaning.
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Neurotypical children with average, or even above average intellectual functioning find that
idioms and other forms of figurative language are very difficult to understand. Prinz (1983) found
that 9-year-olds comprehend accurately no more than 50% of idiomatic expressions, whereas 12year-olds scored 80%. It seems that ability to understand figurative expressions steadily improves
throughout entire childhood and even into adulthood.
It could be reasonably assumed that children with intellectual disabilities tend to be more
literal in their interpretation of idioms. Ezell and Goldstein (1991) compared the comprehension of
idioms of children exhibiting mild mental retardation and their counterparts with average
intellectual functioning. It was revealed that control group comprehended significantly more idioms
than the children with mental retardation. While the 9-year-olds scored 67% accuracy, their peers
with mild intellectual disability scored only 17% accuracy. We have also performed research on
idiom comprehension in the sample of 123 participants with mild intellectual disability (Glumbić,
2005). It was found that one third of all participants, aged from 8 to 16, interpreted idioms literally.
It was also revealed that older students had significantly better results than younger ones. These
results are in accordance with previous study (Ezell, Goldstein, 1991) showing that although
students with mental retardation lag behind their typical peers, they outperformed their younger
counterparts. These findings suggest that children with mild intellectual disability may benefit from
additional exposure to idiomatic expressions.
Unbalanced bilinguism and semilinguism may hamper natural trajectory of semantic
development in a filed of idiom comprehension. Although there is ample evidence for the influence
of bilinguism on understanding of figurative expressions, idiom comprehension by bilinguals with
mild intellectual disability has not been scrutinized yet.
The objective of this research is to determine the level of idiom comprehension in
monolingual and bilingual children with mild intellectual disability.

Method
Participants
The sample consisted of 90 participants with mild intellectual disability (IQ = 60-70), of
both sexes, aged from 12 to 15. All participants attended schools for children with intellectual
disability where lectures were delivered solely in Serbian.
Whole sample was divided into three subsets with 30 participants in each of them. The first
two subsets consisted of monolingual participants with different ethnical origin – Serbian and
Romany. Serbian students who speak Serbian language were included in the first subset of
monolingual participants – M1. The other subset – M2 consisted of Roma children who speak
solely Serbian language due to the fact that they had been assimilated into linguistically
predominant environment. The third subset – B, consisted of bilingual Roma children who speak
both, Serbian and Roma language.
There is no significant difference between estimated subsets according to chronological age
(p=0.811) and intellectual functioning (p=0.125) as determined by Kruskal-Wallis test.
The children with mild intellectual disability had no history of epileptic seizures and they
also had no obvious sensory or emotional impairments.
Materials
Ability of idiom comprehension was determined using the Scale for the estimation of idiom
comprehension ability (Glumbić, 2005). This Scale includes 15 idioms: Marko has known the
lesson from A to Z; A girl was beside herself of joy; A friend of mine twiddles his thumbs; He is as
sharp as a tack; Goran has pulled the wool over my eyes; I wanted to visit my sick friend, but I
kissed the post; The news came like a bolt from the blue; I revealed the secret to Peter, but he
shouted from the housetops; Mammy gave me another roll, but I have had my fill of this one; We
started to dash her on, but she got lost; We have seen a stowaway in a train; A girl has seen a dress
that was out of this world; The teacher told me to tell the lesson, but it is all Greek to me; The
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teacher told me to knuckle down; I wanted to practice the basketball and the coach gave me the
green light. As one could see some of the idioms mentioned above are transparent, while the others
are opaque. All of these idioms are pretty common in Serbian language.
Procedure
The children were tested individually in their schools. Children were read a sentence and
after each sentence they were asked to explain what certain idiom meant. Most of the children were
unsuccessful since their verbal explanations of idiomatic meaning lagged behind the comprehension
ability. That is why we have offered four possible choices for each of the idioms. One of the four
possible answers was correct and one was literal. The other two responses belong to “partial
incomplete errors” (non-literal wrong interpretation and non-literal opposite interpretation). On rare
occasions children gave no response and it was scored as incorrect.

Results and Discussion
The percentage of correct and different kinds of incorrect responses was reported in Table 1.
Table 1 – Number of different responses (%) on the Scale for the estimation of idiom
comprehension ability
subsets

correct

M1
M2
B

70.44
70.88
40.88

types of the responses (%)
literal
non-literal
non-literal
wrong
opposite
19.55
5.33
4.00
19.77
4.60
4.55
22.66
16.88
19.11

no answers
0.06
0.20
0.04

Scores presented in Table 1 indicate that even in the adolescent period children with mild
intellectual disability show considerable difficulties in comprehension of figurative meaning. Some
of them are not aware that figurative interpretation is expected. Although our participants had
higher scores on transparent and syntactically frozen idioms, which is in accordance with previous
research, this kind of analysis is out of the scope of our investigation.
Both subsets of monolingual participants had 70% of correct answers, while the bilinguals
scored slightly more than 40% accuracy. Consequently, the differences between bilingual students
and both subsets of monolingual participants were statistically significant, which was determined by
Scheffe' test (p<0.001). On the other hand, there is no statistically significant difference between
monolingual participants of different ethnical origins.
It seems that bilingual children with mild intellectual disability are not likely to have more
literal responses than monolingual ones. On the other hand, they tend to make partial-incomplete
errors. According to Secord and Wiig (1993) this type of interim response, not literal but not
figurative “were chosen by children who were beginning to use a figurative strategy, but were not
yet able to analyze the text and extract the semantic interpretation most appropriate to the context”
(p. 115). These children realize that correct answer should not be literal, but their understanding of
figurative speech is quite limited. More than one third of bilingual children with mild intellectual
disability interpret idioms inaccurately or even completely opposite to their real meaning.
It could be assumed that pragmatic abilities may affect idiom comprehension since
understanding indirect requests often requires understanding the difference between what is said
and what is meant (Levorato, 1993). Our previous findings are not consistent with this assumption
since it was revealed that pragmatic competence of the Roma bilingual children was considerably
more developed compared to the monolingual children of the same age with mild mental retardation
(Glumbić, Brojčin, 2003).
Frequency of usage and familiarity of certain idioms seem to be more important for idiom
comprehension than social context itself. Bilingual Roma children with mild intellectual disability
do not speak properly either Serbian or Romany. They fit into the category of semilinguals.
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Semilinguals are considered to have a small vocabulary and incorrect grammar. The term
semilingualism has been subject to much criticism. One of the critics is based upon the fact that
economic and political conditions cause insufficient development of both languages. Hence,
semilinguism should be seen as political rather than linguistic concept.

Conclusion
Children with mild intellectual disability usually fail to understand common idioms which
are used very frequently in everyday speech. Those children who attend mainstream schools are
even more exposed to idiomatic expressions produced by their teachers and peers, than children
who attend special schools. Hence, it is very important for them to comprehend figurative meanings
of idiomatic expressions. An additional shortcoming of these children is semilinguism.
Some authors demonstrated the efficacy of training programs directed to children with
intellectual disability who has prominent difficulties in comprehension of idiomatic expressions.
Some of these programs could be used as the framework for establishing instructional methodology
for the bilingual children with mild intellectual disability.
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As many researches showed, preservice teachers need to be prepared for their
technology competency (Darling-Hammond, Chung, & Frelow, 2002; Duhaney,
2001). Based on sociocultural theories that teaching and leaning is a mediated action
in which people use various cultural tools in activities to mediate teaching and
learning (Lave& Wenger, 1991; Vygotsky, 1978; Wertsch, 1998). Recently, Course
management systems have become significant tools for effective learning (Ioannou &
Hannafin, 2008; Simonson, 2007). Therefore, framing by sociocultural theories, the
purpose of this study is to look at the implementation of Moodle (Modular Object
Orient Dynamic Learning Environment) in teacher education programs considering
how to implement Moodle as a significant cultural tool to enhance preservice
teachers’ learning about technology.
This study drew on the qualitative paradigm using interviews, focus group's
interviews, observations, and document analysis. By studying a group of teacher
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educator in a teacher education, this research explored the use of Moodle in a teacher
education program to understand: 1) What were teacher educators’ perceptions of
unitizing Moodle for technology integration? 2) How did teacher educators utilize
Moodle as ways of technology integration? 3) What were challenges of unitizing
Moolde in teacher education programs?
The analysis of data showed that the teacher educators viewed using Moodle in
their teaching as a way of technology integration. It would provide learning
experience of technology integration to preservice teachers. The teacher educators
used Moodle to communicate with students, to provide teaching content, to enhance
learning sharing, and to assess perservice teachers’ learning outcome. As a result, the
teacher educators could utilize Moodle as a tool to construct a learning environment.
However, the Moodle physical and personal resources would challenge the teacher
educators to use Moodle for teaching in the teacher education program.

This study would contribute to introduce the Moodle as a way of technology
integration in teacher education programs. It offers an approach to practicing
technology integration for teacher education programs and teacher educators. This
study suggested that to provide reliable Moodle course management systems is
necessary for encouraging teacher educator to integrate technology for effective
teaching. Moreover, schools or universities have to give substantial supports such as
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reducing teaching load when teacher educators utilize Moodle in teaching for
technology integration.
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Abstract: This study will look at the attendance policies of two rural high schools Mississippi and whether the
policies impact or don’t impact student achievement or student morale. An analysis or APA (Average Daily
Attendance) and other data will be shared from there two school districts and how this data affects each school
studied. Attendance and test data from these schools were analyzed and teachers at these school were interviewed
about their opinions on their school’s attendance policies.

Schools Involved
Neshoba Central High School is a consolidated county high school in Philadelphia, MS, approximately 40 miles
northwest of Meridian, MS. It is part of the Neshoba County School District. The school was formed as a
consolidation of many other high schools in the early 1960’s. The school has 850 students in grades 9-12 and is
currently ranked as a level 4 (Exemplary) by the State of Mississippi’s Department of Accreditation.
Demographically, the school is 70% white, 20% black, 9% Native American, and 1% other races. In 2001, the
average ADA for the Neshoba County School District was 95.36% in 2001, and 94.98% in 2007.
Morton High School is located in Morton, MS, about 30 miles west of the Mississippi state capitol, Jackson. It is
part of the Scott County School District. The school has 445 students in grades 9-12 and is ranked as a level 3
(Successful) school by the state of Mississippi’s department of accreditation. Demographically, the school is 48%
black, 44% white, 7% Hispanic and 1% other races. In 2001, the average ADA for the Scott County School District
was 94.08% and 96.99% in 2007.

Average Daily Attendance (ADA)
The state of Mississippi funds school districts based on student attendance, also known as Average Daily Attendance
(ADA), at school. ADA is calculated by dividing the total number of days of student attendance by the number of
days of school taught during the same period.

Purpose of Attendance Policies and link to student achievement
Attendance policies can be seen as laws that can have consequences. Many school districts have attendance officers
that keep accurate records of attendance, including accurate attendance records for every period. Such records will
be maintained by the classroom teacher, principal, and or attendance officer. Absences must be reported to the data
operating system of each school district and reported to the state department. Attendance records are used to enforce
Compulsory Attendance Laws. If truancy is suspected, the case is investigated by the school district attendance
officer and may be referred to the school district administration and statewide attendance officers. Violations of the
Compulsory Attendance Law can require parents/students to attend court hearings to discuss the attendance
violations at hand. Most school districts have positive responses to questions about their district attendance
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policies. There is a common belief that regular and punctual attendance by students’ results in greater levels of
student achievement. Linking attendance to achievement has been proven before (Carr, 2006), but is this the case in
every school district?
An essential part of the K-12 learning experience takes place through social interaction that one cannot learn from
simply studying textbooks. Lectures are vital as well as participation in discussions, exposure to different ideas, and
work through student collaboration. These are just a few reasons why daily attendance and participating in class is
crucial and will impact student performance. Excessive absences, whether excused or unexcused, usually affect class
grades. Successful students are seldom absent.

Neshoba Central High School Policy
During the 2006-07 school year, Neshoba Central High School enacted a controversial school district policy to
address student attendance. Student attendance at the high school was down since 2001 and the Neshoba County
School Board decided to aggressively address this problem.
This controversial policy enacted in 2006-07 included calculating 20% of the total grade in each class based on
student attendance. This policy was controversial because many parents and faculty members opposed this change.
The goal of this new policy was to get Neshoba Central High School at the same attendance level as the District.
In 2006-07, the attendance rate at Neshoba Central High School was 90%, under 6% less than district ADA. The
policy was intended to raise ADA at Neshoba Central High School. After the policy was enacted, the ADA at
Neshoba Central High was increased to the district average (getting the High School to the same attendance levels as
the rest of the district) and was viewed by some as a successful district achievement. However, other problems
arose.

Problems
The primary objective was achieved by the district. The attendance level at the High School has increased by 6%
and is at the same level as the district’s ADA at 96%. However, faculty at the high school didn’t feel comfortable
with this new policy.
Many teachers identified low student morale and lack of interest in high teacher expectations as huge problem
during the 2006-07 school year. Teachers noticed that many students were more concerned about the 20%
attendance policy than putting forth extra effort in the classroom. Teachers reported that students were constantly
calculating the percentage that their attendance grade would give them instead of thinking about performing
academically at higher levels. Scores on the Mississippi Curriculum Test were not truly affected, and some tested
areas actually saw some improvement. However, student morale was a big concern by teachers at Neshoba High.
Teachers believed that low student morale became a problem because of the new attendance policy. This was noted
in interviews with teachers at Neshoba Central High School. Based on this information, student attendance mildly
improved student achievement, but it was at a cost of low student morale observed by teachers.
In the summer of 2008, the Neshoba County School District approved a change in this policy. The policy would be
changed from 20% of class grades to 15%. Pressure to change this policy can from teachers at Neshoba Central
High School.

Morton High School Policy
Policy:
A student must meet minimum attendance standards as established by the Scott County School District and
the Mississippi Department of Education. A student shall not exceed 16 absences, excused or unexcused,
for a one-unit course. A student shall not exceed eight absences, excused or unexcused, for a one-half unit
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course. A student who exceeds the number of absences, excused or unexcused, shall receive, “their earned
grade or a grade of 65” (whichever is lower).
Upon receiving 5 unexcused absences, the student will be reported to the Scott County Attendance Officer.
Three unexcused tardies equal to one absence.
Perfect Attendance--- Students with perfect attendance do not have to take the semester and final
examinations (exemption).

Attendance committees are set up of each school. This includes three faculty members that review the absences.
Attendance committees are only needed in local school related-appeals. Attendance committees can be overruled by
the school board.

ADA at Morton High School 2003-2008:
School Year

Student Attendance:

2003-04

90%

2004-05

93%

2005-06

92%

2006-07

90%

2007-08

86%

It’s unsure for how long Morton High School’s attendance policy has been around. The policy is the same policy as
other schools within the Scott County School District. It’s clear based on the data above that the policy is not
improving student attendance at Morton High. Although attendance didn’t improve, test data from the Mississippi
Curriculum Test (MCT), showed improvements in three of the four tested areas between the 2005-06 and 2006-07
school years. However, there hasn’t been a significant change in test scores at Morton High School since the 200304 school year. Test scores are roughly about the same since 2003. Therefore, there doesn’t seem to be any
connection between the attendance policy at Morton High School and student achievement.

Do Attendance Policies in this study affect Student Achievement or Student Morale?
Based on the information gathered from these two schools, it can easily be argued on both sides of the debate about
attendance being related to student achievement. At Morton High, student attendance was down, but student test
scores were about the same as they always have been for the most part. It’s clear that it is not because of the
attendance policy. The attendance at Morton High was down by 4% during the 2006-07 school year. The
attendance policy has lowered student attendance, but hasn’t affected student achievement.
At Neshoba Central High, it can be argued that student attendance improved standardized test scores. However,
teachers noted that Neshoba Central High students were observed to have low morale toward high academic
expectations. The information was discovered through teacher interviews (graduate students). The attendance
policy seems to discourage students to put forth higher expectations in the classroom because the policy gave them a
“cushion”. The ultimate goal of many students was the total score, not high levels of production. Teachers made
their concerns known and the school district made a change in the policy for the 2007-08 school year.
Attendance can improve student achievement, but it’s important to look at other things that attendance may affect as
seen in this study. Attendance may have a negative effect. Each district should analyze their attendance policies to
see if their policies link to student achievement. Student Morale may be an issue that must be addressed.
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Positives and Negatives of Attendance Policies at these two schools:
Neshoba Central
POSITIVE
Student Attendance High
Can be argued that the attendance helped with
test scores (a little)

NEGATIVE
Student Morale Low
Student Felt Secure with Attendance
Grade (security blanket)

Morton
POSITIVE
Test Scores Improved

NEGATIVE
Student Attendance has lowered
since policy was enacted
Student Morale Low

Future Studies
Researching schools to see if attendance policies directly have an effect on test scores could be a future
study to focus on. Researchers could also consider studying teacher instructional methods to see if teachers are
focusing more on “teaching to the test” which may or may not have a direct correlation with student attendance.
Future studies may also include researching to see if student morale is directly affected by student attendance.
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Abstract
Since Taiwan indigenous students have usually encountered prejudice regarding
their ethnic group, they struggle with their ethnic identity. This research studied 14
Taiwan indigenous students who attended the Indigenous Dance Club as activities
curriculum in a junior high school of Taiwan to explore how the experience of
Indigenous Dance Club shapes the Indigenous junior high students’ ethnic
identification.
The study drew on the qualitative paradigm using multiple research methods
including interviews and observations. The result of research showed that the
Indigenous students would develop their ethnic identities because of the experience of
interacting with the Indigenous Dance Club members and learning about traditional
tribal culture while they attend. Moreover, through experience of international
performances, they gained self-confidence and diverse perspectives. Based on the
experiences, as the result, the Indigenous students have reflected on their ethnic
self-identification. Their attitudes toward their ethnic groups are positive. They have
begun to appreciate their cultural values and beliefs and have devoted themselves to
ethnic behaviors.
The study recognizes that Indigenous Dance Club would shape the Indigenous
students’ ethnic identification if it is based on students’ ethnic culture and shows
respect to students’ students’ ethnic identity. The study also suggests that the
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government, schools, teacher, and parents should give supports to Indigenous Dancing
Club. Not only the Indigenous students but also other ethnic students should also be
given an equal opportunity of attending activities curriculum to explore ethnic
identity.
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Abstract: This study investigated the curriculum design of the course of Family
Mathematics for pre-service teachers in the University, who prepared to teach K-2
young children. The course was divided into two parts. It took fifteen weeks to
conduct the lessons at part one. The teacher educator clarified the concepts of number,
numeric operations, measurement, geometry, and logical reasoning in the textbook
and asked the pre-service teachers to demonstrate the activities by using play. At part
two, the lessons focused on the organizing and implementing the mathematical
activities in the kindergarten and elementary school. There were 54 pre-service
teachers participated in the Family Mathematics course. They were asked to divide
into two groups. Each group needed to organize the content of the activity, invite
parent-child participants, negotiate with others to rent the places for the activities,
organize the group meeting, and write down their work reports and reflection notes.
After part one teaching, group one held an activity at a kindergarten. There were more
than one hundred pairs of children and parents attending the activity. The topic of
group one was geometric shapes. It included three tasks: recognizing of basic
geometric shapes, playing puzzles of seven pieces to make a whole picture and
making different chocolate cookies of geometric shapes. Group two held an activity at
an elementary school. There were 48 families attending the activity with their children.
The topic of group two was numbers. The activity focused on observing the number
pattern on the calendar, including singing the number songs, playing games of body
movement, guessing the preservation due date of the food, and making a calendar.
The results of the curriculum design were: the pre-service teachers showed their
active engagement by asking the opportunities to show their play designs in the
classroom. More than 98% parents keep positive attitudes to the family mathematics
project. They supported the activity not only because it could provide both learning
functions of cognition and play, but also promote the parent-child relationships. The
data of pre-service t
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onsrevealed three dimensions: the fluency of the
activity, the difficulty of the task, and the function of play approach. Their reflections
less focused on how to inspire mathematical thinking of children. It is the key point to
be improved in the further lesson study.
Keywords: family mathematics, curriculum design, mathematical learning
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Abstract: Nursing is a practical profession. The mission of nursing education
and nursing profession is providing safe, humanistic and individualized nursing
care for the client, families and communities. Therefore, how to build the
competency of problem -solving for nursing student in is a very important issue
in Taiwan. The first research objective is to explore the characteristics of “
the
competency of problem-solving”for the nursing students of Junior College. The
second research objective is to develop teaching cases and apply case methods to
facilitate “
the competency of problem-solving”for nursing students. The
methodology of this study is action research. It employed “
case project”to
f
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ng
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ndintegrate the clinical evidences and
nursing knowledge. The teacher, as a researcher, designed three case methods,
with sequential learning instructions as the anchors inducing students’reflections
and transforming their understandings. Data collections included students’
portfolios, questionnaires of student self-evaluation about “
the competency of
problem–solving”and researcher’
s reflective diary notes. The results were: the
evidences indicated that the index of “
the competency of problem-solving”for
nursing students is more proper to be described by using the dynamic process
concept than static definition. After three case-method teaching, the students
could apply their concrete learning experiences from previous lessons to be
aware of the existing health problems of the case and try to provide effective
nursing care plans. A continuing challenge for nurse educators is to design
concrete evaluation criteria for case-method teaching and to identify the standard
procedures to develop and improve students’procedualized-experiences of
problem–solving.
Keywords: problem-solving, nursing student, teaching strategy
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ABSTRACT
The purpose of this study was to determine if faculty credit load assignments were an
accurate measurement of faculty work loads. The study also identified management techniques
of department heads at a private university and determined if these techniques are reflective of
leadership used in a learning organization. Faculty work logs were used to collect data on the
number of hours full time faculty were working and faculty credit hour assignment cards were
collected to determine the load assigned to the faculty member by the University. An interview
for each department head was conducted to determine department headship strategies.
While no significant correlations were discovered between the number of faculty credit
hours on faculty credit assignment cards and hours logged by faculty members in the area of total
time, time spent in teaching related activities, time spent in administrative activities and time
spent in advising activities a weak positive correlation was shown with total time logged and
time in teaching related activities being the most notable.
The qualitative data provided insight on the leadership practices of department heads
within the University. Department heads described circumstances in which flexibility and
experimentation were practiced during the assignment of faculty work Yukl (2002). Moreover,
department heads described leadership practices that allowed for bringing in outside knowledge
(Yukl) and single and double loop learning Morgan (1997).
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Background
Over the last decade, several factors have placed faculty workloads in higher education
under scrutiny. Improvements in technology and increases in the numbers of participants in
higher education have lead to increased costs, which have largely been absorbed by the taxpayer.
The increase in the diversity among students attending college has brought to the forefront the
need for change in instructional methods. In addition, the transition to the technology era from
the industrial era has altered both the content and the context of learning in higher education
(Preskill & Torres, 1999). Technology improvements have increased the number of individuals
seeking to further their education as well as providing increased opportunities for distance
education (Meyer, 1998).
Questions regarding productivity and the use of funds have brought about numerous
studies from both inside and outside the higher educational setting, with an emphasis on the
efficient use of funds and not necessarily the improvement in the quality of education (Meyer,
1998). Recent studies indicate, over the last ten years, that most faculty members work around
fifty hours per week regardless of the type of institution, but more recently, the amount of time
spent on research activities has accounted for a larger part of the fifty hours, even in settings
where research is not a central part of the university mission (Milem, Berger, & Dey 2004;
Meyer, 1998). In addition, longitudinal studies indicate the amount of time spent on teaching
and related activities has decreased (Meyer).
In 1999 the Higher Learning Commission (HLC) began a program in which an institution
currently accredited with the HLC can maintain accreditation through participation in a program
called the academic quality improvement program (The Higher Learning Commission, 2002).
Currently, 160 institutions of higher education are participating in the program which uses a
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series of ongoing processes to demonstrate an institution is striving to improve performance with
the ultimate goal of helping students learn.
Academic departments at liberal arts colleges and universities can be drastically different
from one another in relation to how classes are taught and the emphasis placed on research. For
example, music departments may have lower teacher to student ratios and much of the
instruction that occurs in higher level courses is one-on- one (Diamond & Bronwyn, 2000).
Other types of academic departments can make better use of larger classes or courses offered
online (Groccia & Miller, 1998). Academic departments vary to such a degree in daily activities
that a faculty workload policy can become too specific and therefore not accomplish fair and
balanced work division among faculty members. Most studies of faculty workload include no
measure of the quality of instruction, but only include the number of hours spent teaching.
Recent increases in the overall number of students and variations in the types of programs
that are offered have forced changes in how faculty spends time at work. In addition, technology
has brought about change by the increasing number of online opportunities for students. Much of
the changes in the measurement of faculty workload have been reactive rather than proactive.
Difficulties arise when programs from the world of business are adopted by higher educational
institutions without taking into account the uniqueness of higher education. Concrete data for
faculty workload is difficult to obtain and, while numbers can be determined to report to
stakeholders, the value of this data is debatable. Higher education could benefit from a system of
measuring faculty workload that involves a larger variety of variables and is not only based on
time spent lecturing in the classroom.
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Conceptual Underpinnings for the Study
Studies have shown several methods to classify and measure the daily activities of
university faculty members. For the purpose of this study, all faculty work was classified using
the traditional three categories that encompass all faculty activities which are scholarship,
instruction and service (Mancing, 1994). The following section begins with a description of the
traditional methods of classifying faculty work. The section ends with a brief assessment of
current data on faculty work to illustrate the need for further exploration of alternative methods
of assessing faculty work loads in higher education.
Instruction
Instruction is usually the first item that comes to mind when faculty workload is
considered, and instruction generally comprises from 30 to 70 percent of total workload. The
method of determining faculty workloads by measuring faculty credit load hours has been in use
for many years by a large number of institutions with little regard to the mission of the
institution. While being accepted by many institutions as the method for assigning faculty
workloads, little research has connected credit load hours to the daily activities of university
faculty. Most instructional time is determined through consideration of classes taught and self
reporting of time involved in instruction while the quality of instruction is generally not
considered when measuring this category of faculty work (Meyer, 1998).
Scholarship
Faculty scholarship refers most often to research that is conducted by faculty with the
intent to publish. Scholarship is more highly regarded by research institutions, but is considered a
component of faculty work in other institutions where research is emphasized to a lesser extent.
When school funding is considered, scholarship is often highly important to faculty because of
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promotion and tenure consideration while least important to lawmakers and outside
constituencies evaluating faculty work.
Service
“Faculty service falls into two categories: institutional and professional. Institutional
service includes administrative duties, committee work, and student advising, while professional
service refers to work completed in support of one’s academic discipline” (Mancing, 1994 p. 3).
Faculty members usually spend between 15 and 25 percent of their time in service activities.
Assessing Faculty Work
Many studies note that the majority of faculty members within a university work 50 or
more hours per week (Braskamp & Ory, 1994; Glazer & Henry, 1994; Meyer, 1998) but, the
wide variety of work that goes on, and the assortment of variables that measure workload, make
any study of workload complex. Requests for numerical data on faculty workload have led to
many studies that measure workload based on instructional activities like credit hours taught and
the total number of courses and students participating in those courses. This data is a starting
point for measuring faculty workload but the unique requirements placed on instructors in each
discipline and different courses within each discipline call for more detailed studies in faculty
workloads. In order to improve student learning in higher education, and for higher education to
be able to adjust to changing demands, what faculty members are spending their time doing, and
how to more effectively measure what they are doing, needs to be determined.
At liberal arts universities, and other non-researched based institutions, the majority of
faculty time should be spent on teaching as indicated by institutional mission. The Carnegie
Foundation (2005) identified more than 250 private not-for-profit institutions that are primarily
residential in nature, with enrollments of less than 2000 full time students. Many of these

2009 HICE Proceedings
Page 1365

institutions have a large number of undergraduate programs and offer limited, or recently started,
graduate programs. In addition, a large number of these institutions are located in the Midwest.
Percentages of time spent by faculty in this category of educational institution should
approximate between 65 and 75 percent instructional activities, 8 to 12 percent in research
activities, and 12 to 18 percent in service activities (Mancing, 1994; Rees & Smith, 1991). The
importance of tying the evaluation of faculty workload to the mission of the university should
not be lost in determining if faculty members are spending enough time working, as well as
working on desirable activities.
Statement of the Problem
While evidence has suggested that university faculty members generally work long hours
(Meyer,1998; Seaburg, 1998) additional research is needed to determine what activities make up
these long hours and how these activities have changed in the past few years. More research is
needed to determine the ways in which economic and technological changes have effected
faculty work and how higher educational institutions are responding as learning organizations.
Moreover, the body of research on faculty workloads has been conducted in larger research
based institutions rather than smaller private universities with instructional based missions.
While recent studies suggest that faculty members are spending more time in all activities
(Milem, Berger, & Dey, 2000), public research based universities accounted for a large portion
of the data. More information is needed on the methods small private universities use to adapt
faculty workloads according to economic and technologic changes.
Purpose of the Study
The purpose of this study was to determine if faculty credit load assignments are an
accurate measurement of faculty work loads. Credit hour assignments have long been used to
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measure faculty work in many types of institutions but little research has been conducted to
determine the accuracy of this method. An additional purpose of the study was to add to the
knowledge base on the determination or calculation of workloads, as well as identify
management techniques of department heads at a private university are reflective of leadership
techniques used in a learning organization.
Research Questions
Within the context of this study, the following research questions were addressed:
1. Are faculty credit hours a valid measure of faculty work as indicated by the
relationship between faculty credit hours and total time engaged in work related
activities?
2. Are faculty credit hours a valid measure of faculty teaching activities as indicated by
the relationship between faculty credit hour loads and the amount of time spent in
teaching related activities?
3. Are faculty credit hours a valid measure of faculty administrative activities as indicated
by the relationship between faculty credit hour loads and the amount of time spent in
administrative service activities?
4. Are faculty credit hours a valid measure of faculty advising activities as indicated by
the relationship between faculty credit hour loads and the amount of time spent in
advising service activities?
5. Are the leadership strategies of department heads, in determining faculty workloads of
the University, consistent with the strategies within a learning organization that
encourage flexibility, experimentation, acquiring knowledge from sources outside the
organization, and the diffusion of knowledge Yukl (2002)?
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6. Are the leadership strategies of department heads, in determining faculty workloads of
the University, consistent with the strategies within a learning organization that allow for
both single and double loop learning as defined by Morgan (1997)?
Population and Sample
The population for this study was composed of 95 faculty members of a private
Midwestern liberal arts university. The 95 faculty members represented the complete number of
full time faculty employed at the institution. The University has an enrollment of nearly 2000
students and offers 80 degree programs. The University has ten academic departments and each
department has a single faculty member that serves as the department head. The number of full
time faculty members in each department ranges from a low of 6 to a high of 12. The university
has very little turnover in faculty with many professors having been with the university for more
than 20 years. The University has been described as an excellent Christian place to work by the
faculty in independent surveys. The University leadership above the department head level has
also been very stable. The faculty members were chosen through stratified random sampling
(Fraenkel & Wallen, 2003) to equally represent each academic department during each of the
four two week periods faculty work logs were completed. Faculty members were selected in this
manner in an effort to represent the ten academic departments, regardless of size, at various
times throughout the semester. In other words, 25 percent of the faculty of each department
participated in the study for each of the four two week segments. The chairs of each of the ten
academic departments were also chosen for interviews in order to determine discipline specific
methods of assigning faculty work.
Data Collection and Instrumentation
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In this study faculty work logs were used to collect data on the number of hours full time
faculty were working as well as faculty credit hour assignment cards to determine the load
assigned to the faculty member by the University. An interview for each department head was
conducted to determine department headship strategies. The three instruments are described in
detail in the next sections.
Faculty Work Log
The data in the study for the first four research questions was obtained through the use of
faculty work logs completed by individual faculty members for a two week period. The log was
an electronic spreadsheet that automatically totaled hours for each type of faculty activity and
supplied a letter code for each type of faculty work. The faculty work log accounted for each
hour for the standard work day and allowed participants to log addition hours outside the
standard work day. The types of faculty activity were summarized on the spreadsheet and
assigned letter codes, these activities were described in greater detail in another attachment to
avoid confusion in how to categorize faculty activities. The log separated faculty work into 15
categories in an effort to better isolate the components of scholarship, instruction, and service.
Individual categories of administrative and academic activities were considered for the study as
well as the total time reported. Faculty members were allowed to leave blanks in the log for nonwork related activities. The work logs were electronically delivered to faculty members and each
faculty member received a code to ensure that any data reported would remain anonymous.
Faculty surveys have often been used in research as a method of gathering data on how faculty
members allocate time for daily activities (Milem et al., 2000; Meyer, 1998; Harter et al., 2004).
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Faculty Credit Hour Assignment Cards
Faculty members were required to fill out faculty credit hour assignment cards. These
cards describe the classes taught and the activities of the faculty member to which credit hours
are assigned. These cards were approved by each academic department head as well as the
academic dean. A credit hour load of 12 is considered full but loads can range from 12 to 15
before overloads are reached.
Interview Protocol
The data for research questions 5 and 6 was obtained using person-to-person interview
techniques (Merriam, 1998). Interviews were conducted in order to gain additional information
on the management techniques of department heads in assigning faculty workloads. According to
H. B. Altman (personal communication, 2006), the differences among departments within the
university promote the concept that department heads were best suited to determine faculty work
loads because of an understanding of the uniqueness of the discipline and the ability to adapt
workloads according to individual skills of department members. Department heads at the
University were asked questions as to the methods that employ to efficiently assign faculty work
within the department and how individual skills and equality of assignments were combined to
improve both efficiency and quality. Department heads were asked questions regarding the used
of management techniques congruent with that of a learning organization as outlined by Yukl
(2002) and Morgan (1997).
Data Analysis
The data collected from the faculty work log and credit hour assignment cards was
analyzed using the statistical package for the Social Sciences (SPSS) version 13.0. Tests were
performed to determine if relationships exist. In addition, qualitative research methods (Merriam,
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1998) were employed to determine the leadership techniques of department heads and to
determine if these techniques were consistent with learning organizations as outlined by Yukl
(2002) and Morgan (1997).
Results
Forty-three faculty members participated in completing faculty work logs for the
assigned two week period. Of the ten academic departments eight of the department heads
participated in the interview process. Of the 43 faculty members who participated in filling out
work logs for the two week period, 35 were returned electronically using email and eight were
delivered via campus mail. The highest weekly total reported was 76 hours while the lowest was
29. Five faculty members returned only one week of the work log and were not included in the
study.
Faculty Credit Hour Assignment Cards
The assignment cards were provided by the academic dean. The lowest credit assignment
was 6 hours and the highest credit assignment was 24 hours.
Interview Protocol
Eight of the ten department heads were interviewed. The interviews took place at various
times throughout the day and each interview was conducted in the office of the department head.
The department heads were willing to be recorded and the interviews lasted slightly less than 30
minutes. Each department head was provided with a copy of the interview questions before the
interview and each had gone over the questions to some extent.
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Data Analysis

Research question 1. Are faculty credit hours a valid measure of faculty work as indicated by the
relationship between faculty credit hours and total time engaged in work related activities?
To address the research question above a Pearson test for correlation (Fraenkel & Wallen,
2003) was performed to determine if the number of assigned faculty credit hours was a predictor
of total time logged by faculty in total work activities. An alpha level of .05 was used to
determine significance.
A Pearson r value of .246 indicated a weak direct relationship between the number of
faculty credit hours (M = 12.76, SD = 2.67) and the total time engaged in work related activities
(M = 47.44, SD = 12.03). While the r value indicated a direct relationship the relationship was
not deemed significant. Furthermore, faculty credit hours accounted for six percent of the
variance in total time logged by faculty (R Squared = .06).
Table 1
Correlation of Faculty Credit Hours and Total Hours Logged by Faculty (N=43)
________________________________________________________________________
Variable

Mean

Std. Deviation

Credit Hours

12.76

2.67

Total Time

47.44

12.03

(r)

Sig. (2-tailed)

.246
.112
________________________________________________________________________
Research question 2. Are faculty credit hours a valid measure of faculty teaching
activities as indicated by the relationship between faculty credit hour loads and the amount of
time spent in teaching related activities?
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To address the research question above a Pearson test for correlation (Fraenkel & Wallen,
2003) was performed to determine if the number of assigned faculty credit hours was a predictor
of time logged by faculty in teaching related activities. An alpha level of .05 was used to
determine significance.

Table 2
Correlation of Faculty Credit Hours and Time in Teaching Related Activities (N=43)
________________________________________________________________________
Variable

Mean

Std. Deviation

Credit Hours

12.76

2.67

Teaching Time

25.52

8.82

(r)

Sig. (2-tailed)

.234
.131
________________________________________________________________________
A Pearson r value of .234 indicated a weak direct relationship between the number of
faculty credit hours (M = 12.76, SD = 2.67) and the total time involved academic activities (M =
25.52, SD = 8.82). While the r value indicated a direct relationship the relationship was not
deemed significant. Furthermore, faculty credit hours accounted for 5.5 percent of the variance in
total time logged by faculty (R Squared = .055).
Research question 3. Are faculty credit hours a valid measure of faculty administrative activities
as indicated by the relationship between faculty credit hour loads and the amount of time spent
in administrative activities?
To address the research question above a Pearson test for correlation (Fraenkel &
Wallen, 2003) was performed to determine if the number of assigned faculty credit hours was a
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predictor of time logged by faculty in administrative activities. An alpha level of .05 was used to
determine significance.
Table 3
Correlation of Faculty Credit Hours and Time in Administrative Activities (N=43)
________________________________________________________________________
Variable

Mean

Std. Deviation

Credit Hours

12.76

2.67

Ad. Time

6.26

7.15

(r)

Sig. (2-tailed)

.173
.266
________________________________________________________________________
A Pearson r value of .173 indicated a weak direct relationship between the number of
faculty credit hours (M = 12.76, SD = 2.67) and the total time in administrative activities (M =
6.26, SD = 7.15). While the r value indicated a direct relationship the relationship was not
deemed significant. Furthermore, faculty credit hours accounted for 3 percent of the variance in
total time logged by faculty (R Squared = .03).
Research question 4. Are faculty credit hours a valid measure of faculty advising activities as
indicated by the relationship between faculty credit hour loads and the amount of time spent in
advising activities?
To address the research question above a Pearson test for correlation (Fraenkel &
Wallen, 2003) was performed to determine if the number of assigned faculty credit hours was a
predictor of time logged by faculty in advising activities. An alpha level of .05 was used to
determine significance.
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Table 4
Correlation of Faculty Credit Hours and Time in Advising Activities (N=43)
________________________________________________________________________
Variable

Mean

Credit Hours

12.76

2.67

1.98

3.01

Advising Time

Std. Deviation

(r)

Sig. (2-tailed)

.082
.599
________________________________________________________________________
A Pearson r value of .082 indicated no relationship between the number of faculty credit
hours (M = 12.76, SD = 2.67) and the total time in advising activities (M = 1.98, SD = 3.01).
Research Question 5. Are the leadership strategies of department heads, in determining faculty
workloads of the University, consistent with the strategies within a learning organization that
encourage flexibility, experimentation, acquiring knowledge from sources outside the
organization, and the diffusion of knowledge Yukl (2002)?
In order to determine if leadership techniques of department heads were consistent with
the strategies within a learning organization that encourage flexibility, experimentation,
acquiring knowledge from sources outside the organization, and the diffusion of knowledge Yukl
(2002) interviews were conducted. Person-to-person interview questions (Merriam, 1998) were
developed with consideration of learning organization characteristics. Responses to these
questions were transcribed and coded (Merriam) to determine if responses indicated a learning
organization as defined by Yukl.
Flexibility
Flexibility in a learning organization refers to the organization’s acceptance of a variety
of methods to accomplish a task. Flexibility allows organizational members to accomplish
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organizational tasks in a variety of ways and not always repeat methods implemented in the past
(Yukl, 2002). During the interview process, the researcher noticed some examples of flexibility
in the techniques used by department heads in two categories. The first category involved
flexibility in the manner credit hours were assigned and the second category involved flexibility
in the delivery of specific courses.
The 12 credit hour load per faculty member seems to lack flexibility but department
heads have flexibility in both the amount of credit that is given for a specific task, as well as
allowing two faculty members to receive at least partial credit for a single class.
Experimentation
Experimentation in a learning organization refers to how an organization allows
members to try new ideas and test methods to increase organizational knowledge (Yukl, 2002).
Department heads at the University allowed for experimentation within their department by
allowing faculty members to try new ideas on faculty credit assignments as well as allowing
experimentation on the delivery of certain courses. Experimentation was demonstrated in some
manner by the leaders of the eight departments that participated in the interviews.
Knowledge from Outside Sources
In a learning organization, knowledge from outside sources refers to knowledge that is brought
into the organization from individuals or groups outside the organization or knowledge that is
acquired from the study of other organizations (Yukl, 2002). Six of the department heads
interviewed mentioned the discussion of faculty work with other department heads in formal and
informal settings.
Interviews of department heads revealed a variety of methods in which knowledge was
brought into the department. Some of this knowledge came from within the University from
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other department heads and the academic dean. Other knowledge came from outside the
University from conversations with colleagues at other universities or during professional
conferences.
Diffusion of Knowledge
Diffusion of knowledge in a learning organization refers to the sharing of relevant
information among all members of an organization as new ideas and innovations are discovered
(Yukl, 2002). Six of the department heads that were interviewed noted the lack of a formal
mechanism of disseminating information.
The traits of a learning organization include flexibility, experimentation, brining in
knowledge and the diffusion of knowledge (Yukl, 2000). The department head interviews
revealed numerous instances of incorporation of flexibility, experimentation, and bringing in
outside knowledge in leadership practices. Flexibility was revealed in discussion of the various
ways department heads divide work and the different methods of assigning credit hours.
Experimentation was revealed in the descriptions given by department heads of circumstances
where faculty members were allowed to try something new or the academic dean allowed the
department head to experiment. Department heads brought knowledge into the organization both
from other university departments and sources outside the University.
The department head interviews did not reveal a large amount of information on the
diffusion of knowledge from on department to another. Many department heads described how
their department was unique and did not share a large amount of information with other
departments. Formal methods of sharing information were notably absent but a few informal
instances were noted. In spite of the limited description of department heads sharing knowledge,
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the overall description of leadership techniques would indicate University departments were
functioning as a learning organization.
Research Question 6. Are the leadership strategies of department heads, in determining faculty
workloads of the University, consistent with the strategies within a learning organization that
allow for both single and double loop learning as defined by Morgan (1997)?
In order to determine if leadership techniques of department heads were consistent with
the strategies within a learning organization that allow for both single and double loop learning
as defined by Morgan (1997) person-to-person interviews were conducted (Merriam, 1998).
Interview questions were developed with consideration of learning organization characteristics.
Responses to these questions were transcribed and coded (Merriam) to determine if responses
indicated a learning organization as defined by Morgan.
Single Loop Learning
Single loop learning refers to the ability to discover and correct mistakes in relation to
current operating standards for an organization (Morgan, 1997). Each department head described
at least one leadership technique that allowed for the promotion of single loop learning. The
department head interviews would indicate that University departments are evaluating programs
to determine if they are meeting established goals, which is an indicator of a learning
organization.
Double loop Learning
Double loop learning refers to an organization’s ability to evaluate current operating
norms to determine if a better system exists to carry out organizational tasks (Morgan,
1997).
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Two indicators of a learning organization are single and double loop learning. Each of the
department heads interviewed described situations in which their leadership allowed for each
type of learning to take place. Department heads at the University displayed leadership
characteristics that would indicate a learning organization.
Implications for Practice
The pursuit of this study was to determine if assigned faculty credit hours are a
reasonable measure of faculty work. In addition, the study attempted to determine if the
leadership techniques of department heads were consistent with leadership strategies of a
learning organization. The study revealed no significant correlation between faculty credit hours
and the time faculty spent at work, in teaching activities, in administrative activities and advising
activities. The study, while not significant, did reveal a weak positive correlation between
assigned credit hours and three of the four activity categories. When this quantitative data is
interwoven with the information revealed in the qualitative portion of the study, useful
information is revealed about the methods department heads use to make the faculty credit hour
system function effectively within the organization.
The variables of assigned faculty credit hours and total time spent in work related
activities, while not statistically significant, were weakly correlated and may suggest that
assigned faculty credit hours could be a measure of faculty work, especially if the formula for
determining faculty credit hours involved other activities that encompass faculty work. Faculty
work is extremely diverse depending on the discipline, therefore, a universal definition that only
considers faculty credit hours is not adequate (Diamond & Adams, 2002; Hinrichsen et al. 2002).
When the specific work activities of teaching, administration, and advising were isolated, the
correlations were weaker in addition to not being considered statistically significant. This further
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indicates that faculty work is too diverse to effectively measure with the single variable of
assigned faculty credit hours. It should also be noted that formulas for calculating faculty work
can become too detailed and the end result may be a lack of flexibility or collaboration as work is
assigned (H. B. Altman, personal communication, February 24, 2006). The information provided
by department heads during the interview process revealed how individual departments are
managing faculty work by functioning as a learning organization and adapting as the
environment changes.
The characteristics of learning organizations outlined by Yukl (2002) of flexibility,
experimentation and bringing in knowledge from outside the organization were clearly present in
the individual departments at the University as indicated by the department heads. The
implication being that each department is functioning as a learning organization as faculty work
in the department is managed. Faculty workloads should be established at the department level as
department heads have the best sense in determining if faculty are overworked (H. B. Altman,
personal communication, February 24, 2006). The lack of dissemination of information between
the departments at the University suggests that each department is indeed functioning as an
individual organization and faculty workload management could be improved with the sharing of
information and management strategies among the departments at the University. This sharing of
knowledge is limited by the uniqueness of each department.
The individual departments at the University demonstrated the ability to acquire
knowledge via both single loop learning and double loop learning which are defined as
characteristics of a learning organization (Morgan, 1997). The data collected from department
head interviews revealed that departments at the University had evaluation mechanisms in place
that allowed for the monitoring of the departments ability to achieve current operating goals as
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well as the evaluation of the effectiveness of these goals in accomplishing the mission of the
department. The wide variance in the descriptions of faculty work within individual departments
can cloud the issue as well and is best dealt with at the department level (Massey & Wilger,
1998). In other words faculty work can appear to be unequal within academic departments as
well as from one academic department to another. The best faculty workload formulas contribute
to an overall sense of fairness in an organization rather than limiting departments in how faculty
work is assigned (H. B. Altman, personal communication, February 24, 2006). The implication
may be that the individual departments at the University are operating as learning organizations
and therefore need to continue to develop new ways of measuring and assigning faculty work
within the department. In other words, it may be difficult to apply a universal method of
assigning faculty work to each academic department at the University unless the universal
method is flexible enough to account for department differences.
The results of the study have implications for similar liberal arts universities in respect to
the overall function of the institution. Universities should have characteristics of learning
organizations in order to adapt to economic and social changes in the environment. Change in
higher education is normally slow to take place but institutions with systems in place to
encourage organizational learning can better adapt to changes in economic, social, and
technologic environments (Birnbaum, 2001).
Limitations, Assumptions, and Design Controls
Each department at the University employs one faculty member as a department head and
the University employs just less than 100 full time faculty members. The university has very
little turnover in faculty with many professors having been with the university for more than 20
years. The University has been described as an excellent Christian place to work by the faculty in
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independent surveys. The University leadership above the department head level has also been
very stable. The unique characteristics of the leadership at the University make it an excellent
place to conduct a case study.
The results from the study illustrated the complexity of faculty work and the difficulty in
measuring that work at a specific University. The Carnegie Foundation (2005) classifies more
than 250 institutions as being similar to the University in the study so knowledge revealed by the
study could have application to other similar institutions. While the institution where the study
was conducted was similar to many others, the generalizability of the findings is limited. The
study did shed light on how the University department heads implemented leadership techniques
that encouraged organizational learning which could be applied in other higher educational
settings. The study was also limited by the number of faculty participating. Nearly half of the
possible 92 participants were involved in the work log aspects of the study and eighty percent of
the department heads were interviewed in the study so a quality representation of the University
was likely obtained both in the amount of work reported using the work log and leadership
techniques discussed during the interview process.
Recommendations for Further Research
While the study revealed no significant correlations it was not likely due to the number of
participants in the study or the fact that the study was carried out at a single institution. Several
studies have used the self report or work log method to gather data on how faculty members are
spending time during the work day (Glazer & Henry, 1994; Hinrichsen et al. 2000; Harter,
Becker, & Watts, 2004). Additional studies where individual faculty members make use of
faculty work logs various days throughout the semester rather than a two week period could
reveal more of an average work day for the faculty member. Preskill and Torres (1999) offer that
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one of the best methods for organizations to learn is through reflection and dialogue on ways to
improve for the future. Completing work logs is an effective way of stimulating discussion on
faculty work without starting a discussion of how faculty members are overworked. Additional
faculty work studies could assist in the development of a more comprehensive definition of
faculty work (Diamond & Adams, 2002).
One of the aspects of faculty work that is not included in the completion of faculty work
logs is faculty productivity. The number of hours logged by faculty members is not necessarily
an indication of the amount of work that is accomplished. Additional research on the
productivity of faculty could be beneficial (Kezar, 1999) especially if the number of hours
worked could be related to graduates of a program or student success rather than research
productivity.
The study did reveal how the academic departments at the University were functioning as
a learning organization. Similar studies at other universities might be useful to determine if
individual departments were functioning in a similar manner or if the leadership at the University
as a whole was consistent with that of a learning organization. Yukl (2002) described the need
for competitive organizations to have mechanisms in place that allow for organizational learning.
Some smaller private institutions have recently flourished because of the adaptability of the
education programs they offer and the ability to change these programs in a timely manner. Any
study that could assist higher education in adapting faculty work to changing economic and
technologic conditions could be beneficial (Yuker, 1984). One area of faculty work in need of
study is online and distance education and the work involved in the instruction of these courses
(AAUP, 2000).
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The University involved in the study was a small, private institution in the Midwest.
Additional information could be revealed if the study were conducted at other universities of
different sizes with different characteristics or public institutions rather than private. In addition,
academic disciplines have characteristics that are unique. Rather than focusing on all of the
departments at a single institution research carried out in similar departments at different
universities could reveal additional, useful information. Diamond and Adam (2000) described
the uniqueness of each academic discipline and therefore the non uniform types of work that
occur in a single institution. In other words, the management of faculty work may be unique for
each academic discipline rather than unique for each institution.
A final recommendation for further research would involve the system the University
uses to regulate faculty work assignments. Many universities no longer classify faculty work
according to the number of classes taught but rather consider a variety of faculty activities the
encompass faculty work. Several universities use complex work load formulas (H. B. Altman,
personal communication, February 24, 2006) and useful information could be generated from
studies of the effectiveness of these formulas.
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Introduction
I dream in colour, I think in movie-like images, and I clearly see objects of imagination within
my mind’s eye; however, for much of my life, bringing that image forth onto the page was a
repeat encounter with frustration. I had very little instruction in drawing, and I remember intense
moments when the marks on the paper before me looked nothing like what I imagined. Visually,
I had a great deal to say, but no medium within which to express it. I was artistically tongue tied.

As someone who believes in integrating the arts into the core subjects, I’ve pondered what needs
to be taught in order for students to competently express their thinking through an art form. I’ve
considered what is required to become proficient communicators in the arts. Is it enough to
encourage imagination and creative expression or do skills and technique need to be taught
explicitly? I can tell you from my own experience, that all the imagination in the world did little
to help me bring creative ideas forward on the page. Without basic skills in drawing, the images
in my mind remained in my mind; un-expressed, un-refined, and as good as un-thought without a
medium through which they could be brought forth (Eisner, 2002). In my case, that medium was
not in place. The only means I had by which I could express ideas was written and spoken word,
but that language was not sufficient to represent my visual cognition. I needed to learn the
language of drawing.

What is interesting to me is that, just like most people in this society, I was given drawing tools
such as crayons, markers, etc. from a very early age. Like most, my elementary school years
were equally filled with opportunities to draw; and yet, like most, I did not consider myself a
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proficient drawer. Put plainly, it simply wasn’t enough to have the chance to draw. I needed
more.

Fortunately, my training and experience as an Arts Educator has enabled me to acquire many
skills necessary to represent my thinking through drawing. I have taken classes, read numerous
books and refined skills with all sorts of media. Refinement is the key here, because beyond
having technique and principles explained, it took time and practice doing the same exercise over
and over until the object finally started to look like what I envisioned. It has taken years, but that
system of representation is finally taking place. Now, I often consider problems in a visual way
and sketch possible solutions into my notebook without labels or written explanations. In short, I
think in drawing and drawing captures my thoughts.

Such fluency in the arts is necessary if we intend students to use them in representing their own
thinking in an arts integrated classroom. Likewise, such fluency is necessary if we intend them to
be able to understand the representations of their classmates. This notion of using the arts for
communicating and understanding leads to an analogy between the arts and language and has
direct pedagogical implications (Donmoyer, 1995). If the case can be made for using each of the
arts as a language, then it is only rational to teach them from the perspective of language
acquisition.

For this reason, I propose that schools with an arts integrated philosophy teach the arts using the
same general outcomes of a Language Arts program including explicit lessons in the artistic
complements of language such as vocabulary, grammar, syntax, etc. Further, since arts
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integration infuses the arts into other subjects rather than teaching them in isolation, I propose
that arts instruction be incorporated into the lesson through the principles of second language
learning. Based on this stance, I propose that teachers of arts integration should consider teaching
the Arts as a Second Language (ASL).

Arts Integration
For the purposes of this paper, there is some terminological clarification required. First, the term
“arts” is being used to refer to the four artistic disciplines: art, dance, drama, and music. It is
considered here as interchangeable with each of these arts, as well as with combinations of them
such as musical theatre or performance art. Although literature is also considered an art form, it
is covered extensively through Language Arts programs and thus is excluded here.

Second, the term “arts integration” has been broadly interpreted, ranging from a single art
activity as part of a lesson to school-wide, interdisciplinary projects of inquiry. It is being used
here in reference to the intentional, regular use of the arts as a tool for learning and representing
knowledge within the core subjects, such as performing monologues in Social Studies or dancing
patterns in Math. Rabkin & Redmond define arts integration as an “approach of arts and
academics being taught together, with each reinforcing the other” (2004, p. 18). Eisner echoes
this duality by defining this form of education as, “the arts curriculum as being integrated into
other arts and other non-arts curricula… sometimes described as ‘integrated arts’… often used to
enhance the student’s educational experience” (Eisner, 2002, p. 39). Both definitions are in line
with the concept of arts integration as it is presented in this paper, whereby it is recommended
that the arts and core subjects be taught in unison with specific learning outcomes in both.
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The Arts as Languages
At this point it should be clear that I believe art, drama, dance and music can be used to teach the
core subject areas, not as token activities on the side, but as the primary platform upon which
students build and express understanding. I have suggested that the arts are each a language that
can be taught using principles of second language acquisition through an ASL program.

It is important to clearly state that I make no claim to deriving the analogy between art and
language (Kissick, 1993; Donmoyer, 1995; Daniel, 1998; Eisner, 1987). It is a prevalent image
in the arts education literature, from Eisner’s reference of work in the arts as having a
“conversational quality,” (Eisner, 2002, p. 78) to Feldman’s notion of “reading” contemporary
art (Feldman, 1993). I also acknowledge that it is nothing new to say that there must be learning
in and about the arts before there can be learning through the arts. What this paper contributes is
the proposal that the arts can and should be taught as a language if we truly want students to
acquire thinking, speaking and expressive fluency in artistic forms, and that the best model for
such language acquisition in an arts integrated setting is that of second language learning.

Following are some definitions for “language” as found in the Random House Unabridged
Dictionary (2006):
1. a body of words and the systems for their use common to a people who are of the same
community,
2. communication by voice in the distinctively human manner, using arbitrary sounds in
conventional ways with conventional meanings,
3. the system of linguistic signs or symbols considered in the abstract,
4. any set or system of such symbols as used in a more or less uniform fashion by a number
of people, who are thus enabled to communicate intelligibly with one another,
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5. any system of formalized symbols, signs, sounds, gestures, or the like used or conceived
as a means of communicating thought, emotion, etc.
6. communication of meaning in any way; medium that is expressive, significant, etc.

It does not take an imaginative leap to see a relationship between language and the arts. Thus, if
the arts are taught as languages, then any curriculum for the acquisition of these languages
should provide learners with the opportunities to do the following: acquire an artistic vocabulary
in each artistic discipline and the system for its use; expose students to the conventional ways
and means of each discipline and their meanings; develop a repertoire of symbolic representation
and regularly use that system to communicate with one another.

The capacity for communication through the arts is summarized well by Elliot Eisner (2002, p.
8). He refers to the arts as forms of representation that are, “fundamental modes of
communication and have been since humans inscribed images on walls of the caves of Lascaux
some seventeen thousand years ago. . . . Forms of representation are means through which the
contents of consciousness are made public.” Throughout his writing, Eisner uses linguistic
allusion to discuss art. “The artist can comment on or celebrate a slice of the world…. Helping
students understand that artists have something to say – and that they themselves have as well –
is a fundamental aspect of learning in the arts.” (Eisner, 2002, p. 51, emphasis added).

Having something to say and being able to say it is two, separate things. To return to my own
experience with drawing, I was never able to render on the page what I saw in my mind. Often
this led to compromise and sacrifice where I would do what I could and change my meaning to
suit my capabilities. For example, for a time I drew the same hairdo on every girl: two thin
rectangles on each side of her head, criss-crossed into braids. It did not matter if I wanted to
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illustrate a story about a girl with pony tails, because I did not know how to draw them. Instead,
I would make the story about a girl with braids.

Imagine the miscommunication that occurs in a classroom where drawing is used as a form of
representation, but little drawing instruction has been given. One can’t help but wonder how
many times a students’ representation of his knowledge is more based on what he was able to
draw and less on what he actually thought. It is common to hear arts educators say that in order
to learn through the arts, it is imperative too learn in and about the arts. (Burton, 1999). I take
this one step further and claim that in order to show thinking through the arts, it is not only
imperative to learn in and about the artistic languages but also to converse in them regularly.

Being Understood
“What is needed in any of the arts is not only a conception of artistic possibility, but a
performance repertoire that enables those possibilities to be actualized within a material.”
(Eisner, 2002, p. 114)
Being understood in the arts means learning ways to acquire understanding in the requirements
of language as previously defined:
1. a body of words and the systems for their use common to a people who are of the same
community,
2. communication … using … conventional ways with conventional meanings,
3. the system of …signs or symbols considered in the abstract,
“Art communicates feelings, stories and ideas. The elements of art and principles of design are
like the words and sentences of the language of art. They are the tools artists use to
communicate.” (Daniel et al., p. 152). Learning in the arts provides the vocabulary for students
with which to express themselves with. For example, in visual art, as they learn the expressive
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qualities of different lines, they are better able to be specific in their expression. Plus, expanding
a visual vocabulary opens up the possibility that there are many different ways to represent
things. “It is the availability of shared code that allows images, words and other forms of
expression to become intelligible” (Kissick, 1993, p.23). Learning “the code” is important if you
want to be understood and understand others. This requires technical skills with a variety of
media.
“As Dewey once commented, ideas need to be compressed if they are to be
expressed. The artist distills the idea within the constraints and affordances of a
material and in the process converts that material into a medium, a vehicle that
mediates which the individual wishes to say. The use of technical skills is a way
to treat a material so that the form created has an effect. No technical skills, no
treatment. No treatment, no effect.” (Eisner, 2002, p. 99, emphasis original).
Technical skills are the vehicle for communication; but you would never just put a kid behind the
wheel alone without driving lessons and guided practice. Arts integration without opportunities
to build competency is like giving a child keys to a car and saying “have fun.”

Still, time is a precious commodity in the classroom. With mandated minutes of instruction
already eating up the clock, teachers might wonder how they can ever adequately cover all of the
elements and principle of each of the arts within an arts integrated setting. Add to that, lessons in
art history, genre, style, media, etc. and the task of educating the artistic languages is downright
daunting. But this is missing the point. When you teach someone to drive, you don’t have them
try every car on the market. Once you understand the fundamentals of driving one car, that
knowledge can be applied to others. I suggest that it is more important that students understand
the common framework beneath the artistic languages: that each art form has elements and
principles and once you have a firm understanding of them, the ways of manipulating them can
be endless. As such, exposing students to each and every brush stroke or dance move is not the
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objective of an ASL program. Instead, it is to establish a common vocabulary and a system for
its use with the understanding that different but related structures exist within various artistic
communities.

Understanding Others
“Conventional signs are socially agreed-upon symbols that refer to ideas, objects, or events and
the like . . . . One of the outcomes of arts education is the development of students’ ability to
understand art as a cultural artifact” (Eisner, 2000, p. 18 & 89).

Understanding others in the arts means learning ways to acquire understanding in the
requirements of language as previously defined:
4. any set or system of such symbols as used in a more or less uniform fashion by a number
of people, who are thus enabled to communicate intelligibly with one another,
5. any system of formalized symbols, signs, sounds, gestures, or the like used or conceived
as a means of communicating thought, emotion, etc.

These definitions set the speaker within a community that speaks a specific form of the same
language. Therefore, learning the vocabulary and grammar of the artistic languages (elements,
principles, media, technique, etc.) is only half of what is required to communicate in them. The
other half is in understanding the system of symbols used amongst the speakers (Beardsley in
Alperson, 1992). In spoken English, for example, sarcasm or slang can only be understood by
individuals who understand that the broken grammatical rules are intentional and present
alternate meanings that are not literally translatable. The same understanding can be found in
jazz, where listeners understand the improvisational nature and appreciate the random variations
that might be misunderstood by someone expecting a classical form of music.
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The ripe opportunity for communicating symbolically in the arts should be a driving reason for
teachers to teach them as a language because once you master symbolism in one form, you are
able to transfer that knowledge into other forms. “Concepts and the meanings they acquire can be
represented in any material or symbolic system that can be used as a proxy for it. Our capacity to
envision is transformed by the effort to represent what we have experienced. Representation can
be pursued in any material or form that can be crafted; thus, the same theme can be danced,
painted, or described literally or poetically. In a metaphorical sense, becoming multiliterate
means being able to inscribe or decode meaning in different forms of representation” (Eisner,
2002, p. 21-22).

Finally, each art form has its own formalized system for communication. Knowing this system is
not going to damage the creative spirit any more than learning the ABC’s limits people’s ability
to express themselves through words. Musical notation gives you the ability to record sound
patterns and share them with others, dance notation enables choreographers to record and
remember movement decisions, scripts enable dramatists to set down theatrical elements into a
common sequence, and so on. Knowing the system does not confine you to the system. It opens
the lines of communication between you and those who are literate in that language system.
Some of the most innovative artists (Van Gogh, Cassatt, Picasso, etc.) learned the system first
before breaking off into their own, unique style. In order to intentionally break the rules, you
need to know what you are breaking.
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Hence, learning about the arts (art history, styles, conventions, notation, etc) develops literacy in
the arts which can then be used to learn through the arts. If you are going to integrate the arts
into other subject areas and really use them as an alternative to spoken or written language, then
it is essential to provide the structural framework of the alternate language for three very
important reasons: 1) so students have a sufficient repertoire of signs, symbols and conventions
to draw from; 2) so students can be understood and understand what is being represented by their
classmates; 3) so students can begin to think within the art forms themselves and start to use their
artistic languages as naturally as their first language. This final reason is the primary stimulus for
this paper, as it is something that cannot be achieved unless the arts are spoken regularly in the
classroom.

It takes time to develop a vocabulary and grammatical understanding in any language, and to be
conversational is an even greater challenge. Learning a second language requires regular and
frequent practice with that language in a meaningful context (Alberta Learning, 2000; Alberta
Education, 2007). Teaching a language requires a rigorous program that is broken into
manageable outcomes that build one upon the other over time (Crowhurst, 1994; Alberta
Learning, 2000). In other words, language acquisition is constructive. Having a common
knowledge base is essential in order for students to build upon it and demonstrate newly acquired
grade level expectations by the end of the year.

Language Arts and Second Language Acquisition
Explaining the acquisition of the arts as analogous to the acquisition of language comes with
assumptions in the learning theories of cognitive psychology and constructivism. (Piaget &
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Bruner in Steiner, 1974) It falls in line with Piaget’s structural theory based on the idea of
development of mental knowledge structures called schema. Cognitive theory holds that schema
can be combined, extended or altered to accommodate new information (Taylor and Fisk, 1984).
This notion of the cumulative construction of knowledge is a significant concept in the
constructivist approach famously associated with educational theorists John Dewey and Jarome
Bruner (Brooks, 1990).

Incorporating an ASL program into an arts integration program also bears some of the
assumptions of Discipline-Based Arts Education (DBAE) by taking the position that the arts
require adequate instruction time in the arts. Elliot Eisner (1987) argues for the arts to be
considered a part of curriculum that is as valued as the other basics. “When our children are
unable to “read” the languages of art, or music, or mathematics, or written prose, the content
these forms possess and the experience they provide cannot be known. It is in this sense that the
curriculum of the school is aimed – or not aimed – at the development of multiple forms of
literacy. . . . The arts represent a form of thinking and a way of knowing. Their presence in our
schools program is as basic as anything could be.” If the arts are a language that is used to
understand and acquire knowledge in an arts integrated setting, it is only logical to teach them
with a curriculum that incrementally constructs knowledge and skills in the same constructive
tradition of the other language programs and academic subjects.

In the absence of grade level expectations in the arts, teachers are on their own to pick and
choose art forms that they teach in isolation from previous experience. Student level is based on
personal encounters and there is no common ground from which they all engage.
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Correspondingly, there is no common ground to which they move to, and when students move
on to a new teacher, they are robbed of the opportunity to construct new knowledge based on
previous artistic language structures. As such, students can be trapped in a cycle of entry level
lessons with limited opportunity to develop deeper structures within the artistic language.
Complex and subtle skills are seldom acquired in single settings. They require time,
repetition, exploration, and continuity of effort and practice. The goals of discipline-based
art education are not likely to be realized by skipping about from material to material, task
to task. . . . The episodic, the discrete and the isolated event that . . . does not grow more
sophisticated over time is not likely to bring students into close contact with art. Curricular
structures that provide continuity are best able to ensure significant learning in art (Eisner,
1987, p.14 + 21).

Sequential learning and continuity in the arts is supported by Greer in his proposal that
discipline-based art education should be taught, “according to a formal continuous curriculum
just like other academic subjects.” (in Brewer, 1995). He echoes Eisner and the discipline-based
arts educators by including aesthetics along with studio art, art history and art criticism.
“Activities and skills presented in sequence produce an evolution from a naïve (untutored) level
of maturation and tasks ordered from simple to complex.” (Greer, 1984).

Underpinning the philosophy of discipline-based arts education is the belief that the arts take
time, practice, and numerous sequential lessons in order for learners to become technically
proficient in them. “Related to the use of language . . . is the presence of another kind of
language, a technical language, that provides an indication of the depth of the students’
understanding of the work. To talk about ‘dry point,’ ‘underpainting,’ ‘chiaroscuro,’ ‘picture
plane,’ or ‘negative space,’ is to reveal, when used appropriately, a grasp of features both
technical and formal that the less well informed might not notice. Such cues give us some insight
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into the range of what students have learned. . . . The technical language related to the arts would
become a shared mode of discourse.” (Eisner, 2002, p. 92 + 95)

It is this technical language that I submit can be taught through a program designed to teach the
arts in the same way we teach language acquisition. In fact, if you look at the general learner
outcomes from the Alberta Program of Studies for English Language Arts (2000), you will see
that they are exactly what we use the arts to accomplish in arts integration:
Students will listen, speak, read, write, view and represent to:
explore thoughts, ideas, feelings and experiences
comprehend and respond personally and critically to oral, print and other media texts
manage ideas and information
enhance the clarity and artistry of communication
respect, support and collaborate with others

In the case of an ASL program, speaking, writing and representing are analogous to using the art
forms to be understood; and listening, reading and viewing are analogous to using the art forms
to understand others. The important piece here, is to provide ample exposure and opportunity for
students to develop in the general student outcomes of language learning as outlined above,
except instead of through the language arts, it is through the artistic languages: art, dance, drama,
and music.

The core subjects can provide the context within which students can use the arts to explore,
respond, manage information, enhance artistry and collaborate with others. It is this
interdisciplinary criteria, the use of one subject to develop in another, and the necessity of the
languages to be learned and practiced within a meaningful context, that is the reason I divert
from the DBAE philosophy of teaching the arts and align with what Thompson (1995) refers to
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as discipline based interdisciplinary arts education. Instead of teaching the arts as separate and
distinct disciplines, activities in art history, art criticism, aesthetics, and studio art teach the arts
as part of a holistic program that embeds artistic language outcomes within a learning context in
the same way second language learning is acquired.

ESL Principles & ASL Program Recommendations
An overview provided in the Alberta ESL Guide to Implementation, K-9 (2007) identifies the
similarities and differences between first language and second language learning principles.

First Language Learning Principles
• Learning and language growth are interwoven.
• Meaning is central to language learning.
• Language learning builds on what learners
already know about and can do with language.
• Language is learned from demonstrations of
language in use.
• Language learning is enhanced through
interaction.
• Language is learned in supportive
environments.
• In and of itself, language can be a source of
satisfaction and delight

Second Language Learning Principles
• Language and concepts are developed
together.
• Focus is on meaning versus form.
• Second language learning builds on previous knowledge
and experience.
• Students learn more effectively when they use
language for a purpose.
• Language is learned through social interaction.
• A supportive environment is key to learning a
second language.
• A supportive environment is key to learning a
second language.
• In and of itself, language can be a source of
satisfaction and delight.
• Language must be adjusted so students can
understand what is being communicated.
• Language skills develop gradually.

The differences between the first and second language learning principles are subtle, but it is the
distinctions between the two - and the striking similarity between the principles of second
language learning and an arts integrated philosophy - that justifies an ASL approach (Rabkin &
Redmond, 2004). Based on this, I synthesize these principles of second language learning with
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pedagogical recommendations that are critical if an ASL program is to meet its outcomes of
developing fluency in the artistic languages.

If the second language and concepts are developed together, then we should embed lessons on
the artistic languages as part of arts integration.
Using an ASL approach to arts integration makes it possible for the artistic languages and
concepts to be developed together. “Language is best learned in a functional, experiential
context, not in isolation as an end in itself. Second language learning, like first language
learning, takes place within and across subject areas, as students use language to think and
learn.” (Alberta Education, 2007) Knowing that the artistic languages can be developed at the
same time as non-arts concepts makes it important to embed lessons in or about the arts in order
to deepen students’ communicative competence in them. At the same time, it also helps students
develop in their art. “It is imperative that art[s] educators maintain the integrity of art instruction
used in interdisciplinary approaches. Quality art must not be compromised in effort to be part of
the interdisciplinary movement.” (Thompson, 1995). Embedding arts language learning into core
subject lessons where learning through the arts is used supports development in both the core
subject outcomes and artistic literacy simultaneously.

If the focus in second language learning is on meaning versus form, then the focus should be on
process over product when learning the artistic languages as part of arts integration.
In a typical arts integrated environment, the focus is generally more on the thought processes
involved and less on the artistic product. Students use different art forms to experience the
learning context and take perspectives that can only be offered through role-play, creative
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movement, composition, etc. Therefore, arts integration offers the perfect breeding ground for
acquiring the arts as a second language in the same way a focus on meaning fosters acquisition in
ESL.

If second language learning builds on previous knowledge and experience, then schools that use
arts integration should implement sequential, continuous curricula in the arts.
Just as first language learning is based on what learners already know (Crowhurst, 1994; Alberta
Learning, 2000), second language learning builds on previous knowledge and experience.
(Alberta Education, 2007). Knowing this and incorporating it into an ASL program is key if
students are going to become fluent in each of the art forms. Thus, an arts integrated program
that promotes fluency in the arts should have an over-arching, sequential curriculum K-9, with
grade level expectations and continuity from grade to grade that guides teachers in their
planning. For example, knowing that students are already very comfortable with role-play
enables a third grade teacher to jump right into role at the beginning of the year without concern
that she will freak anyone out. She can then use their pre-established role-pay repertoire to
develop deeper and richer dramatic literacy. It is this developmental, constructive aspect of
language learning that makes sequential curriculum essential in any ASL program.

If students learn second languages more effectively when they use language for a purpose, then
the arts should be used regularly within a meaningful context.
Learning in and about the arts are important aspects of an ASL program, but it is through regular
practice and use of the skills, concepts, conventions etc. that students will develop the artistic
languages while also learning more effectively in the content area. Regular use also entails repeat
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use of the same art forms in order for proficiency to be acquired. In the same way that we
continue to use and develop forms of written language, such as poetry, story, etc., art forms such
as water color, wire sculpture, etc., should be repeatedly employed in order for students to get
beyond a novice level and really begin to think within the art form itself.

If a supportive environment is key to second language learning, then teachers must provide a
safe environment for artistic expression that includes preparation and respect.
“A structured, cooperative group learning environment, characterized by groups working
together with mutual trust and respect, encourages second language students to take risks,
explore and experiment…” (Alberta Education, 2007) There is no better way to say it: a
supportive environment is key to learning through the arts. Providing such an environment
includes making sure that learners are adequately prepared to use the arts for representation, and
that respect has been established within the classroom prior to any performance or assessment of
artistic expression. Ample ice-breaking in drama, trust-building before visual response, skillbuilding before presentation, etc. are all essential for a safe, supportive context conducive to
learning artistic languages. “We cannot expect our students to really create if we do not give
them the time, skills, nurturing, and conditions to do so” (Wright, 1990). There is a great
responsibility in an ASL program to remember that there is vulnerability in expressing and
representing ideas.

If language can be a source of satisfaction and delight, then teachers should include aesthetics
education as part of the ASL experience.
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This second language learning principle calls for the inclusion of what Eisner believes is what
makes the arts unique in education (2004). Learning in and expressing through the artistic
languages can be a source of sheer bliss and pure engagement. Providing opportunities for
students to play with media, experiment with elements and principles, and just muck around with
art supplies can be a joyful experience. Creating for the sake of creativity and using art for art’s
sake fosters an aesthetic attitude through which we view the world. (Stolnitz, in Alperson, 1992)
Thus, providing time for students to explore the arts can lead to more meaningful exploration by
fostering, “special sensitivities that develop when we permit ourselves to become aware of the
mystery or the problematic in art…” (Greene, 1994). An ASL program sees the value in
providing opportunity for playing, experimenting with and delighting in the language itself.

If language must be adjusted so students can understand what is being communicated, then the
artistic languages should be adjusted by adopting grade level standards.
Just as you would never ask an ESL learner to compose her own version of a Shakespearean
sonnet on her first day of school, an ASL student should not be asked to paint an Impressionist
painting and seriously be expected to do so without lessons in that style. When students feel they
cannot meet the unattainable expectations of an impossible art project, they disengage from the
learning process and even lose interest in the art form (Eisner, 2004). The arts need to be
adjusted into learnable concepts. Skills such as drawing can be broken down into manageable
lessons that engage students in learning and boost self-confidence (Edwards, 1999).

The idea of standards in the arts is controversial and it must be specified here that the purpose of
adopting grade level standards in an ASL program is not for assessment or comparison between
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schools or programs. Rather, it is to provide a common knowledge base across grade levels to
ensure that everyone is provided the same artistic opportunities while providing a path for taking
knowledge to new levels.

If language skills develop gradually over time, then teachers should expect artistic language
skills to develop gradually over time and must provide that time in order for them to do so.
Like a second language learner’s disadvantage of learning a different language prior to entering
the school system, many students are starting at square one when it comes to their artistic
literacy. Teachers do not teach an ESL learner one word and never return to using it. Likewise,
ASL teachers should provide repeat opportunities for students to use what they have learned in
the arts. As mentioned before, arts integration is the perfect forum for practicing the artistic
languages. With time built into the process, students are able to practice in the arts while
expanding their repertoire to think through them.

Time is also necessary for revision and what Eisner refers to as editing. “Editing is the presses of
working on inscriptions so they achieve the quality, the precision and the power their creator
desires. . . . Editing is paying attention to relationships and attending to details; it is a process of
making the work, work. Unless one is a genius, editing is a crucial aspect of the creative
process, a way of removing the rough edges from one’s work.” (Eisner, 2002, p. 6). Because it
takes time to make art, it takes time to think through art and without adequate time, artistic
integrity and quality of thinking are both compromised.
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Summary of ASL Program Recommendations
Thus, the principles of a second language learner become the principles of an ASL program
which have inspired the recommendations for teachers to:

•

embed lessons in the artistic languages

•

focus on process over product

•

implement sequential, continuous curricula

•

use the arts regularly in context

•

provide a safe environment

•

include aesthetics education

•

adopt grade level standards

•

and provide adequate time

It is through the combination of each of these recommendations that the artistic languages can be
acquired in an arts integrated setting.

Considerations and Applications of an ASL Program
“What we see in the features of children’s artwork over time are the fruits of learning. Such
learning is promoted by teachers and others as they provide children with opportunities to
experience the world qualitatively, as they provide materials with which they can work, as they
offer guidance, examples, prompts, and assistance in ways that foster learning…” (Eisner, 2002,
p. 111)
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Qualified Specialists and Professional Artists
If the arts are to be taught as languages, proficient speakers of those languages are required. It is
also suggested that teachers of ASL programs have a solid foundation in the following:
1) understanding of literacy and language acquisition,
2) knowledge of the elements and principles of each of the art forms,
3) knowledge of the sequential arts curricular outcomes
This need not panic the teacher with limited artistic experience, nor should it freak out a
specialist who is more than competent in one discipline but inexperienced in the others. There
are many solutions to this problem that have been refined by schools using arts integration with
the very same issues. The following are three that have found success:

1) Arts Education Specialists: The number one, best way to implement an ASL program is to
have the program run and supported by professional arts educators who have acquired their
degrees in teaching with a focus on each of the arts. This requires post-secondary institutions to
offer courses in and about educational music, drama, dance, and art. As a graduate of the Arts
Education Program in Regina, Saskatchewan I am biased in this regard having received just such
an education. However, I am so biased because I have experienced the benefits of a balanced
portfolio that helps me to think in, about and through the art forms. Imagine the strength of an
arts integration program where resident arts educators oversee the sequential acquisition of the
artistic languages while students readily engage in the core subject areas.

“If arts integration is to become commonly available, classroom and art and music teachers will
need to be introduced to its practice and pedagogy in pre-service. . . . Ultimately, courses in the
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arts and in arts integration pedagogy should be required of all certified teachers.” (Rabkin &
Redmond, 2004).

2) Interdisciplinary Team of Arts Specialists: Another option for an arts integrated school is to
hire discipline specialists (art, dance, drama and music) that work together as an interdisciplinary
planning team. With an ASL program as their guide, the specialists can teach to their strengths
while ensuring competent learning in each of the artistic languages is provided. Such a team will
also establish a culture of collaboration within the school. According to Rabkin and Redmond
(2004), “Collaboration, curriculum development, and interdisciplinary work are not normative
behaviors in most public schools.” Supporting an ASL program with an interdisciplinary team of
specialists does just exactly that.

3) Professional Artists in the Classroom: The third solution is common in regions where arts
programs have been cut and specialists are not available, though I suggest it is an excellent form
of professional development for even the most skilled arts teacher. It is the use of professional
artists in the classroom, and the benefits of such collaborations are endless. Not only are
connections made between school and community, but the arts are validated as viable
professions. In addition, teaching artists can provide experience-based instruction by exemplars
in the field.

For schools who work with professional artists, teaching with an ASL program takes the guess
work and ambiguity out of the partnership, because the teacher can clearly identify the artistic
outcomes of interest in a language the artist can understand. This can seriously reduce the gap
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between the teacher’s artistic knowledge and the artist’s teaching knowledge (Rabkin &
Redmond, 2004). Programs such as Calgary Arts Partners in Education Society (Calgary, Ab)and
Chicago Arts Partnership in Education (Chicago, Il) provide funding for such collaborations and
pre-screen artists for security, references and credentials.

Professional artists in the classroom are one solution to making sure the necessary content
knowledge is accessible to students in an ASL program. However, Rabkin and Redmond (2004)
caution that “No teaching artist can replace the role of art and music specialists in a school. . . .
[full-time] specialists can play teaching, leadership, planning, and coordinating roles that visiting
artists simply cannot. They knit together fragmented classroom practices and curriculum into a
coherent whole school program. They often organize projects in multiple classrooms that
become the leading edge of arts integration in their schools.” It is for this reason that using
professional artists in the classroom is the third suggestion, as it is the least optimal choice if an
ASL program is going to be successfully implemented. There is great strength that can be
brought in by professional artists, but without arts educators on staff, there is the risk of
jeopardizing the sequential, continuous learning within the artistic languages.

The School Program Plan
Implementing an ASL program that includes the second language principles and
recommendations listed here requires a rigorous school program plan. Components of learning in
and about the arts need to be determined with levels set for each grade level. When creating a
program plan, it is not necessary to start from scratch. There are numerous discipline-based
curricula to select from that have been developed by competent arts education specialists and
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tested over time. Considering curricular models of provinces such as Saskatchewan where arts
education has been mandatory at the elementary level since the eighties can help in the adoption
of appropriate grade level expectations in each of the arts. These outcomes can then be
embedded into the arts integrated curriculum through a backward design.

Even if your program follows a generative curriculum, ASL outcomes can be used to select the
forms of language through which the theme, issue or big question will be explored. In the same
way that a Language Arts program is not encumbered by English, an ASL program is not bogged
down by an inflexible regiment of artistic outcomes. The outcomes act simply as a guide for the
teacher to incorporate grade level standards that support a sequential program.

ASL Assessment
It be negligent to propose a program for arts education without addressing the issue of
assessment. However, this in itself could be the topic of its own, lengthy paper. As such, for the
purpose of this paper, it is suffice to say that serious, rigorous investigation need be done on the
research and literature in arts and language assessment in order to have meaningful assessment
within an ASL program. Naturally, this investigation should include assessment consideration of
learning in, about and through the arts, as well as second language acquisition.

Summary
Within this paper I have presented a case for teaching the arts as a second language and provided
principles and recommendations for an ASL program. Based on the general outcomes of a
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Arts as a Second Language

26

program in Language Arts, I have shown parallels between uses of language and uses of the arts
in an integrated setting. I have provided support for the position that language acquisition is most
successful when the language is used in a meaningful context as well as support for the
proposition that if the arts are indeed languages, they need to be taught in the same constructive,
sequential ways used in language learning programs.

These observations are the foundation for the claim that embedding lessons in and about the arts
will better promote communicative competency in the artistic languages where the arts are
already being used to explore content in meaningful ways. Such a position aligns with learning
principles of second language learning which are then used to present recommendations for an
ASL program that suggest qualified arts educators: embed lessons in the artistic languages, focus
on process over product, implement sequential curricula, use the arts regularly in context,
provide a safe environment, include aesthetics education, adopt grade level standards, and
provide adequate time for the artistic languages to be acquired. In short, I propose that teachers
of arts integration can strengthen and develop their students’ artistic literacy by teaching the Arts
as a Second Language (ASL).
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algebra. The subjects of part one, including 170 students, was required to finish two
algebraic tasks. After data analysis of the first part, some new research conjectures
were proposed and the original instrument was modified into three tasks to be the
instrument of part two and solved by 120 subjects. The results were: there were 50%
of students could do one step reasoning of number pattern and 55-67% of students
could cite the given proposition correctly as warrant to do one step reasoning.
Students’performances on the task of number pattern were better than symbolic
reasoning. Students’reasoning on the task “
Ar
ey
ous
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e
? 2=1? ”were restricted to
consider that whether the single step was reasonable or not. There were four factors
affecting students’argumentations, including the belief of mathematics, inferring the
single step without context, conducting error detections, and convincing themselves or
not. When the students were asked to reason step by step, the factors of belief and
convince disappeared. The teaching implication is that teaching design needs to be
embedded the thinking strategy to guide students to conducting one step reasoning
logically.
Keywords: Algebraic Argumentation, Argument, Mathematical reasoning

2009 HICE Proceedings
Page 1415

AN EXPLORATORY STUDY OF TEACHERS’ BELIEFS, AND
KNOWLEDGE ABOUT MI THEORY AND ITS USE IN A
LANGUAGE CLASSROOM
Tahira Kalsoom , (Ph.D Scholar)
Institute of Education and Research
University of the Punjab Pakistan
Ph. No. ( 092-03334909173)
E Mail: tahira.kalsoom@yahoo.com

Dr. Prof. Mumtaz Akhtar
Institute of Education and Research
University of the Punjab Pakistan
Ph. No. ( 092-03004413411)
drmumtazakhtar@hotmail.com

ABSTRACT
Intelligence has usually been defined as intelligence quotient (IQ) that measures a narrow
variety of verbal/linguistic and logical/mathematical abilities. The theory of multiple
intelligences (MI) broadens the traditional view of intelligence as solely composed of
verbal/linguistic and logical/mathematical abilities. MI theory maintains that all humans
possess at least eight different intelligences that represent a variety of ways to learn and
demonstrate understanding.
The aim of this study was to explore English language teachers’ beliefs, assumptions and
knowledge about MI theory and its use in a language classroom and to see how their beliefs
affect their behavior in the classrooms. The study was conducted at one public and one
Private Sector University in Lahore. Multiple methods were used to collect data. Interviews
were held in each university with 4 English language teachers and then observations were
carried out with 4 teachers being 2 from each university. These 4 teachers were observed in
their classrooms 5 times by the researcher. A survey on five point scale was conducted among
teachers to get more authentic and appropriate look and to enhance reliability and validity of
the study. The data was analyzed by using SPSS. Since the sample size was too small so the
only mean score of different variables was taken to report. Teachers who used MI theory
discovered that they increase a deeper understanding of students' learning preferences and a
positive reception of their strengths. Students are likely to become more engaged in learning as
they use learning modes that match their intelligence strengths.

Introduction
The theory of multiple intelligences (MI) broadens the conventional view of
intelligence as exclusively accumulation of verbal/linguistic and logical/mathematical
abilities. MI theory retain that all humans have at least eight intelligences that represent a
range of ways to learn and show understanding.
Intelligence has usually been defined in terms of intelligence quotient (IQ), which
measures a narrow range of verbal/linguistic and logical/mathematical abilities. Howard
Gardner (1993) argues that humans possess a number of discrete intelligences that patent
themselves in variety of skills and abilities. Human beings apply these intelligences to
resolve problems, devise processes, and produce things. Intelligence, according to MI
theory, is being able to apply one or more of the intelligences in ways that are valued by a
community or culture. The current MI model outlines eight intelligences, although
Gardner (1999) continues to explore additional possibilities.
Linguistic Intelligence--involves having a mastery of language. This intelligence includes
the ability to effectively manipulate language to express oneself rhetorically or poetically.
It also allows one to use language as a means to remember information.
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Spatial Intelligence--gives one the ability to manipulate and create mental images
in order to solve problems. This intelligence is not limited to visual domains--Gardner
notes that spatial intelligence is also formed in blind children.
Musical Intelligence--encompasses the capability to recognize and compose musical
pitches, tones, and rhythms. (Auditory functions are required for a person to develop this
intelligence in relation to pitch and tone, but it is not needed for the knowledge of
rhythm.)
Bodily-Kinesthetic Intelligence--is the ability to use one's mental abilities to
coordinate one's own bodily movements. This intelligence challenges the popular belief
that mental and physical activity are unrelated.
The Personal Intelligences--includes interpersonal feelings and intentions of others--and
intrapersonal intelligence--the ability to understand one's own feelings and motivations.
These two intelligences are separate from each other. Nevertheless, because of their close
association in most cultures, they are often linked together.

Review of Literature
Gardner's theory of multiple intelligences right away took root in the educational
community. It offered a theoretical foundation of the mind and bolstered beliefs about
student competence.
Seven kinds of intelligence would allow seven ways to teach, rather than one.
And powerful constraints that exist in the mind can be mobilized to introduce a particular
concept (or whole system of thinking) in a way that children are most likely to learn it
and least likely to distort it. Paradoxically, constraints can be suggestive and ultimately
freeing.
Mindy L. Kornhaber (2001: 276), a researcher involved with Project Zero, has
identified a number of reasons why teachers and policymakers in North America have
responded positively to Howard Gardner's presentation of multiple intelligences. Among
these are that:
... the theory validates educators' everyday experience: students think and learn in many
different ways. It also provides educators with a conceptual framework for organizing
and reflecting on curriculum assessment and pedagogical practices. In turn, this reflection
has led many educators to develop new approaches that might better meet the needs of
the range of learners in their classrooms.
The way in which Howard Gardner's theory of multiple intelligences has been
translated into policy and practice has been very varied. Howard Gardner did not,
initially, spell out the implications of his theory for educators in any detail. Subsequently,
he has looked more closely at what the theory might mean for schooling practice (e.g. in
The Unschooled Mind, Intelligence Reframed, and The Disciplined Mind). From this
work three particular aspects of Gardner's thinking need noting here as they allow for
hope, and an alternative way of thinking, for those educators who feel out of step with the
current, dominant product orientation to curriculum and educational policy. The approach
entails:
As a teacher begins to adopt the concept of MI, he/she begins to examine
preconceptions and beliefs regarding concepts of intelligence and the ensuing
implications for classroom practice. This re-conceptualization of teaching and learning is
a gradual process and its implications for classroom practice are even more gradual. MI
Practitioners are very concerned with ensuring understanding in the minds of their
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students. MI practice focuses on the process and on the quality of learning and teaching.
Various prepositions have been used to describe different MI lesson types. Lessons have
been described as teaching "to or through" an intelligence and teaching "for, with or
about" an intelligence. MI practice is also very closely associated with Active Learning
techniques. While Gardner did not prescribe any specific methodology for teaching in the
MI classroom latterly he has recommended using the "Entry Point" strategy for
introducing content in any domain. And though he lists eight and a half intelligences, he
specifies just six entry points, which are
· Narrative, whereby a story is used to introduce subject content.
· Quantitative, where numbers and logic form the entry point.
· Existential, which takes a philosophical approach
· Aesthetic, which approaches a topic from an artistic viewpoint.
· Hands On approach, which especially suits the young
· Interpersonal /Collaborative, where there is interaction with others to access the
understanding or knowledge. (Gardner 2000)
Campbell & Campbell(1999) agree that a Multiple Intelligences approach to teaching and
learning can take many formats, and can be implemented in many different ways and at
many different levels.
Because MI is a construct about human intelligence, it does not mandate any prescriptive
educational approach (Campbell & Campbell 1999 p.91)
However, while there is no prescriptive approach to teaching and learning among MI
practitioners, there is much agreement among them with regard to suitable strategies and
techniques. Lazear (1991), Bellanca(1998), Armstrong (2000), and Dickinson(2000)
believe that any subject content can be taught with any of the intelligences and they use
many of the same practical techniques, methods, tools and media for accessing the eight
intelligences though with different emphases. Lazear distinguishes between different
lesson types by describing them as teaching for intelligence, teaching with intelligence
and teaching about intelligence. Armstrong differentiates between teaching to intelligence
and teaching through intelligence. On the other hand, Bellanca does not make any
distinctions between different MI lesson types. His examples rely heavily on
visual/spatial and interpersonal activities to teach with/through intelligence.
MI practice also draws on the techniques of Active Learning methodologies to engage
students in their own learning. Bellanca(1997) and McCarthy (2000) agree that MI
practice is related to an active learning methodology. Campbell and Campbell (2000) also
concluded that active learning was one of the elements of successful MI Programs.
Active learning strategies have long been considered advantageous in education. Biggs
and Telfer(1987) suggest that the following kinds of teaching foster deep approaches (to
learning) an appropriate motivational context, a high degree of learning activity;
interaction with others, both peers and teachers, and a well-structured knowledge base.
(Biggs and Telfer1987)
Proponents of MI teaching and learning generally urge teachers to incorporate
techniques and strategies to suit each particular intelligence into the classroom. However,
Gardner recommends that teachers should not contrive to use all of the intelligences all of
the time.
The recommended Interpersonal strategies include all the hallmarks of
cooperative learning such as small group instruction, with defined roles for group
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members, who perform assigned roles, assist others and share responsibility for the group
task. This social aspect of learning was first pointed out by Vygotsky (1978) and has been
developed by many others including Johnson & Johnson(1998). Co-operative learning
has proved very successful in Japan especially with regard to mathematical education
the outstanding performance of Japanese students in Mathematics may be attributed to
the fact that they spend much time in the classroom, solving problems in a co-operative
manner. (Gardner 1996)
But while advocating the benefits of collaboration in education, MI theory also
points to the need to cater for individuality. Gardner believes that individually configured
education may be more relevant to today's student than is uniform schooling, where each
student is expected to learn the same material in the same way. In one of the schools,
surveyed by Campbell and Campbell, this idea was introduced by organising "elective
pods", where the students chose particular areas of interest for themselves. Armstrong
also highlights the importance of giving the student choices and reports that more
engagement in learning occurs when students have opportunities to personalize their
educational experiences while also acquiring basic skills. (Armstrong 2000 p )
This involvement of students in their own learning in an MI environment is also
regarded by Wilson(19 ) as a means of improving learning experiences and increasing
motivation.
Through creating educational experiences based on natural talents and gifts,
teachers are more likely to increase opportunities whereby students can become actively
engaged in learning experiences that are pleasurable, heightened or magnified. Such
experiences can be highly motivative. Many practicing teachers report that the flow
phenomenon often occurs when students are participating in MI related activities, and
that these experiences are often self-motivating and very pleasurable for students.
(Wilson )
Other strategies, recommended under Intrapersonal intelligence include silent
reflection methods, meta-cognition techniques, plus/minus charts, and life timeline.
The personal and social aspects of learning help in the construction of ideas and internal
representations in the mind of the learner. During learning these internal representations
are needed to help the learner with concept building.
The use of the visual, as an aid to concept-building, features highly in the writings
of the proponents of MI in the classroom. They suggest using visualization, colour cues,
picture metaphors, graphic symbols, graphs, Venn diagrams, collages, model building
storyboards, cartoon strips, model building and posters. There is a long history of using
diagrams in instruction. A concept mapping technique, developed in the nineteen sixties,
by Dr. Joseph D. Novak( ), Cornell University, who based his work on the theories of
David Ausubel(1968), regarding the importance of prior knowledge as the key to learning
new concepts, forms the basis for graphic organisers and mind maps. Champagne also
supports the use of diagrams as a pedagogical tool, and states that concepts maps are
effective in "probing, describing and comparing" (Champagne 1984).
As well as concept building, another important cognitive process is remembering. In
suggesting rhythms, songs, raps and chants, as memory aids, Armstrong reminds us that
for thousands of years that
Knowledge was imparted from generation to generation through the medium of
singing or chanting. (Armstrong 2000)
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And though the success of mnenomics techniques, which use rhyme to aid memory is
well documented (Cohen 1989), their use is primarily as a recall mechanism. For
example, Bellanca and Armstrong suggest music as an aid to memory
Baroque and classical music selections in 4/4 time were found to be particularly effective
(Armstrong 2000)

Purpose of the Study:Harvard Gardner’s MI theory has significant importance in language. The purpose of this
study was to explore the beliefs and knowledge of Pakistani university teachers regarding
MI theory and how they apply this theory in their classrooms to address different learning
styles and modes of their students.

Statement of the Problem
The study focus to develop an in depth understanding of the teaching and learning
process by dealing with three aspects, each related to the three dimensions. These are
1. Teachers’ Beliefs
2. Knowledge and
3. Application of theory in actual classroom
Learning another language is challenge for majority of the learners’ especially for whom
English is foreign or second language. This problem becomes a hurdle due to
inappropriate teaching methods of teaching. In order to become skillful in a second
language, learners need to be exposed to the second language under best conditions while
teaching and learning process. The environment conducive to learning would entail
appropriate teaching and learning modes that addressing number of intelligences. This
will be helpful for learners to learn a language according to mental abilities.
This paper begins to introduce multiple intelligence approach for effective teaching and
learning of Prospective teachers of ESL at university level both in public and private
sector,

Research Questions:The conceptualization of research problem as study makes the development of a
single research question difficult. Therefore, it is more appropriate for the purpose of this
study to think in terms of several guiding research questions. The research problem gives
rise to the following questions:
• How do teacher understand MI theory in his/her class?
• In what ways do teachers apply MI theory in their classrooms?
• From teachers’ perspective how much MI theory was effective for their students?
• How can MI theory shape and address language classroom?
Mix type of studies are usually designed to determine what can be learned about a certain
phenomenon of interest, mostly societal phenomenon and how these results can be
triangulated by using Quantitative figures to take a more comprehensive look. The aim of
this paper is to understand MI theory, its implementation and the actual situation at
University level language teaching. The both paradigms therefore seemed appropriate for
this study as students will be surveyed for their opinion regarding teaching style and to
get the picture of actual situation teachers can be interviewed and observed while
teaching.

Method
As it has been mentioned earlier that this study will address three aspects and these are
(i)
Teachers beliefs
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(ii)
Teachers knowledge
(iii) The application of theory in to practice
We get more comprehensive, valid and reliable results by using mix methods of research.
So both quantitative and qualitative methods were used in this study. It was a
comparative case study of one public and one Private Sector University. One ELT class
from each university was selected. Questionnaire was developed for both Teachers and
Students. The purpose of Teachers’ questionnaire was to investigate their beliefs and
knowledge regarding MI theory. The questionnaire was filled by the 6 teachers who are
teaching ELT classes. Classes of these teachers were observed for five days. Observation
checklist was used and during observation field notes were taken to elaborate situation. A
structured interview was conducted with teachers. The purpose of teachers’ questionnaire
was to check their point of view regarding application of MI theory in the classroom and
simultaneously to the validity of observations and interviews results.

Limitations of the Study
This study will examine the language-teaching patterns in one public and one private
university as a comparative case study. The focus is on beliefs and knowledge of teachers
regarding MI theory and its application in there classes.
This research does talk about the learning experience of the students but it does not talk
about their personal style of learning. Another study could investigate the learners’
aspect.

Data Analysis
This study was conducted at one public and one private University in Lahore. Multiple
methods of data collection were used so that the researcher could determine initial stated
beliefs and gain a more in depth understanding of what beliefs and knowledge English
language teachers hold regarding MI theory.
Data from interactions with teachers’ responses to the interviews, and field notes from
classroom observations inductively analyzed. The interviews were first analyzed
individually for each teacher and then interpreted was done by including the analysis of
all four interviews.
During the final analysis, the researcher conducted a cross case analysis between the six
participating teachers to find “thematic connections within and among the participants
and their settings.” (Siedman, 1991, p.102). The cross-case analysis allowed the
researcher to draw conclusions and find answers to research questions.
Questionnaire was analyzed by using SPSS. But due to small sample size only mean
score was taken in final results and was presented by Bar graph.

Findings
Findings from interview: Teachers’ belief and knowledge of “MI
Theory”
The most important concept that appeared from the interviews and discussion
primarily demonstrated that both public and private university teachers understand the
concept of multiple intelligences. Their explanation of MI theory was plainly a
description of various learning styles. They generally understood MI as a helpful tool for
different ways of learning. In private university, teachers focused on the various teaching
techniques and methods to facilitate learning process. In public university, the lecture
was the only teaching method for all kind of concepts. The activities they implemented
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in the classrooms signified what MI theory for them. They basically thought that MI is
nothing to do with teachers but it is related to learning modes of students.
Private university teachers’ definition of MI theory was close to the actual definition of
multiple intelligences.
Formally MI defined as “The ability to create an effective product or offer a
service that is valued in a culture”. Or
“It is the potential for finding or creating solutions for problems, which involves
gathering new knowledge”.
In Public university teachers traditionally used GTM or behaviorist approach to teach
patterns of language. It was obvious that there was a misunderstanding of the concept of
learning a language.
Private university teachers’ concept of MI theory was clearer and to some extant
they were applying it while teaching. The teachers in the private university arrange
teamwork among students having the belief that this would facilitate students’ learning
and will enhance interpersonal relationships. They tended to favor more group work than
individualized work. All the four teachers believed it could help students become more
aware of their weaknesses as well as their strengths and provide thrust for improving
those weaker areas.
They believed they could use the framework of MI theory to structure learning
experiences for students that would allow them to become more responsible for their
learning. Teachers questioned the feasibility of trying to use all the intelligences in their
classrooms in response. They believed all the intelligences should be targeted during
teaching; however, the use of anyone intelligence should be based on its ability to support
the aims of that very lesson. The use of a approach or activity should be attuned to the
nature of the lesson.
One teacher said he uses MI to develop a lesson plan that would be appealing in
variety of activities, trying to integrate activities that would deal with all the intelligences,
and address different teaching and learning styles.
One teacher said that planning, designing, and implementing a variety of MI teaching and
learning activities while teaching require high levels of vigor and vast amounts of time.

Findings of observations: Implementation of knowledge and belief
about MI theory
Observation data analysis revealed that the teachers in the Private University
implemented MI theory the way they defined it. They presented the lesson by using
different techniques like using transparencies, multimedia, group and pair activities,
creative work, and hands on activities. They arranged different kinds of activities
throughout the observations observed. The activities were in the classrooms were
organized in interesting manners by the teachers and occasionally by students where
teacher asked them to do so. Class presentation was a routine activity for them. As they
mentioned in the interviews they were working as a facilitator.
The data gathered from classroom observations of two teachers in the private
university discovered that teachers demonstrated a variety of activities in the classroom
to promote students learning abilities. While observing public university teachers, it was
observed that only one teacher was applying group or pair activities and appreciating
creative and imaginative work of students. In that class students devised some activities
to teach listening skill at elementary level and students were addressing more then one
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intelligences of the students in their devised activities. The materials the teachers used
certainly affected the teachers’ implementation of MI theory.
Analysis of Teachers’ beliefs, knowledge and application of MI theory (graphical
representation)

Discussion and Implications
This study helps to understand teachers’ beliefs, knowledge and implementation
of that knowledge in actual classroom. MI theory provided a means to reflect on many
aspects of their professional knowledge. This study gave a chance to reflect on teachers’
instructional strategies to critically examine their teaching beliefs and classroom
practices. If teachers are to engage in critical reflection and inquiry about their practice
they will become more effective teachers in future. In this way, they are more likely to
enhance their professional knowledge and to gain a greater understanding of how to best
meet the needs of their students. By exploring their teaching style, they broadened their
vision as a teacher. As evidenced in this study, MI theory is much more than a theory of
intelligence. It helps teachers to see student ability from a broader view, and so, provides
a vision for effective teaching. MI theory, as a educational strategy, offers a starting point
to consider their teaching styles and beliefs about learners and how to structure learning
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experiences for all learners. MI theory has the potential to foster positive teacher learning
that can translate into improved student learning.
From the findings of the study, folowing results can be drawn.
1. The first is that university must grant more support to teachers to shift their
teaching in multiple style instruction.
2. The second implication for practice is that programs should be designed on the
basis of a needs assessment of teachers. It is important provide opportunities for
teachers to participate in formal training and workshops where they would be
presented with a framework of instruction based on a multiple intelligences
approach to instruction. It is possible that teachers do not have the to choose
activities consistent with MI theory and its practices.
3. The training programs should provide on-going practices accompanied by
support, feedback, and reflection while allowing teachers different teaching and
learning styles and multiple activities and materials to enhance students’ learning
skills.
4. Another major implication of this study is focused on the issue of educational
improvement. It is apparent that gap exists between the belief systems of the
teachers and its implementation. Successful implementation of teachers' belief
and understandings is much relies on resources.

Conclusion
In this article, I tried to make it clear that teachers can understand and practice MI
theory in their classes to make learning process more meaningful and effective. The study
is important because it provides evidence about and describes how MI theory can be used
as an instructional strategy. It strengthen Gardner’s claim that MI theory offers a way to
“begin to think about individual differences in the classroom” as well as about how
teachers can communicate content knowledge to students in multiple ways. Many
instructional strategies exist and I would recommend MI theory.
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ABSTRACT

Social studies is the integrated study of the social sciences and humanities to support civic fitness.
Within the school program, social studies provide synchronized, organized study drawing upon
various disciplines of Social Sciences and humanities. The main function of social studies is to help
learners to develop the capacity to make informed and logical decisions for the public good as citizens
of an ethnically varied, modern and democratic society in a mutually supporting world.
Social studies is taught from class one to graduation in schools and colleges across the nation. As a
field of study, social studies are difficult to define because it is multidisciplinary and interdisciplinary.
Two main characteristics, however, distinguish social studies as a field of study: it is designed to
promote social competence; and it is integrative, includes many fields of endeavor. The curriculum
standards presented in this paper portray major themes and outcome prospects to assure excellence in
social studies. That document identifies and describes those principles of teaching and learning that
must tighten all social studies programs of excellence.

Introduction
Social study is the integrated study of the social sciences and humanities to promote civic
competence. Within the school, social studies provides coordinated, systematic study
drawing upon such disciplines as anthropology, archaeology, economics, geography,
history, law, philosophy, political science, psychology, religion, and sociology, as well as
appropriate content from the humanities, mathematics, and natural sciences. The primary
purpose of social studies is to help young people develop the ability to make informed
and reasoned decisions for the public good as citizens of a culturally diverse, democratic
society in an interdependent world.
As a field of study, social studies may be more difficult to define than is a single
discipline such as history or geography, precisely because it is multidisciplinary and
interdisciplinary and because it is sometimes taught in one class (perhaps called "social
studies") and sometimes in separate discipline-based classes within a department of social
studies.
Two main characteristics, however, distinguish social studies as a field of study: it is
designed to promote civic competence; and it is integrative, incorporating many fields of
endeavor. In specific and more detailed terms, these distinctions mean the following:
1. Social studies programs have as a major purpose the promotion of civic competencewhich is the knowledge, skills, and attitudes required of students to be able to assume
"the office of citizen" (as Thomas Jefferson called it) in our democratic republic..
2. Social studies curriculum integrate knowledge, skills, and attitudes within and across
disciplines. Integrated social studies programs across the nation take many forms, varying
in the amount and form of disciplinary integration:
At primary levels, children often learn social studies through learning
opportunities that are highly integrated across several disciplines. These often
take the form of units constructed around themes. For example, teachers using the
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theme "time, continuity, and change" would likely engage young learners in
studies using history, science, and language arts.
3. Social studies curriculum help students construct a knowledge base and attitudes
drawn from academic disciplines as specialized ways of viewing reality. Each discipline
begins from a specific perspective and applies unique "processes for knowing" to the
study of reality. History, for instance, uses the perspective of time to explore causes and
effects of events in the past. Political science, on the other hand, uses the perspective of
political institutions to explore structures and processes of governing.
It is important for students in social studies programs to begin to understand, appreciate,
and apply knowledge, processes, and attitudes from academic disciplines. But even such
discipline-based learning draws simultaneously from several disciplines in clarifying
specific concepts. A study of the concept of "the common good," for example, may draw
upon some or all of the following:
the discipline of history, to determine the concept's origin, study primary source
documents that define and address the concept, and analyze the concept's
development over time;
the discipline of geography, to locate where the concept was first developed, map
its movement from one continent or nation to another, and recognize the power of
the diffusion of ideas as an example of global linkage;
the discipline of political science, to determine the developing meaning of the
concept as it is promoted or limited through existing political institutions, to study
examples of actual practice related to the common good, and to acknowledge the
need for citizen involvement in closing the distance between the ideal and reality;
the discipline of sociology, to examine the role of individuals, groups, and
institutions and their relationship and responsibility to the common good, and to
develop an understanding of the complexities of those relationships resulting from
the diversity of beliefs, values, and structures within and among them; and
communication abilities from language arts/English and the fine arts to enable
students to express their understanding of the concept in a personally meaningful
way.

The Scope & Sequence of Social Studies
The term scope refers to the range of substantive content, values, skills, and
learner experiences to be included in a social studies program. IT also involves
identifying appropriate life related issues in order to give students opportunities to apply
knowledge, values, and skills. Scope may focus on narrow aspect of the curriculum, (e.g.,
map reading skills) or it may also be defined comprehensively to delineate the outer
boundaries of subject matter, skills, and learner experiences.
Teachers and curriculum planners decide not only what to include in the social
studies program, but the order in which the components appear, i.e., their sequence.
There are several ways to sequence social studies materials:
1.
From simple to complex.
2.
In chronological order.
3.
In reverse chronological order.
4.
From geographically near to geographically far.
5.
From far to near. Study other nations,
6.
From concrete to abstract.
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7.
8.

From general to the particular.
From particular to the genera.

(Oliva, 1988)
Psychologists such as Jean Piaget or Aronold Gesell have identified stages of
children’s growth and development. Their supporters argue that curriculum scope ad
sequence should be attuned to the corresponding stage of the child’s developmental
process. This idea is very common in school district curriculum guides.
A key ingredient in a successful scope and sequence is enabling students to
visualize and understand the connections between various disciplines taught at the
secondary levels, has the unique opportunity to create lesson plans which integrate
knowledge. Jerome Bruner (1968) helped popularize the idea of a spiral curriculum He
suggested introducing the basics of academic disciplines in the early grades, and then
repeating them with increasing levels of complexity and sophistication throughout a
student’s career in education.
Children display individuality from birth. These traits clash with parental
demands, but most children assert their “I” qualities. School is the first societal institution
encountered by children that demands strict conformity to adult values. The school may
profess its desire to respect the child as an individual, but its organization and procedures
stem from adult interpretations and goals concerning what constitutes proper behaviour
for children.
Students need opportunities to organize their own conceptual systems and in
order to develop autonomy of thought, they need to improve their skills for independent
processing of information” (Taba, 1971, p.40). The scope and organization of learning
activities should encourage learners to inquire, to do their own thinking, and to create
their own way of handling problems. They may need assistance in moral reasoning or
rethinking if their moral views damage the rights of other people. A task of schooling is
providing information concerning moral principles, to help students to learn analytical
thinking skills, and to provide opportunities for students to act upon their ethical beliefs.
Social studies curriculum includes experiences that provide for the study of culture and
cultural diversity.

Social studies curriculum includes experiences that provide for the study of the ways
human beings view themselves in and over time.
Human beings seek to understand their historical roots and to locate themselves in time.
Such understanding involves knowing what things were like in the past and how things
change and develop. Knowing how to read and reconstruct the past allows one to develop
a historical perspective and to answer questions such as: Who am I? What happened in
the past? How am I connected to those in the past? How has the world changed and how
might it change in the future? Why does our personal sense of relatedness to the past
change? How can the perspective we have about our own life experiences be viewed as
part of the larger human story across time? How do our personal stories reflect varying
points of view and inform contemporary ideas and actions?
This theme typically appears in courses that: 1) include perspectives from various aspects
of history; 2) draw upon historical knowledge during the examination of social issues;
and 3) develop the habits of mind that historians and scholars in the humanities and social
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sciences employ to study the past and its relationship to the present in the United States
and other societies.

Social studies curriculum includes experiences that provide for the study of people,
places, and environments.
Technological advances connect students at all levels to the world beyond their personal
locations. The study of people, places, and human-environment interactions assists
learners as they create their spatial views and geographic perspectives of the world.
Today's social, cultural, economic, and civic demands on individuals mean that students
will need the knowledge, skills, and understanding to ask and answer questions such as:
Where are things located? Why are they located where they are? What patterns are
reflected in the groupings of things? What do we mean by region? How do landforms
change? What implications do these changes have for people? This area of study helps
learners make informed and critical decisions about the relationship between human
beings and their environment. In schools, this theme typically appears in units and

Social studies curriculum includes experiences that provide for the study of individual
development and identity.
Personal identity is shaped by one's culture, by groups, and by institutional influences.
How do people learn? Why do people behave as they do? What influences how people
learn, perceive, and grow? How do people meet their basic needs in a variety of contexts?
Questions such as these are central to the study of how individuals develop from youth to
adulthood. Examination of various forms of human behavior enhances understanding of
the relationships among social norms and emerging personal identities, the social
processes that influence identity formation, and the ethical principles underlying
individual action. In schools, this theme typically appears in units and courses dealing
with psychology and anthropology.

Social studies curriculum includes experiences that provide for the study of interactions
among individuals, groups, and institutions.
Institutions such as schools, churches, families, government agencies, and the courts all
play an integral role in our lives. These and other institutions exert enormous influence
over us, yet institutions are no more than organizational embodiments to further the core
social values of those who comprise them. Thus, it is important that students know how
institutions are formed, what controls and influences them, how they control and
influence individuals and culture, and how institutions can be maintained or changed. The
study of individuals, groups, and institutions, drawing upon sociology, anthropology, and
other disciplines, prepares students to ask and answer questions such as: What is the role
of institutions in this and other societies? How am I influenced by institutions? How do
institutions change? What is my role in institutional change? In schools, this theme
typically appears in units and courses dealing with sociology, anthropology, psychology,
political science, and history.
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Social studies curriculum includes experiences that provide for the study of how people
create and change structures of power, authority, and governance.
Understanding the historical development of structures of power, authority, and
governance and their evolving functions in contemporary U.S. society, as well as in other
parts of the world, is essential for developing civic competence. In exploring this theme,
students confront questions such as: What is power? What forms does it take? Who holds
it? How is it gained, used, and justified? What is legitimate authority? How are
governments created, structured, maintained, and changed? How can we keep
government responsive to its citizens' needs and interests? How can individual rights be
protected within the context of majority rule? By examining the purposes and
characteristics of various governance systems, learners develop an understanding of how
groups and nations attempt to resolve conflicts and seek to establish order and security.
Through study of the dynamic relationships among individual rights and responsibilities,
the needs of social groups, and concepts of a just society, learners become more effective
problem-solvers and decision-makers when addressing the persistent issues and social
problems encountered in public life.

Social studies curriculum includes experiences that provide for the study of how people
organize for the production, distribution, and consumption of goods and services.
People have wants that often exceed the limited resources available to them. As a result, a
variety of ways have been invented to decide upon answers to four fundamental
questions: What is to be produced? How is production to be organized? How are goods
and services to be distributed? What is the most effective allocation of the factors of
production (land, labor, capital, and management)? Unequal distribution of resources
necessitates systems of exchange, including trade, to improve the well-being of the
economy, while the role of government in economic policymaking varies over time and
from place to place. Increasingly these decisions are global in scope and require
systematic study of an interdependent world economy and the role of technology in
economic decision-making. In schools, this theme typically appears in units and courses
dealing with concepts, principles, and issues drawn from the discipline of economics.
Young learners begin by differentiating between wants and needs.

Social studies programs should include experiences that provide for the study of
relationships among science, technology, and society.
Technology is as old as the first crude tool invented by prehistoric humans, but today's
technology forms the basis for some of our most difficult social choices. Modern life as
we know it would be impossible without technology and the science that supports it. But
technology brings with it many questions: Is new technology always better than that
which it will replace? What can we learn from the past about how new technologies
result in broader social change, some of which is unanticipated? How can we cope with
the ever-increasing pace of change, perhaps even with the feeling that technology has
gotten out of control? How can we manage technology so that the greatest number of
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people benefit from it? How can we preserve our fundamental values and beliefs in a
world that is rapidly becoming one technology-linked village? This theme appears in
units or courses dealing with history, geography, economics, and civics and government.
It draws upon several scholarly fields from the natural and physical sciences, social
sciences, and the humanities for specific examples of issues and the knowledge base for
considering responses to the societal issues related to science and technology.
Young children can learn how technologies form systems and how their daily lives are
intertwined with a host of technologies. They can study how basic technologies such as
ships, automobiles, and airplanes have evolved and how we have employed technology
such as air conditioning, dams, and irrigation to modify our physical environment. From
history (their own and others'), they can construct examples of how technologies such as
the wheel, the stirrup, and the transistor radio altered the course of history. By the middle
grades, students can begin to explore the complex relationships among technology,
human values, and behavior.

Social studies curriculum includes experiences that provide for the study of global
connections and interdependence.
The realities of global interdependence require understanding the increasingly important
and diverse global connections among world societies. Analysis of tensions between
national interests and global priorities contributes to the development of possible
solutions to persistent and emerging global issues in many fields: health care, economic
development, environmental quality, universal human rights, and others. Analyzing
patterns and relationships within and among world cultures, such as economic
competition and interdependence, age-old ethnic enmities, political and military alliances,
and others, helps learners carefully examine policy alternatives that have both national
and global implications. This theme typically appears in units or courses dealing with
geography, culture, and economics, but again can draw upon the natural and physical
sciences and the humanities, including literature, the arts, and language.

Social studies curriculum includes experiences that provide for the study of the ideals,
principles, and practices of citizenship in a democratic republic.
An understanding of civic ideals and practices of citizenship is critical to full
participation in society and is a central purpose of the social studies. All people have a
stake in examining civic ideals and practices across time and in diverse societies as well
as at home, and in determining how to close the gap between present practices and the
ideals upon which our democratic republic is based. Learners confront such questions as:
What is civic participation and how can I be involved? How has the meaning of
citizenship evolved? What is the balance between rights and responsibilities? What is the
role of the citizen in the community and the nation, and as a member of the world
community? How can I make a positive difference? In schools, this theme typically
appears in units or courses dealing with history, political science, cultural anthropology,
and fields such as global studies and law-related education, while also drawing upon
content from the humanities.

2009 HICE Proceedings
Page 1432

In the early grades, students are introduced to civic ideals and practices through activities
such as helping to set classroom expectations, examining experiences in relation to ideals,
and determining how to balance the needs of individuals and the group. During these
years, children also experience views of citizenship in other times and places through
stories and drama.
How Do We Achieve Excellence in Social Studies?
To achieve the vision of social studies, we must ensure that students become intimately
acquainted with scholarship, artisanship, leadership, and citizenship. Excellence in social
studies will be achieved by programs in which students gain the knowledge, skills, and
attitudes necessary to understand, respect, and practice the ways of the scholar, the artisan,
the leader, and the citizen in support of the common good.
Supporting the Common Good
The common good is supported when all citizens become aware that the meaning and
purpose of education in a democratic republic is the intellectual and ethical development
of "student-citizens," young people who will soon assume the role of citizen. This
responsibility demands that we teach our students to recognize and respect the diversity
that exists within the community.
Adopting Common and Multiple Perspectives
Each person experiences life in an individual way, responding to the world from a very
personal perspective. People also share common perspectives as members of groups,
communities, societies, and nations-that is, as part of a dynamic world community. A
well-designed social studies curriculum will help each learner construct a blend of
personal, academic, pluralist, and global views of the human condition.
Applying Knowledge, Skills, and Values to Civic Action
It is important that students become able to connect knowledge, skills, and values to civic
action as they engage in social inquiry.
Knowledge
Knowledge is constructed by learners as they attempt to fit new information, experiences,
feelings, and relationships into their existing or emerging intellectual, aesthetic, and
emotional constructs. Disciplinary or specialized knowledge is useful but not always
sufficient for developing contextual understanding of the phenomena we seek to
comprehend. In these instances, ideas, principles, concepts, and information from a
number of fields may be relevant to the topic studied. In the social studies, therefore,
educators draw widely from a number of disciplines to construct curricular experiences
enabling students to actively relate new knowledge to existing understanding.
Skills
The skills that should be promoted in an excellent social studies program include the
following:
1. Social Skills training
2. Skills for Active Democratic Citizenship
3. Skills for Managing Ideas and Information
4. Critical and Creative Thinking Skills
5. Communication Skills
6. acquiring information and manipulating data;
7. developing and presenting policies, arguments, and stories;
8. constructing new knowledge; and
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How to Teach Social Studies Skills?
For training purpose Social studies skills can be classified into thinking skills and
thinking strategies. 1 Thinking skills include the ability to gather, interpret, organize,
analyze, evaluate, and synthesize information. Thinking strategies involve processing
information as students engage in problem-solving, decision-making, inquiry, and
conceptualizing. The social studies standards, performance indicators, and core
curriculum provide additional examples of skill development strategies.

Specific Objectives of Social Studies Curriculum
Social Studies Skills
I. GETTING INFORMATION

II. USING INFORMATION

Students shall be able to:

Students shall be able to:

identify a variety of sources of
information:
• newspapers, magazines, primary and
secondary sources
• tables, graphs, charts, diagrams
• maps, globes, atlases, vocabulary
• visuals, field trips, artifacts
• listening
• observing

classify and/or categorize data by:
• selecting appropriate headings for data
• distinguishing between relevant and
irrelevant information and events placing
ideas in order, chronological and other
• developing tables, charts, maps, and
graphs to clarify data and ideas
• identifying differences and similarities in
data
evaluate data by:
• differentiating fact from opinion
• identifying frames of reference
• identifying value-laden words
• detecting evidence of propaganda
• evaluating author’s or person’s
qualifications
draw inferences from data by:

locate sources of print and non-print
information in:
• libraries (card catalogs, indices,
library books and magazines)
• tables of contents, appendices,
glossaries, bibliographies, and
indices
• museums, galleries, public and
private collections, motion pictures,
television, radio, recordings,
conversations, interviews
identify the types and kinds of information
needed:
• recognition of information that is
relevant as differentiated from
information that is irrelevant
• use of subquestions and/or predicted
consequences
• understanding of purposes for which
information is to be used
locate information in print and nonprint

•
•
•

identifying relationships among the parts
detecting inconsistencies
weighing conflicting facts and statements

generalize from data by:
• applying previously learned concepts and
generalizations to the data or situation
• creating a broad statement which
encompasses findings
• scrutinize possible consequences of
alternative courses of action by
evaluating them in light of basic values,
listing arguments for and against such
proposals, and selecting courses of action
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sources:
• main elements
• main ideas
• supportive elements

most likely to achieve goals revise
generalizations in the light of new data

III. PRESENTING INFORMATION

II. PARTICIPATING IN PERSONAL &
GROUP REKLATIONSHIPS

Students shall be able to:
speak in an effective way by:

Students shall be able to:
incorporate a set of positive learning attitudes by:

•
•
•
•

talking in complete sentences
keeping to the topic
using appropriate visuals
learning and developing the skills of
being a discussion leader or participant
use media and various visuals for
communicating ideas by:
• previewing such media and visuals
• preparing appropriate commentary
• using a variety of media forms: pictures,
slides or photographic essays, etc.
• constructing and using appropriate tables,
charts, graphs, cartoons, etc.

•

write in an expository way by:

•

•
•
•

•
•
•
•

•
•

thinking logically
communicating ideas coherently
forming generalizations based on
appropriate data
supporting such generalizations through
the use of relevant factual information
following an acceptable format that
includes an introductory element, a body
containing the basis of the exposition, a
conclusion recognize and use nonverbal
means of communication

•
•
•
•
•
•

recognizing that others may have a different
point of view
observing the action of others
being attentive to situational as well as
personal causes of conflict
listening to reason
recognizing and avoiding stereotypes
withholding judgment until the facts are
known
objectively assessing the reactions of other
people to one’s own behavior

participate in group planning and discussion by:

•

following the codes of shared decision
making
initiating ideas
giving constructive criticism
suggesting means of group evaluation
suggesting ways of resolving group
differences
anticipating consequences of group action

assume responsibility for carrying out tasks:
• individual
• group
be alert to incongruities and recognize
problems define basic issues by:
• defining terms
• identifying basic assumption
• identifying value conflicts

Problem-Finding/Solving Skills
Developing skills in dealing with conflicts, incongruities, and problems facing
individuals and societies has been recognized for a number of years as a major skills area.
By learning to resolve problems in a classroom or a school setting, students are given
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practice in approaching problem tasks in a rational manner. The steps in this process
generally consist of having students:
1. define or identify a problem
2. hypothesize and investigate data
3. make a decision based upon step #2
4. recognize value conflicts
5. redefine the decision in attempting to accommodate any conflicts in values.
The format is that of objectives which when followed would enable students to proceed
through the process. People do not necessarily proceed step-by-step through the process,
but may omit steps because of previous knowledge or intuitive reaction. Students without
these advantages for whatever the reason should be given many opportunities for
application and practice. Each of the steps in this process, as in the continuum, can be
assessed, taught/learned, practiced, and used outside the problem context. But the student
learns best when the skill is learned and practiced in the context of real or vicarious
experiences requiring resolution of some kind.

OBJECTIVE I
The student will be able to find problems.
The student will:
raise questions related to a
problem
•
•
•
•
•

recognize that a problem exists
•

question beyond the
who,
what, when, where and
include the how and
why generate ideas and
questions
which show originality,
flexibility,
and inventiveness

•
•

identify several aspects of a
problem area identify gaps or
missing links in the events
and ideas
recognize conflicts in data
point out relationships
between conceptual areas not
usually related

use higher level thinking skills
of comprehension, analysis,
synthesis, and evaluation
• establish a network of
related facts and concepts
• organize and bring
structure to ideas, events,
and things
• reach some tentative
conclusions or hypotheses
• define basic issues, terms,
assumptions, value
conflicts

OBJECTIVE II
The student will be able to solve problems which are either presented by the teacher
or which are identified by the student.
The student will:
• write a sentence or
paragraph which states the
problem
• include a clear
identification of the
problem
• develop a plan for
problem solving

organize and use data by:
•
•
•
•

categorizing data
selecting appropriate headings
for data
distinguishing between
relevant and irrelevant
information and events
placing ideas in order,

when necessary, redefine the
original problem or identify
“new” problems by:
•

•

arranging and
recombining data to
create new structures for
looking at the problem
thinking of new ways to
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•

include use of time,
location, and date of
completion
• include available
resources
• include alternative
courses of action
• assume responsibility
for carrying out
individual and group
tasks
• obtain information from a
variety of sources as
indicated in Chart A

•
•
•
•
•
•

chronological and other
developing tables, charts,
maps, and graphs to clarify
data and ideas
identifying differences and
similarities in data
drawing inferences from data
seeing relationships among
the parts
recognizing inconsistencies
identifying conflicting views
and statements
checking on completeness of
data and questioning

use old or standard ideas
and things
develop a product or
conclusion which summarizes
the information and can be
shared orally
debates, discussions
&/or Visually
chalkboard
maps, diagrams, charts
photographs, collages
models
by demonstration
in writing, report, letter,
article, poem, drama

• evaluate the sources of
information

OBJECTIVE III
The student will be able to work with others engaged in problem-finding/solving
skills.
The student will:
participate in group planning and discussion
by:

incorporate a set of positive learning attitudes
by:

•

•

•
•
•
•

following democratic procedures in
helping to make group decisions
initiating ideas
giving constructive criticism
suggesting ways of resolving
group differences

recognizing that others may have a different
point of view
• observing the actions of others
• being attentive to situational as well as
personal causes of conflict
• listening to reason
• recognizing and avoiding stereotypes
• withholding judgment until the facts are
known
assessing the reactions of other people to one’s
own behavior

OBJECTIVE IV
The student will be able to communicate orally, visually, and/or in writing the
results of the problem finding/ solving effort.
The student will:
speak in an effective way by:

use media and various visuals for

•
•

•

spending sufficient time in planning and
Preparing whether it be for an individual

communicating ideas by previewing
such media and visuals
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•
•
•
•

oral report or as a member of a panel,
debate, forum, etc.
talking in complete sentences
keeping to the topic
using appropriate visuals/gestures, etc.
learning and developing the skills of
being a discussion leader or participant

•
•

Preparing appropriate commentary using
a variety of media forms: pictures,
photographic essays, etc.
Constructing and using appropriate
tables, charts, graphs, cartoons, etc.

use different forms of written expression:
investigative/informative, interpretive,
argumentative, narrative, and descriptive by:
• thinking creatively
• thinking logically
• communicating ideas coherently
• forming generalizations

Values
Some values are so central to our way of life and view of the common good that we need
to develop student commitment to them through systematic social studies experiences.
These include such fundamental rights as the right to life, liberty, individual dignity,
equality of opportunity, justice, privacy, security, and ownership of private property.
They include as well the basic freedoms of worship, thought, conscience, expression,
inquiry, assembly, and participation in the political process. In some instances, the social
studies curriculum will focus on how values are formed and how they influence human
behavior rather than on building commitment to specific values. In other instances, the
emphasis will be placed upon helping students weigh priorities in situations in which a
conflict exists between or among desirable values (i.e., those that form our common
beliefs about rights, freedoms, and responsibilities of human beings in a democratic
society). (See Appendix B. Democratic Beliefs and Values for the complete list.)
Democratic societies are characterized by hard choices. Many choices involve personal
behavior; for example, should I vacation in a state that has just passed a law of which I
disapprove? In a democratic society, many choices involve whether to support people or
groups who advocate certain public policies. Choices become dilemmas when they
involve issues that pit our most cherished values against each other. For example, we
value business competition and believe that consumers should decide what survives in the
marketplace, but we also believe that the public should be protected from unsafe products.
Because we value human life, we vote for legislators who support helmet and seat-belt
laws, but we also believe that people should control their own lives. Social studies should
not dictate to students what the solutions should be to such dilemmas, but it should teach
them how to analyze and discuss those dilemmas within the context of the civil discourse
required to maintain a democratic society.
Sometimes the choices confronting citizens are extremely difficult, and decisions may
lead to actions that require personal sacrifice-even at the risk of personal well-being or
life. We generally value law-abiding behavior, for example, but we also recognize that
there are times when laws represent something so wrong that they must be broken. The
civil rights movement in the 1960s involved just such a dilemma, as did the choice in the
eighteenth century between obeying British laws or supporting the American Revolution.
Social studies can help students search for situations analogous to these issues in both
contemporary and historical settings. By learning ways others have responded to such
dilemmas, students can begin to understand that choices they or their society face have
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been confronted by others in different times and places. By helping students learn how to
understand ideals such as patriotism and loyalty and to examine the meaning of justice,
equality, and privacy in specific dilemma situations, educators can give them practice in
discussing the arguments and evidence that surround such dilemmas. By guiding them to
clarify the facts connected with value dilemmas and teaching them how to identify pros,
cons, and consequences of various positions, educators can also give students tools that
will inform their decision-making processes as they face difficult choices in life.
Although there is no finite list of persistent issues and dilemmas in social studies, the
following are typical of those with which people have wrestled over time. They are often
stated as one value versus another because that is the choice that often must be made.
However, most issues, when framed from the perspective of two or more differing points
of view, allow for a broader, more reasoned discussion rather than an immediate debate
of one view versus an opposite view. If worker security is guaranteed by legislation, for
example, it is often thought to be at the expense of the rights of employers, but it might
also address what is best in the common interest. With that potential for complexity in
mind, then, the following illustrative list of persistent issues and dilemmas is presented:
individual beliefs/majority rule
obeying the law/the right to dissent
cultural variety/cultural assimilation/uniformity
community progress/individual liberties
individual rights/public safety
national security/individual freedom
national/state/local community control
worker security/employer rights
free enterprise/public planning
global business competition/the national interest

Some Important Principles and Values Attached with Them
Universal Principle
Values
1

Love

2.
3

Respect for Life
Self-Discipline

4
5.
6.
7.
8.
9.
10.
11.
12.
13.

Perseverance
Service
Harmony
Forgiveness
Gratitude
Devotion
Purity
Cause & Effect
Integrity
Moderation

Caring, Thoughtfulness, Kindness,
Compassion,
Tolerance, Courtesy, Cooperation
Determination, Will Power, Restraint,
Obedience
Striving, Effort, Confidence, Endurance
Purpose, Responsibility, Helpfulness
Optimism, Co-operation, Enthusiasm
Compassion, Mercy, Understanding
Generosity, Sharing, Thankfulness
Concentration, Calmness, Focus
Perfection, Simplicity, Innocence
Restraint, Accountability, Good Intentions
Truthfulness, Honesty, Courage, Sincerity
Balance, Moderation, Inner Peace
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14.
15.
16.
17.
18.

Faith
Humility
Surrender
Attraction
Synchronicity

Trust, Hope, Patience
Modesty, Sincerity, Gentleness
Acceptance, Freedom, Contentment
Discernment, Self-Awareness, Courage
Alertness, Receptivity, Courage

Civic Action
Discussions and arguments about how to deal with these persistent issues and dilemmas
go on in families, groups, and the community at large. Social studies should help public
discourse to be more enlightened because students possess the knowledge, intellectual
skills, and attitudes necessary to confront, discuss, and consider action on such issues.
Social studies educators have an obligation to help students explore a variety of positions
in a thorough, fair-minded manner. As each position is studied and discussed to
determine the strongest points in favor of it, the strongest points in opposition to it, and
the consequences that would follow from selecting it, students become better able to
improve the ways in which they deal with persistent issues and dilemmas and participate
with others in making decisions about them.
Students who possess knowledge, skills, and values are prepared to take appropriate civic
action as individuals or as members of groups devoted to civic improvement. Individual
and group action designed to support both individual dignity and the common good bring
our nation's ideals and practices closer together. In this way, civic participation supports
and extends civic ideals and practices in a democratic republic.
How Do We Meet the Social Studies Standards?
No single ingredient can guarantee student achievement of the social studies standards as
set forth in this document. In general terms, public commitment, ideal learning conditions,
and excellent instruction are equally important and must receive equal attention in
educational settings.

RECOMMENDATIONS
•
•

•
•
•

•
•

The curriculum should have the flexibility to allow for inclusion of the local
context in the education system.
The aim of Curriculum development should be that it is objective-driven and
outcome-based. Focus on student learning outcomes rather than contents. The
National curriculum should be able to encompass all forms of education.
Some provision to accommodate multi-grade environment must be allowed till
such time that the State can eliminate the practice from its education system.
Improvement of the content of the textbooks to make it more interesting.
These should focus more on explanation of concepts rather than overloading the
child with information. Especially in the middle classes and above, the books
should try and explain a few concepts in detail to allow the student better grip of
the subject instead of the present method of a poorly explained plethora of
chapters.
Local context should be included in textbooks.
Special textbooks must be prepared to cater to multi-grade environment
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•
•

formative assessments of student learning outcomes should be an integral part of
assessment mechanisms
From Class-VI, the medium of instruction should be Urdu for social sciences
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How to Discipline Students and Reinforce Their English Ability:
Rewards or Punishment

Yu-Ping Chang & Ching-Jung Wu

Abstract
This paper aims to use neutral views to discuss the critical issue—whether using
punishment or rewards to control and to teach children English in Taiwan. First, this
paper reviews literature related to rewards and punishment; second, it presents effective
ways to strengthen learners’ behavior and English performance.
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Introduction
Second/foreign language researchers have been aware that language performance is
associated with learners’ behavior. How to discipline young language learners in
Taiwan where learners use Chinese in most areas of social life has been debated for a
long time.

Some people think that using punishment can improve both classroom

management and language performance.
rewards is better than punishment.

However, some people think that using

Before providing more neutral points of view toward

this issue, this paper selectively reviews literature related to rewards and punishment.

Rewards
A reward is a thing that is given or received in return for doing something good.
Rewarding is a common used strategy of control.

Based on Brown (2000), B. F. Skinner

was the major proponent of the reward theory. Skinner and his associates did a great
deal of basic research on changing behavior through rewards. Their research indicated
that if a reward followed a certain desired behavior, the behavior increased in frequency
(Skinner, 1965; Skinner, 1976).
There are two types of rewards, including extrinsic rewards and intrinsic rewards
(Chance, 1992; Cameron & Pierce, 1994).
source, such as teachers.

Extrinsic rewards come from an outside

The most ubiquitous extrinsic reward is praise. The teacher

reinforces behavior by saying “good,” “right,” “correct,” or “excellent” when a desired
behavior occurs.

Other extrinsic rewards involve nonverbal behaviors, such as smiles,
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hugs, thumbs-up signs, congratulatory handshakes, pat on the back or applause.

Candy

prizes, gold stars and even money have been used as extrinsic rewards for outstanding
works or behaviors.
Unlike extrinsic rewards, intrinsic rewards are more abstract and subtle (Chance,
1992; Cameron & Pierce, 1994).

At times, external rewards can enhance intrinsic

motivation because more people have strong sensitivity.
kind of reward as an intrinsic reward.

As a result, people regard this

For example, if a learner wins first prize in an

English competition, he/she might be very happy to receive a certificate of merit or a cup
as an extrinsic reward. However, more importantly, an intrinsic reward may cause the
learner to maintain a strong interest in English because he/she thinks that his/her ability is
really superior to other participants.
Whether extrinsic or intrinsic rewards affect motivation more is really a hard
question for the classroom teachers (Biehler & Snowman, 1997).

More than 100

students have examined this question. The outcomes are fairly consistent. The
conclusion is that motivation occurs only under certain circumstances.

When the initial

interest in the activity is very high or when the rewards are held out as incentives,
motivation is most likely to occur.
On the other hand, rewards reduce motivation when given without regard for
performance or when the performance standard is so high that students frequently fail
(Norris-Holt, 2001).

Therefore, it is hard to say whether extrinsic or intrinsic rewards

can enhance or reduce interest in an activity.

It must depend on how they are used.
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According to Paul (2003) and McAnally (1998), there are some good points that can
be used as guidelines for using rewards in a language classroom.

For example, teachers

should use the weakest reward to strengthen their students’ behaviors and language
performance.

They should not use money if a piece of candy will do. Also, they do

not use candy if praise will do.

Otherwise, “rewards weaken interest” and “rewards

weaken active learning” (p. 115).
In a classroom the distinction between intrinsic and extrinsic rewards are somewhat
contrived by teachers (McAnally, 1998).

Therefore, teachers will need more training in

their implementation. For example, teachers should know that rewards will not be
effective if students are not sure what they are expected to do or teachers do not explain
how the reward is earned.

Students will not realize that rewards are based on their

efforts.
The authors of this paper think that extrinsic rewards are probably the most powerful
reinforcers available for teachers to teach English in Taiwan.

Teaching without using

extrinsic rewards is analogous to ask students to learn how to draw with their eyes closed.
If teachers smile, praise, congratulate, say “thank you” or “right,” shake hands, hug, give
a pat on the back, applaud, provide a certificate of achievement or attendance for
students’ behaviors all the time, the students will be less inclined to do it.

Therefore,

before teachers give rewards, they should have a careful consideration and open their
own eyes.
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Punishment
Punishment is another commonly used form of control in a classroom.

Punishment

is used in discipline when students become less involved, misbehave more often, or
achieve at lower levels. The main purpose is “to weaken a target behavior by presenting
an aversive stimulus after the behavior occurs” (Biehler & Snowman, 1997, p. 279).
There are a lot of common forms of punishment, such as temporary suspension of a
privilege, time-out procedures, scolding, paddling, ridiculing, corporal punishment, or
assigning tedious homework.

One of the most controversial forms is corporal

punishment (Edwards, 1994; McCarthy, 2005; Arif & Shaban, 2007). According to
Edwards’ and McCarthy’s statements, corporal punishment has been restricted or
abolished in more than half the states in the United States and in about thirty countries in
the world. Some people work hard in retention of corporal punishment. For example,
Dr. James Dobson, a professor of clinical pediatrics and a frequent consultant to Christian
day schools, is one of the authorities who supports a policy that uses corporal punishment.
He believes that “excessive permissiveness both in child rearing and in school
punishment has contributed to such social-related problems as drug, sexual license,
delinquency, and a general lack of respect for parents, teachers, and institutions”
(“Spare,” 1990, p. 388).
Dobson feels that the school is a vital force in developing a disciplined child.

He

thinks that using corporal punishment in class is immediate and concrete. It is unlike
other complex models of punishment.

It does not require lengthy training and
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time-consuming efforts to bring about changes in students’ behaviors and academic
performance. Therefore, he thinks that schools must establish and enforce corporal
punishment to those students who beak the rules or have poor academic performance.
On the other hand, some people against corporal punishment.

They think that

using corporal punishment is discriminatory because it is used more on minorities or
children who have a low IQ.

Also, they think it is ineffectual.

To be effective,

paddling of disruptive students would have to be repeated continuously and probably
become more severe when students gets older or they will become accustomed to it.
Moreover, the practice of corporal punishment causes psychological as well as physical
harm (“Spare,” 1990).
Some schools have a long tradition of using punishment to discipline students and
reinforce students’ academic performance.
using corporal punishment.

In today’s society, they are trying to avoid

Therefore, they are coming up with innovative and positive

ways of punishment to discipline students.

For example, at Supai Middle School, in

Scottsdale, Arizona, if students misbehave, they are sent to a time-out room where they
are told to write to their parents, describing what they did wrong and how they will
change.

Also, they are given jobs, such as sweeping campus sidewalks, scraping gum

off pavement, picking up trash, or digging sand out of a volleyball pit (Chemlynski,
1996).

Some schools may restrict students from participating in after-school sports or

attending school dancing.
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Punishment can be a necessary and effective intervention strategy in children’s
behavior and academic performance, but punishment should be used with caution.
There are some suggestions regarding punishment from Chemlynski’s (1996) statement.
“Punishment should be used sparingly” (p. 43). Because the more it is used, the
less effective it becomes. Also, “subject matter should not be used as punishment” (p.
44). Punishing students to do an extra page of math or write an extra project reduces the
chance that they will develop their favorable attitudes towards the material.
Additionally, “avoid using mass punishment” (p. 44).

Teachers should not punish the

entire class for the infraction of a few because it is unfair for those students who follow
the rules.
The most important thing is to avoid using corporal punishment.

It is usually the

last choice to change students’ behavior and academic performance because it makes
students anxious.
grades.

Students get nervous before a test because they have a fear of poor

After the test, they also get nervous because the grades may result in

punishment.
The authors of this paper think that punishment can still be used in an English
classroom, but it really should be applied with caution.

Punishment motivates students

to learn, but there are some drawbacks.

For example, some students get lower grades

probably because of their delinquency.

Therefore, punishment could motivate them to

work harder.

However, some students get lower grades because they have a low IQ.

they do not have a high IQ, they can not learn as easily and quickly.

If

Because they want

2009 HICE Proceedings
Page 1449

to avoid being punished, some students start to tell likes or cheat on tests.

Some

students even act out by cursing, insulting, destroying property, and hitting people. This
shows how punishment can cause problems in a classroom.

Conclusion
In conclusion, both rewards and punishment have been used by school officials and
educators for a long time.

They use the two methods of discipline quite a lot.

Therefore, they have come to understand whether it is an effective or ineffective strategy
to control their classes and to reinforce their students’ academic performance. Based on
the authors of this paper’s personal teaching experience, they believe in a mixture is best
because there are a lot of parameters should be considered when discussing this issue.
Parameters may include the differences of learning conditions, educational systems,
cultural background, teaching and learning styles. It is hard for teachers to take all the
parameters into their consideration in devising a reasonable way to control them, but the
more they use the two methods; the more they will learn about which is successful.
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Significance of the Problem
The recent trends in decreasing financial support for educational institutions, increasing education costs, more
local and global competition, changing students’ expectations and backgrounds, and more engagement of students
and communities in continuous lifelong learning require higher education institutions to do more with less. Under
such pressure, administrators of these institutions should be concerned about the quality of their products. (Badri,
M. A., Selim, H., Alshare, K., Grandon, E. E., Younis, H., & Abdulla, M., 2006).
According to the above trends, both American and Thai universities especially private universities must strive for
more efficiency and effectiveness in order to compete at both the local and international levels. “How do we know
that the quality of a higher education institution or program in one country is comparable to the quality in another
country?” “By what means do individuals in one country have confidence in the institutions, programs and
degrees offered in another country like the U.S. for example?"
The most critical component in institutional transformation of teaching and learning through new technologies in
order to be competitive with others is faculty engagement (Hagner, 2000). One critical resource in the Thailand
Quality Award mechanism is the instructors’ contribution towards the development of qualified graduates, which
previously had not been fully developed in Thailand. What constitutes the competency of an instructor is an
evasive, hotly debatable, and sensitive issue (Teay, 2006). In one aspect, the point is how to encourage, engage,
and nurture faculty as they set about to alter fundamentally one of the most important aspects of their professional
lives. According to Hagner (2000), several characteristics were associated with faculty values and orientations
toward the adoption of the new teaching technologies, Faculty come to their profession as the result of a variety of
motivational structures, and they vary tremendously in the way they perform their assigned tasks (Blackburn,
1995).
The quality of a university comes first and foremost from the achievements of its faculty. They are the catalysts of
a great university. Great universities rely heavily on talented and motivated staff in order to support the
increasingly complex and specialized work of faculty, as well as the educational experience of students, and the
University’s engagement with the broader community. Without dedicated staff support, faculty will not flourish
and students will not adequately be served. We must recognize and reward the contributions of staff at all levels.
University should be a place where faculties are excited and inspired to do their best path-breaking work. Wellprepared, fully engaged faculty and staff represent the most important asset the university has in times of change.
The skills, knowledge, creativity, dedication and motivation they bring to their work are the core of the
institution’s competitive advantage.
There has been no previous and on going study regarding factors leading to faculty engagement and its influence
on organizational quality performance. This lack of investigations drives the present study.
Purpose of the Comparative Study
1) To gain perspective on, and add insight into the problems, which are present in one’s own university;
2) To assist in human resource development;
3) To stimulate and assist judicious consideration and possible adaptation of promising practices and solutions to
administrators;
4) To contribute to the advancement of international understanding and more extensive and effective co-operation
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in human resource development.

Research Objectives
The key research objective that the researcher intends to explore and address in the coming future for both
Thailand and The US private universities is:
To identify significant factors leading to faculty engagement.
Research Hypotheses
There is a significance difference in factors leading to Faculty Engagement between Dominican University of
California and Assumption University of Thailand.
Assumption
Dominican University of California and Assumption University of Thailand are both Catholic and private
universities.
Expected Benefit
1. The insights gain from these objectives should contribute to the quality management, performance
measurement, and educational literature.
2. The value of this study is that it helps identify the nature and shape of this task, drawing on the views of faculty
members in private universities.
3. It is not only what engagement looks like, but also how to build it —highlighting those variables that have the
most positive impact on behavior and performance.
4. Most importantly, the study reminds us of a hard truth that is often forgotten in the desire for a solution:
Building engagement is a process that never ends. It rests on the foundation of a meaningful and emotionally
enriching work experience. It is not about making people happy, or even paying them more money. As important
as pay and benefits are in attracting and retaining people, they play a less important role in engaging people in
their work.
Literature Review
The literature review conducted for this study examines general theories of employee/faculty engagement and the
research related specifically to factors affecting faculty engagement. This literature review is combined with a
previously conducted literature review on organizational and administrative factors related to employee
engagement.
The literature search produced an excess of writings on the crucial factors leading to faculty engagement. Some
literature was also found in terms of motivational involvement and satisfaction related to faculty engagement. The
surveyed literature offers more empirical data on the employee engagement in business organization. It chronicles
the evolution of the human resources development from a single/small to a multi-purpose/big organization. What
emerges from the literature is that different researchers give different emphasis to the techniques, problems and
management functions of the organization.
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This study is intended to empirically investigate factors leading to faculty engagement in the two private
universities, one in The US and one in Thailand. The literature review covered relevant previous studies
conducted with both business and academic organizations. This will enable the researcher to examine the different
approaches that were utilized as well as the methodologies, findings and recommendations. Also, it will assist the
researcher to determine what methodology to use in this study and broaden the vision on the subject.
This study is a quantitative research that tries to bring out the best tools from the business context to the academic.
There is a dearth of studies of faculty engagement in universities. Some relevant research in business and
organization is included. This is needed because faculty engagement is the heart of a good university and a quality
of education offered.
The literature review will focus on
1. Related Literature: Faculty Engagement
2. Theoretical Underpinnings of employee engagement
3. Concept of Employee Engagement: definition in management literature
4. The Importance of Employee Engagement
5. Factors Leading to Faculty/Employee Engagement
6. Operational definition
7. Conceptual Framework
1. Related Literature: Faculty Engagement:
Psychologists, organizational behaviorists, and higher education scholars have explored theories of faculty
satisfaction. The research-based literature is far more extensive than that on involvement and suggests that faculty
satisfaction is related to faculty, student, and institutional factors. Better student/faculty relations, increased
motivation, decreased workloads, and increased productivity have been shown to impact faculty satisfaction
(Blackburn and Lawrence, 1995).
Two general theories of faculty satisfaction are relevant. In the first, Hagedorn (2000) hypothesizes two types of
constructs that affect faculty job satisfaction— triggers and mediators. Triggers are significant individual life
events that may or may not be related to the faculty’s job. Mediators moderate the relationship between
satisfaction and the context in which job satisfaction must be considered. Hagedorn identifies six triggers:
changes in life stage, in family-related circumstance, in rank or tenure, in institutional setting, in perceived
justice, and in emotional state. The three types of mediators mentioned are motivators, demographics, and
environmental conditions. In short, the triggers cause satisfaction to increase or decrease but they occur within a
certain context (the mediator) that may add to or subtract from the magnitude of the effect of the trigger.
A second model for faculty’s job satisfaction comes from a study of medical faculty by Nyquist, Hitchkock, and
Teherani (2000). Their model suggests that organizational factors, job-related factors, and personal factors affect
self knowledge, social knowledge, and satisfaction. Of particular importance to this study are the organizational,
job-related, and personal factors. Organizational factors include available resources, perceived opportunity for
promotion and advancement, adequacy of mentoring, collegial relations among colleagues, decision making
abilities, and commitment to the organization. Job-related factors include autonomy and academic freedom,
stimulation from work, clear and consistent job duties, resources available, work-related time pressures, workload,
income, and job security. Personal factors include perceptions of role conflict and interference of work
responsibilities with home.
Faculty involvement requires supportive administrative leaders who trust and communicate with faculty, cultivate
an institutional culture of improvement, and do not send mixed signals to faculty about which behaviors are
important in the institutional culture (Banta, 1997). The literature on faculty involvement in service learning
suggests possible associations between demographic characteristics such as gender, race, rank, experience, and
discipline with engagement in public scholarship. Women are more likely than men to be involved in community
service and to engage their students in service learning (Antonio, Astin, and Cress, 2000; Hammond, 1994).
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In summary, the involvement literature highlights that institutional resources, rewards (Palomba and Banta, 1999),
communication (In Gilbert, 1995), and administrative leadership styles (Miller, M. T., McCormack, T. F., and
Pope, M. L. 2000); external influences (Baker, 1999; Cross, 1999; Steadman, 1998) and institutional context
(Banta, Lund, Black, and Oblander, 1996) may influence faculty involvement.
Faculty members need to become more involved in their own development efforts. Ryder and Perabo (1985)
mentioned that the individual faculty members should initiate their own developmental processes; that is, the
desire for change, growth, and development must come naturally from within. They can acknowledge the need for
renewal, learn about the needs of their institution, and then help to design and support development efforts. Focus
on motivation, satisfaction, commitment, a recurring theme in the literature is the idea that engagement involves
workers ‘going the extra mile’, and exerting discretionary effort over and above what is normally expected. . It
can be defined as employees' willingness and ability to invest their personal effort in the success of the
organization.
Because there is a dearth of research on faculty engagement specifying general business some relevant research
included.
2. Theoretical Underpinnings of Employee Engagement
The motivator-hygiene theory was credited with propelling and advancing research on job satisfaction (Steers &
Porter, 1992). The premise of the motivator-hygiene theory (Herzberg, Mausner, & Snyderman, 1959) was that
jobs had specific factors, which were related to job satisfaction or dissatisfaction. The five factors thought to
facilitate job satisfaction were achievement, recognition, work itself, responsibility, and advancement. The five
factors identified by Herzberg et al., as determinants of job dissatisfaction, were policy and administration,
supervision, salary, interpersonal relations, and working conditions. Subsequent research efforts (Bowen, 1980;
Padilla-Velez, 1993) defined the motivator and hygiene factors as hypothesized by Herzberg et al. Following is a
description of the motivator-hygiene factors according to Padilla-Velez (1993, pp. 20-21) and Bowen (1980, pp.
13-14).
1. Recognition - Acts of notice, praise, or blame supplied by one or more superior, peer, colleague, management
person, client, and/or the general public.
2. Achievement - Accomplishment of endeavors including instances wherein failures were incurred. Similarly,
instances were included where in neither success or failures were incurred.
3. Possibility of Growth - Whether a change in status was possible, irrespective of the fact that the change could
be upward or downward in status.
4. Advancement - Designated an actual change in job status.
5. Salary - All sequences of events in which compensation plays a major role.
6. Interpersonal Relations - Relationships involving superiors, subordinates, and peers.
7. Supervision - The supervisor’s willingness or unwillingness to delegate responsibility and/or willingness to
teach subordinates.
8. Responsibility - Satisfaction derived from being given control of personal work or the work of others and/or
new job responsibilities.
9. Policy and Administration - Events in which some or all aspects of the organization were related to job
satisfaction.
10. Working Condition - Physical working conditions, facilities, and quality of work as related to job satisfaction.
11. Work Itself - The actual job performance related to job satisfaction.
Herzberg, Mausner, and Snyderman (1959) named the determinants of satisfaction “motivators” (achievement,
recognition, work itself, responsibility, and advancement) and the determinants of dissatisfaction “hygienes”
(policy and administration, supervision, salary, interpersonal relations, working conditions). While the motivatorhygiene theory was supported in educational settings (Padilla- Velez, 1993), a review of literature revealed
criticisms (Padilla-Velez, 1993; Poling, 1990; Steers & Porter, 1992) of the motivator-hygiene theory. Steers and
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Porter (1992) submitted that the motivator-hygiene theory attempted to describe five different theoretical
interpretations.
The extent to which the motivator-hygiene theory and other job satisfaction theories contribute to the
understanding of job satisfaction, is one of several issues in the abundance of research pertaining to job
satisfaction. Determining the type of measure which constituted a valid assessment of job satisfaction was yet
another issue. The dimensions, which were thought to contribute to overall job satisfaction, have been contested.
Brief (1998) maintained that there was a lack of theory, which described the facets of satisfaction, much less
theory that indicated the importance of one particular facet over another. Toward this end, measures to assess
facet satisfaction (Wood, 1973; Smith, Kendall, & Hulin, 1969) and overall job satisfaction (Brayfield-Roth,
1951) were developed. Smith, Kendall, and Hulin (1969) developed the “Job Description Index” which assessed
satisfaction with coworkers, pay, promotion opportunities, supervision, and the work itself.
Additionally, motivational systems theory (MST), which provides the theoretical foundation for the proposed
research agenda (Ford, 1992), synthesizes many theories of motivation. MST is grounded in the premise that
motivation provides the psychological basis for individuals’ development of competence. Motivation involves
personal goals (in this case, for academic work), capability beliefs (perceptions of one’s own skills), context
beliefs (perceptions of whether or not one’s environment provides needed support), and emotions. Personal goals
anticipate desired future outcomes and prepare an individual to try to produce the outcomes (Locke and Latham,
1990).
3. Concept of Employee Engagement: Definitions in Management Literature
The concept of employee engagement appears to have been first mentioned in the psychological literature in 1990
by Khan. Khan (1990) described it as different from other employee role constructs such as job involvement,
commitment or intrinsic motivation, asserting that it focused on how psychological experiences of work shape the
process of people presenting and absenting themselves during task performances. Khan argued that engagement
was a multidimensional construct, in that employees could be emotionally, cognitively or physically engaged. For
psychological engagement and organizational behaviors, the two major dimensions were emotional and cognitive
engagement. Employees could be engaged on one dimension and not the other. The more engaged an employee
was on each dimension, the higher his/her overall personal engagement. Khan asserted that employees
experienced dimensions of personal engagement or disengagement during daily tasks. Engagement occurred when
one was cognitively vigilant and/or emotionally connected to others. Disengaged employees uncoupled
themselves from roles and withdrew cognitively and emotionally. They displayed incomplete role performances
and were effortless, automatic or robotic (Khan, 1990). Khan has perhaps been the most prominent of early
psychological researchers in the field of EE.
A grounded theoretical framework for EE has been presented by Khan (1990), illustrating how ‘psychological
experiences of work and work contexts shape the processes of people presenting and absenting themselves during
task performances’ (1990, p. 694). Khan grounded his conceptual framework in empirical and existing theoretical
frameworks. Conceptually, Khan started with Goffman’s work (1961a) that suggested that ‘people’s attachment
and detachment to their roles varies’ (Khan, 1990, p. 694). However, Khan explains that Goffman’s work focused
on fleeting face-to-face encounters, while a different concept was needed to fit organisational life, which is
‘ongoing, emotionally charged, and psychologically complex’ (Diamond & Allcorn, 1985, cited in Khan, 1990, p.
694). Khan examined several disciplines to find that ‘psychologists (Freud, 1922), sociologists (Goffman, 1961b;
Merton, 1957) and group theorists (Bion, 1961; Slater, 1966; Smith & Berg, 1987) have documented the idea that
people are inherently ambivalent about being members of ongoing groups and systems and ‘seek to protect
themselves from both isolation and engulfment by alternately pulling away from and moving towards their
memberships.
When Kahn talked about employee engagement he has given important to all three aspects physically, cognitively
and emotionally. Whereas in job satisfaction importance has been more given to cognitive side. HR practitioners
believe that the engagement challenge has a lot to do with how employee feels about the about work experience
and how he or she is treated in the organization. It has a lot to do with emotions, which are fundamentally related
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to drive bottom line success in a company. There will always be people who never give their best efforts no
matter how hard HR and line managers try to engage them. “But for the most part employees want to commit to
companies because doing so satisfies a powerful and a basic need in connect with and contribute to something
significant.”
Employee engagement has been picked up by various and quite different theoretical frameworks in literature,
notably burnout and time. Some of the research defines 'engagement' as the theoretical antithesis of burnout
(Halbesleben, 2003; Montgomery, Peeters, Schaufeli, Den Ouden, 2003). Others argue that burnout is a simple
concept measured on a stress continuum and does not relate to EE. Burnout has become an important aspect for
workers worldwide. Burnout and its supposed corollary engagement have been found to act as mediators in most
of the relationships between workplace variables. It has been argued that it is important to identify means for
lessening burnout and promoting ‘job engagement’ to maintain qualified staff (Laub, 1998). Despite the growing
body of literature on burnout there are still many unanswered questions about the process and measurement.
Engagement is in need of significant research in order to better understand its implications for employees and
organizations.’ Halbesleben (2003).
Some of the management literature defines employee engagement in terms of the recently emerged construct
discretionary effort (DE). Employee engagement has been described as ‘a positive, two-way relationship between
employee and their organization’ where “both parties are aware of their own and the other’s needs, and support
each other to fulfill these needs. Engaged employees and organizations go the extra mile, and both reap mutual
benefits.” (Daniel, 2004, p.1). Similarly, employee engagement has been defined as ‘the bond employees have
with their organization’; that ‘when employees really care about the business, they are more likely to go the extra
mile’ (Lanphear, 2004, p. 2). These theorists seem to be confusing EE with the existing construct of DE. Other
management theorists argue that employee engagement depends on the manager or supervisor. It has been argued
that when managers employ a philosophy of ‘servant-leadership’ – in that a manager’s primary role is in
supporting and serving those around them – the environment becomes ‘highly engaged’ (Cufaude, cited in
Lanphear, 2004, p. 2). Others argue that to effectively create a highly engaged environment managers must be
engaged; that ‘if managers aren’t engaged, its unlikely employees will respond to any efforts to engage them’
(Soltis, cited in Lanphear, p. 2).
Several management theorists argue along lines similar to some psychological theorists, reporting that there are
two types of employee engagement: rational commitment and emotional commitment, and that the latter is more
important in determining performance (Buchanan, 2004). However, again these theories confuse the construct of
engagement with that of commitment. Analysis has revealed that EE tends to be based on factors such as the
relationship they have with their managers (Blizzard, 2003). Confidence in the organization and in supervisor
engagement with work has been positively related to that of their staff members (Leiter & Harvie, 1997). Yet,
other management theorists claim that EE depends on offering empowerment and that jobs should fit employees’
interests (Lloyd, 2004; MacDonald, 2002).
Engagement is most closely associated with the existing construction of job involvement (Brown 1996). Job
involvement is defined as ‘the degree to which the job situation is central to the person and his or her identity
(Lawler & Hall, 1970). Kanungo (1982) maintained that job involvement is a ‘cognitive or belief state of
psychological identification. Job involvement is thought to depend on both need saliency and the potential of a
job to satisfy these needs. Thus, job involvement results form a cognitive judgment about the needs satisfying
abilities of the job. Jobs in this view are tied to one’s self image. The organization must work to develop and
nurture engagement, which requires a two-way relationship between employer and employee. Thus, Employee
engagement is a barometer that determines the association of a person with the organization. Furthermore
engagement entails the active use of emotions. Finally, engagement may be thought of as an antecedent to job
involvement in those individuals, who experience deep engagement in their roles, should come to identify with
their jobs.
Engagement is defined as ‘being physically and /or mentally present, and supporting the goals of the organization.
Disengagement from the organization denotes not being present, or not focused on the goals of the organization.
Engagement with the task means one is present and focused on the immediate task, issue, or problem relating to
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the organization. Disengagement from task is defined as either not present or not focused on the task, issue or
problem relating to the organization. Goddard (2001) discusses the theoretical implications of complex
relationships between time and engagement as the locus of an individual’s use of time along the axes of
engagement/disengagement from organization and task.
Employee engagement satisfaction surveys determine the current level of employee engagement. A welladministered satisfaction survey will let us know at what level of engagement the employees are operating.
Customizable employee surveys will provide with a starting point towards the efforts to optimize employee
engagement. The key to successful employee satisfaction surveys is to pay close attention to the feedback from
the staff. It is important that employee engagement is not viewed as a one-time action. Employee engagement
should be a continuous process of measuring, analyzing, defining and implementing. The employee survey is a
diagnostic tool of choice in the battle for the hearts of employees. Studies of Gallup, Mercer, Hewitt and Watson
Wyatt (consulting companies) asked workers number of questions relating to their job satisfaction. Gallup, being
one of oldest the consulting organization in conducting engagement survey, creates a feedback system for
employers that would identify and measure elements of worker engagement most tide to the bottom line. Things
such as sales, growth, productivity and customer loyalty are all accessed. After hundreds of focus groups and
thousands of interviews with employees in a variety of industries, Gallup came up with Q. 12, a twelve-question
survey that identifies strong feelings of employee engagement:
1. Do you know what is expected of you at work?
2. Do you have the materials and equipment you need to do your work right?
3. At work, do you have the opportunity to do what you do best every day?
4. In the last seven days, have you received recognition or praise for doing good work?
5. Does your supervisor, or someone at work, seems to care about you as a person?
6. Is there someone at work who encourages your development?
7. At work, do your opinions seem to count?
8. Does the mission/purpose of your company make you feel your job is important?
9. Are your associates (fellow employees) committed to doing quality work?
10. Do you have a best friend at work?
11. In the last six months, has someone at work talked to you about your progress?
12. In the last year, have you had opportunities at work to learn and grow?
DDI defines engagement as “the extent to which people put discretionary effort into their work in the form of
brainpower, extra time, and energy, enjoy and believe in what they do and feel valued for doing it.”
The Conclusion of Engagement by Kahn (1990)
•
•
•

•

The extent or depth to which one brings his/her true self into the performance of their work roles.
When engaged, people employ and express themselves, physically, cognitively, and emotionally during
role performances.
Employers want employees who will do their best work, or ‘go the extra mile’. Employees want good
work: jobs that are worthwhile and turn them on. More and more organizations are looking for a win-win
solution that meets their needs and those of their employees. What they increasingly say they are looking
for is an engaged workforce.
It can be seen as a combination of commitment to the organization and its values plus a willingness to
help out colleagues (organizational citizenship). It goes beyond job satisfaction and is not simply
motivation. Engagement is something the employee has to offer: it cannot be ‘required’ as part of the
employment contract.

4. The Importance of Employee Engagement
Engagement is important for managers to cultivate given that disengagement or alienation is central to the
problem of workers’ lack of commitment and motivation (Aktouf, 1992). Meaningless work is often associated
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with apathy and detachment from one’s works (Thomas and Velthouse, 1990). In such conditions, individuals are
thought to be estranged from themselves (Seeman, 1972). Other Research using a different resource of
engagement (involvement and enthusiasm) has linked it to such variables as employee turnover, customer
satisfaction – loyalty, safety and to a lesser degree, productivity and profitability criteria (Harter, Schnidt & Hayes,
2002). An organization’s capacity to manage employee engagement is closely related to its ability to achieve high
performance levels and superior business results. Some of the advantages of Engaged employees are:
·Engaged employees will stay with the company, be an advocate of the company and its products and services,
and contribute to bottom line business success
·They will normally perform better and are more motivated.
·There is a significant link between employee engagement and profitability.
·They form an emotional connection with the company. This impacts their attitude towards the company’s clients,
and thereby improves customer satisfaction and service levels
·It builds passion, commitment and alignment with the organization’s strategies and goals
·Increases employees’ trust in the organization
·Creates a sense of loyalty in a competitive environment
·Provides a high-energy working environment
·Boosts business growth
·Makes the employees effective brand ambassadors for the company
A highly engaged employee will consistently deliver beyond expectations. In the workplace research on employee
engagement (Harter, Schmidt & Hayes, 2002) have repeatedly asked employees ‘whether they have the
opportunity to do what they do best everyday’. While one in five employees strongly agree with this statement.
Those work units scoring higher on this perception have substantially higher performance. Thus, employee
engagement is critical to any organization that seeks to retain valued employees. The Watson Wyatt consulting
companies has been proved that there is an intrinsic link between employee engagement, customer loyalty, and
profitability. As organizations globalize and become more dependent on technology in a virtual working
environment, there is a greater need to connect and engage with employees to provide them with an organizational
‘identity.’
Towers Perrin (2003) presents a range of engagement statements, many of which have elements common to the
Robinson et al framework, including pride in being part of the organization, advocacy about the products and
services of the organization, being inspired by the organization to produce one’s best work, and willingness to
put in effort above and beyond normal expectations. The full list of the Towers Perrin engagement statements is
provided below:
• I really care about the future of my company
• I am proud to work for my company
• I have a sense of personal accomplishment from my job
• I would say my company is a good place to work
• The company inspires me to do my best work
• I understand how my unit/department contributes to company success
• I understand how my role relates to company goals and objectives
• I am personally motivated to help my company succeed
• I am willing to put in a great deal of effort beyond what is normally expected
Many organizations have identified the need to invest in human capital, to achieve the maximum effort from their
employees and to be able to create success in highly competitive global markets. Investment in human capital has
been identified as one way of creating a competitive edge. Employee engagement has emerged as one way for an
organization to measure their investment in human capital; a further alternative to measuring employee
commitment to the organization and as a way of creating a more effective workplace (Echols 2005). Many human
resource consultancies use employee engagement models in an attempt to create more effective and efficient
employees; thereby, creating greater organizational benefits and better organizational performance (Echols 2005;
Crabtree 2005; Gubman 2004).
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5. Factors Leading to Employee Engagement (Vazirani , 2007)

1. Career Development- Opportunities for Personal Development - Organizations with high levels of engagement
provide employees with opportunities to develop their abilities, learn new skills, acquire new knowledge and
realize their potential. When companies plan for the career paths of their employees and invest in them in this way
their people invest in them.
2. Career Development – Effective Management of Talent - Career development influences engagement for
employees and aids in retaining the most talented employees and providing opportunities for personal
development.
3. Leadership- Clarity of company values - Employees need to feel that the core values for which their companies
stand are unambiguous and clear.
4. Leadership – Respectful Treatment of Employees - Successful organizations show respect for each employee’s
qualities and contribution – regardless of their job level.
5. Leadership – Company’s Standards of Ethical Behaviour - A company’s ethical standards also lead to
engagement of an individual
6. Empowerment - Employees want to be involved in decisions that affect their work. The leaders of high
engagement workplaces create a trustful and challenging environment, in which employees are encouraged to
dissent from the prevailing orthodoxy and to input and innovate to move the organization forward.
7. Image - How much employees are prepared to endorse the products and services, which their company
provides its customers depends largely on their perceptions of the quality of those goods and services. High levels
of employee engagement are inextricably linked with high levels of customer engagement.
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Other Factors
Equal Opportunities and Fair Treatment - The employee engagement levels would be high if their bosses
(superiors) provide equal opportunities for growth and advancement to all the employees
Performance appraisal - Fair evaluation of an employee’s performance is an important criterion for determining
the level of employee engagement. The company, which follows an appropriate performance appraisal technique
(which is transparent and not biased), will have high levels of employee engagement.
Pay and Benefits - The company should have a proper pay system so that the employees are motivated to work in
the organization. In order to boost his engagement levels the employees should also be provided with certain
benefits and compensations.
Health and Safety - Research indicates that the engagement levels are low if the employee does not feel secure
while working. Therefore every organization should adopt appropriate methods and systems for the health and
safety of their employees.
Job Satisfaction - Only a satisfied employee can become an engaged employee. Therefore it is very essential for
an organization to see to it that the job given to the employee matches his career goals, which will make him
enjoy his work and he would ultimately be satisfied with his job.
Communication - The company should follow the open door policy. There should be both upward and downward
communication with the use of appropriate communication channels in the organization. If the employee is given
a say in the decision making and has the right to be heard by his boss than the engagement levels are likely to be
high.
Family Friendliness - A person’s family life influences his wok life. When an employee realizes that the
organization is considering his family’s benefits also, he will have an emotional attachment with the organization,
which leads to engagement
Co-operation - If the entire organization works together by helping each other i.e. all the employees, as well as
the supervisors, co-ordinate well than the employees will be engaged.
The approach to employee engagement, discussed by Robinson, D., Perryman, S. and Hayday, S. (2004), stresses
the importance of ‘feeling valued and involved’ as a key driver of engagement. Within this umbrella of feeling
valued and involved there are a number of elements that have a varying influence on the extent to which the
employee will feel valued and involved and hence engaged. Figure 1, which is based on a diagnostic model in
Robinson et al (2004), illustrates the drivers of engagement suggested through a survey of over 10,000 NHS
employees. Robinson et al (2004) state that this can be a useful pointer to organizations towards those aspects of
working life that require serious attention if engagement levels are to be maintained or improved.
Figure 1

Robinson et al (2004) model of the drivers of employee engagement
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The importance of good management and effective communication has been highlighted as key vehicles through
which employee engagement can be implemented. As Robinson et al (2004) highlight, organizations must work to
engage employees and establish a two-way relationship between the employer and employee. Michelman (2004)
notes that the defining contribution of great managers is that they boost the engagement levels of the people who
work for them.
Michelman (2004) suggests that they achieve this through concentrating on four core areas of managing people:
• Selection;
• Expectation setting;
• Motivation; and
• Development
Michelman (2004) points out that in leading engagement, great managers will seek the right fit for a person’s
talent, they work to see that employees are rewarded for their performance and they endeavor to ensure that talent
is developed through progressively more challenging and meaningful assignments.
Penna (2007) presents a hierarchical model of engagement factors (see figure 2), which illustrates the impact each
level will have on the attraction, engagement and retention of talent. They propose a model with “meaning at
work” at the apex, which they maintain is borne out by the research carried out into meaning at work. In this
context, Penna (2007) defines meaning at work as the situation where a job brings fulfillment for the employee,
through the employee being valued, appreciated, having a sense of belonging and congruence with the
organization and feel like they are making a contribution. In this model, as the hierarchy ascends and the
organization successfully meets each of these engagement factors, the organization becomes more attractive to
new potential employees and becomes more engaging to its existing staff.
Figure 2

Penna (2007) model of hierarchy of engagement

A research report into employee engagement by Melcrum Publishing (2005) based on a global survey of over
1,000 multinationals concluded that from an organization’s point of view it is the senior executives that ‘set the
tone’ of engagement in an organization, whatever the size. There are a number of actions and strategies that senior
management can make use of to inspire engagement among employees and motivate them to go the extra mile.
The six top drivers of engagement from the senior management perspective were found to be:
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• Communicating a clear vision of the future
• Building trust in the organization
• Involving employees in decision making that will affect them
• Demonstrating commitment to the organization’s values
• Being seen to respond to feedback
• Demonstrating genuine commitment to employee’s well being
Schmidt (2004) defined engagement as the overarching label that brings employee satisfaction and commitment
together. This concept highlights the importance of commitment to the job as driven by job satisfaction, and also
notes the importance of the supportive organization. By creating the right conditions to generate high levels of
employee engagement, the organization can drive high performance – with high performance being defined as the
achievement of the overarching public sector goal of advancing the public good. The model depicts the flow of
organizational dynamics that begins with recruitment and moves through support for work, to workplace wellbeing, to engagement and finally to high levels of organizational performance.
Kahn’s Model of Engagement
• The psychological conditions of engagement:
– Psychological meaningfulness
– Psychological safety
– Psychological availability
Psychological Safety
• People are more likely to be engaged when they feel safe and do not fear negative consequences to their
self-image, status, or career.
• Work environments that are non-threatening, open, trusting, caring, and supportive enhance a sense of
safety.
Engagement and Psychological Health
• Being engaged is a positive, fulfilling, and desirable state.
• Employees want to be engaged and they will increasingly expect it.
• Organizations and managers need to focus on how to engage their employees.
• Focus on the benefits to employees including employee health and well-being, not just business results
and the bottom-line.
Positive Psychology and Employee Engagement
• Engagement reflects the trend towards positive psychology where the concern is employee well-being and
health.
• That’s why employee engagement is important.
With increased global competition, employers needed to be more flexible in their deployment of employees, and
as organization became global, leaders needed more control over wage and benefit costs to compete effectively.
Employees learned the hard way (through layoffs) that loyalty was no longer rewarded. College seniors were told
they could no longer expect long-term employment, and career progress became viewed as a spiral instead of a
ladder. The rules of the game changed, and leaders in business initiated the evolution.
6. Operational Definition “Engagement”
Engagement: “The extent to which employees put discretionary effort into their work in the form of brainpower,
extra time, and energy; demonstrated by belief in the organization, desire to work to make things better, respectful
of, and helpful to, colleagues, willingness to ‘go the extra mile’, keeping up to date with developments in the field,
finding meaning at work, pride and advocacy of the organization (in terms of advocating/recommending either the
products or services of the organization, or as a place to work). Additionally, having some connection to the
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organization’s overall strategy and objectives and both wanting and being able to work to achieve them, are key
elements of engagement.
7. The Conceptual Framework of “Engagement”
The conceptual framework in this study incorporates with the Motivational Theory and Kahn’s Model of
Engagement. When related literature from organizational theorists and analysts in management areas of expertise
are applied to faculty engagement the autonomy and academic freedom needed to be consideration. Theory
provides a theoretical foundation to explain why employees choose to become more or less engaged in their work
and organization. Motivator-hygiene factors are concluded as: recognition, achievement, possibility of growth,
advancement, salary, interpersonal relation, supervision, responsibility, policy and administration, working
condition, work itself. The conditions of engagement in both Kahn’s (1990) and Maslach, Schaufeli and Leiter
(2001) model can be considered economic and socioemotional exchange resources and provide a frame work
(Independent variables) factors that has the greatest potential for promoting faculty engagement. Survival in this
era of new competition will require key factors that lead to faculty engagement in to this study. The findings of
this literature review illustrate the factors that can affect engagement and how engagement impacts on the wider
performance of the organization. It is clear that there is no ‘one-size fits all’ model of engagement. However, what
can be concluded is that the primary driving force behind engagement is the organization, its view of engagement
and how it acts to create an environment conducive to engaging employees. Important areas in which the
organization can work to improve engagement include; training and career development, effective management,
promoting a clear strategic vision, communication, fair treatment, pay and benefits, job satisfaction, cooperation
and trust.
The essence of key factors is an attempt to differentiate organizations from one another. From this perspective,
faculty engagement will increase organizational performance, the framework consists of 9 dimensions driving to
faculty engagement are as independent variables:
1. Culture and values
2. Common purpose
3. Communication and cooperation
4. Relationship with your administrators
5. My team
6. My job
7. Learning and development
8. Performance and feedback
9. Reward and recognition
Research Design
The research design for this study is quantitative, to investigate factors leading to faculty engagement. A survey
instrument will be developed as part of a larger investigation of factors leading to faculty engagement in private
universities one in Thailand (Assumption University) and one in the U.S. (Dominican University of California).
The instrument is initially based on the nine elements of Motivational Theory and outcome of previous research
as independent variables and faculty engagement as dependent variable A survey questionnaire will be used to
collect the data on the perceptions of all full time faculty in both universities.
Methodology: Quantitative
This method has been widely accepted in the education setting. According to Borg and Gall (1989, pg. 416), “it
accounts for a large proportion of the research done in the field of education.” Primary advantages of the
quantitative method are (a) it reveals the causes of a social phenomenon, (b) it is objective and outcome-oriented,
and (c) it produces hard and replicable data that can be extrapolated to a larger population.
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Method of Analysis: Multiple Regression

Significance of the Research Project
1. To do a more in depth review of the research components of the model based on the literature and
research availability in the U.S. and learning with research expertise in particular field of interest of the
U.S. professor.
2. Interaction with faculty and staff at universities in the U.S. would also enhance my practical knowledge of
the subject and enable me to study state of the art facilities: expanding knowledge in the field through
collaboration with the U.S. colleagues which could then be adopted in my country as well on my return.
3. A Study in Private Universities of Thailand and the U.S. will have a significant contribution to the higher
education of both Thailand and the U.S. especially for Private Universities. Thailand needs strong higher
education institutes. This research project will help improve the efficiency and effectiveness of Thai
universities to compete at both local and global levels and to accelerate the transformation of Thai society to
a knowledge-based society.
4. The learning experience in conducting the research in the U.S. will be valuable to my institution and
country and also to further develop the mainstream institutional research in Thailand.
Fulbright experiences will have a significant impact not just academic lifestyle for me but also my career and
societies as a whole. To help in this effort, I offer myself as an ambassador of Fulbright scholar and be part of a
long-term sustained investment to increase international understanding and to create a more peaceful, prosperous,
secure: in general, a better world to live. My contributions will continue and remain just as committed to the
Fulbright ethos.
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Proposed Activities (August 3rd 2008 – January 3rd 2009)
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Proposed Activities
To do a more indepth review of the research
components of the model based on the
literature and research availability in the US
and expert knowledge of the US professor
Identify significant key factors driving
employee leading to organizational quality
performance.
Based on activity 1 and 2, the researcher
intends to refine a more concrete and
comprehensive conceptual framework of this
research.
Based on the operationalization of the
component of conceptual framework, the
research instrument in the form of the
questionnaire would be developed.
Do the pilot test to test the reliability and
validity of the questionnaire for further
improvement of the final research instrument
to be launched in Thailand and the US after
two weeks.
Prepare and distribute questionnaire
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Wk 2
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Wk 1

No
.
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Abstract
The purpose of this study is to discuss some issues emerging from the 2007 national
assessment of visual art in Taiwan. It is the first time for the country to conduct a
large-scale assessment in arts education both 6 and 9 grades. This assessment,
basically, adopted the structure and idea from the NAEP 1997 Report of arts
education. However, we created a different format of assessment of arts education in
Taiwan. There are several findings from the final report of 2007 assessment related to
national curriculum standard and the situation of teaching and learning in arts. This
paper is going to look at this assessment in a way that is different from the perspective
of the final report. The discussions mainly focus on the contents of two sections of
assessment in visual art: Comprehensive Test and Performance Test. The issues raised
from this study are including: structure, content, and process of assessment in visual
art.
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Single‐Sex Schools and Classrooms:
Why Aren’t We Empowering More Children?

As of March of 2008, there were 366 public schools that are either entirely single‐sex
schools or have single‐sex classrooms (Fort Mills Times, March, 2008). We know an abundant
amount of information on how boys and girls learn and yet with or without single‐sex schools,
we do little about it.
In researching this paper it was difficult to stay away from a total brain learning theme
even though this plays a certain portion of single‐sex classrooms and schools. Older research by
Leslie Hart (1983) and Hubert Kimura (1987) dealt with brain compatible learning but did not
discuss, specifically, single‐sex education. However, these authors are early leaders in the field
of how students learn.
In a November 22, 2006 article from Connect With Kids.com, it was stated that although
single‐sex education is still controversial, some educators hope that it will force girls to improve
in math and hope, too, that boys will become better readers. This writer became interested in
the topic of single‐sex education after reading, that in some cases, single‐sex classrooms and
schools specifically helped middle level students – especially boys – obtain better grades. One
rationale behind this viewpoint is that by separating boys and girls, the boys will pay more
attention to academics rather than “showing off” or competing with the girls for grades. It
seemed logical because of different learning styles between the two genders. Although both
genders exhibit some similar learning styles, boys tend to be more kinesthetic than girls. In his
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research, Sax (2005) found that many interesting brain differences and corresponding behavior
traits, such as a higher risk‐taking threshold for boys than girls. As Kommer (2006) has
discussed, brain difference may not tell the whole story. There are strong socialization forces
that also cause differences in genders – and these socialization factors also have implications for
teachers.
The topic of single‐sex schools became even more important to the author when it was
discovered that a middle school in Arkansas separated it’s campus into separate girls and boys
schools in 2005. In 2006 a high school in Arkansas began experimentation with single‐sex
classrooms for some academic areas.
Jacksonville, Arkansas Middle School created separate boys and girls campus’ after
conducting research of single‐sex education and with consultation with Dr. Leonard Sax,
Executive Director of the National Association for Single‐Sex Public Education. The separation of
campus’ received even more help with the announcement by Margaret Spellings, U.S. Secretary
of Education, on October 24, 2006, that the Bush administration is giving public school districts
broad, new latitudes to expand the number of single‐sex classrooms. This announcement is
widely considered the most significant policy change on the issue since a landmark federal law
barring sex discrimination in education more than thirty years ago (Title IX in 1972). Up until
this announcement, to open schools specifically for boys and girls, a district had to show a
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“compelling reason” that it was acting to remedy past discrimination. Across the nation, the
number of public schools exclusively for boys and girls has risen from 3 in 1995 to 366 today(as
of March, 2008).
Upon visiting Jacksonville Middle School for girls on November 15, 2006, I found that the
school has an attendance ratio of 70% black and 30% white – about the same as the boys
school. The girls school is made of of grades 6, 7, and 8 and there are both female and male
teachers in the school. I also found that 80% of the classes are remedial classes and that other
than keyboarding, there are no other electives offered at this time, though the Principal feels
there is a definite need for more vocational classes. Below are questions regarding the
Jacksonville Middle School.
Q: with the boys and girls schools separated, how motivated are the students to excel?
A: There appears to be no change from a mixed school to a single‐sex school. There are those
that are self motivated and self achieving. The largest problem that seems to cause poor grades
at this school is the lack of home environment – parents don’t seem to care if the child achieves.
Q: With boys and girls separated, how does the student learn about the opposite sex without
learning from experience? How is the gay issue?
A: Most adolescents will learn about sex from their peers (unfortunately) and may well learn
from their own experience. The Principal of this school stresses to her girls that they don’t need
a boyfriend at this age. There are no sex‐ed classes. In regards to the gay issue, it does come
up sometimes (primarily from parental concerns) and the Principal has no doubt that some of
the students are gay. Sometimes girls will come into the office crying as someone has called
them gay. The Principal and I both agreed that at this age and through high school and college
that is experimenting going on with young women. Perhaps there is some male
experimentation as well but not as much.
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While speaking with the Principal I asked questions regarding discipline, academic
scores and abut the over‐all problems with a single‐sex school. The Principal’s school has had
relative fewer overall problems (she runs a tight ship). The boys school seems to have more
discipline problems and many more suspensions and recommendations for expulsion. It
appears there are more below average grades at the boys school and, once again, the Principal
feels this is because of the home environment. The boys seem to respect the female teachers
more than males while the girls tend to respect all teachers. Many of the students, boys or girls,
knew very little of their father or even who their father is. The school has a very loving
administration even though it is strict. All girls at this school seemed to enjoy their Principal.
New information continues to be forthcoming regarding single‐sex education – both pro
and con. As an example, in an article from the Fort Mills Times (March, 2008) it mentions that in
a teacher’s sixth grade classroom, they’re making robots – more than a dozen boys are standing
around work stations and just down the hall, a room full of girls sit in near silence at their desks,
working independently to put final touches on a project. These scenes are likely to become
more common in the coming years as a change in federal regulations is expected to make it
easier for public schools to experiment with single‐sex education (The Tennessean, June, 2006).
This information is in reference to a school in Deland, FL who, by moving to a single‐sex
concept raised test results based on a state writing test. Eighty six percent of the boys in a
single sex classroom passed the test as opposed to thirty seven percent of boys in a coed
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classroom. The girls results weren’t as impressive but increased nevertheless. Seventy five
percent of the girls passed who were taught in a single‐sex classroom as opposed to fifty seven
percent from a coed classroom.
New information from research reveals a positive attitude town single‐sex education. However,
a few negatives appear also. For example, in a newspaper article from Cleveland, Ohio (The
Plain Dealer, July, 2007), single‐sex education was opposed by the ACLU (American Civil Liberties
Union). The primary ACLU argument is that single‐sex are discriminatory – that separate is not
equal when it comes to education. The ACLU has also reportedly threatened legal action to for a
school district in Louisiana to abandon the single‐sex concept. Interestingly enough, single‐sex
schools across the nation have risen from the three in 1995 to over 300 (366 as of March, 2008).
Proponents of single‐sex schools say the segregated environment produces greater
numbers of high achievers because the single‐sex school eliminates the possible distraction of
the opposite sex. We know, from research, that boys and girls learn differently. Many
researchers on sex differences find that biological, social and experiential factors contribute to
learning differences. The research shows that the female brain develops more quickly. Girls are
generally better in language and reading skills, social control and attention spans. Boys are
better in spatial performance and also have higher basal metabolism rates which might be why
they have a more difficult time sitting still when they are younger and why their play is typically
more physical than girls (Meehan, 2007).
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Some studies show that single‐sex schools give girls more freedom to pursue studies in
male dominated specialties such as science and technologies and give boys more freedom to
seek out courses in the arts. A report from Hartford, Connecticut (Hartford Courant, 2007),
mentions that the “demand for single‐sex public education is mushrooming across the country.”
As gender separated classes have been popular for years – both parochial and private schools –
there is every reason to believe that it can have the same effect on public school children.
A school district in rural Georgia had planned to implement a single‐sex concept in all
four of it’s schools for the 2008‐09 school year but halted that plan in April of 2008 as parents
reacted negatively to the plan. The plan to implement single‐sex schools was originally brought
about because of years of poor test scores, soaring dropout rates and high numbers of teen
pregnancies in the 2,000 student district (Fort Mill Times March, 2008).
The positive seem to outweigh the negatives when it comes to single‐sex education.
The Hartford Courant an article states that the popularity of single‐sex education is soaring and
that educators in the increasing number of schools with single‐sex classrooms claim that
tailoring lessons to specific genders helps to break down stereotypes and eliminate distractions.
A Principal, Kathy Russell, says that ”the single‐sex class creates an environment where learning
is more focused.” Other successful single‐sex school reports come from Arkansas and Texas .
Though research on single‐sex schools in needed, it appears that there will continue to
be tremendous growth of these schools. Both boys and girls seem to feel at ease and more
comfortable in single‐sex classrooms. Perhaps American public education needs to look further
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into the success rate of single‐sex schools of Australia and the United Kingdom where single‐sex
education is readily available. Major studies from England (2002) and Australia (2001) regarding
single‐sex schools concludes that coeducational settings are limited by their capacity to
accommodate the large differences in cognitive, social and developmental growth rates of boys
and girls between 12 and 16.
As in the classroom, ceilings should not be placed on learners. Like the classroom, it
appears that fewer ceilings would occur in a single‐sex class or school. Perhaps it’s time to
empower the students rather than hold them back.
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Abstract
A large number of studies have been carried out on second/foreign language learners’
identities, but there seems to be insufficient research on the constitutive effect of
discourse on L2 learners` identities, especially among English learners in China.
Informed by discourse theory, this study explored how college students’ identities
were discursively constructed in their English learning experiences. This study
identified the discursive strategies of establishing oppositions and differences the
students adopted in identity construction as they interacted with the specific learning
community, the social surrounding and an imagined global community. The paper
starts by discussing the constructs that guide the study and then provides an
interpretation of the extracts from interviews and diary studies in light of the
sociocultural context where the investigation takes place.
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Identities Constructed in Difference: English Language Learners in China
1. Introduction
Since the implementation of its Open Door Policy and shift towards a market
economy in the mid-1970s, China has experienced great economic growth and
become one of the fastest-growing economies in the world. China has entered a new
era of widespread English language learning and teaching and sociocultural reforms.
Since the 1980s, China has had the largest number of English learners in the world.
An estimated 50 million Chinese studied English in the 1980s (Crystal, 1985), and
about 100 million in the 1990s (Zhang, 2003); now, the number of people learning
English has been estimated at between 200 and 350 million, a number roughly equal
to the total number of English speakers in the USA.
Given that L2 learning is often assumed to destabilize learners’ identities (e.g.,
Block, 2007; Kanno, 2003; Lantolf & Pavlenko, 2000), and that identity is believed to
be a product of interaction between the social and the individual (Fairclough, 2003;
Norton, 2000), it is interesting to seek an understanding of the impact of English
language learning on learners in China where dramatic sociocultural, political and
economic changes are taking place. This paper, drawing on the idea of
poststructuralist theory that identity is varied, shifting and subject to change, and that
language and identity have a mutually constitutive effect (Butler, 2005; Pavlenko,
2000), and informed by discourse theory (Fairclough, 2003; Laclau & Mouffe, 1985;
Philips & Jogensen, 2002), investigates the identity construction of college English
learners in mainland China.
2. L2 learning and Identity
In current social science literature, the theoretical framework of identity is
roughly divided into the two approaches of essentialism and poststructuralism. The
former approach sees individuals’ membership of social groups based on education,
social class, family and so on as determinant of identity, assuming that groups can be
clearly divided and that group members have similar identities (Tajfel, 1981). The
latter approach, on the other hand, holds the view that identities are dynamic, multiple
and fluid, and that identity is constructed in the complex and constant interaction
between individuals and the society (e.g., Butler, 2005; Weedon, 1997; Zemblyas,
2003). Moreover, poststructuralist theory emphasizes the mutually constitutive effect
between language and identity. That is to say, “language is the place where actual and
possible forms of social organization and their likely social and political
consequences are defined and contested. Yet it is also the place where our sense of
ourselves, our subjectivity, is constructed” (Weedon, 1997, p. 21).
In the context of learning a language in the country where it is one of
the common means of communication, identity studies mainly focused on immigrant
1
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learners’ experiences of studying an L2 in host countries or similar places (Belz, 2002;
Kanno, 2003; Norton, 1995, 2000; Norton and Toohey, 2001, 2002; Pavlenko, 2001,
2003; Ros i Sole, 2007). Most of these studies, employing the poststructuralist
approach, tend to reveal the multiple, varied and contradictory nature of L2 learners’
identities.
Relatively few studies on EFL learners’ identity construction in their mother
contexts had been conducted. In the context of mainland China, Gao, Li and Li (2002)
presented a complex picture of the development of three college learners’ L2
identities. Furthermore, the general belief that a shift from nationalism to
transnationalism is an inevitable consequence of the wide spread of English in
globalization has aroused researchers’ interest in investigating the impact of English
learning on learners’ national identities (e.g., Block & Cameron, 2002; Joseph, 2004;
Pennycook, 1998, 2007; Phillipson, 1992, 2008; Risager, 2006). Viewing the spread
of English as a form of ‘linguistic imperialism’, some researchers (e.g., Phillipson,
1992, 2008; Skutnabb-Kangas, 2000) hold that, as a primary tool for globalization,
English plays a role in the linguistic and cultural invasion of other nations. However,
Joseph argues that “the spread of English does not entail the erosion of national or
sub-national identities or cultures” (Joseph, 2001, p. 232). Another group of
researchers, however, propose that young English learners can develop bicultural
identities which entail both a local identity and a global identity that “gives them a
sense of belonging to a worldwide culture” (Arnett, 2002, p. 777). Ryan (2006, p. 42)
has further theorized the concept of “L2 learners’ global imagined identity” to describe
one aspect of the identity of learners who study English as an L2 in home countries.
Such an identity may allow a person to work hard at learning English, the language of
globalization, while still “hold[ing] strong anti-global capitalist political views”. This
view could find support in this study.
A literature review shows that some aspects in L2 identity research still need
further investigation. First, most empirical studies on identity in the field of language
learning focus on the experiences of immigrant learners in host countries where the
learners are surrounded by the local culture, while relatively few studies examine the
influence of L2 learners who study an L2 in their home countries, where the L2 is not
the common means of communication. Second, there is debate over the role of
English in shaping learners’ national identity in the process of globalization and this
study might serve as an empirical attempt to settle some of the arguments. Third, the
operation of discourse at the micro level, which allows for the exploration of the
mediating role of language in identity construction, has not gained sufficient attention.
This study, therefore, explores the discursive construction of EFL learners’ identity in
2
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China and investigates the contextual and social influences on their identity
development. I do not see the identity development as a one-way process. Rather, I
recognize individuals as social agents who create and change things with their
pre-positioning in social events and texts (Fairclough, 2003), and who continuously
develop a sense of self in their engagement with the world (Archer, 2000). In this
way, identities are socially constructed and individually enacted in distinctive ways.
To address the above issues, the following research question is explored:
How do college students in China discursively construct their identities during
their English learning experiences?
3. Discourse and Identity
I draw on Laclau and Mouffe’s (1985) view on discourse that it constructs the
meaning of the social world, and that, as “the fixation of a meaning within a particular
domain” (cited in Philips & Jorgensen, 2002, p. 26), it is never permanent, but formed
and transformed through interaction with other discourses. As a supplement to Laclau
and Mouffe’s discourse theory, Fairclough’s discourse theory (1992, 2003), which
emphasizes the interaction between the individual and the social and offers detailed
analytical tools for discourse, is employed in this study. According to Fairclough,
discourse is a “[way] of signifying experiences from a particular perspective (1993, p.
138), and is an important form of social practice that “both reproduces and changes
knowledge, identities and social relations including power relations, and at the same
time is also shaped by other social practices and structures” (1992, cited in Philips &
Jorgensen, 2002, p. 65). According to Fairclough (2003, p. 161), “achieving social
identity in a full sense is a matter of being capable of assuming social roles but
personifying them, investing them with one’s own personality (or personal identity),
enacting them in a distinctive way”. In analyzing the data, I draw on Fairclough’s idea
of identity to gain insights into the role discourse plays in the forming process of
learners’ identity.
I also make use of the idea that identities are constructed through difference in
that “it may be impossible to reconstitute the relation to the second without
confounding the experiences of the first” (Connolly, 2002, p. 44). Besides, the idea of
logic of equivalence is also employed when looking at identities. Laclau and Mouffe
(1985) theorize the construction of antagonistic relations in political processes into a
logic of equivalence, which “consists in the dissolution of the particular identities of
subjects within a discourse by the creation of a purely negative identity that is seen to
threaten them” (Howarth, 2000, p. 107). Fairclough (2003, p. 100) suggests that
equivalences and differences can be seen as “a general characterization of social
processes of classification: people in all social practices are continuously dividing and
3
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combining – producing (also reproducing) and subverting divisions and differences”.
4. The Study
4.1 The Participants
The four participants, Jocelyn, Lisa, Helena and Jane (all pseudonyms), were in
their third year at a key university in China when this study started. Jocelyn and Lisa
were studying in the English Department, and Helena and Jane in the Bioscience
Department. The division of college students in China into English and non-English
majors is a significant categorization as regards English learning. The two groups
differ in English proficiency levels, career orientations, chances of interacting with
English L1 speakers, and exposure to western cultures, due to the different curriculum
designs for different majors. Therefore, this study recruited students from the two
groups of learners. I approached some the students from the two departments and
explained the research purpose. Jocelyn, Lisa, Helena and Jane volunteered to
participate in the study.
[Insert table 1 here]
4.2 Data Collection
This investigation was conducted September 2004 to August 2006. I interviewed
the students every four months about their language learning experiences in college in
Chinese. They were semi-structured with open questions. The periodic interviews
provided opportunities to confirm and check the themes continually emerging. The
participants also recorded their diaries tri-weekly, noting their reflections on English
learning. The diaries enabled the language learners to introspectively and/or
retrospectively observe her experiences (Allwright & Bailey, 1991). 75% of the diary
entries were written in English although I indicated to the participants that they could
use whichever language they felt comfortable with when writing diaries. However,
this percentage did not undermine the quality of the data; Kramsch and Lam’s (1999)
argue that the written mode in a second language is capable of securing a confident
identity representation of language learners. In the email correspondence and online
chatting, our topics were not limited to English learning, but touched on a lot of areas,
such as experiences of growing up, interpersonal relationships, future concerns and so
on, which to a great extent compensated for the distance in space between the
participants and me during most of the study and helped to establish a rapport
between us.
I translated all the interviews and the diaries that were originally written in
Chinese into English verbatim to maintain their original flavor. However, when
transcribing and translating the interviews, I was aware that both talk and
transcription are social acts and transcribers bring their own perspectives and
language ideology to the work of transcribing talk, which means there is no
4
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‘objectivity’ when ‘writing’ a talk (Roberts, 1997). I had not attempted to precisely
represent pauses, fillers and vocatives in the translated version of transcription, as I
was using critical discourse analysis to explore the construction of the social in
language, not using conversation or psychology analysis (Kvale, 1996). I did pay
strict attention to preserving and recording grammatical and language features (tense,
use of modality, hedges, subjunctive moods, etc.) in translating and transcribing the
interviews, as these were critical to my analysis. I also checked the translation of key
passages with other researchers who have expertise in both English and Chinese.
4.3 Data Analysis
A ‘paradigmatic’ approach (Bruner, 1986; Erickson, 2004) was adopted in
interpreting the informants’ identity construction in their English learning experiences
in college, involving both deductive and inductive analytical procedures. In the
deductive process, poststructuralist and discourse theory provided a starting point for
interpreting the data. However, as new themes and sub-themes emerged over the
course of the study, an inductive analysis was conducted in a recursive and iterative
process. As soon as an interview was conducted or a diary entry was received, data
would be initially analyzed; this preliminary analysis often generated new questions,
which were then posed in subsequent interviews or email correspondence. Data from
different sources were treated together for cross-referencing. From these various data,
emerged the major themes relating to the English learners’ construction of identity,
including a) identity as a self-positioning in a learning community, b) identity as a
negotiation with local social discourses, and c) identity as a kind of resource for
self-legitimating in a global community.
After the data analysis was done, I presented the findings to the participants and
asked them to correct any misrepresentation of what they would like to express.
Unless otherwise indicated, all excerpts in this paper are translated versions from the
original Chinese.
5. Findings
5.1 Identity as a self-positioning in a learning community
All four learners were found to adopt discursive strategies to position themselves
in the department communities through establishing differences in varying ways. The
two English majors, Jocelyn and Lisa, tried to legitimate their own beliefs through
stating their own value systems or appealing to authority. For example, Jocelyn
contrasted her own beliefs towards life and learning with those of “many students” in
the English department:
More and more people are just dawdling everyday and don’t really work hard on
English although they are English majors. Some of them don’t make any
5
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progress in English even after they had been in university for over two years…
They have no sense of responsibility and no one claims she wants to do
something for the country and society. I wish to be able to make society become
better. I think my English proficiency would help me play a role in the nation’s
progress. So I work very hard on English. I hope one day my voices can be heard.
(Interview 4)
In the above excerpt, Jocelyn used a lot of moral evaluations to legitimate her own
beliefs. For example, “dawdling”, as a pejorative term to negatively evaluate the
behavior of others, was adopted to describe the behavior of some students in Jocelyn’s
department, who “don’t really work hard on English”, and have “no sense of
responsibility”. Unlike many of her classmates, Jocelyn believed that English learning
was related to her potential role of advancing the nation. Difference was constructed
in the different attitudes towards English learning between Jocelyn and her
classmates.
In contrast to Jocelyn, Lisa didn’t feel a great deal of dissonance with the
mainstream beliefs and values in the English Department, which was reflected in her
use of legitimating strategies to justify the values and beliefs of the community, and
her use of a logic of equivalence to construct oppositions between the mainstream and
the marginalized in the discourse of the department. For example, in the following
excerpt, Lisa set up the binary oppositions of two kinds of identities among the
students in her department.
I never feel marginalized in our department. We don’t like people who isolate
themselves in the classroom and we call them bookworms. They concentrate
too much on study. We like people who are versatile and who know how to play
hard. We don’t spend much time sitting at our desks and studying English,
but as stated in an English saying, “all work and no play makes Jack a dull boy”;
we want to be fun people. So we play a lot. (Interview 2)
Two kinds of identities in opposition were constructed in the above extract: on the one
hand, “isolate themselves in the classroom”, “bookworms” and “they concentrate too
much on study”, identify “them”; on the other hand, “we”, “who are versatile” and
“who know how to play hard” identify “us”. Through this discursive strategy, Lisa
constructed an ‘otherization’ of ‘them’ when talking about students who do not belong
to her group and who “concentrate too much on study”. Lisa located herself as sharing
beliefs with classmates in the mainstream discourse by constantly using “we”, as
opposed to Jocelyn’s frequent use of “I” when talking about mainstream beliefs in the
6

2009 HICE Proceedings
Page 1487

English Department. Lisa also derived legitimacy for not spending much time
studying English from the English proverb “all work and no play makes Jack a dull
boy” to rationalize behavior such as “play a lot”.
The two learners from the Bioscience Department were found to adopt similar
strategies to those of Jocelyn and Lisa, but had different stories of identity formation.
Helena described herself as a “marginal person” among her classmates because she
could not fully integrate into the community. In the following, she employed the
logic of equivalence to differentiate herself from the mainstream students in the
Bioscience Department:
As a country girl, I am lonely and often feel isolated. I am introverted and not
good at communicating with others. Most of my classmates are from cities and
they are talkative, active, confident, energetic and very sociable. (Interview 2)
Two kinds of identities were constructed in opposition here. One was the identity of
Helena, who was a girl from the countryside and often felt “lonely” and “isolated”.
The other was that of her urbanite fellow classmates, who were “talkative”, “active”,
“confident” and “energetic”. While her fellow classmates were “very sociable”,
Helena herself found it “not easy to get along with others”. Helena’s marginal status
was thus discursively shaped through the construction of these oppositions. She was
not confident in her communication skills, which limited her chance to practice
English, as she said, “I am very passive in communication and this has prevented me
from practicing how to express myself both in Chinese and English” (Interview 2).
Although also from the countryside, Jane constructed a quite different identity
from Helena. Jane reported that differences existed between herself and the
community but she didn’t feel she was marginal:
I don’t feel inferior at all although I am from the countryside…I cannot speak
English well and I know little about the academic world. But I believe in God
and believe that all men are created equal” (Interview 4).
The repetitive “I” statements in the above text constructed an identity that is in
opposition to that of the mainstream members. The adversative statement introduced
by “but” reflects that she can still find a legitimate position in the community because
“all men are created equal”.
Jane tried to maintain the beliefs of the mainstream community, but at the same
time constructed her own beliefs, which were not consistent with them. As she said:

7
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My classmates are crazy about studying English to prepare for the TOEFL and
GRE. I think that is good, but I would like to practice my communicative
competence in English because I think that is the most meaningful part of
learning a foreign language. (Interview 3)
Whereas Jane claimed that studying English hard mainly for the purpose of passing
TOEFL and GRE was “good”, she contrasted this with “the most meaningful” part of
studying a second/foreign language, that is, becoming able to communicate well with
others in that language. Here the use of the adjectives “good” and “the most
meaningful” still established an opposition discursively, although it was moderated
through different degrees of positivity rather than being an opposition between
postivity and negativity. The evaluations were used here to legitimate both her beliefs
and those of her classmates. Jane subtly established her own beliefs, which were
somewhat different from those of her classmates, while still affirming her positive
attitudes towards the behavior of “others”.
5.2 Identity as a negotiation with local social discourses
The findings indicated that the participants negotiated with the predominant
discourses of the society that were contradictory to their own values. In their
discursive comments, the participants’ identities were constructed. For example,
Jocelyn expressed her negative feelings about the way in which ‘winner’ and ‘loser’
were defined in China, but admitted that it was partly the force behind her studying
hard in English:
Fame and reputation is stressed too much… It is believed that exams and high
marks will bring fame and reputation while low ones would deserve contempt
and cold shoulder... Gradually I find I have changed. I work extremely hard on
English and striving to be the student with the best academic achievement, get
respect, or in other words, for the fear of being disregarded and laughed at. This
is so different from my ideal. I used to wish to be a person who was capable of
doing something beneficial to the nation. (Diary 11, original in English)
Jocelyn used the contrasting phrases “fame and reputation” and “contempt and cold
shoulder” to emphasize the contrasting ways in which people with high and low
scores were treated. Even though she disapproved of this situation, its effect on
Jocelyn was reflected in the two reasons she gave for her working hard work in
English: “to get respect” and “for the fear of being disregarded and laughed at”.
In the following extract, Lisa could be seen constructing her identity and her own
8
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values against social acceptance as she described her own position with regard to
society`s criterion for success:
In our society, nowadays, the standard to evaluate a successful university
graduate is whether he/she has been given offer from a famous university in the
USA I would say that the success up to others’ eyes is not attractive to me. I love
the arts and cultures in France more. Why I have to take TOEFL and GRE for an
objective which I don’t really like? I kept asking myself. I decide not to take the
exams. (Diary 10, original in English)
Lisa established her own values, which were contrary to the standard society used to
“evaluate a successful university graduate”, by stating the differences. Difference was
constructed in the use of “not attractive” when she referred to studying in the USA,
and in the use of “love” when she indicated her affection towards French arts and
culture. The question “why I have to take TOEFL and GRE for an objective which I
don’t really like” produced a rhetorical effect. Lisa’s sense of agency within
constraints of structures could be seen in her repeated use of first person pronoun ‘I’
in the above excerpt.
Helena’s attempts to negotiate her own place could be illustrated in the following
texts:
Now I am thinking of pursuing a PhD degree. But you know, female PhDs are
considered as the third gender and are regarded as boring and not knowing how
to enjoy life. This is prejudice, I believe. Maybe I will continue the PhD study; I
am not sure, but I don’t think PhD is the sole priority of males. (Interview 5)
In the above excerpt, Helena mentioned society’s attitude towards female PhDs.
Gender bias was a problem that had troubled her since childhood. Although Helena
thought it was a prejudice, she was still tentative when she needed to make the
decision. This to a certain extent reflected Helena’s inner conflicts and the conflicting
discourses impinging on her identity construction. This also influenced her English
studies:
If I pursue a PhD degree, I should focus on the academic English language in our
field. What is needed is accurate and professional language. If I work after
finishing the postgraduate study, I should practice business English and English
in daily use. What is needed is fluent and native-like language. Now I have no
focus, and I don’t think I have mastered either aspect well. (Interview 5, June 27
9
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2006)
In “now I have no focus”, Helena’s uncertainty and ambiguity regarding the dominant
‘prejudicial’ social discourse was reflected.
Jane showed appreciation for the rapid social development, while concurrently
establishing her own identity and philosophy of life at a slight distance from the
prevalent social values. Jane did not experience conflicts with some social norms in as
strong a way as Jocelyn and Helena did. Also unlike Lisa, who constructed an identity
that was not socially acceptable, Jane strategically positioned herself in the social
setting, as can seen be seen in the following extract:
I like the rapidly developing society of China nowadays. We young people have
a lot of opportunities. English ability is becoming even more important in China
today. A university graduate cannot find a good job unless he/she has very good
English proficiency. English communicative competence is very important
because almost all big companies use English as the media of email
communication and as the language of documents. It is after I enter university
from the countryside that I first realize how important the spoken English is and
want to improve it. (Diary 12, original in English)
Jane showed her positive attitudes towards contemporary Chinese society by using
“like”, and “rapidly developing”, and further positioned herself within the community
of Chinese young people by using the first person pronoun “we”. It seemed that,
although Jane found disharmony between her own goal in life and what was socially
acceptable, she was materially strategic in aligning her energies with the social setting
emotionally.
5.3 Identity as a resource for self-legitimating in a global community
As the participants had more exposure to western cultures because of their
enhanced English proficiency, all tended to develop a stronger sense of being Chinese.
They gradually developed the sense of belonging beyond the specific learning
community and the national sociocultural context, to a global community. In
establishing an identity in the global community, they were trying to figure out the
unique characteristics of being Chinese and of Chinese history as well as culture and
to establish differences between China and the rest of the world, especially the
English speaking world.
The increasingly influential role of Chinese language in the world accompanying
10
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the rapid development of Chinese society and its great potential to become a central
world power had been noted by the students. The following quote was a typical
example:
Maybe now Chinese still cannot compare with English. English is the language
of globalization, but China is getting stronger and I think it is very possible that
one day Chinese will become one of the dominant languages in the world. I
know there are more and more Confucius Institutes in universities in the US. Is
this a sign that Chinese is becoming more and more important? (Interview 6)
Jocelyn compared the current position of Chinese and English and pointed out the
social and political nature embedded in language learning. China’s rapid development
also gave her confidence in Chinese becoming a powerful language, in contrast to the
dominant status of English.
Similarly, Lisa indicated that the English language was “not born to be superior”
and that the spread of English could not be separated from globalization:
We need not to compare which language is better, Chinese or English. That so
many people in the world learn English as the second language is only because of
globalization. If Chinese is the core language of globalization, situation will be
the same. (Diary 1, original in English)
The categorical assertion here that the dominance of English “is only because of
globalization” reflected her wish to defend her constructed identity against the
perceived threat of English’s popularity.
The students` pride in China’s resurgence also pushed them to discover their
appreciation of the colorful culture and ancient civilization of China. Lisa recognized
the importance of being a person with historical and cultural roots in gaining a
legitimate position in the global community:
Although English is my major, I have come to know that I should never forget I
am a Chinese and should always cherish Chinese culture. I hope that I am a
person with a global view and that I have the capacity to communicate and work
with people from international backgrounds. (Interview 5)
Lisa set up a dichotomy between what English and Chinese meant to her: English is a
tool for her to develop a wider vision, while the Chinese language and culture are her
roots.
11
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Helena differentiated between maintaining Chinese “roots” and being “totally
absorb[ed]” by western values and ideologies, but didn’t see English as a threat to
national identity:
Now I am not a follower of western cultures any more, and I have doubts about
the possible effect of the wide use of English nowadays. I don’t want to see the
young generation lose their Chinese roots and totally absorb western values and
ideologies… But I would say that we need to study English well. (Interview 5)
Jane had been holding positive attitudes towards the English speaking
community since childhood, but in the process of her learning English, we were able
to discern her national identity being constructed:

One English speaking friend used to influence me. Now I realize we are from
very different social and cultural backgrounds. We Chinese can just learn
something from them rather than follow their ways completely because only a
nation with unique characteristics can be recognized in the world family.
(Interview 4)
Jane’s sense of national identity was obvious when she says “we Chinese”. In contrast
to the construction of an us/other relationship between herself and her classmates
when she stated a position in the department community, Jane constructed an ‘us’
community among Chinese people and establishes an ‘other’ community of
Westerners here. Her shifting, multiple and inherently conflicted identities were
discursively constructed in the texts. As we have seen repeatedly in previous
statements, Jane indicated the importance of sustaining Chinese traditions and culture
in gaining a legitimate position in the world. Overall, and consistent with the pattern
we have observed in the other learners, this indicated her construction of identity
through difference.
6. Discussion
The interaction between the individual and the social has been better understood
by employing the notion of discourse (Fairclough, 1992, 2003; Laclau & Mouffe,
1985; Philips and Jorgenson, 2002) and by focusing on its constitutive effects on
social reality, that is, the interpersonal relationship, the intrapersonal identity and the
system of knowledge and belief. It is through discourse that the individual engages
with the social and it is also through discourse that the social is expressed by the
12
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individual. As such, learners’ identities are constructed through their discursive
comments.
As has been found in studies on L2 learner identity in other contexts (e.g., Block,
2002; Gao et al, 2002; Norton, 2000), the informants’ identities are changing, multiple
and fluid. The informants were found to experience opposing and contradictory
identities. For example, Jocelyn didn’t hold a legitimate position in the department
community and criticized the prevalent values in society, but when faced with a group
of English speakers, she reverted to being a national supporter.
Perhaps as an addition to the findings of other studies, the findings of the present
study indicate that the construction of all the learners’ L2 identities involved the
establishment of an opposition. This resonated with Connolly’s (2002) argument
regarding the dependency of identity on difference, “identity is always connected to a
series of differences that help it to be what it is” (pp. xiv-xv).
However, the rapid economic and sociocultural developments in China and the
increasingly powerful position of China on the world stage, resulted in English
learners in China experiencing a more complicated process of identity construction
[Insert figure 1 here]
As illustrated in figure 1, the English learners showed different discursive strategies in
their struggle to acquire a sense of legitimacy as they located themselves in multiple
contexts. It is important to note that the three layers of contexts were only separated
for analytical purpose, and they interacted with individual English learners in a
simultaneous and interrelated way.
At the level of learning community, the students’ L2 identities were established
through ‘chains of equivalence’ between their beliefs and those of ‘others’. It is
interesting to find that a marginal position in a learning community doesn’t seem to
inhibit individual learners’ learning behaviors. Jocelyn’s statements created a tension
between her own beliefs and values and those held by the mainstream discourse in the
English Department. However, she also found impetus in the contradictions, in that
being identified as a very competent English user would make it possible for her to
achieve recognition for herself and her beliefs. In the same learning community, Lisa
found a good match between her beliefs and the community’s. This might explain
why she didn’t express the same work ethic regarding English as Jocelyn did: English
was not an important resource for her to draw on in the regulation of her interpersonal
relationships.
At the level of the soiocultural context of China, participants’ negotiation with
some accepted and prevalent social values was represented in ‘chains of equivalence’
between elements of behavior they regarded as appropriate and of which society
approved based on her own interpretation of society. It was found that sometimes the
13
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learners’ construction of identity in opposition to the predominant social values
restricted their English learning. For example, the tension between the English
language, with its colonial associations, and the knowledge that needed to be learned
in the same language restricted Lisa’s possible choices. She made a ‘hard’ opposition
between her and everything related to English. For Helena, the conflicting social
discourses made it difficult to decide whether she should pursue a PhD or start work
after getting her master’s degree. She thus constructed two oppositions between being
“accurate and professional” and “fluent and native-like” in terms of English
proficiency. However, the division Helena makes between these aspects of English
proficiency was likely to lead to her feeling forced to choose one chain of equivalence
over another, ignoring the fact that these aspects of language proficiency are not
mutually exclusive, but rather, mutually supportive.
We can see that the students developed an increasing awareness of the
importance of the symbolic resources of being Chinese in finding a legitimate position
in an imagined global community. It seems that the rapid development of Chinese
society and China’s great potential to become a central world power has been an
impetus for learners to establish their national pride and feel a part of the country as it
develops. As shown in existing identity studies (e.g., Phillipson, 1992;
Skutnabb-Kangas, 2000), EFL learning entails a complex process of shaping learners’
national identity. The participants appeared to strive to position themselves in the
global community with their identity as Chinese with cultural and historical roots, and
view English proficiency as a means for self-statement and to establish a good
national image. Referring back to Ryan’s (2006, p. 31) observation that “if English
really is integral to the globalization processes and learners also feel a part of these
processes, then an element of the ‘foreignness’, therefore the threat, is removed”, the
findings indicate that despite setting up oppositions between English and Chinese
cultures and languages through contrast and comparison, the participants didn’t place
the two cultural and language systems in antagonism. Rather, they strove to seek a
reconciliation between a Chinese identity and a global identity.
7. Conclusion
The participants’ English learning experiences reflect those of many college
English learners in China. What we can find, perhaps, is that English learning at the
tertiary level is both a process of acquiring language skills, and a process of
understanding whom the learners are and how they are related to the learning
community, the national sociocultural context and the imagined global community.
The findings raise the questions how, in the era of globalization, and in face of
China’s swift development, do Chinese English learners negotiate the complicated
and changing social context and position themselves between English speaking
14
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cultures and mother language and culture, and how do they secure themselves a
legitimate position in the global community?
The learners’ individual differences that were demonstrated when they
constructed L2 identities means that their seeming homogeneity in gender, cultural
and linguistic background and the similar learning communities and the same broader
social surroundings they were in don’t guarantee a similar path of identity
construction. This means that it would be desirable to carry out more in-depth case
studies, tracing identity development over a prolonged period and viewing the
individual learner as a reflective agent. The contradictions found in individual
learners’ identities indicate it is importance for English teachers in China to move
beyond simply training students’ language skills, but be aware that L2 learning is
intricately related to one’s identity construction and make exploration in their
pedagogical practices in order to help the student incorporate their English learning
with their career design and imagined life. More research into identity and EFL
learning in China will help to reveal how the increasingly important status of China
and the Chinese language would intertwine with the experience of Chinese students’
learning of English.
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Table 1 Participants` profile
Name

Major

Origin

Learning history

Jocelyn

English

small-size city

A high - achieving language learner in
middle school and college; wide
interests

in

politics

and

Chinese

culture; English is her first choice of
major
Lisa

English

big city

A French culture fan; Advertising
was her first choice of college major,
but she was recruited to the English
Department as her score was not high
enough for her first choice;

Helena

Bioscience

countryside

Less exposure to western cultures and
low interest in English before entering
college

Jane

Bioscience

countryside

Born into a Christian family and
positive

attitudes

towards

western

cultures

Figure 1 English learners’ identity and context
National identity and
English proficiency as
self-legitimating in a
global community

L2 Identity
constructed in
negotiation and
coordination
with the social
discourses

Imagined global community
Local social discourses and
economic and political conditions
Specific learning community
of department

Individual college
English learners

L2 Identity constructed
in different values and
life beliefs
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Session Design:
90 – Minute Interactive Workshop
Participants will engage in Learning Conversations That Impact Teaching & Learning
Session Overview:
For the past two years, our work has focused on conversations in the learning environment. The
objective of the work was to gain insight into the impact of conversation on student learning.
Supporting our work is the deep research of Michael Milstein and Nan Henderson on resiliency
factors for students and teachers and Michael Halliday’s research on classroom discourse.
Through the design and implementation of a series of Beta Tests that examined specific
interventions focused on engaging students in various kinds of learning conversations, we have
learned some important things about conversations and their potential in teaching and learning.

Conversations can make a difference in what we know and do. When informed by data they
impact thinking, deepen understanding, and guide practice. Conversations can foster resiliency in
staff and students. Conversations can engage students in their achievement data. Conversations
can build foundations for learning communities.
Effective learning conversations provide opportunities for growing knowledge, synthesizing
practice and informing decision-making. These opportunities are embedded in the daily routines
of school, a forum where we engage colleagues and students in effective learning conversations
daily, conversations that count.
The challenge ahead and the focus of our continuing Action Research is to construct
conversation models that identify specific interventions that impact teaching and learning. This
session shares our research to date and the conversation models we have built and implemented
in several schools and at various grade levels. The goal of our action research is the production
of several “Best Practice” models for engaging students and teachers in conversations that
inform thinking build resiliency and raise achievement.

Session Description:
Conversations can make a difference in what we know and do. When informed by data they
impact thinking, deepen understanding, and guide practice. Participants will experience current
research and practical applications of strategies to ignite conversations that foster resiliency in
staff and students. Participants will experience learning Conversations that engage students in
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their achievement data and practice conversations that build foundations for learning
communities.
Session Focus
Effective learning conversations provide opportunities for growing knowledge, synthesizing
practice and informing decision-making. These opportunities are embedded in the daily routines
of school. Participants will learn strategies that engage colleagues and students in effective
learning conversations daily. Conversations that count!

Session Abstract
Participants in this interactive session will learn a protocol for organizing student achievement
data and strategies to establishing learning priorities and processes to support those priorities.
These strategies inform thinking and guide practice. The protocol and strategies provide content
and focus for igniting learning conversations. For these conversations to be effective, they must
take place within the context of communities of learners. Participants will examine and apply
the precepts of current resiliency research to underpin effort to sustain school-based learning
communities. Building resiliency within school communities increases opportunities for
engaging, motivating, and investing time and energy. It produces a foundation for a culture of
continuous improvement.

Participants will leave the session with:
An understanding of the precepts of current resiliency research and its impact on teaching and
learning.
Strategies and tools to transform student achievement data into questions that stimulate
conversations with colleagues, students and parents.
Techniques for engaging in effective learning conversations
Protocol for using data to inform thinking and learning
Models of conversation strategies that engage students validate effort and build resiliency.
Knowledge, to replicate the strategies with staff in professional learning opportunities.
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Session Process
Time:
Content:
Process:

30 Minutes
Review precepts of resiliency research.
Small group jigsaw of current resiliency research with group reports on
framework, factors and findings in graphic form for processing and discussion.
Participants develop the foundations for learning conversations that engage
learners.

Time:
Content:
Process:

30 Minutes
Examining a protocol for using data to inform thinking and learning
small groups examine protocol for using student achievement data
to construct essential questions that drive learning conversations

Time:
Content:
Process:

30 Minutes
Conversations that count.
In Triads, participants review data sets and engage in learning conversations.
Using an observation and reflective tool, participants review each
conversation discusses and process.
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Session Design:
90 – Minute Interactive Workshop
Participants will engage in small group explorations.
Session Overview:
Project ECHO (Early Childhood Outreach) is an innovative model for literacy learning
that links university research and practice with teachers, students and parents. It is
community-based and generates a 360° communicative learning environment that
engages early childhood learners, teachers, community organizations, university staff and
students in experiences that build resiliency. Extending from the campus of Duquesne
University to school and early childhood learning sites, Project ECHO has laid a solid
foundation for sustaining communities of early literacy learning. Over the past two years,
it has produced effective early literacy learning environments that use resiliency research
to inform teachers, caregivers and parents. The Project has continued to expand the
concept of 360° communication reaching beyond university and school sites and
engaging a more eclectic group of stakeholders. Through the implementation of an Early
Literacy Symposium the Project has generated a forum for collaboration among the key
stakeholders in early childhood literacy, and a venue to share research and practice,
dialogue and build resilient communities. The latest research in early literacy, building
resilient learners and practical strategies for implementing these concepts are woven into
a learning tapestry. Teachers, caregivers and parents engage in the learning, share
wisdom and build relationships. This session will share the design, delivery and impact of
this extension of Project ECHO, and provide insight into the research that underpins the
model.
Session Description:
This session will demonstrate the thinking process, planning protocol and implementation
strategies of an innovative early literacy learning model. In small groups, participants will;
review current resiliency research, explore children’s literature that builds resiliency,
engage with a model that reflects new thinking in early literacy learning and examine a
planning protocol that can provide insight for next steps.

Participants will leave the session with:
1.
2.
3.
4.

strategies to engage all the stakeholders involved in early literacy learning
initiatives
implementation models of children’s literature that informs, educates and
fosters resilient thinking
techniques for establishing and maintaining communication networks
connecting learning, community and home
innovative strategies that engage early literacy learners in the learning process
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5.
6.

a protocol for assessing need and organizing resources available within
communities to underpin early literacy resiliency interventions
an outreach model of early literacy learning that enriches the interaction
between universities and communities

Session Abstract
Participants in this interactive session will explore children’s literature that encourages
resilient behavior and examine implementation strategies that transfer knowledge into
practice. In the process they will experience the innovative growth of an early literacy
outreach model that generates resilient learning communities.
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There’s no such thing as a last chance when it comes our students.
--Galena Park ISD principal

I’m part of the family, and because we’re just like a big old family here, a family works
together to take care of the children. That’s what we’re doing, and we have the district
who is wrapping its arms around us too, helping us take care of them.
--Galena Park ISD teacher
Introduction
Accumulating case study evidence indicates that some U.S. school districts have
demonstrated substantial, sustained success in improving achievement for all students
and in closing achievement gaps in the schools within their district boundaries (e.g.,
Cawelti, 2001; Corcoran, Fuhrman, & Belcher, 2001; Desimone et al., 2002; Hernandez,
2003; Massell, 2000; McLaughlin & Talbert, 2003; MDRC, 2002; O’Day, 2002; Pajak &
Glickman, 1989; Petersen, 1999; Resnick & Glennan, 2002; Rorrer, 2001; Skrla,
Scheurich, & Johnson, 2000; Togneri & Anderson, 2003). The existence of such cases
suggests that other districts could play pivotal roles in improving student achievement
outcomes and in advancing educational equity if the mechanisms of district effectiveness
were better understood and were more widely implemented. In other words, prior
research in the area of school district effectiveness points to promising hypotheses about
what school districts should do to leverage improved and more equitable student
achievement in schools, but additional research is needed to develop coherent theory
about how such district mechanisms actually work and to establish the link between them
and student outcomes.
Four years ago, a group of researchers from Michigan, North Carolina, Ohio, and
Texas formed a team to pursue such a line of research. This paper is one of a set of four
case studies that report results from the pilot phase of the research. The team began its

4

2009 HICE Proceedings
Page 1510

Draft—August 2008
work by developing a theoretical account of what successful, instructionally coherent
school districts do. This was followed by statistical analysis of state achievement data
that resulted in the selection of four case study districts in three states—Ohio, North
Carolina, and Texas—in which to investigate the plausibility of the team’s theoretical
account of district effectiveness. The school districts selected for study were Princeton,
Ohio; Steubenville, Ohio; Onslow County, North Carolina; and Galena Park, Texas. The
next stage of the research project was extensive fieldwork in each of the case study
districts. What follows is an initial report from the fieldwork in the Texas study district.
Methods
District Selection
The Texas case study district, Galena Park Independent School District (GPISD),
was selected for inclusion in the pilot phase of our study of school district effectiveness
based on an education production function model developed specifically for the Texas
site selection by Professor Kenneth Meier and graduate research assistant Nick Theobald
of the Political Science Department at Texas A&M University. This production function
model was a variation of models Meier and his colleagues have used in an extensive body
of research conducted by the Texas Educational Excellence Project (see
http://teep.tamu.edu/about.htm).
The variables in the education production function used for the Texas site
selection included institutional resources, such as expenditures and teacher
characteristics, and demographic characteristics, such as student and district income
status. We ran several regressions using three measures of performance (based on 20022003 school year data) by racial group, Texas Assessment of Knowledge and Skills
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(TAKS) performance, SAT/ACT performance and graduation rate performance. We
restricted our analysis to districts with at least 30% African American and/or Latino
students and at least 3000 total student population, thus limiting the pool to 173 districts
(out of 1,042 school districts in Texas). Standardized residuals were generated for each
regression equation. These measures represent the number of standard deviations a
district was above or below their expected performance level.
Thus, with the results of the estimation, we could compare how well districts
actually performed to how well the model predicted they would perform given a certain
level of resources. A composite performance ranking, then, was created by generating a
mean of the standardized residuals from each of the student groups for each district,
creating a ranking for each of the three performance measures. Finally, an overall ranking
across the three performance measures was created by generating a mean from each
performance measure ranking (see Appendix A for regression tables).
The variables included in the production function included:
Dependent Variables:
•

TAKS pass rate for African American, Hispanic, and White students using
panel recommended performance level;

•

Percent performing above criterion on SAT and ACT college entrance exams
for African American, Hispanic, and White groups; and

•

Four year graduation rate for African American, Hispanic, and White
students.

Independent Variables:
•

Percent State Aid;
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•

Per-pupil instructional expenditures;

•

Base teacher salary;

•

Percent teachers with advanced degrees;

•

Student-Teacher ratio;

•

Percent low-income students;

•

Percent students enrolled in gifted programs;

•

Percent students enrolled in special education;

•

Percent students classified as LEP;

•

Attendance rate;

•

Percent of group taking test, for TAKS and SAT/ACT equations;

•

Logged count of students in each group;

•

Poverty rate for group in district, as measured by 2000 U.S. Census; and

•

Percent without high school diploma for each group from 2000 Census.

We ran three different versions of this production function. The first included all student
groups on all three dependent variables. The second included all student groups on
TAKS and graduation rate only. The third included only African American and Hispanic
students on TAKS and graduation rate. Galena Park ISD ranked 3rd out of 173 school
districts in all three versions of the analysis. No other school district ranked among the
top three in more than one version of the model. Thus, Galena Park was selected as the
Texas case study district based on the consistency of its high rank among various models.
Data Collection and Analysis
The research team for the Texas site included professors Linda Skrla, Jim
Scheurich, and Kathryn McKenzie, and graduate research assistant Kimberly Dickerson.
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Entry into the district was negotiated in early fall 2004; field work began shortly
thereafter and continued throughout the spring 2005 semester.
Data sources included individual and focus group interviews with school board
members, the superintendent, central office staff, principals, assistant principals,
counselors, campus instructional support staff, and teachers; observations in classrooms
at the elementary, middle school, and high school levels; observations at extracurricular
events; attendance and participation at a school board meeting; district-provided print
material such as curriculum guides; electronic materials including the district Web site
and a district-developed Power Point presentation; and a School Performance Review
conducted in 2003 by the Texas Comptroller of Public Accounts.
Interviews were conducted using a semi-structured research instrument that was
developed in collaboration with the multi-state project team; these interviewers were tape
recorded with permission and were transcribed completely by professional transcribers
hired for this purpose. Analysis of interview transcripts and observation notes was
performed by the research team utilizing Folio Views software based on a common
codebook shared among the research teams for all four district study sites.
The Case and Its Context
Galena Park Independent School District is located in the metropolitan Houston,
Texas, area. The district lies northeast of downtown Houston in a highly industrialized
area bordering the Houston Ship Channel. The origins of the city of Galena Park trace
back to 1824 when a man named Ezekiel Thomas received a land grant from the Mexican
government. Thomas’ land was sold following his death in 1835 to Isaac Batterson who
established a small settlement and named it Clinton. Clinton was originally a farming and
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ranching community, but it began the evolution into an industrial area when a section of a
local waterway, Buffalo Bayou, was dredged to deepen it for shipping around 1876. This
shipping passage would eventually become part of the Houston Ship Channel that
connects the city of Houston to the Gulf of Mexico.
At the beginning of the 20th century, the petrochemical industry began to take
advantage of Clinton's location. The first refinery in Clinton was built in 1916 by Galena
Signal Oil Company of Texas, which was later acquired by Texaco. Other refineries,
mills, and heavy industries soon followed. In 1935, Clinton changed its name to Galena
Park in honor of the oil company. The original city name lives on in the name of the
main street, Clinton Drive (Texas Historical Association, 2001).
The present-day Galena Park Independent School District covers 32 square miles
and includes land in four separate political subdivisions: the city of Galena Park; Jacinto
City; several unincorporated communities in Harris County including Greens Bayou,
Woodland Acres and the Cloverleaf Addition in Harris County; and a limited area of the
city of Houston. In 2004-2005, GPISD served 20,724 students. Student demographics in
Galena Park ISD shifted substantially over the past two decades, with the percentage of
children coming from low income homes rising to three-fourths of all students served by
GPISD. During the same time period, the percentage of Hispanic children in the district
nearly doubled, from 35% in 1988-1989 to 68% in 2004-2005. Simultaneously, the
percentage of White children in Galena Park declined from 46% to 10%. The percentage
of African American students in GPISD rose slightly over the same period from 16% to
20%. Percentages of student groups in the district from the 1988-1989 to 2004-2005
school years are shown below.
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Galena Park ISD Demographics
1988-1989 to 2004-2005
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Figure 1: Galena Park ISD Student Demographics
(source: Texas Education Agency)
GPISD’s 21 campuses include three high schools, five middle schools, and 13
elementary schools. The buildings housing these schools range in age from restored
1930’s facilities to brand new construction. The quality of the school facilities is a point
of pride for Galena Park ISD. The buildings are attractive, are not overcrowded, and are
well cared for. In the words of a high school teacher, “When you work in a place that’s
nice, you feel good about the place you work for. . . . I don’t think there is a school in
Galena Park that you can go by and say, ‘Man, I wouldn’t want to work there.’ We take
pride as a district.” Examples of the facilities in which district employees take such pride
are show below.
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Galena Park Middle School
(1992)

North Shore Senior High School
(1999)

Galena Park Elementary School
(1937)
Figures 2a, 2b, and 2c
GPISD Campus Facilities
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GPISD’s campuses vary considerably in terms of size of the student bodies and
the racial and economic demographics of the student populations served by various
schools. Campuses, enrollment figures, and student group percentages for all GPISD
campuses for the 2004-2005 school year are show in Table 1 below:

Campus

Galena Park High School
North Shore High School
North Shore Senior High
School
th

Cobb 6 Grade Campus
Cunningham Middle School
Galena Park Middle School
North Shore Middle School
Woodland Acres Middle
School
Cimarron Elementary
Cloverleaf Elementary
Galena Park Elementary
Green Valley Elementary
James B. Havard
Elementary
Jacinto City Elementary
MacArthur Elementary
Normandy Crossing Elem.
Purple Sage Elementary
Pyburn Elementary
Tice Elementary
Woodland Acres
Elementary

Total
White
Enrollment
High Schools
1,667
8
2,280
13
1,765
15

African
American

Hispanic

Eco.
Disadv

9
31
33

84
53
49

74
59
53

Middle Schools
1,090
9
28
860
4
40
980
4
7
1,267
17
17
439
5
7

59
53
87
65
88

74
70
86
72
91

Elementary Schools
991
19
75
918
7
92
660
4
91
955
10
61
994
10
41

6
1
4
28
43

78
97
86
85
54

876
755
616
780
664
742
413

2
4
48
34
3
44
4

89
88
68
83
88
81
91

5
6
6
3
7
3
3

92
90
41
61
90
52
92

Figure 3: Student Populations and Group Percentages
for GPISD Campuses 2004-2005
Source: Texas Education Agency
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Federal Policy Context
U.S. national education policy did not appear to be significantly influential in
Galena Park ISD when the district began in 1995 working in earnest to improve student
performance. The advent of the No Child Left Behind (NCLB) act in 2001, however,
increased the profile of federal education policy in the district somewhat. Although the
Texas state accountability system anticipated most of the requirements for NCLB, district
leaders indicated that NCLB has added an additional layer of difficulty to the task of
raising achievement levels for all students and closing achievement gaps among student
groups. The superintendent noted, “One thing that’s going to make it [meeting district
performance goals] more difficult are the federal standards now because the federal
standards and the state standards don’t always [align]. Trying to get them all together is
very difficult.” Despite noting the difficultly of trying to simultaneously meet federal and
state standards, district interviewees tended to be confident of their ability to do so, as
emphasized by this elementary principal: “It’s not easy, but it can be done. We did it,
and we’re going to do it again this year. . . . We’ll be there in No Child Left Behind, I
know that.”
State Accountability System
As the state accountability system after which a significant portion of NCLB was
patterned, the Texas system already included many of NCLB’s features and the state was
already in the process of elevating state standards and assessments beyond first
generation efforts by the time NCLB was passed (Achieve, 2002a, 2002b; Fordham
Foundation, 2000). The first generation of Texas education reform began in the mid
1980s with the passage of a series of legislative initiatives that included the first statewide
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curriculum standards (Essential Elements) and the Texas Assessment of Academic Skills
(TAAS). Research generally has shown significant growth in achievement overall and
some narrowing of gaps among racial groups, with results quite mixed across the state’s
1000+ districts (Fuller & Johnson, 2001) during first generation accountability in Texas,
though some researchers have also contested these findings (see, for example Klein,
2001). Additionally, though all districts were subjected to the same conditions for the
same length of time, not all districts responded with equal effectiveness in terms of
increasing student achievement and reducing achievement gaps.
A second generation of education reform in Texas began in 2003 as the Texas
Assessment of Knowledge and Skills (TAKS), replaced the older TAAS. The TAKS has
a higher degree of difficulty and is administered in more subjects and at more grade
levels than was TAAS. The new assessment is also aligned with a new set of Texas
curriculum standards, the Texas Essential Knowledge and Skills (TEKS).
The Texas state accountability system was widely reported by district informants
to have played an extremely significant role in the district’s success story. The
disaggregated student performance data that the state accountability system (the
Academic Excellent Indicator System [AEIS]) generated provided the foundation on
which district actions rested. GPISD also looked to other early innovator districts in
Texas (identified through the public availability of state performance date for all Texas
schools and districts) for information about best district practices, many of which they
modified and adopted. Two of districts mentioned by GPISD informants as exemplars
were participants in an earlier study conducted by members of the Texas research team,
Aldine ISD (a neighboring district to Galena Park) and Brazosport ISD. As one assistant
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superintendent explained, “We didn’t recreate the wheel; we looked at Brazosport and
Aldine and some other successful districts that had similar demographics to ours.”
District Achievement and Trends
Over the seven year period from 1995 to 2002 (the period in which TAAS was the
statewide assessment), student achievement as measured by TAAS in both reading and
mathematics improved substantially in GPISD. Furthermore, achievement gaps between
racial groups narrowed significantly. Figures 4 and 5 below (taken from district-supplied
materials) illustrate overall TAAS passing rates in mathematics and reading from 1995 to
2002 in Galena Park for all students tested.
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Figure 4: Percent of GPISD Students Passing TAAS Reading,
All Students Tested in All Grades
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Figure 5: Percent of GPISD Students Passing TAAS Math,
All Students Tested in All Grades
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As mentioned earlier, during the 2002-2003 school year, schools and districts
across the state of Texas shifted to the new generation of state assessments, the TAKS.
The TAKS exams have a higher degree of difficulty and are administered in more
subjects and grade levels than the earlier TAAS. Particularly noteworthy is the addition
of Science and Social Studies to the subjects tested and the inclusion of 9th and 11th
grades, which were not tested under TAAS. Galena Park saw a dip in their passing rates
on the TAKS from those to which they had grown accustomed on TAAS (as did districts
across the state). However, their improvement trends on TAKS have mirrored what
GPISD demonstrated on TAAS—rising achievement for all groups and narrowing of
achievement gaps. Important to note here is that district selection for inclusion in this
study was based on student performance on TAKS, the new assessment. Galena Park
ISD’s 3rd place ranking in each version of our production function model used for district
selection indicates that the district was outperforming its peer large, diverse district peers.
Figures 6 and 7 below show passing rates on TAKS reading and mathematics from 2003
to 2006. Additional, disaggregated data for GPISD for TAKS and dropout and
completion rates are available in Appendix B.
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GPISD TAKS Reading
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Figure 6: Percent GPISD Students Passing TAKS Reading
All Students Tested by Student Group
GPISD TAKS Math
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Figure 7: Percent of GPISD Passing TAKS Math
All Students Tested by Student Group
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Findings
Political Dynamics
District Prior to Advent of Improvements
Informants in Galena Park ISD nearly unanimously pointed to 1995 as the
beginning of the “big change” in the district. This date coincides with the appointment of
a new superintendent, Dr. Shirley Neeley, who remained in the post until 2004, when she
was named state Commissioner of Education by the governor of Texas. (Dr. Mark Henry
was her successor and is the current GPISD superintendent.)
The superintendent who preceded Dr. Neeley was Dr. Don Hooper, who was
Galena Park superintendent for eight years before leaving to become superintendent of
another Houston area district, Fort Bend Independent School District. Dr. Hooper also
served as national president for the American Association of School Administrators
(AASA) for 2001-2002. During the time Dr. Hooper was superintendent in Galena Park,
his leadership focus, as described by interviewees, was on tight fiscal policy and
extensive professional training, both of which helped lay the groundwork for district
systemic efforts to improve student performance that came later under Dr. Neeley’s
leadership.
Dr. Hooper’s conservative fiscal management created a sizeable district surplus
fund balance, which his successor inherited, according to a district central office
informant:
Don [Hooper] really had a goal of keeping that tax rate down, keeping our per
pupil expenditure down. It just was a focus of his. We had a fund balance that
was about fifteen million dollars higher than was appropriate. Each year they
[the administration] would come to the board and say “We’re adopting a
balanced budget but we’re squeezing it down tight” or “ we can’t hire one more

19

2009 HICE Proceedings
Page 1525

Draft—August 2008
teacher, we’re in tough shape.” And each year they’d put four or five million
dollars in the bank at the end. So we had a more than healthy fund balance.
This surplus provided part of the financial wherewithal Dr. Neeley subsequently used to
fund reform initiatives that began in 1995.
Additionally, Superintendent Hooper was described by district informants as “a
systems thinker” who invested in district-wide professional development that helped
create the culture of a learning organization in a district that previously had not placed
much emphasis on training for administrators and teachers. As a campus principal
explained,
Dr. Hooper came as the demographics were changing, and he came with a
different philosophy, and suddenly after no training (because I taught in the
district when we didn’t have training), we were trained in everything—TQM
[Total Quality Management], DuPont, Covey. He [Dr. Hooper] was a change
agent, and he played an important role.
Numerous other interviewees mentioned the extensive professional development in
planning and systems thinking that Dr. Hooper initiated and supported as having laid an
important foundation for the changes the district would later make under Dr. Neeley’s
leadership.
Despite the positive regard for Dr. Hooper’s contributions in financial
management and district-wide professional development, informants were clear that that
high expectations for achievement by all students was not a central part of Dr. Hooper’s
leadership message. According to one high school teacher, “The old superintendent, Dr.
Hooper, had said, ‘You know, that’s okay. Ya’ll have the poorest of the poor.’ You
know, we weren’t expected to do well. I’ll just be honest.” Others who participated in
our interviews confirmed this view that “there wasn’t a lot of sense that we were going to
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do a whole lot better [or] set the world on fire.” A central office interviewee described
the district culture prior to 1995 this way:
There was a lot of complacency on campuses. In other words, they were
celebrating not failing, if I can put it that way. That’s literally what they were
doing. I mean, if, if they were not low performing, then they were having parties
at the school and, you know, celebrating the teachers and things like that
.
This district culture began to shift substantially in 1994-1995 when a combination of
events in Galena Park ISD resulted in profound change.
Initiating Developments and Events
Like other districts in Texas, Galena Park ISD was subject to the reporting
requirements of the Texas Academic Indicator System (AEIS) beginning in 1990. A
description and explanation of the AEIS taken from the Texas Education Agency’s
Website appears below:
The Academic Excellence Indicator System (AEIS) pulls together a wide range
of information on the performance of students in each school and district in
Texas every year. This information is put into the annual AEIS reports, which
are available each year in the fall. The performance indicators are:
•

Results of Texas Assessment of Knowledge and Skills (TAKS); by
grade, by subject, and by all grades tested;

•

Results of State-Developed Alternative Assessment II (SDAA II);

•

Progress of Prior Year TAKS Failers;

•

Results of Student Success Initiative;

•

Results of Texas Assessment of Knowledge and Skills-Inclusive
(TAKS-I); by subject;
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•

Progress of English Language Learners (ELL);

•

Performance-Based Monitoring (PBM) Special Education Monitoring
Results Status;

•

Attendance Rates;

•

Annual Dropout Rates (grades 7-8 and grades 7-12);

•

Completion Rates (4-year longitudinal);

•

Completion of Advanced / Dual Enrollment Courses;

•

Completion of the Recommended High School Program or
Distinguished Achievement Program;

•

Participation and Performance on Advanced Placement (AP) and
International Baccalaureate (IB) Examinations;

•

Texas Success Initiative (TSI) – Higher Education Readiness
Component; and

•

Participation and Performance on the College Admissions Tests (SAT I
and ACT).

Performance on each of these indicators is shown disaggregated by ethnicity,
sex, special education, low income status, limited English proficient status
(since 2002-03), and beginning in 2003-04, at risk status (district only). The
reports also provide extensive information on school and district staff, finances,
programs and student demographics.
The origins of the AEIS go back to 1984, when the Texas Legislature for
the first time sought to emphasize student achievement as the basis for
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accountability. That year, House Bill 72 called for a system of accountability
based primarily on student performance. Prior to that, accountability focused
mostly on process; that is, districts were checked to see if their schools had been
following rules, regulations, and sound educational practices.
Since the first year of the AEIS (1990-91), it has developed and evolved
through legislation, recommendations of advisory committees and the
commissioner of education, State Board of Education actions, and final
development by Texas Education Agency (TEA) researchers and analysts.
(TEA: http://www.tea.state.tx.us/perfreport/aeis/about.aeis.html)
Importantly, though AEIS in Texas has been reporting data since 1990, schools
and districts were not issued official state performance rankings based on the AEIS
indicators until 1994. As was the case with many schools and districts around the state
during the first several years that campus and district performance labels were issued (the
standards increased every year), Galena Park experienced “ratings shock” as a district
when the labels issued by the state of Texas did not align with public perceptions of the
quality of their schools. A central office informant put it this way,
It was in April, 1995, and I guess the catalyst for most of this was, or most of the
reform that we did at that time, was that we had Galena Park High School came
in as a Low Performing high school that year. . . . They had never had a LowPerforming school before. One that would be considered Low-Performing, and it
just wasn’t acceptable.
The shock to the district of having an officially designated Low Performing school
(particularly a high school) coincided with a second jolt to the system that came in the
form of the new superintendent—Dr. Shirley Neeley.
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Dr. Neeley was an district insider who had held multiple leadership posts within
the district; she followed a superintendent, Dr. Hooper, who had been recruited to the
district from outside and whose relationships with some of the members of the board of
trustees had become strained. A point of interest regarding the selection of Neeley as
superintendent is that the board members were NOT explicitly seeking a superintendent
who would improve student performance, despite the district upset over their Low
Performing high school. According to one former board member, “They were ready for a
homegrown person, and I honestly think that was about ninety percent of the decision to
hire Shirley.” A central office administrator elaborated:
She’s [Dr. Neeley is] a product of this community and grew up here and went to
school here. . . . [She was a] teacher, assistant principal, principal, Director of
Elementary Education, Assistant Superintendent for Pupil Services, so, that
helped her. . . . Her background had been all elementary, but she had to handle
discipline and appeals and all; that really gave her entree to the secondary
schools and helped her build credibility and respect. So when it came time for
our superintendent search, she had such strong support in this district that
they[the search consultants] stopped the search and said, well, “It’s obvious that
people want her.”
Dr. Neeley’s strong support base within the district and the board’s desire for an insider
combined to make her the consensus choice for the next Galena Park ISD superintendent.
District informants, however, reported that few, if any, people within the district
foresaw the dramatic changes to the instructional program and student performance that
lay ahead. A central office administrator explained that “Shirley may have been
underestimated by folks, because she was so nice.” A former board member elaborated,
saying, “I wish I could say that we all sat down and said you know, ‘Shirley is going to
lead us to instructional excellence,’ but . . . I really think we just wanted a little peace
and quiet. . . . And we got everything but [that].”
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Values Orientation of District Leaders
The district values orientation in Galena Park ISD seems clearly to be one passed
down from the district’s small town, heavily blue collar roots. Though the district is a
large one and the boundaries are
indistinguishable from surrounding
metropolitan Houston, the values and
beliefs expressed by informants were
remarkably consistent, as one teacher
phrased it—“This is a small town; we take
care of our own; even with all the changes,
no one lost their jobs.” Security, caring,
and connection are important in GPISD.
Another teacher emphasized, “What aided
Galena Park the most [in making academic
progress] was the sense that it was a small

The “all children can learn” quote is
kind of like saying all children can
breathe. Okay, they are going to
learn, one way or another. You can’t
stop them from learning. Period.
Now, what they learn, you have some
influence over. . . . You will have an
influence over these children for the
rest of their lives, whether you like it
or not. You will have either a
positive or negative influence. You
can’t stop them from learning when
they walk into your classroom. . . . So
how do you capitalize on that? As so
those are the kinds of things we
approach teachers with, to say you
capitalize on that by knowing where
they are when they come in and then
developing individual children as you
go along.
--Deputy Superintendent
Rick Kirk

town. We work that way. The
administration works as a small town: ‘Here’s your job. Let’s get to it, let’s go to work.’
And that’s it. We feel like a family.”
Another consistent theme that emerged from interviews at all levels within the
district was the importance of the positive and supportive attitudes of the superintendent,
Dr. Neeley, and other district leaders. This was mentioned repeatedly as being key to
changing the district culture, and it was contrasted to other, less positive, models of
leadership informants had experienced in earlier years in Galena Park and in other school
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districts in which they had worked. As one secondary teacher phrased it, succinctly,
“They [district administrators] are instructional leaders and not instructional dictators.”
The force and importance of the superintendent’s personality and leadership is
central to understanding how Galena Park became the largest, highly diverse Exemplary
school district in the state. As the chart below displays, quotes from all levels within the
district are remarkably consistent in emphasizing the importance of Dr. Neeley’s
leadership in starting and sustaining change in GPISD.
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It was kind of like she [Dr. Neeley] got us a ticket that
would take us anywhere we were capable of going. The
board didn’t challenge her, the community didn’t challenge
her, the staff didn’t challenge her.
It’s real simple. It was our superintendent [who lead us to
Assistant
Superintendent success]. . . . Dr. Neeley. That is so easy. She used to always
drill in us, “As goes the principal, so goes the school. As
goes the superintendent, so goes the district.” She believed
that; she said it over and over. She was a very caring and
loving person, and you couldn’t do anything but want to do
the best.
I
know Dr. Neeley’s personality had a lot to do with it. She
Elementary
didn’t expect for anybody to give up on anybody. Her
Principal
expectations were so high that we didn’t have any choice
but to meet those. . . . It became a culture of high
expectations, and then once we got a taste of it, “Oh my
gosh, look at this, we jumped from 50 to 70. We can go
higher than that. We can push a little more.” Then it just
became what we do.
I think another big thing was you saw the superintendent.
High School
You never knew if she was going to be at this school or that
Teacher
school, but you saw[her]. Other superintendents, they sit in
their office and collect their big money and you don’t see
them. It gives you a different feeling when you see the
superintendent come up and shake your hand and say,
“Good morning. How’s everything going?” and would
listen to you.
Middle School Not being political or anything, but it started with Dr.
Neeley. When I first came as a teacher, she would go to all
Teacher
the schools. . . . She expected things from you. She expected
things from the students, she expected things from the
teachers, she expected nothing but your best. They call her a
cheerleader, and she was that. She was the most active
person … here, there, everywhere
Figure 8: Cascading Quotes Highlighting
Superintendent Neeley’s Role in Leading District Reform
Former Board
Member
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Opposition and Instability
The research team asked interviewees at all levels if resistance developed within
the district to the intense press for reform that Dr. Neeley instituted. No one with whom
we spoke cited instances of organized or significant push-back against the district
improvement efforts. They did report that some people retired or found jobs in other
districts, but, overall, it seemed that most district employees went along with the new
direction set for the district and there was no rise in personnel tensions in the district
beyond what was typical for a nearly 20,000 student school district in any given year.
The following quote from a central office administrator is illustrative of the consensus
view on this issue:
Well, in general, we’ve always had a good rapport with the classroom teachers’
organizations. I think whenever we… whenever we had a termination, regardless
of, related to, the district’s push toward elevating the academic performance of
the students, or not, whenever anybody’s job was being challenged, those were
always tense moments with organizational reps, attorneys. Nobody wants to lose
their job; on the other hand, you have that responsibility to make sure that if
someone is taking up a classroom slot, they are doing their job, and they are
benefiting the students that are in that classroom. But, not during that period can
I say an adversarial relationship built up between teachers’ rep. organizations or
anything like that.
I think, really, the superintendent was such a strong salesperson, such a strong
community motivator, that as anxiety-ridden as it could have been, I don’t think it
really ever became looked at as abusive or threatening or dark, in any way. It was
just really a time when people really just had to dig in and there were going to be
things that we needed to do that we hadn’t done in the past and there were going
to be things looked at differently. That’s hard. But, in general, no, I can’t say that
there was any outcry or any type of “storming the Bastille” by any of the
professional organizations, or teachers in general.
I’d say anxiety, overall, was raised. I’d say, yeah, there were probably more than
a few exposed nerves around the district from time to time, if your campus was
not where it needed to be within the time that it was felt appropriate for it to be
there. There were people whose jobs were redesigned or reassigned, and moved
out of principalships. There were teachers who were terminated. But, if you
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looked at the number over a particular period of time, those things happened in
school districts every year.
Of course, it should be noted that our interviews were conducted nearly a decade after the
beginning of the reform in Galena Park ISD. It is possible, and even likely, that if we had
been able to capture the responses of district employees as the change unfolded, more
significant evidence of resistance to change within the district would have been revealed.
Administrative System
Executive Management
One of the new superintendent’s first major initiatives was to commission a
curriculum management audit. The findings from that audit guided the reorganization of
district systems that followed. As one of the assistant superintendents explained,
One of the things we did first is had a curriculum management audit, and we had
a group come in and really look at the district in terms of what was written and
taught and tested as far as curriculum goes. And, they found essentially what we
thought they would—they found some inconsistencies in curriculum, the
curriculum documents needed to be upgraded, we needed consistency in
expectation, and we needed to raise the level of teaching in general.
Specifically, the 1997 curriculum audit included the following recommendations:
1. Restructure roles and responsibilities of administrative personnel to ensure
sound and effective organizational practices;
2. Identify, adopt, and implement an effective model to revise curriculum guides
for high quality and establish useful curriculum design and delivery beyond
the minimalist TAAS system with maximal articulation and coordination;
3. Reconfigure the high school plan for improved equity for all students and for
increased educational opportunities;
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4. Establish and implement a comprehensive, multidimensional district
assessment program to provide meaningful data for decision-making in
student learning, program evaluation and the improvement of teaching;
5. Organize and assign staff responsibility for testing analysis to provide sound
and useful data for instructional decision-making;
6. Develop and implement ways to overcome inequities in student learning
among diverse groups in student placement, program offerings, and access to
effective instruction;
7. Develop a comprehensive set of board policies to focus organizational actions,
implementation of innovation, and direct support services in assessment for
excellence in all programs and services;
8. Design and implement a comprehensive and focused staff development plan
based on teacher appraisal to maximize human resource development and
effective curriculum delivery;
9. Implement a curriculum based budget and allocation system to improve costeffectiveness and efficiency; and
10. Refocus and redefine principal responsibilities and teacher practices for
continuous improvement of the curriculum and instruction.
The district responded to these curriculum audit suggestions by creating a plan that they
have worked off of systematically (and have modified annually) since.
Goal Focus
The plan for student improvement in Galena Park ISD that arose in response to
the findings of the curriculum audit is represented in the pyramid model below (taken
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from district-supplied materials). This model lays out five levels of district planning and
action steps designed to lead the district toward accomplishment of its defined vision.

VISION

¾The desired end-state, the ideal, what it
would be if our current dream was achieved.

(7-20 YRS.)
CORE
COMPETENCIES
(5-10 YRS.)
STRATEGIES
(2-5 YRS.)

¾The critical success factors that will support
our ability to achieve the vision and mission
over the next ten years.
¾The major tasks that we will need to
do in order for us to be successful in
our core competencies.

ACTION PLANS

¾The detail activities that need
to be done; the what, who, when
and how.

(0-2 YRS.)
MEASUREMENTS
(CONTINUOUS)

MISSION

¾How we will know when
we have achieved it.

VISION

Figure 9: Galena Park ISD District Improvement Model

Comprehensive Strategy and Framework
The district further developed and formalized plans to operationalize this model
through an intense focus on instruction (specifically, instruction designed to produce
improved TAAS scores) in a 10-step plan in 1996. The ten steps in Galena Park’s plan
(adapted from a model originally developed by Brazosport ISD; see
http://www.utdanacenter.org/downloads/products/equitydistricts.pdf for more detail
about Brazosport’s story) are shown below.
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GPISD's 10-Step TAAS Improvement Plan (1996):
1. Each campus will develop a TAAS Improvement Plan that projects yearly
gains needed to achieve a Recognized or Exemplary rating. Principals of
campuses that do not achieve targeted gains will report to the board on how they
will reach the target the following year.
2. Each director and each coordinator will document efforts to support each
campus in achieving its target gains.
3. The superintendent and the board will review assignment of the
superintendent, the Department of Instruction, principals and teachers, based on
student achievement. Principals are given three years to raise their campuses to
Recognized or Exemplary status.
4. The Department of Instruction will develop a district-wide focused program
for reading and math instruction that includes teacher training and student
evaluation.
5. All elementary schools will teach a minimum of 90 minutes of math and 90
minutes of reading every day.
6. All students in grades 6-12 who fail any part of the TAAS will enroll in TAAS
remedial classes until they pass all sections of the test. TAAS remedial sections
will replace elective courses in the upper levels.
7. Every teacher will participate in Dr. Shirley Crook's Performance
Improvement Strategies training within the first year of employment with GPISD.
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8. A TAAS Success Profile will be developed for every student (grades 3-exit),
which documents the student's strengths, weaknesses and progress toward the
exit-level TAAS.
9. GPISD campus and DOI [Department of Instruction] staff will continue to visit
and study the methods of similar districts and campuses that have demonstrated
high performance on the TAAS.
10. GPISD will continue to develop and improve technology to align curriculum
and to make student assessment and progress tracking more accurate and efficient.
A key factor in the success of this plan in producing higher student performance and
reduced achievement gaps was widely reported by district informants to be Step #1—the
timeline principals were given to produce results. Similar to a policy Superintendent Rod
Paige (who later became US Secretary of Education) implemented in Houston ISD and
Superintendent Gerald Anderson put in place in Brazosport ISD, principals were given
three years to achieve “Recognized” or “Exemplary” performance ratings at their
campuses in the state accountability system. (The standards for these ratings are
basically 80% [for Recognized] or 90% [for Exemplary] of students in each student
group [African American, Hispanic, White, Economically Disadvantaged] passing each
section of the state assessment [reading, writing, and mathematics in the early years of
the state accountability system; science and social studies have since been added].)
Principals who failed to achieve this goal within Galena Park ISD did not lose
their jobs but were reassigned within the district. Numerous interviewees within the
district specifically credited this plan with guiding instructional improvement in the
district that resulted in increased TAAS scores and reduced gaps among student groups.
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Legitimation of the Plan
The same assistant superintendent also emphasized, however, that the district
made a substantial and sustained commitment to provide support in form of training and
resources to enable principals and teachers to reach these goals and worked consistently
to achieve district-wide buy-in to the plan:
I don’t know that we could have done this if we hadn’t had the 10-step TAAS
plan, but we really didn’t use that as a hammer to get everything done. We really
went in and sold our principals on instructional focus activities, aligning our
curriculum, training our teachers . . . If you don’t have your people convinced
that it’s important or you don’t have that established as a purpose, and you don’t
know what outcomes you’re looking for, you’re never going to get it done.
You can’t just go in and say, “If you don’t make it in three years, you’ll be
gone” because a lot of them will probably be gone before three years is up if
you don’t provide support.
The combination of the district-wide improvement plan that contained specific actions
each campus must take and intensive support and professional development produced
substantial year-to-year improvement in TAAS scores and narrowing of achievement
gaps.
A central office administrator summarized the development and legitimation of
the district’s plan for change this way:
Well, I know that it was tremendous concerted effort on the part of the school
board and the central administration in working with campuses to get that focus
on improving, at that time, the TAAS scores. I know they had looked at plans in
Brazosport and some other school districts that had done well, and tried to come
up with a plan, a blueprint that would work in really raising this district’s student
performance. It had not been at a praiseworthy level at the time when they
undertook this.
So, I think it really took a very much concerted, orchestrated effort on the part of
the board and the superintendent to kind of sell it to the central administrators
and campuses and community, but it wasn’t an overnight sell. I think it took a
couple of years for this to really, the value of it and the importance of it, to sink
in. I think there’s so many changes and so many new directions that can be placed
in front of us in public education, that it’s not always an immediate embrace that
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we give them. But I think after it was a convincing effort on the part of the board
and the superintendent that this was indeed the direction the district had to go in.
More and more of the campuses seemed to effectively come on board with it.

Modification of the Plan
Based on the success of this 10-Step TAAS Plan, when the state accountability
system changed and a new assessment system was introduced in 2003, the district
unveiled a second generation plan designed to meet the new, higher state TAKS goals in
2003:
GPISD 10-Step TAKS Improvement Plan (2003)
1. Each campus will develop a TAKS Improvement Plan which projects yearly
gains needed to achieve a campus accountability rating of “Recognized” or
“Exemplary” (as outlined in the current Accountability Manual published each
year by the Texas Education Agency). Campuses will have three years beginning
with the 2003-2004 school year to achieve the targeted accountability rating. A
follow-up report will be submitted by each principal after each TAKS
administration (when scores are received). Each campus not meeting their
targeted gain for that year will report to the board regarding their plans to achieve
their targeted gain in the following year.
2. Each Department of Instruction administrator will document their efforts to
support each campus in achieving their TAKS targeted improvements (to be
reviewed at regular intervals).
3. The Superintendent and Board will review assignments of the following
personnel based on student performance as outlined in Step 1 of this Ten Step
TAKS Improvement Plan:
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A. Superintendent of Schools
B. Department of Instruction (DOI)
C. Campus Principals (having been assigned to a given campus for three
or more years)*
D. Classroom Teachers
4. The Department of Instruction will develop and implement a district-wide
focused program for language arts, math, social studies and science instruction
that includes teacher training and a student evaluation component.
5. All elementary schools will teach language arts, math, science and social
studies in each grade each day. Times may vary as each campus deems necessary
to meet their targeted gains.
6. All students in grades 6 - 12 who fail one or more sections of TAKS will enroll
in TAKS remedial classes (beginning in sixth grade) until they pass all sections of
the test. TAKS remedial classes will replace one or more elective courses in the
upper grades.
7. Campuses will insure that teachers new to GPISD receive training regarding
the analysis of student performance data and the implementation of GPISD’s
curriculum and scope and sequence of instruction and assessment as soon as
possible during the first year of employment.
8. A TAKS Success Profile will be developed on every student (Grades 3-Exit)
which documents strengths and weaknesses of each student and his/her progress
toward the Exit Level TAKS Exam (Campuses may use available data analysis
software for this purpose).
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9. Campus and DOI staff will continue to visit and study the methods of districts
and campuses similar to ours across the state who have demonstrated high
performance on TAKS.
10. GPISD will continue to develop and improve our technology to support
student assessment and progress tracking to increase accuracy and efficiency.
(In addition to these ten items, an extensive program of individual tutoring for
students in danger of not passing TAKS will be implemented on every campus.)
*Principals of campuses that have achieved Recognized or above and fall below
Recognized in a given year, will have one school year to regain Recognized
status.
This plan was instituted in 2003, and it clearly shows evolution and refinement over the
earlier, 1996 TAAS 10-Step Plan.
Although some of the basic steps remain the same as in the first-generation
district plan, additional subject areas have been added to district-wide training
requirements and additional personnel have been named in the responsibility chain for
improving student performance. This 2003 plan continues to be modified under the
leadership of the new superintendent who arrived in 2004, Dr. Mark Henry.
Dr. Henry’s central leadership focus is on increasing success on higher-end
academic measures beyond TAKS; including college attendance, SAT and ACT scores,
AP participation, and National Merit Scholars; and on achieving balance in the schooling
experience for children in Galena Park. As Dr. Henry explained to our research team,
We not only want to have exemplary schools as defined by TEA [the Texas
Education Agency], we want to have National Merit Scholars, and we want to
have higher ACT and SAT scores. And so our focus is going to be to continue to
meet those minimum levels for those students who should be doing more, we want
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to try to, at all levels, help them achieve those goals. We don’t want our kids just
going to San Jacinto Junior College; we want them going to UT and Texas A&M
and Harvard and other places. . . .
I think the [school] board is taking the approach now that we want to be
exemplary, but not at the cost of giving up all the other things that are good about
education such as students who need to be achieving at a higher level of
extracurricular activities and fine art. Now there’s got to be a balance in there
somewhere, where kids are passing the TAKS test, but also are getting all the
other benefits of education.
This new goal direction for the district is clearly being communicated throughout the
organization in GPISD.
That this leadership message is diffusing through the school system was
evidenced by numerous mentions of it in our interviews on campuses throughout the
district. As one campus principal explained,
I’m really excited because our new superintendent is really pushing us. He’s
excited about SAT’s, ACT’s, and he’s talking about higher education. “What can
we do to make sure our students go to college and be successful in college?” So,
we’re pinpointing those types of things too.
This principal’s quote is representative of what we heard from many interviewees about
the new direction being set for the district by Dr. Henry.
Instructional Guidance
A clear change in Galena Park ISD from its “before” state (when student
performance district-wide was much lower) to its current state was a clear and consistent
focus on instruction. This focus was closely linked to accountability for the results of
that instruction. A high school teacher described the before and after state in the district
this way:
I remember walking down the hallway and seeing movie, movie, movie, movie,
movie, movie on in all these rooms that were academic when I got here that first
year. And I thought, “What are they teaching?” And this would happen a lot.
And that affects all of us. And that doesn’t happen now. . . Her [the
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superintendent’s] expectation of the principals was to make sure the teachers
were teaching.
Instructional Practice
A somewhat surprising finding in this case study was the instructional practice we
observed in Galena Park. The district academic performance indicators, particularly those
related to the narrowing of the achievement gap among the various demographic groups,
as well as the clearly articulated district focus on instruction (for example, the 10-step
TAAS Improvement Plan of 1996 and the Ten Step TAKS Improvement Plan of 2003
referenced earlier) suggested we might find high quality and innovative teaching
practices in widespread use throughout the district.
However, at both the elementary and secondary levels, in general, what we
observed would not be considered extraordinary or highly innovative teaching. Moreover,
what we observed in the general education classrooms was fairly traditional, teacherdirected whole class instruction. Re-teaching or clarification was typically provided oneon-one, based on individual student request or through teacher monitoring and the
determination that a particular student needed assistance. This does not mean that there
were not teachers who employed high quality and innovative instructional strategies, but
these did not appear to be pervasive throughout the district.
What clearly was pervasive throughout the district, however, was consistency and
coherence in teaching. Although the teaching strategies and instructional arrangements
we observed were fairly traditional, it was clear to us that every teacher was intent on
making certain that every student in the class was learning the objectives for the lesson
she or he was teaching. In other words, every teacher was teaching every student every
day.

39

2009 HICE Proceedings
Page 1545

Draft—August 2008
Furthermore, this instruction was keenly focused on a curriculum that the district
had aligned with the state curriculum standards, the Texas Essential Knowledge and
Skills (TEKS), and the assessment of these, the Texas Assessment of Knowledge and
Skills (TAKS). Moreover, not only had the district aligned the curriculum, it had put into
place measures that tracked the progress each teacher’s students were making toward
curricular goals through frequent district benchmark testing. Thus, the curriculum was
aligned at the district level to the state standards, and teachers taught this aligned
curriculum and ensured through frequent district benchmarking that all students were
mastering the objectives at the time they were to be taught.
Since what we observed was generally not extraordinary teaching but rather
traditional teaching, it seemed that the key to the high levels of success in GPISD was
due in large measure to consistency among teachers and among schools. This consistency
was ensured by teachers teaching the district aligned curriculum, teaching the curriculum
at the time it was to be taught, and then benchmarking student progress to determine if
students learned the taught curriculum. Interviewees throughout the district emphasized
the central role that the district aligned curriculum and instructional calendar (referred to
in the district simply as “the Scope and Sequence”) played in guiding consistent efforts
throughout the district, as shown in Figure 10 below.
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Deputy Superintendent

High School Principal

Middle School
Principal

Elementary School
Principal

Middle School Teacher

Elementary Teacher

So we’ve all had to talk about it and talk about the
importance and why we need teachers to be a part
of all this, so that’s been a good thing we have a
Scope and Sequence because so much is based on
that Scope and Sequence. If we didn’t have a
Scope and Sequence, we’d be in a mess.
In other words, what I mean by instructional focus
is that we agree on what it is we’re going to teach,
and everybody had input, you know, from the
directors to teachers to department chairs, and we
plan and put a curriculum together. It’s an
agreed-on curriculum that we’re going to do this.
And then once we agree on it, then we do it. This
district does a good job in that.
Our Scope and Sequence, our wonderful
curriculum. We have awesome curriculum from
Central Office, you know. We have timelines that
they give us. You know when you talk about
district, what do they do. They give us calendars
and then, of course, the flexibility comes with how
you deliver it, you know.
I don’t know how the Scope and Sequence came
about, but I think that ultimately supports the
teachers. It gives them a sounding board. . . .
There’s a Scope and Sequence for you to follow,
you have to follow the TEKS, but I’m not going to
tell you this is how you’re going to do it. If you
want to teach them by only doing plays all the
time, and they’re going to get to where they need
to be, great.
For years we, our we had our curriculum here at
Cunningham, North Shore had theirs, and it was
different. I mean although we had we centered on
the TEKS, and at that time it was the TAAS, but
you know a student leave would leave here and
wouldn’t have the same thing over there. Now our
curriculum is uniform.
We have a curriculum that gives everybody a good
framework to work from. You’re also not bound to
that curriculum to where you can’t try anything
new or what works with your students. Because,
there’s a lot of respect for what each teacher does
in the classroom.
Figure 10: Cascading Quotes Highlighting
the Importance of the District Scope and Sequence
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Instructional Support Programs
In addition to a consistency and central focus on teaching each child the district
aligned curriculum, GPISD had in place a variety of secondary support systems to
support learners who were not initially successful. In other words, if it was determined
that a student had not learned the taught curriculum, there were systems in place to ensure
what Scheurich, Skrla, and Johnson (2000)
described as “proactive redundancy.”
Proactive redundancy in schools correlates
to the “no fail” systems that are present in
high risk industries such as aviation and
atomic energy.
These systems require a clearly

Your expectations can only get you so
far with kids that are at a sixth grade
level and you need them to be at an
eighth grade level. We need to find
ways to bridge that two-year gap. And
it’s not, I don’t think, reasonable to
expect that you can do that within the
normal day-to-day one period class,
one hour time allotment. You need to
find ways to get more of that. And you
need to get hungry about how to do
that.
--Middle School Principal

articulated series of steps or safety nets that
must be followed if, indeed, there is a failure anywhere in the overall system. For
example, if there is a system failure, safety net one goes into effect. If this fails, there is
another safety net that is activated, and so forth. These systems of proactive redundancy
(such as multiple tutoring structures, extended instructional days, and frequent regrouping
of teachers and students) combined with the consistency of every teacher teaching the
aligned curriculum and measuring student progress toward mastery of the aligned
curriculum were clearly present throughout Galena Park ISD.
Autonomy with Accountability
Although the district clearly articulated in both of its Ten Step Improvement Plans
(the 1996 plan and the 2003 plan) that it would develop a district-wide focused program
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for reading and math instruction (in the 1996 plan) and reading, math, science, and social
studies (in the 2003 plan), at the time of this study, there was not a singular, or brand
name, program that was mandated for use throughout all schools. In other words, the
district did not adopt a particular program, for example Success for All or Plato Learning
Solutions, that was implemented in every school. Quite the contrary, each school was
allowed to make instructional decisions based on its unique needs. Individual schools and
groups of schools had, however, put in place a variety of brand-name reform and
professional development models (including, for example, Reading Recovery,
Accelerated Learning, Accelerated Reader, Lee Canter discipline, and Ruby Payne), but
these were integrated into campus-developed improvement plans and not mandated by
the district.
The guiding mandate from the district was that student performance must
improve. This was clearly communicated to principals, who were charged by the
superintendent, with support from the school board, that they achieve at least Recognized
performance status in the state accountability system within three years or they would be
reassigned. One principal’s recollection of the circumstances leading up to his
appointment as principal at one of the district’s lowest performing elementary schools
illustrates the directness and seriousness of this district mandate:
When I first came here, it was real interesting. First, Dr. Neeley [the
superintendent of schools] had met with the whole faculty, pointed at the
principal, and said, “You’re gone.” Then pointed at the teachers, and said,
“Most of you should have to reapply. You’re the lowest performing teachers in
this district.”
In this example, the superintendent not only carried out the mandate requiring improved
student performance to the Recognized level by reassigning the principal, but
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admonished the teachers as well for their failure to bring about high student performance.
The superintendent, in addition to following through with the reassignment of the
principal who had not been able to reach district-mandated performance levels, gave the
incoming principal the autonomy to hire and fire all the teachers on the campus.
However, this principal went on to explain that it was not, as the superintendent may
have thought, that the teachers were incompetent, they just did not know how to make the
necessary improvements to bring about high levels of student success.
And she [the superintendent] told me, “I’m going to let you get rid of whoever
you need to get rid of.” And, I was lucky with the teachers. I didn’t need to get
rid of any of them. They were hard working; they were working, if anything, too
hard, too long, tutoring every night, every Saturday. And, they just weren’t
working that smart or effectively.
Believing that he had a teaching staff that could bring about high student performance
and having the autonomy to make his own decisions regarding reform efforts, this
principal and his staff implemented a plan that was crafted to meet the individual needs
of their campus. This reform effort included an individual education plan for each child,
alignment of the curriculum, block scheduling, frequent assessments, re-teaching through
flexible grouping, and team planning.
It is important to point out here, that these reform efforts at this particular
elementary were not necessarily mirrored at the other schools within the district. Each
school was given the autonomy to determine the path to Recognized status. For example,
the principal at one of the district’s middle schools attributed his school’s success to
collaboration among the teachers, extended math instruction, a daily emphasis on reading
and math, and a focus on all students.
Collaboration amongst departments became the norm; it became the rule [rather
than] the exception. I think the creation of what we call Geometry, Probability,
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and Statistics, which [previously] eighth graders had to take for one semester
[was key to our success]. So [now] each eighth grader took a year and a half of
math as well as the RP2, which is Ratio Percent Proportion, which every seventh
grader had to take. So each seventh grader had a year and a half of math [and
each eighth grader had a year and a half of math]. [This] helped our achievement
scores in math tremendously.
I think in reading… there was an emphasis on tutorials… as we got closer to the
exam, [teachers] taking ten minutes out of their class periods and doing some
reading exercises [and]doing some math exercises. You know giving some extra
support and extra tutorials to get them more prepared for that exam. And then I
think us understanding that in order to get to the Recognized and Exemplary
levels that we had to educate each and every student, that we had to do a little bit
more than to just [teach] the kids who were easy to teach, the self-taught kids.
This principal explained that an increased emphasis on math and reading, along with a
restructuring of the math course sequence and duration, collaboration, and a focus on all
students were the keys to improved performance at his campus.
This same middle school principal went on to explain that these changes came
about due to a focus on the use of student achievement data:
It wasn’t so much looking at the sixty to seventy percent of the students who pass,
it was looking at the thirty and forty percent of the students who failed and finding
out what objectives they fell short in, what emphasis we had [to take] with regard
to what objectives we had to, you know—re-stress and begin to really focus on
those particular objectives. We did a lot. We looked at a lot of district data. We
took that data very seriously, and that really dictated those particular curriculum
changes that we made and other curriculum changes and tinkering we did
throughout the year. So it helped on a major scale and even on a minor scale with
respect to what we did on a day to day basis and holistically.
This principal’s account of the reform strategy at his middle school highlights the
flexibility individual schools had to craft their own reform plans within the district
framework of accountability.
Whereas the elementary school mentioned previously focused on an individual
education plan for each child, alignment of the curriculum, block scheduling, frequent
assessments, re-teaching through flexible grouping, and team planning; the middle school
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focused on an increased emphasis on math and reading, along with a restructuring of the
math course sequence and duration, collaboration among the teachers, and individualized
attention to all students. Although both schools used student achievement data to access
student progress toward an aligned curriculum, each school structured a reform effort to
meet its specific needs. Therefore, although the district improvement plans of 1996 and
2003 stated that there would be a focused program for each of the content areas, it
appeared these programs were largely left up to the individual schools to determine, with
the district in a supporting role.
In sum, there was a strong district mandate to improve achievement, but
flexibility and autonomy were afforded schools so that the ways in which a school
planned to accomplish this goal were left up to the individual school. This type of school
autonomy with district accountability is also known as “reciprocal accountability” (see
Wong & Nicotera, 2007).
Tice Elementary: An Illustrative Case
Tice Elementary offers the best example of a Galena Park school that achieved
high student performance through reform efforts that incorporated both district and
school level accountability with school and teacher autonomy. This school could be
viewed as an ideal example of the type of top-down and bottom-up (administrative and
professional) accountability Jennifer O’Day described in her 2002 article for Harvard
Educational Review.
In 1995 at the beginning of the district-wide reform effort in Galena Park, the
Texas Education Agency rated Tice Elementary as Acceptable, with passing rates for
some subgroups of students as low as 56%. In 2005, at the time our interviews were
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conducted, Tice was rated as Exemplary with the lowest passing rate for any subgroup of
students on any test at 97%. The students at Tice are 44% African American, 52%
Hispanic, 3% White, and 81% Economically Disadvantaged.
Moreover, during this timeframe, the Texas accountability test changed from a
minimum skills test, the TAAS, to a grade-level proficiency test, the TAKS. Therefore,
over the course of the Galena Park reform effort, the state assessment increased
significantly in difficulty. Furthermore, the state increased the scope of content tested to
include not only reading, writing and math but, also, science and social studies. In the
newly added content areas, science and social studies, all population groups at Tice are,
also, performing at high levels. Tables 11 through 14, below, show passing percentages
in math and reading at Tice on TAAS and TAKS.
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Percent Passing by Subgroups
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Figure 11: Tice Elementary TAAS Reading
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Figure 12: Tice Elementary TAAS Math
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Figure 13: Tice Elementary TAKS Reading
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Figure 14: Tice Elementary TAKS Math
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Figure 15: Commended Performance TAKS Reading
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Figure 16: Commended Performance TAKS Math
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Based on our observations at Tice, the improved student performance did not
appear to be due to extraordinary teaching strategies, but rather can be attributed to a
dynamic school-wide plan that ensured that each child mastered each taught objective.
The plan, which changes if the needs of the teachers or students change, was developed
in a piece-by-piece way as school needs were identified. However, there are some
consistencies in the plan that have developed over the years and continue to prove
successful in raising student performance. These include team teaching, block
scheduling, and a pull out program based on flexible groupings of students who need
additional support.
Much of the foundation for this plan Principal Steve Kinney brought with him
when he came to Tice. It was a plan that had proven successful at the school in which he
previously served as assistant principal, Cloverleaf Elementary. As Mr. Kinney (SK)
explained in an interview with our research team:
SK: At Cloverleaf, it [the plan] was a beautiful thing. It came from the
teachers. They were frustrated, [worried they would] get in trouble with
the state. The reading test was like 28% passing. And they were working
hard. And the different teachers would come in and they would say “You
know, I don’t feel like I’m having enough time to teach Reading.” Or “I
teach Math real hard and they get it, and they come in the next day and
they don’t remember it.” And it was frustrating. I went home thinking if
we don’t have enough time to teach Reading, then why are we even
coming? Why are we even coming to work?
So, we developed the plans through the faculty with lots of input there.
And, a lot of what we developed, the district was opposed to. Such as we
decided to, instead of self-contained, everybody in their own room, we
had… now every teacher has a partner teacher. One [teacher] is math
and science, and one is language arts and social studies. So, that was the
first big change we made. Then, we decided to change the times around. If
you have your language arts kids, you have them all day long. And you
have a four hour language arts block in the morning, and the afternoon,
you do social studies. The math teacher, at that time, has those 22 kids
and they do four hours of math in the morning, and in the afternoon they
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do science. And then the next day, they switch kids, next day they switch,
next day they switch. Well, the district’s immediately saying, “You can’t
do that because you have to have reading every day.”
Researcher: Why?
SK: Because they felt that was the only way they felt kids could learn to read.
And, but, it was working so well for us, that we faked it on paper to the
district. The district knows all this, that’s why I’m willing to say it on
tape.

Not only did Mr. Kinney change the instructional arrangement of the school, he did so
in opposition to the district’s policy at the time, with the confidence that demonstrated
success in raising student performance would earn forgiveness for non-compliance.
As he explained to us, once Superintendent Neeley made every principal
accountable for getting his or her school to Recognized status within three years, the
principals were also given more autonomy and district support. He illustrated this point
when he discussed his decision to do away with Reading Recovery, which had been the
district’s reading intervention program for primary students.
They have given us a great deal of flexibility as a principal; accountability, but
flexibility. And that made the difference for me completely. I really think with the
district setup, and all those people up there that really help set up the Scope and
Sequence, and the curriculum, and give the benchmark tests, and really care
about how the schools do, I really feel that that gets the school to the Recognized
point. And then to go beyond that, special things have to happen at the school.
That’s my opinion. The district situation alone can get you right about to that
70%, which is what you need to be Recognized right now, because the district has
real good overall setup.
How they’ve helped is my first day on the job here, I wanted to change… we had a
Reading Recovery First Grade Plan, and probably the three best teachers in the
whole school were working with four kids a day… I went to the Elementary
Director, she said no. I went to the Assistant Superintendent; he said we’d spent
too much money on it. I went to the Superintendent, and she said, “Well, sure.
Three years from now, you’re the one fired. None of these other people.” She
said if your new plan works, go with it. And, so we did that.
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Not only did this new plan include the four hour block scheduling for language arts and
math, but with the elimination of Reading Recovery, the teachers who had taught in that
program became pull-out teachers who taught the lowest performing five students in each
teacher’s classroom.
According to Mr. Kinney, this arrangement matched master teachers, who utilized
many of the strategies they employed with Reading Recovery, with the lowest
performing students. This, then, provided small group instruction for the students with
the greatest needs and, as Mr. Kinney explained, it also eliminated the discipline
problems.
Our pull-out program. There're some real keys to what makes it successful. On
that tenth day, we take that test. I’m generalizing here a little bit. You take the
bottom five from each class, and the pull-out person will pull them for 45 minutes
to an hour a day. Classroom teachers, at first, at this school, had a problem with
it. “What are you doing? You saying I’m not good enough?” “No, I’m not. I’m
saying these five are scoring so low…[and] they’re going to go out there and
they’re going to get all this individual care.” And that only works if those pullout teachers are respected and they are master teachers.
What we found rather rapidly were, those pull-out teachers, those first few weeks,
they spent so much time making the kids feel better about themselves, making
them successful, building up their self-esteem, those five kids were the kids that
used to get sent to office for discipline. We don’t have anybody sent to the office
anymore. And that’s a big help. We don’t have discipline problems because the
whole focus is on instruction, rather than on rules. That was a controversial
thing, because when I first here, everything was focused on rules. I kind of threw
the rules out and said we’re going to switch to a focus on instruction, rather than
on discipline. And it sort of took care of the discipline problems.
Therefore, by using data and identifying individual student’s needs and then creating an
instructional program whereby master teachers work with the students with the greatest
needs in small flexible groupings the lowest students were getting the help they needed
and this, then, had the added benefit of eliminating the discipline problems as well.
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Tice Elementary School, then, serves as an illustrative case of how the district’s
policy of providing district accountability and support (such as district-wide curriculum
and professional development) in combination with flexibility for principals to design
their own campus improvement plan resulted in dramatic improvements in student
performance.
Human Resource Development
In 2004-2005, Galena Park employed 1,533 teachers, of whom 54% were White,
22% were Hispanic, 21% were African American, and 3% were Asian/Pacific Islander.
Seventy-six percent of GPISD’s teachers were female. The district uses a variety of
strategies to continuously improve recruitment, development, and retention of a highquality teaching force.
Teacher Recruitment
In the area of recruitment, the district has a broad and aggressive teacher
recruitment strategy, a policy authorizing recruiters to make job offers and a system for
It’s a family here. And, if you live in
the area, like I was born in the area,
this is home, I mean this is important
to me. This neighborhood is
important to me. Galena Park School
District is important to us. And, we
do a good job, the district does, in
hiring and seeking out daughters and
sons of teachers that are here. What’s
that program--Homegrown Program.
So we do a good job at it. And, if you
feel that pride…My son and I are in
the same hallway.
--High School Teacher

maintaining contact with teachers who have
been selected for employment with the district.
The district recruits at at least 25 in-state job
fairs and 25 out-of-state job fairs each year, in
addition to recruiting in Canada, Mexico, Spain,
and the Philippines. Also, GPISD has several
innovative programs designed to recruit
students that graduate from the system back as
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teachers, to support instructional aides in pursuing degrees and teaching credentials, and
also to recruit experienced teachers to the district.
Additionally, the district pays attention to increasing the diversity of its teaching
force, consistently striving to make the teacher population more representative of the
student population and to serve the district’s significant population of English Language
Learners (27.2% of the pupil population in 2005). A central office administrator
explained how one such innovative hiring program within the district worked:
I started, two years ago I started a program where in January we hire what’s
called an itinerant teacher, we try to hire all bilingual for each of our elementary
campuses. And what we do is we bring them in, they’re December graduates, we
bring them in in January when most people aren’t hiring, so we get the most of
the bilingual crop, assign them to campuses, but don’t give them a classroom.
They work in our pullout programs or they’ll work in a classroom to free up that
teacher to come out and work in the pullout program, and then at the end of that
year, they apply for whatever openings we’ve got and they’re seasoned teachers
that we likely wouldn’t find during the summer.
As this quote illustrates, the district is of sufficient size and has enough flexibility of
resources that it can hire teachers six months ahead of actual teaching vacancies in order
to attract more bilingual teachers and to give brand new teachers experience before they
are placed in charge of their own classrooms.
Teacher Retention
In the area of retention, the district utilizes a variety of strategies including an
induction year program, formal mentoring, and district- and campus-provided
professional development. Additionally, the district has put monetary incentives in place
targeting retention, as the HR Director explained:
Well, we are really… our turnover rate is lower than the state’s [14.8 vs. 16.1 in
2005]. But, the attrition, in general, we still, like most districts, look at that fifth
year as being a critical year. That’s a real make-it-or-break-it year for us. And,
one of the things that we’ve done a couple of years back is we started pumping in,
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at certain points in the salary schedule, at five, at ten, at fifteen, $2000, $1500
salary increase to kind of get them past that exit hump, where you might be
teetering on the brink of whether or not I’m going to stay for that sixth year, or to
give that extra incentive.
Clearly, the district utilizes data in its personnel practices in much the same way it does
in other areas of district operation. District personnel have analyzed their teacher
turnover patterns and have implemented strategies to promote retention of experienced
teachers.
Teacher Appraisal
Teachers are evaluated using the state teacher appraisal system, with the option of
moving to a locally developed teacher evaluation system when they gain more
experience. The HR Director elaborated on how teachers are evaluated in GPISD:
Of course, we do the PDAS [Professional Development Appraisal System, the
state system], and we also have a Galena Park appraisal instrument that can be
used on teachers that show a proficiency for the past two years, they can opt for
being appraised under the GP Developmental Appraisal System, which is one that
allows for more of a less of a frequency of observational visits. So, it takes into
consideration that these people have, these teachers have proven their expertise,
their performance record shows that they’ve been proficient for ‘x’ amount of
years, their students are performing at ‘x’ amount level.
We still do the walk-through visits, the unannounced walk-throughs, along with
the formal observations. But, as far as overall evolution or major change to the
appraisal system, I would say, the biggest thing is the perspective from which the
principal is looking at that teacher when they walk in there to see that every
moment is maximized for instruction.
In this observation from the HR director, the alignment of systems in the district around
the central focus of improving instruction is again apparent in the “every moment is
maximized for instruction” phrase.
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Support Operations
Alignment of Financial Resources
There was considerable evidence that the district sought to realign and to
concentrate its financial resources to support the new district goals to improve student
achievement set out in its 1996 plan. The district’s chief financial officer reported that
one of the early district actions to get reform initiatives moving was “redistribut[ing] the
majority of central instructional budgets from the central office to the campuses.”
Additionally principals consistently reported that they were seldom denied on requests
for additional resources as long as they could make a good case for why it benefited
student learning.
In addition, numerous interviewees reported that the GPISD budgeting process
had been reworked and streamlined to provide maximum financial resources to the
campuses to support the instructional mission. The district’s chief financial officer
explained in detail how the budget process is aligned with the district’s instructional
mission on an annual basis:
Let me tell you how our budgeting cycle goes and how it starts. First thing that we
do is I talk to principals, cabinet members, they talk to their directors, and say
what, tell me what your focus is for this next year, and that is, that is saying to
them, what is going to be in your district improvement plan, what are your district
goals next year? And we create what I call budget initiatives, and usually there’s
about ten of them. A budget initiative for instance would be, improve our seventh
grade science scores. Budget initiative would be improve our counseling
effectiveness at our secondary schools. That should feed directly off a district
improvement project, off a specific goal that’s part of the district improvement
plan. . . .
Now we have some standards, in there, don’t draw the fund balance below legal
requirements, we want to continue to pay our teachers among the top twenty
percent of the greater Houston area, but then each year, the others will change.
We addressed fine arts, because all of our fine arts monies on our campuses were
being diverted by the principals to tutorials and that type thing. I just took the
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temptation away from them. Now I was able to give them more money, so I said
I’m going to take the twenty thousand dollar burden off your campus, and I’m
going to give you ten thousand dollars, so you can do what you would have done
with that money if I’d left there.
So anyway, different initiatives each year, but that’s the way we address that.
Then we do the same thing with all of the special population money. . . . And then
what we do is we go to the board in January, and I say to the board, here’s what
we see as the ten big budget initiatives for this year or twelve or eight. Is there
anything that you would like us to focus on that you don’t see focused here?
It is evident from the CFO’s description of the district budgeting process that the
financial and instructional goals and processes in Galena Park ISD are well aligned.
Alignment of Facilities, Transportation, and Nutrition
Furthermore, in addition to aligning annual maintenance and operations funds
with instructional goals, the district was able to successfully pass multiple school facility
revenue bond issues during Shirley Neeley’s tenure to support new construction and
renovation of existing facilities. In fact, the physical plant in Galena Park ISD is seen as
a major district asset: According to one central office administrator, “Galena Park really
stands out even among our suburban colleagues, as far as facilities . . . [we have]
outstanding and startlingly attractive facilities.” These sentiments were echoed by
numerous interviewees, including a teacher who said, “ Dr. Neeley took pride in the way
the schools looked, which reflected on the people that worked there. And they [also]
took pride in it.”
Likewise, pupil transportation in the district was considered yet another asset to
be configured in ways that would support instruction. The district pays for additional
busses to be run well before the beginning and after the end of each school day so that
students can participate in tutoring and extracurricular activities. As Superintendent
Henry explained, “If you come to, to our school district, there will be busses running
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from six thirty in the morning till nine o’clock at night. . . . we bus them home after the
tutoring; you don’t have [just] one chance to get on the bus and get home.”
Maintenance and school food services were other areas that district informants
described as being in alignment to support the instructional mission of the district. The
assistant superintendent in charge of school support operations elaborated on how these
areas work to support success in the district:
I think we are doing a very good job with the maintenance, and I think if you
surveyed the teachers, they’d tell you that, and the principals, they’d tell you that
they really appreciate everything that our maintenance and all our departments
[do]. . . . We have some of the best-kept grounds anywhere in the country,
probably. I think our schools are cleaner; I think our custodians do a better job
than most schools anywhere, you know, I’ll put ours up against anybody’s, any
day.
Same thing with maintenance, you know. I think that we have some of the best
maintenance programs with preventative maintenance, and with our new
construction, maintenance was involved at helping us design the right kind of
HVAC systems. We have done a lot in that areas, so we’re really way ahead of
most districts, not just in academics, but in our facilities, and people come from
all over the country and see it and say the same thing.
Researcher:

What about food services, is that any different in any way?

Well, I don’t know that it’s [directly] contributed to our educational success, but
our student nutrition program, when I took over, uh, was in the red, and we had
been supplementing that. So, just from that standpoint alone, we are better off.
We’ve been putting a half a million dollars a year, at least, every year, into
student nutrition, to bail it out, so it would be solvent. Well, I was fortunate to get
the opportunity to hire the person I hired, and, she’s just been, wonderful. She
turned our student nutrition around; within a year, we were in the black; we’ve
been in the black every year.
In fact, she’s got money, she’s got so much money in her fund balance now, that
they make her spend it. There were little things that she wasn’t paying for
[before]; she wouldn’t necessarily pay for all the cafeteria furniture, she wouldn’t
pay for all the equipment, you know, the district was picking up the tab because
they had to, but, now she pays for everything that she can possibly, legally pay for
in student nutrition and still has money in the bank, and we have not raised our
meal prices in seven years probably.
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We have increased our participation, which is another way that has helped
education, because we do have so many kids on free and reduced lunch. This is
probably important, we went from a single kid application to a family application,
and by doing a family application, we get everybody in the family eligible for free
and reduced, whether they participate or not.
Clearly, as these comments from the assistant superintendent show, the school district
was working consistently across all areas of support operations to align district processes
and procedures in support of the instructional mission of the district.
Professional System
A frequently mentioned characteristic of the change in the district regarding the
professional system in Galena Park ISD was the new norm of “collaborative competition”
or friendly competition. The old system (before
Superintendent Neeley) was described as a “very closed
system. We’re over here, and we’re doing this, and not going
to let anybody know what we’re doing.” Dr. Neeley started a
system of principals’ retreats that “evolved into times of

We’re very
competitive, but
competitive for our
own kids and in a
very clean and
productive way.
--Middle School
Administrator

sharing that we could talk about what we were doing on our campuses, bringing best
practices that we had developed on the campus to share with other principals, times to
talk about if we had fears, or things that we thought were just so great that would could
tell other people.” Additionally, data about student performance in the district is widely
available and shared routinely. Principals know how other principals’ campuses are
doing (on frequent benchmark testing, not just annual state testing). Teachers know how
other teachers’ students are performing.
Though these professional community characteristics of friendly competition and
openness about professional practice were readily apparent in Galena Park ISD, the
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development of these did not appear to follow traditional patterns that would have been
predicted by the research literature on this topic. Typically, there are two well known
models for professional systems in schools. One of these is established “ground up”
through teachers’ unions or other teacher-based (not district- or school-based)
organizations (see, for example, Lieberman, 1990; Lieberman, 1995; Lieberman &
Miller, 2004). The other is established by school leaders “top down” within a school and
sometimes called “learning communities,” a concept which is said to emerge from
Senge’s (1990) idea of learning organizations (see, for example, Koeliner-Clark & Borko,
2004, or Paredes Scribner, et al, 1999). However, neither of these exists in these
traditional forms district-wide in Galena Park ISD.
Although Texas is a non-union state, there are teacher-based professional
organizations with some power and influence in the majority of districts around the state.
However, there was no evidence found by our research in Galena Park that any particular
teacher group, formal or informal, established any professional system committed to
improving teaching and learning.
Additionally, while some individual schools in the Galena Park district
established school-based learning communities, what some called “academic teams,”
there was not a specific, focused district-wide mandate to do so in all cases. Also, even
in schools where it could be argued that learning communities did emerge, there was no
evidence that this was done out of any theory-based effort to do so. Instead, it could
more reasonably be said that in some GPISD schools, learning communities emerged
“organically” out of efforts to improve that particular school.
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Nonetheless, there was clearly a focused effort by the district leadership to
improve teaching and learning, and many of their efforts to do so provided varying
degrees of support for the emergence of professional communities characterized by
professional norms and professional learning. All of this activity, though, took place
within an overall district environment in which mandated outcomes via the state
accountability tests were the dominant indicator of success. In other words, Galena Park
operated as a strong outcomes model instead of an input or process model.
Consistent Instructional Guidance
The first key force for the emergence of district-wide professional community
with a strong district norm was the development of consistent instructional guidance from
the district office and a quality district-wide curriculum focus. Prior to the leadership of
Dr. Neeley, these did not exist at the district level. As a central office administrator
explained,
[Each school] did what it wanted to, and this, of course, was before the next
régime; this was before Shirley [Neeley] became superintendent and before Rick
[Kirk, the Deputy Superintendent under Neeley] came. And the struggle was, and
I’m speaking for myself, really developing a sound curriculum because everybody
did what they wanted to do.
That there was a move from a different curriculum for each campus to a district-wide one
was consistently cited as one of the reasons for the success of the district.
That this is occurring at the school level was further evidenced by the following
statement of a math Curriculum Instructional Specialist (CIS) at one school:
We get a district curriculum that we have to follow. So basically, week-by-week,
it tells you from the beginning of the school year all the way to the end. I’ll use
math because that’s what I teach…what you’re going to teach that week in math.
Then we meet as a department, go over what we’re going to teach and pull all of
our resources of what we’re going to do.
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Also, a teacher said,
I think their support is they have people over there like when you’re handed your
curriculum for the whole entire year what you’re going to do week-by-week-byweek. To me, that’s like the biggest load off of you ever because then you know
week one, I’m going to do adding decimals. So all I have to do is pull with my
team or my department over here adding decimals and come up with that. I mean,
to me, that’s a big thing
In addition, when the assistant superintendent in charge of curriculum was directly asked
where there was any instructional guidance from the central office before Dr. Neeley
became superintendent, she said, “Prior to that, there truly wasn’t.” Indeed, she pointed
out that prior to Dr. Neeley’s superintendency, one district person would write any new
curriculum, mainly by borrowing from that of other districts, and then this would be
passed out to all the teachers with the expectation that they would implement it.
In contrast, when Dr. Neeley and her team took over, they “began to work on
curriculum and, work on vertical alignment before they even called it vertical alignment,
and we established a process for developing curriculum…” The assistant superintendent
elaborated:
Well, we started out, of course, with teams of teachers, I think I even put it on
paper, let’s see, of course we’d get teams of teachers to work on developing the
objectives. . . . We’d have teams of teachers working on those, then they, they had
developed the objectives based on the central elements, then we’d send those
objectives out for teachers to validate, and we had a little chart, where it was,
they said “essential, not essential, needs to be moved,” that, that kind of thing.
That wasn’t nearly so hard. I’m going to say that one of the most difficult things
that I have had to work with teachers on is developing a Scope and Sequence. We
had, we did not have a Scope and Sequence in our district, and that was probably
one of the single most important accomplishments . . . because once you have a
Scope and Sequence, then, only then, only then, can you begin to think about
district assessments.
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Furthermore, the curriculum was not just created and then left as is. According to a
curriculum specialist, “tweaking it, every year, we look see what’s working and what’s
not working and meet as a, as a, common group to make the changes.”
Another CIS made the same point:
We are not settling down to saying, “ Okay we know it”, we’re, they’re constantly
giving us training, and like when I go to training, and we’re working with Region
IV [Education Service Center, an intermediate arm of the state education agency]
and all these other [trainings]. We’ve had other districts help us, we’ve gone and
observed them and all that, we just don’t settle down to saying, okay, we, this is
the way we’ve done it, we’re going to do it like this forever, we’re constantly
changing.
Thus, the new leadership developed a district-wide curriculum and a district-wide
approach to instruction and then kept working on improving these year-by-year.
Furthermore, all of this curriculum work was done by teams of teachers working
with one another, with campus and district leaders, and with outside experts. The
extensive and intensive process of curriculum development itself created opportunities
for dialog among teachers, which contributed to the development of professional
community. Additionally, the curriculum development process was a professional
learning process in that participants learned about curriculum, standards, and assessment,
and also learned about the process while engaged in it.
Pressure from the Top
A second key to the emergence of district-wide professional community would
seem to contradict much of the literature that supports a collaborative, developmental
focus; that is, professional community gets developed over time (developmental) through
collaborative interactions among teachers working together as professionals. However,
in this case, there was considerable top-down pressure. Superintendent Neeley mandated

64

2009 HICE Proceedings
Page 1570

Draft—August 2008
that each school principal had three years to achieve student academic success, regardless
of student population differences, or the principal would be replaced. One person
described what the superintendent said this way:
We’re scoring from 50-70% right now, and some people are happy with that,
saying we’re a poor district and that’s just how it going to be. We’re not going to
accept that anymore. We’re going to average 90% passing in this district, and if
your school can’t get Recognized, I’ll remove the principal after three years.
Similarly, one teacher remarked,
I know, a lot of it had to do with the principals three, three year “you pass the test
or you’re out.” So the principals, in turn, got their staff together and got it
together. You know, “We’ve got to do this, this, and this because in three years
I’ll be gone if . . . you know, we don’t get it together.”
Also, Dr. Neeley stuck with this policy no matter what kind of relationship she had with a
principal who was not performing.
As one principal said, “Dr. Neeley called me in and said we’ve got a school that’s
in trouble, and I’m going to replace the principal, and the principal is my best friend in
the world, but she has not gotten them there.” In most cases, this would be seen as a
harsh, authoritarian kind of leadership that would be destructive of the building of
professional communities governed by professional norms. Nonetheless, Neeley appears
to have been able to adopt this approach in a way that actually fostered the further
development of professional communities and norms. For example, one principal, when
asked how Dr. Neeley did this replied, “Shirley is a very unique person. She can say all
that to you, and the people still love her. [I] don’t know how to explain it.”
One portrayal of Dr. Neeley’s ability to enforce accountability while still creating
a climate in which people were motivated to work together is apparent in the following
exchange between a researcher and the assistant superintendent in charge of curriculum,
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who actually said she did not initially like the three-year policy for principal performance
or replacement,
Researcher: But help me understand two things I want you to go back to. How, I
mean, what you say about her [Dr. Neeley] is that she was local, homegrown,
people loved her, they trusted her, they supported her, and the whole thing, but at
the same time, she said, “Three years and you’re outta here.” How did she pull
that off?
Assistant Superintendent: I don’t know, that’s why I’m telling you it was, Shirley
had this ability, you know, to say, “Y’all are the greatest, you can do this, you’ve
got the power, you tell us what you need.” I mean, there was a lot of that, “You
tell us what you need, we’re going to give you the support, we’re going make sure
you have what you want.” I don’t know the answer . . . but she was able to do it.
Another portrayal of the way in which accountability from the top seemed to have
fostered development of professional community came from the principal of an
extremely high performing elementary school within the district.
She [Dr. Neeley]came in and said “We’ve got a new game in town, and it’s going
to be the TAAS game. And you’re either going to do well on it, or you’re going to
get out of education.” And all of sudden I thought “Wow! There’s something
we’re going to be accountable for, there’s something I can prove that maybe
we’re a success, rather than just go in and try to make everybody happy
everyday.” That wasn’t that fulfilling to me. And so, I got excited by that idea.
And that year I asked for a transfer as an assistant principal to the lowest
performing school in the district . . . because I thought what a fun challenge that
would be.
Indeed, this principal, who was a former coach, saw the state accountability system as a
contest he could win.
Even though many might find this attitude highly questionable, there is no
question that he developed school-wide systemic processes that yielded impressively high
scores for diverse children of low income families. That these scores reflected real
instances of learning was indicated by the fact that the students from this school typically
did better at middle school compared to other similar elementary schools in the district.
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Also, this school typically had a much higher percentage of students score at the highest
level on the state accountability test (Commended Performance) than students in similar
schools statewide scored. Despite the counterintuitive nature of this finding, the presence
of pressure from the very top of
There’s a culture that says the kids will be
successful and they can be successful and we’re
going to help them be successful. And I think you
see that; very rarely I will encounter the “Well
these kids can’t, blah, blah, blah, blah, blah.” It
may be a couple of times at this school, you may
see it sometimes at the administration building.
But it’s rare. And if you have any large group of
say four or five people, I don’t think you will have
somebody who will say “Yeah, but these kids,
there not gonna, they can’t do that,” because I
think everybody around them would say “Well,
that’s not true. These kids can do it.” I think
there’s like a tipping point to where if you had say
four or five people, you have a culture to where
somebody could say, “Well, my kids, they can’t do
that.” And I don’t think that you could have that
group of people at this school or the
administration building. If somebody came in and
said, “Well, they just can’t do that,” people would
say, “Oh, that’s not true!” And they would be
overridden.
--Elementary Teacher

the district to perform (in the
form of an extremely charismatic
and skilled superintendent) had
the effect of creating a space for
professional communities to
form and grow in the midst of
Galena Park’s district reform
process.
Evidence of Success
A third key to the
emergence of professional norms
was evidence of success. For

example, the Assistant Superintendent for Curriculum remarked, “When those scores
started going up [in some schools], I saw principals then saying, ‘Come work with our
teachers.’ Then that, that helped starting building momentum.” The main way, though,
that the district used this momentum was to build professional communities. As the same
assistant superintendent emphasized,
We really provided strong training, we developed units of study, provided training
on those units of study, then we got the instructional specialists and they could
give a follow up. I tried to give a follow up and feedback but it was just too much.
And then, later, about the time we got the instructional specialists not only were
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we doing those kinds of things in classes but we started having what I called
support sessions and those were sessions to give support to the curriculum and
they were grade level specific and they were based on our scope and sequence.
So there was the training that teachers would get after school and it was a very
complicated um schedule then, it still is, but we’ve done that and now we do that
mostly in the first semester but the uh, support sessions support the curriculum, it
supports what they’re doing in the classroom during that grading period. And
that’s been very helpful.
In other words, professional communities in Galena Park were significantly developed by
the district leadership.
In addition, the district uses success to build more success. For example, one CIS
indicated,
They give us so many opportunities for success and they recognize our success.
You know, and they make a big deal when Cunningham, or any school in the
district, they, you know, they’re visiting us and praising us and they’re talking
about us in different areas. And they have our meetings; they’re always
recognizing people that are from the campus that are doing things. We also have
a thing called INSIGHT, which is our campus newspaper.
I mean our district newspaper, and basically we have people that send in things to
them to let them know what’s happening here on campus and they’re writing that
up and sending it to everybody in the district. And, you know, we, they come
when we’re taking tests; they’re coming over to visit us and helping us when
we’re as monitors and in hallways, they come over and serve lunches. You know,
things like that, during our testing period. They praise us, and that kind of thing.
Another indication of this is the following exchange between a researcher and the same
CIS as above:
Researcher: I noticed when we attended one of your school board meetings that
the majority of the time actually was spent celebrating success, just teacher level,
student level, and it seemed to be a big emphasis to acknowledge and reward
people that are doing what you want them to do.
CIS: Yes, yes. And you know they and that too, of course the parents and folks in
the community are at the school board meeting so they see what’s happening here
and we have one of our, what we have, parent involvement with our site base, and
that way we can get the parents to know what’s happening, you know, we try to
get them to come to trainings and things that we have.

68

2009 HICE Proceedings
Page 1574

Draft—August 2008

Therefore, evidence of early success was used to convince teachers that they could be
successful with the children they had previously thought they could not be successful
with. In turn, this promoted the development of professional communities as teachers
worked to learn how they could achieve the success others like them at schools within
their district had achieved.
Campus Instructional Specialists
A fourth key to developing professional
communities on each campus was what the
district called “Campus Instructional Specialists”
(CIS). These CIS’s are located at the district
level, but are assigned to each school. It is a

We have faculty here that want
to teach. We enjoy teaching. . .
If we get another faculty
member here that just came
from the workforce . . . and we
see they’re not going to make it,
we either help them and bring
them along or they don’t stay
here.
--High School Teacher

stated goal of the district that every member of the 30-person staff in the district office of
instruction be on campuses every school day. The district instructional specialists
observe classrooms, conference with principals and teachers, provide materials, teach
demonstration lessons, and importantly, personally teach students identified as needing
extra support in specific areas.
Additionally, these instructional specialists in core content areas are evaluated
based on the student performance at the campuses they serve and are accountable to the
principals of those campuses. As the Assistant Superintendent for Curriculum indicated,
The principals want to know when they can expect them[CIS’s on campuses], and
I’ll tell you what happened, it was a departure from the way it was when I was in
language arts. I wanted those specialists on the campuses, all the time, because I
felt that they had to be valuable. Because we got into benchmark testing, and
then developing those instructional focus activities, you know there were more
responsibilities for the specialists that took them off campuses and principals said
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to me this year, we’re not seeing them enough, some of those specialists haven’t
been on my campus more than two or three times in a month, and that’s not okay.
Last year was our first year you know we had with the new test; we had to redo
everything. So we’ve revisited that, and, starting in January, every campus will
have an instructional specialist for every subject on every campus at least once a
week, so the principals definitely meet with the specialists; they talk data.
Additionally, a major goal of the district for the CIS’s was to develop campus-based
leadership in curriculum and instruction, as illustrated by the following statement by the
assistant superintendent in charge of curriculum: “One of our goals is to help to develop
leadership, content leadership on the campus, because these few specialists can’t be
everywhere.”
Another example of how the system of CIS’s is working to help develop
professional community and professional norms on campuses was provided by the
Assistant Superintendent for Curriculum as she talked about what the CIS’s did with
campus teachers. The CIS’s would talk with teachers
And ask questions like, “How many kids do you have, how many passed reading,
how many didn’t, what was your highest scoring objective, what was your lowest
scoring objective, to what do you attribute the student’s success or lack of
success, what adjustments or modifications do you plan to do because often they
know what they need to do after they’ve done just that much analysis, and then
finally how may we help you?” Because they[the teachers] may say, “ I’ve done
everything I know to do and I don’t know what else to do” and then we say,
“That’s what we’re here for,” and so now principals say we can write those
down, and now we have included that on the form, and they have teachers go
through that reflection so we’ve encouraged reflective practice uh to a great
extent and I think that’s been, that’s been helpful too.

Importantly, these CIS positions were staffed largely from the ranks of highly skilled and
successful teachers within Galena Park. Thus, “master” teachers became Campus
Instructional Specialists, whose responsibility was to help other teachers improve their
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teaching. These CIS’s were committed to developing professional norms within a
community of teachers working together to improve their practice.
Specialized Professional Development
A fifth key to the way district reform in Galena Park ISD contributed to the
development of professional community is that the district support for professional
learning among teachers was not generalized professional development, but was, instead,
highly targeted to specific teacher needs and problems. As one of the CIS’s said, “They
[CIS’s] do come over and observe teachers and work with them and if a teacher says,
‘Look, I’m having trouble with this particular skill,’ they’ll come over and teach a
lesson.” Another example of this that includes mention of specific district level
professionals is:
If we have a particular area of weakness, we can ask Ms. Scott who is our
language arts coordinator, and she’ll come over, and or she’ll send Mrs. Bush or
Ms. Hampton to work with [us if] our students that need a certain thing,
especially our ESL, like Ms. Hampton works with our ESL students and she comes
once a week. Mrs. Bush comes like during the writing test or prior to the writing
test. . . . They’ll do this again in reading.
Targeted, rather than generalized professional development, thus, served to move
teachers toward learning communities because teachers could learn how to improve in
terms of specific problems they were having when they were having them.
Support Rather Than Evaluation
A way that the Galena Park systemic reform supported the development of
professional community is that when CIS assistance is provided, it is not evaluative. This
is apparent in the following dialogue between one CIS and a researcher:
Researcher: Are you involved in observation and evaluation of the teachers in the
reading program?
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CIS: No I’m not, though I can go in, and I do go in and see if my teachers are,
are, are, well, I don’t evaluate. I do go in to see if they’re doing our IFAs
[Instructional Focus Activities] and things like that that I need them to do; I do go
in if they need me to go in and teach something I will go in to teach with them.
Researcher:
CIS:

No.

Researcher:
CIS:

But you’re not part of the formal evaluation list.

So you then can be a resource.

Yeah.

This is a point many professional development experts have made. Support for
professional learning should be assistive, not evaluative. In this case, the CIS’s were
there to help improve teaching, not to evaluate teaching.
Leadership Stability
A final key reason that strong district-wide reform efforts have supported the
development of professional community and professional norms that have emerged
across the Galena Park district is that the leadership for curriculum and instruction has
been in place, working together, for many years. For example, the Assistant
Superintendent for Curriculum and who has been working in the district since 1968, said,
In my department, core curriculum, that’s language arts, science, social studies
and math, as well as staff development, instructional technology and testing,
anything that has to do with curriculum design and alignment. But the people in,
those program directors, and I don’t know this for sure, but I’m going to say,
probably there’s not anyone in the department who has less than fifteen years in
our district, and some longer, so they have, they have a deep commitment for the
children in this district. . . .The program director for social studies taught my
daughter in the sixth grade; she graduated in’ 91; I mean, so he’s been around a
really long time.
She also said,
And I do attribute some of that to some of our success and not about any one of us
personally, but because of the continuity, and we’ve, we’ve had an opportunity to
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hone our skills and when we see areas that need to be strengthened, we’re here
long enough to really work on that.
In other words, stability in staff counts. Of course, that staff has to be of high quality and
involved in high quality efforts, but even if this quality is high, it is difficult to maintain
when there is considerable turn over.
Consequently, the Galena Park case does not fulfill the typical models in the
literature of the development of professional norms and the emergence of professional
communities. However, it could be argued that these literature models are more a
function of scholarly “modeling” or theory than of the typical reality in schools. Thus, it
could be argued that what Galena Park has done is a path that might be more readily
available and understandable to schools and districts than the literature models, especially
in the current context of high accountability.
Regardless, Galena Park did develop professional norms that spread across the
district and did support the emergence of professional learning communities in various
contexts through seven measures: 1) a district-wide curriculum and a consistent, districtwide approach to instruction; 2) superintendent mandated successful outcomes on state
exams in three years or the principal would be replaced, which resulted in principals
becoming highly focused on success for all students and all student groups; 3) success
breeds success—early evidence of success was used to motivate and prove to the
district’s teachers that success with diverse students from low income families was
possible; 4) the appointment and distribution across the district of Campus Instructional
Specialists (CIS’s), who in effect were master teachers whose role was to help other
teachers improve; 5) on time, targeted professional development—instead of focusing on
generalized professional development, professional development was provided for
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specific problems experienced by specific teachers when they were having the problems;
6) CIS’s were assistive not evaluative; and, 7) the long term stability of the district
leadership in curriculum and instruction.
Conclusions
Overall, the analysis of the case study data for the Texas site, Galena Park ISD,
supports the predictions of the study team’s theoretical account of what highly effective
school districts do. Findings in GPISD that are a particularly strong fit with our theory
include:
•

The strong force of the Texas state accountability system in driving improvement;

•

The role of local context in shaping the particulars of the district reform model
developed;

•

The district leadership role in setting high expectations for student achievement;

•

Widespread and fine grained use of data for instructional planning at both district
and campus levels;

•

Principal accountability for student achievement results;

•

Redefinition of the central office instructional support roles;

•

Reallocation of resources to support instruction;

•

Curriculum alignment;

•

Benchmark testing; and

•

A balance of pressure to perform with positive support and resources.

Overall, the model of district effectiveness from which our research team worked was
well aligned with our findings for Galena Park.
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However, some of the findings that developed from analysis of the case study data
did not fit well with the research team’s working model, including:
•

The absence of a school board or community push to hire an instructionally
focused superintendent;

•

The lack of community, parental, or civic pressure groups as impetus for the
district to reform; and

•

The overwhelmingly strong role the superintendent’s personality and personal
characteristics seemed to have played in both starting and sustaining the district’s
will to reform.
Additionally, several findings for our case study of Galena Park ISD were neither

predicted by our model nor contrary to what would be expected based on the model,
including:
•

The important role that success exemplars from outside the district played in the
development of the district plan for reform;

•

The generational nature of each successive plan for reform the district developed,
i.e., the TAAS plan, the TAKS plan, the current higher academic success plan;

•

The clear evidence of productive coexistence of both administrative and
professional accountability within the same school district; and

•

The observation that consistency and focus in teaching seemed to be the key to
raising student achievement rather than widespread evidence of extraordinary or
innovative teaching.
In sum, the theoretical account that our research team developed to guide this

research predicted a substantial portion of what we eventually found to be “going on” in
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Galena Park. In some cases, our informants said back to us almost word-for-word what
the research team had written months earlier when developing the literature review that
guided the development of our guide for data collection. We also, however, uncovered
findings from our fieldwork in Galena Park that give us pause and will lead us to
reconsider elements of our working model of district instructional effectiveness.
Additionally, several emergent findings developed that will need to be considered
carefully for inclusion in future phases of this ongoing research project.
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Appendix A

Figure 17: TAKS Regressions

% State Revenue
Expenditure by FunctionInstruction Per Pupil
Average Base Salary
% Teachers With Advanced
Degree
Student Teacher Ratio
% Low Income Students
% Gifted and Talented
% LEP
% Special Education
All Students Not Tested Total Rate

African American
TAKS Performance
-0.025
(0.56)
0.000

Hispanic TAKS
Performance
-0.013
(0.54)
-0.000

White TAKS
Performance
-0.057
(1.63)
-0.002

(0.05)
0.001
(1.46)
-0.208

(0.07)
0.000
(1.67)
-0.075

(0.67)
0.000
(1.01)
-0.008

(1.94)
1.767
(1.69)
-0.131
(1.92)
0.313
(1.13)
0.094
(0.91)
-0.454
(1.26)
1.765

(1.30)
0.232
(0.42)
-0.165
(4.18)**
0.170
(1.13)
-0.209
(3.64)**
-0.408
(2.10)*
0.466

(0.10)
0.436
(0.58)
-0.173
(2.64)**
0.490
(2.28)*
-0.072
(0.88)
-0.559
(2.02)*
0.783

(3.15)**
(1.61)
Attendance by Race
2.518
2.966
(2.99)**
(5.34)**
Poverty Rate By Race
0.068
0.296
(0.91)
(3.94)**
% W/O HS Diploma by Race -0.222
-0.193
(3.13)**
(5.06)**
Logged Enrollment by race
-1.547
1.213
(3.38)**
(2.60)*
Constant
-245.905
-260.166
(2.87)**
(4.79)**
Observations
164
172
R-squared
0.40
0.49
Absolute value of t statistics in parentheses
* significant at 5%; ** significant at 1%

(2.00)*
4.163
(5.93)**
0.561
(4.00)**
-0.126
(0.88)
2.712
(3.46)**
-369.140
(5.27)**
171
0.56
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Figure 18: College Entrance Exam Regressions
African American
Hispanic College
College Exams
Exams
% State Revenue
-0.028
-0.028
(1.00)
(0.77)
Expenditure by Function0.001
0.002
Instruction Per Pupil
(0.25)
(0.63)
Average Base Salary
-0.000
0.000
(0.71)
(0.02)
0.215
0.129
% Teachers With Advanced
Degree
(3.23)**
(1.49)
Student Teacher Ratio
0.958
0.156
(1.37)
(0.19)
% Low Income Students
-0.043
-0.288
(0.87)
(4.79)**
% Gifted and Talented
0.202
0.073
(1.14)
(0.31)
% LEP
-0.034
-0.031
(0.45)
(0.38)
% Special Education
0.010
-0.045
(0.04)
(0.16)
Attendance by Race
-0.065
0.244
(0.10)
(0.30)
% Taking Test by Race
0.043
-0.008
(1.20)
(0.17)
Poverty Rate By Race
-0.153
0.200
(2.15)*
(1.68)
% W/O HS Diploma by Race -0.014
-0.013
(0.19)
(0.20)
Logged Enrollment by race
-0.128
0.618
(0.29)
(0.87)
Constant
4.809
-14.228
(0.07)
(0.18)
Observations
123
162
R-squared
0.35
0.38
Absolute value of t statistics in parentheses
* significant at 5%; ** significant at 1%

White College
Exams
-0.072
(1.96)
0.001
(0.25)
-0.000
(0.15)
0.070
(0.78)
-1.572
(1.91)
0.008
(0.10)
0.332
(1.43)
0.049
(0.58)
-0.183
(0.62)
2.413
(2.43)*
0.192
(3.35)**
0.291
(1.74)
-0.317
(1.96)
3.779
(4.55)**
-214.935
(2.17)*
162
0.58

82

2009 HICE Proceedings
Page 1588

Draft—August 2008
Figure 19: Graduation Rate Regressions
African American
Hispanic Graduation
Graduation Rates
Rates
% State Revenue
0.018
0.048
(0.37)
(1.37)
Expenditure by Function0.006
0.007
Instruction Per Pupil
(1.51)
(2.20)*
Average Base Salary
-0.001
-0.001
(1.48)
(1.62)
-0.100
0.057
% Teachers With Advanced
Degree
(0.90)
(0.66)
Student Teacher Ratio
0.689
1.968
(0.61)
(2.39)*
% Low Income Students
0.083
-0.043
(1.07)
(0.71)
% Gifted and Talented
0.209
-0.251
(0.71)
(1.10)
% LEP
-0.232
0.161
(1.88)
(1.94)
% Special Education
-0.005
0.044
(0.01)
(0.16)
Attendance by Race
4.450
1.714
(4.24)**
(2.07)*
Poverty Rate By Race
-0.052
0.052
(0.45)
(0.47)
% W/O HS Diploma by Race -0.005
-0.176
(0.05)
(3.13)**
Logged Enrollment by race
0.696
-2.654
(1.26)
(3.75)**
Constant
-347.949
-85.483
(3.26)**
(1.06)
Observations
139
170
R-squared
0.25
0.24
Absolute value of t statistics in parentheses
* significant at 5%; ** significant at 1%

White Graduation
Rates
-0.030
(0.96)
0.003
(1.23)
-0.001
(1.67)
0.033
(0.43)
1.084
(1.60)
0.062
(0.96)
-0.163
(0.85)
-0.058
(0.82)
-0.625
(2.52)*
4.853
(6.45)**
-0.054
(0.40)
-0.202
(1.55)
-1.197
(1.70)
-359.928
(4.77)**
165
0.33
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Figure 20:GPISD TAKS, Dropout Rate,
Completion Rate, and Student Composition
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Introduction
The notion of scaffolding has been in the teaching and learning literature since
Wood Bruner and Ross (1976) and Cazden (1981). Since then, scaffolding has been
much used and often misunderstood. It has, in fact, been claimed, due to methodological
challenges and its initial atheoretical grounding (Granott, 2005; Stone, 1998), that
scaffolding has lost some of its power as a useful tool to understand learning. In this
paper we re-examine and re-claim scaffolding, using a science museum as the context,
nuanced digital capture technologies and analysis methods as tools and socioculturallyinfluenced views of learning and teaching as theoretical foundation.
The emphasis in this paper is on using new views of scaffolding and mixed
methods research techniques to better understand how social groups, in this case family
members and museum educator researchers scaffold each other’s learning at a museum
that reflects the cultural and linguistic diversity of typical American urban center.
This paper highlights the inter-twined work of four researchers who are actively
re-examining scaffolding in the context of how families and museum educators make
meaning of science. The focus is on dynamic, mutualistic and inter-related, rather than
hierarchical or linear, scaffolding. These interpretations are set within our view of
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complex scaffolder/scaffoldee relationships (Granott, 2005) within which family
members are ‘figuring out’ (Mai & Ash, in preparation) how to do an exhibit and
museum educators are learning how to in ‘notice’ (van Es & Sherin, 2002) when to
scaffold (Ash &Lombana, in preparation).
This research is part of a larger effort centered on successful scaffolding as a
focus for working with museum educators and families in urban centers wishing to serve
culturally and linguistically diverse populations. Data collection was naturalistic
(Moschovich & Brenner, 2001) focusing on four exhibits, interviews, with families and
museum educator researchers (MERs) before and after museum visits, employing audio
and video taped capture and transcription, as well as ethnographic notes. We use a fourpart analytic scheme, which takes into account cultural context, power relationships,
degree of dialogism and disciplinary content. The proposed analytic framework can be
applied to a variety of scaffolding activity.
Scaffolding Theory
In 1976, Wood, Bruner and Ross coined the term 'scaffolding' to describe tutorial
interaction between an adult and a child. The metaphor was used to explore the aid
provided by an adult for children who were learning how to carry out a task they could
not perform alone. Lave and Wenger (1991, in Daniels, 2001) also viewed scaffolding as
a one-way teacher-student communication. Such linear, hierarchical views differ from
recent interpretations (Granott's, 2006; Wells, 1999), which emphasize collaboration and
negotiation, interpreting scaffolding less as unidirectional, instead, more dynamically
(Granott, 2006) and involving varying degrees of reciprocity and mutuality. The product
of scaffolding, moreover, has come to be seen as meaning making, often measured as
activity, movement, gesture, and dialogue, as well as ability to perform specific actions
alone.
Following Wells, we view scaffolding as "a way of operationalising Vygotsky's
(1987) concept of working in the zone of proximal development" (1999, p.127) and as an
essential aspect of learning (Stone, 1998; Wells, 1999). Our goal is to capture the essence
and usefulness of scaffolding by carefully examining its dynamic, continuous, socially
and culturally influenced nature in interaction. Using this theoretical lens to examine
digital data, we came to appreciate central tensions that may exist in all such research.
Families ‘figure out’
We are also interested in knowing how families assist one another in problemsolving in naturalistic, unscripted interactions in a science museum; this, for us, is the
first step to understanding how museum educators might then help scaffold family
learning. Data collection includes detailed video and audio data (pre interviews, visits to
4 exhibits and post interviews) of 35 families from culturally diverse backgrounds
(recruited from our partner Title I school) as well as ethnographic notes.
One of the central tensions is the mismatch between family or museum educator
researcher agendas with the official agenda of the institution. We witnessed, for example,
quiet nuanced ‘haggling’ over the agenda (Conn 1998), especially when the museum’s
intent was to provide specific content, and families focused on different content or social
cohesion. We argue that families’ agendas are expressions of their own agency, as
families assert how and what they take from science museums. We emphasize specific
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representations of mutual scaffolding [using activity theory influenced ‘scaffolding
scenes’ as unit of analysis] using examples of interactions between family members and
between museum educators and family members.
Grounding our analysis in activity theory (Engestrom, 1999), we segmented our
family video data into ‘scaffolding scenes,’ coherent episodes of family activity at
museum exhibits. These scaffolding scenes reveal fewer instances in which families
discuss disciplinary science content. Rather, much of their talk was in ‘figuring out’ how
to do the exhibit. We argue that ‘figuring out’ is a necessary component of learning the
science in the exhibit (Mai & Ash, in preparation).
‘Scaffolding scenes’ reveal that the family’s agenda at exhibits is not the same as
the museum’s agenda. Using 3 levels of analysis, we couldn’t help but notice the nuanced
ways in which family members scaffold one another’s ‘figuring out’ as they worked to
understand how to use exhibits. We saw that family members used a rich repertoire of
social mechanisms to help form a cohesive dialogic, activity-based social unit; family
members used play, jokes, laughing and teasing, reporting to one another regularly how
they liked the exhibit as well as how it made them feel, and sometimes just quietly
manipulating the exhibit without talking. With increasing analysis, we saw the nuanced
way in which scientific sense making was both intertwined and embedded in these
instances. Family members scaffolded each other’s ‘figuring out’ and scientific sense
making’ using a diverse array of cohesive social structures, which we are now coding
microgenetically both individually and collectively.
To illustrate this point, we will examine three examples of families’ engagement
in learning through humor and play, through making meta-comments about their
experiences, and through collaboratively manipulating an exhibit.
Museum educators learn to notice
Another central tension in working with Museum Educator Researchers (MERs)
was learning how and when to interact with families. Again, our analysis provided
surprises; this time in convincing us that a significant part of our professional
development must be devoted to the first step in scaffolding, noticing what learners do,
and activity we called ‘reading the family’.
We sometimes assume that a museum educator knows when and how to approach
a family, understands family dynamics, has a repertoire of successful mediation styles
and can select the appropriate amount of science content when scaffolding family
activity. Using digital video and audio feeds of family visits both with and without
museum educator mediation has not only created a wealth of data on family learning in
an urban museum, but also a clear recognition that professional development for museum
educators must be more nuanced, theoretically informed and deliberate. Our baseline data
on MER mediated families (14) has revealed a myriad of ‘scaffolding’ styles; some
applied to families whether they wanted the science content or not, or were comfortable
with the MER’s style. One focus of this paper, then, is the emergent framework for
museum educator professional development.
We have already noted the four central tensions, which apply to both family
learning data and MER data: power and hierarchy, knowing when and how to scaffold,
didactic vs dialogic, and mode and degree of content delivery. With regard to the second
tension, Van Es & Sherin (2002) and Mason (2002) have proposed integrating ‘noticing’

2009 HICE Proceedings
Page 1593

into teacher training models to assist teachers in learning to notice and interpret
classroom interactions. Mason suggests a ‘discipline for noticing’ for developing
awareness, thus enabling a practitioner to be able to be more selectively reflect on and
reflect in the process of working. Our research findings verify that ‘noticing’ is an
essential component of decision-making and a necessary capability for museum
educators. Such ‘noticing’ has become the foundation for the Museum Educator
Researcher (MER) training model (Ash & Lombana, in preparation).
Our MER model relies on reflective practice strategies to learn about and better
understand the elements of scaffolding. We see museum educators as researchers,
helping us to define and use ‘noticing’ for decision-making as they enhance their own
practice. Noticing protocols are now being refined in order to intentionally identify
crucial aspects family dynamics, including existing roles, issue of power, types of
dialogue, who initiates it, verbal and non verbal clues and issues of culture.
We are clear that the kind and amount of scaffolding must emanate from the
‘noticing’. Once assessments have been made, MERs must decide how, when and if to
intervene. MER decision points include: who to initially approach as well as the
rationale for that decision. Such scaffolding decisions are entirely dependent upon
‘noticing’ as first step and evaluating as second step. Decision points include: didactic or
dialogic; open-ended or known answer questions; depth of science content; and, telling or
not telling the answer? Underlying all these decisions are issues of hierarchy and power,
access and what counts as science?
Using this framework, ‘noticing’ becomes the underpinning for inter-connectivity
between the MERs and families. Without ‘noticing’, a museum educator has no
foundation for decision-making. To illustrate this, we provide 3 examples of nuanced
scaffolding from a large and varied data set of examples, which have been categorized,
archived and set within a usable data system, which allows selection by type, content and
degree of noticing.
Mixed method research methodologies
This research study combines videography, interviews, and survey data to provide
a more complete picture of participants’ museum experience. Using digital video and
audio digital monitoring, as well as ethnographic notes of family visits, both with and
without museum educator mediation, has created a wealth of data on family and MER
scaffolding. We end with a theoretical discussion of the rationale for and the contours of
mixed methods designed to capture and analyze such complex digital data. Others have
noted the dangers of translating qualitative data into quantitative form (Ash et al. 2007);
the analytic rubrics, therefore, have been subjected to rigorous reliability checks.
We note the importance of Creswell et al (2003)’s and other’s (Onwuegbuzie &
Dickinson, 2008; Tufte, 2006) writings, which are responsible for setting the conceptual
basis for supporting the application of visual display techniques, e.g. videography, to
mixed methods inquiry in the research literature. Such research techniques, as described
can be divided into three major types of design: concurrent, sequential explanatory: first
quantitative data collection, then qualitative data collection; and sequential exploratory:
first qualitative data, then quantitative data.
The research conducted here uses a concurrent mixed methods design, with both
qualitative and quantitative data being collected and examined over time. By using

2009 HICE Proceedings
Page 1594

videography, the responses and behaviours of the participant families and the MERs can
be documented at a point- in- time data collection. Due to the iconic nature of film,
however, these images are then permanent; such permanent images are then viewed by
multiple researchers, multiple times, in multiple places. This facilitates the triangulation
of data coding, which aids identifying and recognizing patterns of behaviours, dialogue
and content.
By archiving these data, the researchers reporting here have also been able to
identify and recommend “best practices” for scaffolding to achieve greater understanding
within the informal learning community of research and practice. Video data displays
provide direction and visual documentation for subsequent and sequential research
inquiry (Dickinson, 2008), by continuous refinement of question asked as well as
refinement of the coding categories themselves. Such iterative feedback loops are the
essence of design experiments (Brown, 1992).
We have also seen, using specific coding techniques such as Studio Code, that
three levels of analysis (including ethnography and relying on scaffolding scenes as a unit
of activity) are particularly efficacious with more nuanced research questions. Johnson &
Turner state, ‘methods should be mixed in a way that has complementary strengths and
non-overlapping weaknesses’ (2003). We discuss, using this particular data set as
example, how such complex mixed methods inform research processes: as part of design
experiments (Brown, 1992); guide additional data collection and dissemination; as well
as help uncover patterns at multiple layers.
Implications
We anticipate that both the theoretical re-interpretation of scaffolding and its
various practical outcomes will inform museum educators, practitioners, and researchers
to explore collaborative scientific sense making in informal learning settings in new
ways.
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Title—ELL Shadowing: Strengthening Pedagogy and Practice with Preservice Teachers
I.

Summary of Project

a) Overview of Session
ELL shadowing is a teacher preparation project by which preservice teachers experience part of a
day in the academic life of an English Language Learner (ELL). At Biola University, every
teacher candidate completes the shadowing project as part of their coursework. The project
allows for the collection of monitoring data on the academic language produced by ELLs in the
domains of listening and speaking. When used in conjunction with focused preservice training
in the area of effective linguistically and culturally relevant methods with ELLs, student
shadowing provides a proper lens for educators to use appropriate classroom instruction. This
session will demonstrate the use of the ELL shadowing protocol and present early findings of a
study with data collected by preservice teachers to close the achievement gap.
b) Purpose/Objectives of the Session
1.
2.
3.
4.

Present the research base for ELL shadowing and its use in multiple settings;
Demonstrate the use of the shadowing protocol;
Discuss the impact of using ELL shadowing in the preservice context; and
Present early findings, as available, of a study on the implementation of ELL
shadowing in a teacher education setting.

b) Significance to Teacher Education
The student shadowing project contributes directly to the national interest and expectations
regarding ELLs and accountability. The No Child Left Behind Act (NCLB) represents the first
time the federal government has asked schools to monitor and hold themselves accountable for
all students—including ELLs as a mandated subgroup. This impetus directly confronts the long
standing tradition of persistent achievement gaps between ELL and non-ELL students. If the
ELL subgroup, or any other subgroup, does not make Adequate Yearly Progress (AYP) for two
consecutive years, the school or district is then designated as being in need of improvement
(Center on Education Policy, 2005).
The ELL shadowing project provides promise for an increased use of data to inform and change
classroom practice. With systemic preservice training focused on the achievement of ELLs, the
student shadowing project will further provide the catalyst for preservice teachers in approaching
instruction with a different set of eyes. Specifically, teacher candidates in Biola’s School of
Education will learn how to reorganize their instructional materials to scaffold listening,
speaking, reading and writing for their ELLs. For example, teachers can infuse opportunities for
oral language practice via think-pair-share or productive group work, into a relatively silent
and/or lecture-based sequence of lessons. Similarly, this project will present a model for
including preservice teachers in a research project to further solidify the importance of meeting
the needs of ELLs to teacher candidates and expose them to the research process.
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II.

Key Elements of Practice/Conclusion

Preservice teachers in the Methods for Teaching Culturally and Linguistically Diverse Students
course will collect data in the fall 2008 semester. Shadowing participants will utilize the
attached shadowing protocol, which will assist in monitoring academic language at five minute
intervals over 2 to 3-hour time intervals. The shadowing tool was developed to contextualize
classroom content regarding best practices for ELLs, as well as to obtain consistent information
in capturing part of a day in the life of an ELL. In this way, there is a connection between theory
and practice, and further awareness for preservice teachers in the need to create points of access
for ELLs in their own classrooms. The protocol also allows preservice teachers to monitor the
forms of language, within the domains of listening and speaking, and whether those forms are
academic or social. After each shadowing experience, preservice teachers will engage in a
debriefing process, which will be organized by the professor to identify findings and trends, and
allow for reflection around the shadowing experience. Early findings of the study will be
presented as available.
III. Point of View
According to August (2003) of the National Literacy Panel for Minority-Language Students,
ELL students across the country spend an average of only two percent of their school day
engaged in academic talk. With urban public school districts educating over 30 percent of the
nation’s ELLs, attention needs to be focused on the quality and appropriateness of instruction
that these students receive. Secondary ELL students often experience what Valdés (1998)
describes as two schools in one -- that is, a place where ELL students have, “. . . few
opportunities to hear English from peers. Moreover, if their subject matter classes put them into
working groups with other English learners who often spoke Spanish to one another, they had
little opportunity even to listen to the teacher’s English for a sustained period of time” (248).
In lieu of academic language production, ELLs are often relegated to shallow forms of language
production described by Gibbons (2002) as Initiation, Response, and Feedback (IRF). IRF
represents a more traditional approach to classroom instruction in which (1) the teacher does
most of the talking or lecturing and (2) initiates lower-level questioning techniques in which
students only need one word responses. Once this one word response is given, students are given
minimal feedback such as, “Good job,” and the discussion is considered over.
Shadowing ELL students unveils the silence and invisibility that these students often experience
in urban schools and throughout the course of their schooling experience. Through student
shadowing, preservice teachers can begin to reflect on how they might be doing what Valdés
(1998) describes as the, “. . . goals and objectives [that] involved following the textbook,
teaching English-language forms, and sometimes merely keeping the children quiet” (242).
Similarly, systemically for Biola’s teacher preparation program, the needs of ELLs are no longer
viewed as the responsibility of only the English language development teacher, but something
that must continue to be infused throughout each teacher candidates program. As Valdés (1998)
suggests, “ . . . putting non-English-background students in the care of language specialists . . .
[where] regular teachers still do not want to be made uncomfortable by these students’ slightly
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flawed English” (260). Instead, it must become the responsibility of the entire system—
beginning with teacher education programs—to take into account the needs of all of their
students, truly leaving no child behind.
The shadowing project, along with the preservice training focused on providing appropriate
instruction for ELLs, will allow teacher candidates to not only envision better instruction for all
of their students, but to also create it for them. Specifically, preservice teachers will reconsider
the use of their instructional materials and infuse cognitively appropriate English and academic
language development techniques in the development two lessons in the Methods for Teaching
Culturally and Linguistically Diverse Students course. Preservice teachers will also be trained in
a theory to practice approach, and will be able to apply these approaches to any curriculum that
they are using in the future. This approach will be especially beneficial to teachers as they will
learn to internalize and apply appropriate instructional methodology for ELLs into any program
or curricula they are using.
Implications of student shadowing to the field of student achievement and preservice training are
far reaching. The results of shadowing have been shown to impact schools and school systems,
and can also influence educational policy, teacher education programs, and district office
professional development. More importantly, the results of this research directly impact the
classroom instruction of ELLs, where needed change is evident by the persistent achievement
gap between ELLs and English speakers, and also by the deafening silence of secondary ELL
students in classrooms across America.
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Two hundred thirteen late‐adolescent university students at the University of Guam participated in a
study to examine the prevalence of loss in their lives in the past year. While “loss” in this study was
defined as the loss of a loved one, or death of a family member, other variables of loss, considered
attachment traumas (Kane & Garrido, 2007), included the death of a friend and the breakup of a
significant relationship.
The experience of the death of a family member and or friend in this study was compared to the results
of a study by Alyssa Rheingold et al (2003) where the National Survey of Adolescents was derived to
examine how widespread these stressors are for adolescents in the general population. Although the
variable, breakup of a significant relationship was not included in Rheingold’s study, the paucity of
literature related to the prevalence of dissolved adolescent relationships of this nature was included in
this study to examine their similarity with the experience of “death generated sorrow” responses to lost
loved ones.
Forty five percent of this Pacific Island sample of university students reported the experience of the
death of a family member in the past year which was 9 percentage points higher than Rheingold’s
national survey results of adolescents in the states (36%). While the experience of the death of a friend
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(18.3%) was consistent with Rheingold’s findings (20%), almost 50% of the Pacific Island sample reported
the breakup of a significant relationship in the past year.
These results and others such as emotional responses to attachment traumas are reviewed within the
context of the Chamorro elevation of the family as a core traditional value and the Chamorro response
to death and dying (De Oro & Kane, 2006). A case is made for understanding the similarity of the death
of a friend and the dissolution of a significant relationship and for the consideration of the university
campus as an understudied population of grievers. Finally grief intervention strategies and death
curriculum modifications are recommended for university counseling centers in response to the
attachment traumas their students experience.
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Description:
A conceptual framework provides a “cognitive map,” or set of interrelated concepts for understanding a
process or a concept. This workshop will present a conceptual framework for inclusive excellence in
higher education. This framework is firmly grounded in the growing body of literature related to
diversity, pluralism and multiculturalism in higher education institutions. Central to the concept of
inclusive excellence is the recruitment and retention of outstanding administrators, faculty, staff,
students, and partners/collaborators/donors from underrepresented groups who make significant
contributions to the higher education institution. Another key aspect of inclusive excellence is creating
and maintaining an environment that is conducive to underrepresented groups’ development,
productivity and success within the institution. Based upon the literature, a conceptual framework was
developed to highlight the five main components for achieving inclusive excellence within organizations.
This workshop will present the conceptual framework as well as best practices, research based
strategies and/or model programs for addressing each component of the framework that is based upon
the current and prevailing literature. More specifically, higher education administrators, faculty and
staff who participate in this workshop will increase their knowledge of:
o

Model cultural inclusivity and culturally relevant outreach and engagement efforts.

o

Best practices in establishing culturally sensitive policies, procedures and practices that
create inclusive work environments/climate.

o

Effective organizational accountability measures for diversity and inclusiveness at all
levels.

o

Effective strategies for recruiting and retaining faculty from under‐represented groups
particularly in science, technology, engineering and math (STEM)
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ABSTRACT
Emotional Intelligence is something that can be acquired. A focus on the development of
emotional intelligence should be an integral component of a pre-service teacher education
program. The Mayer and Salovey (1997) revised model of emotional intelligence
highlights four categories or “branches” or steps related to the following abilities: (1) the
ability to perceive accurately, appraise, and express emotion; (2) the ability to access
and/or generate feelings when they help you to think better; (3) the ability to understand
emotion and emotional knowledge; and (4) the ability to reflect on, manage, and regulate
emotions to promote emotional and intellectual growth. Pre-service teacher candidates
can increase their skill level in all four of the EI branches. The policy outcomes of being
able to intervene in creating emotionally intelligent teachers is of the utmost importance
since students in school need to have good role models in order to develop their own EI
abilities. This paper discusses the varied components of EI and presents some
preliminary data regarding the carry-over of EI into the classroom for student teachers
one year after their initial training in an introductory Child Development and Assessment
class.
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Introduction

The main goal of teacher education institutions is to prepare highly qualified teacher
candidates. Goe (2007) has conducted a meta‐analysis of the four categories of assessing
teacher quality as defined by the No Child Left Behind (NCLB) Act: (1) teacher qualifications; (2)
teacher characteristics; (3) teacher practices; and (4) teacher effectiveness. A few consistent
findings emerged from this analysis but the overall conclusion of this research review was that
much more needs to be done to help define those qualifications, characteristics, and effective
practices that will result in quality teachers who will increase student achievement. The focus
of this paper is to present an area of research, Emotional Intelligence (EI), which synthesizes the
four categories of teacher quality and provides a framework for integrating best research
practice into pre‐service teacher education. This paper will: (1) discuss the EI abilities; (2)
describe how these abilities can be developed within a pre‐service teacher preparation
program; and (3) present some preliminary results of a pilot study that followed pre‐service
teacher candidates one year later after their initial training in EI.

Defining Emotional Intelligence

The field of Emotional Intelligence (EI) is a relatively new and exciting academic area of study.
Peter Salovey and John Mayer first coined the term emotional intelligence in 1990 (Salovey and
Mayer, 1990) and it has since been highly popularized to the general public by Daniel Goleman
(1995). It is considered part of the more contemporary view that looks at intelligence as made
up of many abilities versus the traditional approach to intelligence that looks at one number as
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measured by an IQ test. The Salovey and Mayer model is consistent with both the multiple
intelligences model of Howard Gardner (1993) particularly the domains of intra‐personal and
inter‐personal skills, and the successful intelligences model of Robert Sternberg (1996). All of
these models have the commonality of identifying specific abilities that have the potential to be
developed through practice, awareness, and training. EI is a leading edge innovative practice
that can be seen as challenging the status quo of current pedagogy and can enhance the end
product of schools of education in providing the missing “ingredient” for effective teaching and
learning. EI has already been shown to be effective in P‐12 school programs (see Collaborative
for Academic and Social Emotional Learning, CASEL website for documentation) in significantly
increasing student academic achievement but it requires teachers who have been trained in EI
to be most successful. The Mayer and Salovey (1997) revised model of emotional intelligence
highlights four categories or “branches” or steps related to the following abilities: (1) the ability
to perceive accurately, appraise, and express emotion; (2) the ability to access and/or generate
feelings when they help you to think better; (3) the ability to understand emotion and
emotional knowledge; and (4) the ability to reflect on, manage, and regulate emotions to
promote emotional and intellectual growth. Pre‐service teacher candidates can increase their
skill level in all four of the EI branches. The policy outcomes of being able to intervene in
creating emotionally intelligent teachers within our schools is of the utmost importance since
students need to have good role models in order to develop their own EI abilities and to better
achieve academically.
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Methods
Stage One
This pilot study began in the Fall 2007 semester with a cohort of nineteen first year initial
certification elementary education graduate students. They were introduced to the Salovey and
Mayer model and were given several strategies to practice on a weekly basis over the course of
the fourteen week semester. The initial training began with a “self‐assessment” survey of
existing EI abilities. Candidates assessed themselves according to the following survey and then
discussed each of their responses with peers in a small group setting. This provided an initial
opportunity for the candidates to see how the theory of EI abilities can relate to themselves
and their present skill set. They were given the instructional set to think about themselves in
relationship to any prior experiences with working with children (i.e. camp, religious
instructional setting, substitute teaching, paraprofessional work in schools).
Self‐assessment Survey‐‐‐‐ How emotionally perceptive am I? (Brackett and Kremenitzer, 2009)

Perception, Appraisal, and Expression of Emotion
 Am I able to identify how I am feeling?
a

b

not at all

c

d

very little

e

f

g

sometimes

h

i

most often

all the time

h

i

 Am I able to identify how my students (children) are feeling?
a

b

c

d

e

f

g
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not at all

very little

sometimes

most often

all the time

 Would most people I know consider me to be perceptive regarding my emotional state and theirs?
a

b

c

not at all

d

e

very little

f

g

sometimes

h

i

most often

all the time

 Am I able to notice when my students (children) are angry, sad, bored etc.?
a

b

not at all

c

d
very little

e

f

g

sometimes

h

i

most often

all the time

Based upon the small group responses to the questions above, the following questions were
presented for the candidates to individually ponder and then again to discuss in small
groups with their peers.
Questions:
How do I begin to do to increase/enhance my perception of emotions?
How can I use emotions to help me think better?
How can I understand emotions?
How can I regulate/manage emotions better?
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This initial process served as an “ice‐breaker” and provided the way to introduce the
following activities.

EI Likert Face Chart and Weekly “Blue-Book” Journaling
Candidates were presented with a strategy for assessing personal situations that had caught them
“off guard” because they were thrust into either an angry, sad, or frustrated state. They were
asked to write about at least one situation in a journal (blue-book) and describe exactly what had
occurred. The candidates had been given a Likert “smiley chart” with number (1) indicating
extreme frustration, number (2) indicating anger or dismay (sadness) and (3) a neutral state.
Candidates were asked to think of ways that they could move themselves out of (1) or (2) into a
neutral (3) state and to discuss the strategies they would use. These strategies were shared with
the whole graduate class and offered as possibilities to be tried. Each week candidates would
volunteer the situation they chose to journal and to discuss the strategy (if any) that they used
and whether or not they were successful in achieving a “neutral” state. Candidates were also to
document any instances that week that they could define as being in either a happy (4) or very
happy (5) state. Again, they would describe how this situation occurred and what strategies they
might use in the future to be able to get themselves into that state or to sustain these positive
states.

EI Blueprint
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Candidates were given the EI Blueprint found on the Yale EI lab website (ei‐schools.com) to
understand how conflicts could be resolved in a systematic way using a process based on the EI
abilities model (also available in Brackett and Kremenitzer, 2009).

EI Mood Meter
Finally, candidates were given the EI Mood Meter also found on the Yale EI lab website to be
able to measure their feelings and energy levels. Determining which “box” they were at during
a particular time would also help them to assess the type of activity they should or should not
engage in doing.

Stage Two
During the Fall 2008 semester, members of the original 2007 Cohort, were student teaching in
public schools in New York. After the first seven weeks of student teaching, they were given
the following survey:
a. Can you describe any specific situations that have occurred within your classroom with
your students that you would label as “difficult or problematic”? This can be with one
child, more than one, with a parent, colleague, or administrator.
For each situation please answer the following‐‐‐‐ b‐m
b. How did you respond?
c. How did the student (other person respond)?
d. How did you feel about the situation?
e. What do you think caused you to feel that way?
f. What do you think caused the student (or other) to respond the way he/she did?
g. How did you regulate your feelings?
h. How did the student (or other) regulate his/her feelings?
i. What could you have done differently to handle the situation better?
j. What do you think the student (or other) could have done differently to handle the
situation better?
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k.
l.
m.
n.
o.
p.
q.
r.
s.
t.
u.
v.
w.
x.

y.
z.

Is there anything you can do now to help the situation? If so, what?
Is there anything the student can do now to help the situation? If so, what?
How was the situation resolved?
Do you recall any of the emotional intelligence activities/strategies that we practiced
last year in EDE 721? If so, please explain those activities/strategies.
Do you think you used any emotional intelligence strategies in the situation(s) above?
Did you feel any of these strategies worked? Please describe?
Can you discuss how what you learned in theory (Fall 2007) may or may not have been
helpful to you now that you are in the classroom (Fall2008)?
Do you think you might go back to your notes and review some of the strategies
discussed during EDE 721 regarding emotional intelligence? If so, why?
How do you think this emotional intelligence knowledge might (or might not) help you
when you are a fully certified teacher?
In general, on a scale of 1‐5, how do you feel the original training during Fall 07 has
helped you in your work as a student teacher?
On a scale of 1‐5, how do you anticipate the original emotional intelligence experience
in Fall 07 may help you in your own classroom? Please explain.
On a scale of 1‐5, did you feel that the aesthetic education component of seeing the
Mime, helped reinforce your emotional intelligence skills? Please explain.
On a scale of 1‐5, do you feel that your future students will benefit from having some EI
training, as part of your developing a community of learners? Please explain.
Do you feel that having had some EI exposure (Fall 07) might help you continue in the
teaching profession‐‐‐do you think having had this exposure will help you to stay in
teaching five years from now? Please explain.
Do you feel that EI training would be beneficial as professional development for
some/many/all teachers and administrators you know? Please explain.
Do you feel that EI training for Pre‐Service teacher candidates is an important part of
the pre‐service curriculum and should be offered to all pre‐service candidates? Please
explain.

The results from the student teaching survey will be discussed in this paper but at the
present time (October 31, 2008) have not been completed. Preliminary analysis of the
surveys support the positive skills attained during the initial EI training during the Fall 2007
semester. These skills were found to be of direct use in difficult classroom situations that
were described. This pilot study, therefore, provides some initial support for EI training
during the pre‐service education of novice teachers. Additional research with larger
populations will continue this effort in the future.

2009 HICE Proceedings
Page 1613

Reference Listing
Bono, J.E., & Vey, M.A. 2005. Toward understanding Emotional Management at Work: A Quantitative
Review of Emotional Labor Research. In Emotions in Organizational Behavior, Eds. E. J. Hartel, W.J Zerbe,
& N.M. Ashkanasy, New Jersey: Lawrence Erlbaum Associates, Publishers. Text citation (Bono & Vey
2005).
Brackett, M.A. and Kremenitzer, J.P. (2009 in press). Emotional literacy in the classroom: Upper
elementary. Port Chester, NY: Dude Publishing/National Professional Resources.

Emmer, E.T. 1994. Teacher Emotions and Classroom Management. Paper presented at the annual
meeting of the American Educational Research Association, April 1994, in New Orleans, LA. Text citation
(Emmer 1994)
Gallager, K.C. 2005. Brain research and early childhood development: A primer for
developmentally appropriate practice. Young Children 60(4): 12‐20). Text citation (Gallagher 2005)
Gardner, H. 1993. Multiple Intelligences: The theory in practice. New York: Basic
Books. Text citation (Gardner 1993)
Goe, L. (2007) The link between teacher quality and student outcomes: A research synthesis.
Washington, DC: National Comprehensive Center for Teacher Quality. Retrieved April 17,2008, from
http://www.ncctq.org/publications/LinkBetweenTQandStudentOutcomes.pdf
Goleman, D. 1995. Emotional Intelligence: Why it can matter more than IQ. New
York: Bantam. Text citation (Goldman 1995)

2009 HICE Proceedings
Page 1614

Hochschild, A.R. 1983. The managed heart: Commercialization of human feeling. Berkeley: University of
California Press. Text citation (Hochschild 1983)

Jackson, S.E., Schwab, R.L., & Schuler, R.S. 1986. Toward an understanding of the burnout phenomenon.
Journal of Applied Psychology, 71, 630‐640. Text citation (Jackson, Schwab & Schuler 1986)

Kremenitzer, J.P. 2006. Emotional Intelligence in Pre‐Service Teacher Education American Association
Colleges of Teacher Education, February 2 2006, in San Diego, California. Text citation (Kremenitzer
2006)

Kremenitzer, J.P. 2005. The emotionally intelligent early childhood educator. Early Childhood Education
Journal. Netherlands: Springer. Text citation (Kremenitzer 2005)

Kremenitzer, J.P. (2005a). Emotional intelligence in teacher education. ACEI Focus on Teacher
Education, 5(4), 6‐7. Text citation (Kremenitzer 2005a)

Kremenitzer, J.P. (2005b). The emotionally intelligent early childhood educator: Self‐reflective
journaling. Early Childhood Education Journal, DOI: 10.1007/s10643‐005‐0014‐6. Text citation
(Kremenitzer 2005b)

Kremenitzer, J.P. (2005c). The emotionally intelligent teacher: Leave no teacher behind. National
Association of the Education of Young Children Annual Conference December 7 2005, in Washington,
D.C. Text citation (Kremenitzer 2005c)

Kremenitzer, J.P. & Miller, R. 2003. Role of early childhood educator: Practitioner, diagnostician, and
super‐teacher for all. The Journal of Early Education and Family Review, 10(4), 5‐12. Text citation
(Kremenitzer & Miller 2003)

Kremenitzer, J.P., & Neuhaus, K. 2004. The emotionally intelligent teacher: A higher education
workshop. National Association for the Education of Young Children Annual Conference. November 10.
2004, in Anaheim, California. Text citation (Kremenitzer & Neuhaus 2004)

2009 HICE Proceedings
Page 1615

Kremenitzer, J.P., & Neuhaus, K. 2003. The emotionally intelligent teacher. National Association for the
Education of Young Children Annual Conference November 8. 2003, in Chicago, Illinois. Text citation
(Kremenitzer & Neuhaus 2003)

Maslach, C. & Leter, M.P. 1999. Teacher burnout: A research agenda. In Understanding and preventing
teacher stress: A sourcebook of international research and practice. eds. R. Vandenburghe & A.M.
Huberman Cambridge, UK: Cambridge University Press. pp.295‐314. Text citation (Maslach & Leter
1999)

Mayer, J.D., & Salovey, P. 1997. What is emotional intelligence: In P. Salovey & D.J.
Sluyter (Eds.), Emotional development and emotional intelligence: Implications for educators (3‐21). New
York: Basic Books. Text citation (Mayer & Salovey 1997)
NAEYC. 2005. Governing board approves new NAEYC early childhood program
standards and accreditation performance criteria. Young Children 60(4): 50‐56. Text citation (NAEYC
2005).
Salovey, P., & Mayer, J.D. 1990. Emotional intelligence. Imagination, Cognition, and
Personality, 9, 185‐211. Text citation (Salovey and Mayer 1990)
Sternberg, R.J. 1996 Successful Intelligence: How practical and creative intelligence
determine success in life. New York: Simon and Schuster, Inc. Text citation (Sternberg 1996)
Sutton, R.E., & Wheatley, K.F. 2003. Teachers' emotions and teaching: A review of the literature and
direction for future research. Educational Psychology Review, 15, 327‐358. Text citation (Sutton &
Wheatley 2003)

Tye, B.B., & O’Brien L. 2002. Why are experienced teachers leaving the profession? Phi Delta Kappan
84(1): 24‐32. Text citation Tye & O’Brien 2002)

12

2009 HICE Proceedings
Page 1616

Conducting Research with K-12 Students
Durosinmi, Brenda, MPA, CIP, CIM
University of Nevada, Las Vegas
Office for the Protection of Research Subjects
4505 Maryland Pkway Box 1047
Las Vegas, NV 89154-1047
Brenda.Durosinmi@unlv.edu
Submission ID #1567

Much of what we know about how to create a learning environment, what kinds of
curriculum works best for students and what works best for teachers comes from research we
conduct right in the students’ classroom or school. As professionals in the teaching
environment, we learn to better understand and implement strategies for teaching by research
conducted within our school environments. Research helps us to provide better knowledge
and understanding of our students, our own teaching skills, schools and educational systems.
Often, in order to conduct research in our environment it becomes necessary to include our
students as research participants. Conducting research with the K-12 population can present
challenges for what may have been thought to be meaningful opportunities. This kind of
human participant research comes with various challenges. Human participants in research
are governed by an underlying principle that the subject’s participation is voluntary and based
upon students and their parents’ full and accurate information about the research. The
student-teacher relationship raises the issue of volunteer participation and access to student
information for research purposes. It also begs the question of undue influence and coercion.
Students may volunteer to participate in the research because they believe that doing so will
place them in a favorable situation (e.g., better grades, better recommendations, and increased
opportunities) with their teacher. Therefore, failure to participate will negatively affect their
relationship with the investigator or teacher as well as grades, recommendations and
opportunities.
The undue influence or coercion which may affect student participation in research must be
minimized at every level possible. The workshop will offer historical underpinning of
research with students, illustrations of research practices with students and guidelines and
suggestions to assist teachers and research faculty who engage in research projects in which
students will be research participants.
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Abstract
With social constructivism as the underlying theoretical framework, this study intended
to examine the effects of computer-mediated group collaboration in vocational education,
and how that affects the associated learning outcomes. For collaborative learning, use of
asynchronous computer-mediated communication as one of the major media prevails not
only in Web-based formats but in face-to-face (F2F). Specifically, our intent was to explore
effectiveness of asynchronous online discussion (AOD) and the learning outcome
accordingly. The results provided evidence that the participants in the AOD performed
substantially better than those no use of AOD in the bi-weekly quizzes as well as the
learning outcomes. The results concluded that use of group collaboration as andragogical
strategy (use of AOD) inferred better learning outcomes in the context of VET.

Keywords: Computer-mediated communication (CMC), asynchronous online discussion
(AOD), vocational education and training (VET), learning outcome
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Introduction and Theoretical Background
Career education, alternatively called vocational education and training (VET) or
technical education, prepares adult learners for careers that are based on practical activities.
Distinct from the traditional academic routes, VET specifically develops adult learners’
expertise in particular group of techniques. Finch and Crunkilton (1999) proposed that
curriculum in VET should be intended to directly help students develop a broad range of
knowledge, skills, attitudes, and values clearly contributing to their employability. Potential
issues related with performance assessment also need to be clarified for career training and
education (Apling, 1989). From the underlying teaching-learning objectives to the intended
assessment, that instructional strategies integrated with computer technologies seems even
more versatile in this digital era. Doolittle and Camp (1999) indicated that traditional
learning-teaching approaches in vocational education do not adequately address
collaborative work skills. They suggested that constructivist learning environments offer the
potential for collaborative learning in the context of real-life situations and problems,
specifically for entry-level jobs and advancement in the workplace (Billett, 1996). Therefore,
this study intended to examine the effects of computer-mediated group collaboration in
vocational education, and how that affects the associated learning outcomes.
Computer-mediated learning often facilitates group collaboration in a variety of
manners. Asynchronous online text-based discussion forums are one kind. Numerous studies
(e.g., Roberts & McInnerney, 2007) affirm the application of computer-supported
collaborative learning (CSCL). With the rapid development of computer-mediated
communication (CMC), online discussions have become more involved in traditional
classroom settings to promote critical thinking (Garrison, Anderson & Archer, 2000, 2001;
Vaughn & Garrison, 2005), knowledge construction and learning autonomy (Lim & Chai,
2004; Marra, Moore, & Klimczak, 2004). Use of online discussions also turns to be one of the
vital tools with regards to instructional management (Jollife, Ritter, & Stevens, 2001). Online
text-based discussion can be viewed as a virtual environment in which learner-learner and
learner-facilitator meet to collaborate and to share information. The effective use of Internet
integration in the classroom teaching is to augment information exchange (Fisher, 2000).
Online and traditional classroom learning are no longer either-or; instead, online learning
2
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seems to compliment potential limitations of traditional classroom learning. That is,
conventional classroom learners also can benefit from participating in asynchronous online
discussion outside the classroom. Iron, Keel, & Bielema (2002) described such an
instructional arrangement as blended learning, in which the two modalities are
appropriately applied to specific purposes.
Asynchronous interactions are prevailing not only in Web-based courses but also in
traditional face-to-face courses. The merits of using asynchronous text-based Internet
communication technology are not only to better support interpersonal interaction but also
to sustain two-way communication. Asynchronous text-based Internet communication is
not bound by time or place and is more cost effective (Bates, 1997). That is, asynchronous
online text-based discussion allows people to spend time reading, reflecting on a message,
and responding. Even more, asynchronous online text-based discussion allows international
collaboration in which people need to communicate across different time zones (Aoki, 1995).
As observed from Poole’s (2000) case study on how students participate in a
discussion-oriented online course, students seem to prefer the asynchronous discussion
boards because they have enough time to draft reflected responses to others’ postings.
Sufficient time for reflection is indeed the major merit of asynchronous online discussion
forums. The students are able to self-regulate when it is best for them to participate in the
threaded discussion and to avoid distractions. At any rate, when integrating asynchronous
Internet communication tools into traditional classrooms, most university instructors still
“continue to experience a tension between structure, dialogue and autonomy” (Kanuka,
Collett, & Caswell, 2002, p. 151). Computer-mediated communication (CMC) has perceived
advantages and contributed to student cognitive and affective outcomes (Johnson, 2008).
In this study, our endeavor is to explore the use of asynchronous online discussion
(AOD) in the context of blend instruction in accordance with learning outcomes. The
specific hypotheses are delineated as follows, and illustrated in Figure 1.
H1: Students participating in asynchronous online discussion (AOD) will evidence
significantly higher average quiz scores than students not participating in AOD.
H2: Students participating in asynchronous online discussion (AOD) will evidence
significantly higher course grades than students not participating in AOD.
H3: There will be a significant relationship between participation rate in AOD and VET
3
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achievement.

Vocational Education and Training (VET)
Asynchronous Online Discussion
(AOD)

H1

H2

Accumulative
exams

Quizzes

H3

Learning
Outcome

Figure 1. The research scheme of the study
I.

Method
This study aims to obtain empirical data in the effort to gain insight into the effects of

asynchronous online discussion forums in which student participation was examined in
relation to overall course performance, in addition to their incentive styles accordingly. This
study employs a repeated-measure quasi-experimental design. The design involves one
experimental group with participating in asynchronous discussion forum, and one control
group with no online discussion assigned. The groups constitute intact classes, in which
equivalency could not be presumed or assured, hence all these groups do not have
pre-experimental sampling equivalency.

Sample
The participants (n=73) were the college freshmen enrolled in a IT Essentials: PC
4
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Hardware and Software course offered by Department of Information Technology in a
vocational institute. The gender ratio is disproportionate: ninety seven percent (n=71) were
male and three percent (n=2) were female. The institution has a proportionally strong
number of students identified as lower socioeconomic status. Approximately forty percent of
the enrollees applied for student loan, and were in need of part-time job to support
themselves financially. Different from research universities, this institute categorized as
vocational education and training emphasizes on knowledge application and hands-on
training. The IT Essentials: PC Hardware and Software course was primarily carried
face-to-face (FTF). The course covered eight subordinate modules based on the learning
objectives in coherence with fundamentals of information technology. The learning
objectives of the modules were listed in bullets as follows:
z

Module 1: Information Technology Basics

z

Module 2: How Computer Works

z

Module 3: Assembling a Computer

z

Module 4: Operating System Fundamentals

z

Module 5: Windows NT/2000 Operating System

z

Module 6: Windows XP Operating System

z

Module 7: Networking Fundamentals

z

Module 8: Multimedia Capabilities

Measures
Introversion–Extraversion Index (I-E Index). The I-E Index was developed by Lin and
Overbaugh (2007) and was to concentrate on the sources of seeking energy and application
in learning scenarios. The nine-item instrument is a dichotomous, forced-choice
questionnaire specifically designed to examine the attitude preference of how respondents
direct and retrieve their energy either inward to self or outward to other people. Because the
questionnaire contains dichotomous responses, having an odd number of items avoids an
evenly divided score, which would result in a “draw” between introversion and extraversion.
The reliability coefficient of Cronbach’s alpha was .70. A coefficient of .70 or higher is
considered acceptable for attitude scales (Forbes & Ross, 2003).
5
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Bi-weekly quizzes. There were eight quizzes covering selective modules of IT Essentials:
PC Hardware and Software (Version 3.1) course developed by Cisco Networking AcademyTM.
The objectives were listed in Table 1. The content validity of the quizzes was also
substantiated. Derived from the selective modules, each of the quizzes covers 30
multiple-choice questions. For preparation, the students have a week to discuss online (use
of AOD)/self-study (no use of AOD) the content after a weekly face-to-face meeting was
delivered to all the participants. All the participants were required to take a 45-minute
online quiz accordingly after the weekly face-to-face meeting.

Learning outcome. Two accumulative exams, Exam I and Exam II measured the
learning outcome. The exam I covers 50 multiple-choice questions derived from the quiz 1
to quiz 4. Likewise, the exam II covers 50 multiple-choice questions derived from the quiz 5
to quiz 8. Distinguished from the quizzes, the gist of the two accumulative exams is to assess
which cognitive levels the student could have achieve from the eight quizzes. The exam
questions are designed to assess the higher levels of the cognition tier, application and
analysis, based on Bloom’s Taxonomy of Learning (Bloom, 1956). The grading scheme for the
two accumulative

Procedure
The participants randomly enrolled in the two classrooms for the course, and the two
classrooms were randomly drawn into two groups: experimental group and control group.
The treatment was the use of asynchronous online discussion forum. In the experimental
group, the participants were randomly divided into small groups of three, and eligible for
joining in the discussion forum to reflect on the units and prepare for the quizzes over a
week period. Those in the control group then prepared for the quizzes of the units
independently, where no group discussion was utilized. That is, the experimental group
worked in small groups via asynchronous online discussion, while the control group worked
independently without aids of online discussion.

6
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II.

Results

Asynchronous online discussion (AOD) and bi-weekly quizzes
A one-way multivariate analysis of variance (MANOVA) was conducted to determine
the effect of use of discussion forum (asynchronous discussion vs. independent-no
asynchronous discussion) on the dependent variables, eight quizzes. Significant differences
were found, F (10, 62) = 10.02, p < .001, between the use of AOD and independent study on
the dependent measures. With the two levels of the independent variable, significant
Hotelling’s Trace of 1.62 was reported.
Table 1. Quiz scores as a Function of AOD
Quiz 1

Quiz 2

Quiz 3

Quiz 4

Quiz 5 Quiz 6

Quiz 7

Quiz 8

Use of AOD

Mean
SD

69.02
28.05

75.37
24.13

45.72
18.92

65.95
27.53

57.2
32.37

71.71
30.67

75.37
26.32

66.95
32.11

Mean
SD

65.89
21.24

61.33
10.96

64.38
13.66

56.41
19.27

65.25
17.59

58.31
18.62

58.13
21.99

69.13
18.03

No Use

Table 2. Summary of MANOVA for the Measures by Use of AOD
Learning Outcome
Dependent Variables

df

F

p

η2

Use of asynchronous online discussion forum (Use of AOD vs. No Use)
Quiz 1
1
.28
.60
.00
Quiz 2
1
9.31
.00
.12
Quiz 3
1
22.09
.00
.24
Quiz 4
1
2.78
.10
.04
Quiz 5
1
1.61
.21
.02
Quiz 6
1
4.73
.03
.06
Quiz 7
1
8.88
.00
.11
Quiz 8
1
.12
.73
.00
Table 2 reports the Analysis of variances (ANOVA) on each dependent variable was
conducted as follow-up tests to the MANOVA. As shown in Table 3, the ANOVA on Quiz 2
7
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was significant, F (1, 71) = 9.31, p < .001, η2 =.12. The multivariate Eta squared (η2) of .12
indicates that 12% of multivariate variance of the Quiz 2 score was attributed to the effect.
The analysis on Quiz 3 was significant, F (1, 71) = 22.09, p < .001, η2 =.24. For Quiz 6, the
analysis was significant, F (1, 71) = 4.73, p < .05, η2 =.24. Likewise for Quiz 3 and Quiz 6, 24%
of multivariate variance was attributed to the effect. The two groups differentiated from each
other in the Quiz 7 scores, F (1, 71) = 8.88, p < .001, η2 =.11. The test rejects the null
hypothesis and partially confirms with our hypothesis that the students who participated in
the AOD performed better in their three of bi-weekly quizzes than those not.

Asynchronous discussion forum and learning outcomes
A one-way analysis of variance (ANOVA) was conducted to evaluate difference between
use of AOD and independent study in the learning outcome measured by the two summative
exams. The independent variable, use of discussion forum, has two levels: use of AOD and no
use of AOD. The dependent variable was the learning outcome by multiple-choice exams, in
which the questions were selected from the question pool of the quizzes. The results of the
ANOVA was significant, F (1, 93) = 21.73, p < .001, η2 = .20. Traditionally, η2 (Eta squared)
values of .01, 06, and .14 represent small, medium, and large effect sizes, respectively. In this
case, η2 of .20, an effect size indicator in the General Linear Model procedure, represents a
large effect size. The result indicated that the participants in the ADF group and the
independent learning group performed differently in the learning outcome. The descriptive
statistics for the learning outcome revealed that the AOD experimental group (M = 65.77, SD
= 20.72) scored lower than the control group (M = 81.44, SD = 8.21).

Participation in asynchronous online discussion (AOD) and learning outcome
The Person Product-Moment Correlations were computed among the degree of
participation and the learning outcome. It was our intent to examine whether the more the
participants participated in the context of asynchronous discussion forum, the greater the
learning outcome. Results from the Person correlation of participation rate and VET
achievement showed that the greater the participation in AOD, the higher the VET learning
outcome for the case, r (93) = .50, p < .001. The finding cohered with our hypothesis. For
behavioral sciences in general, correlation coefficients of .10, .30, and .50, irrespective of sign,
are typically interpreted as small, medium, and large coefficients.
8
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III. Discussion and Implications
The participants in the AOD performed substantially better than those not in the three
bi-weekly quizzes: Quiz 2 (How Computer Works), Quiz 6 (Windows NT/2000 Operating
System), and Quiz 7 (Windows XP Operating System). However, the AOD group did less
satisfactory in the Quiz 3 (Assembling a Computer). The learning objectives of the units
varied based on the content. The content of Quiz 3 differed from the others. Quiz 3 geared
toward more hand-on knowledge and emphasizes on the procedural, step-by-step content,
while the others did not put that much weight on hands-on training. The general
characteristics of the participants in the study were more motivated in hands-on activities.
The control group (no use of AOD) tended to process the procedural content as in Quiz 3
differently as compared to the experimental group (use of AOD). In the text-based discussion
for Quiz 3, the students in the AOD group expressed a mindset that the assigned text-based
discussion on the content seemed sufficient for the task while those in the no use of AOD
takes repetitive practices on computer assembly in the labs. The findings were
comprehensible when taking into account the factor of learning strategies, and the
fundamental nature of the content. The conclusions also lend support to the result that the
AOD group performs less satisfactory than the no use group in the two accumulative
assessments.
Small group discussion no matter in face-to-face or online formats involved group
dynamics, which takes in the way group members interact and collaborate in addition to
their nature of learning traits. Wang & Woo (2007) elaborated that group characteristics
consisting of a mix of introversion and extraversion are more appropriate for asynchronous
online discussions (AOD). Correspondingly, several studies (e.g., Kern, 1995; Belcher, 1999)
point out that asynchronous online discussions tend to benefit people in subordinated
positions, such as those who are shy, introverted, reticent or having language difficulties.
Generally, online discussion, as King (2001) concluded, supports learners who may not have
opportunities to meet or interact with their learning counterparts in the educational aspects.
Multiple empirical studies have confirmed the evidence of gender difference in the
domain of digital divide (Cooper, 2006), modes of educational testing (Horne, 2007), and
interaction patterns of online discussion (Guiller & Dundell, 2006). In his project on
analyzing how gender and learning style affected decision making and perception, Salter
9
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found that males and females differed significantly in certain aspects of incentive styles. In
both face-to-face and online learning environments, “female students place emphasis on

relationships, are empathetic in nature, and prefer to learn in an environment where
cooperation is stressed rather than competition” (Blum, 1999, p. 51). Lee (2002) posited three
popular gender issues in existing literature: (a) the dynamic of social interaction and its
purposes and style; (b) motivation factors; and (c) expression frequency and style, discussion,
and feedback. In addition to the gender issue that could confound the study, English anxiety
would be another as English is not the first language to the students. During the face-to-face
instruction, the students were permitted to use Internet for assistance on vocabulary and
grammar once any difficulty was encountered. To minimize the language bias, the students
were also permitted to use dictionary during the quizzes and exams. Hopefully through the
learning, the students get more accustomed to those jargons and wordings common in area
of information technology. This study could be repeated to a group of participants with a
balanced ratio of gender for reassurance in such a scenario. Learning through discussions is
an important strategy for students (Ellis & Calvo, 2004; Hung, Tan & Chen, 2005). Again,
this study confirms that using AOD in vocational training seemed to be an effective strategy
in such learning aspects and contexts.

10

2009 HICE Proceedings
Page 1627

IV. Reference
Aoki, K. (1995). Synchronous multi-user textual communication in international
tele-collaboration. Electronic Journal of Communication, 5(4), 1-17.
Apling, R. N. (1989). Vocational Education Performance Standards. Washington, DC:
Congressional Research Service, The Library of Congress. (ED309320).
Bates, A. W. (1997). The future of educational technology. CCTT Learning Quarterly, 2(1),
7-16.
Belcher, D. (1999). Authentic interaction in a virtual classroom: leveling the playing field in
a graduate seminar. Computers and Composition, 16(2), 253-267.
Billett, S. (1996). Towards a model of workplace learning: The learning curriculum. Studies
in Continuing Education, 18(1), 43-58.
Bloom, B. S. (1956). Taxonomy of Educational Objectives. New York: David McKay.
Blum, K. D. (1999). Gender differences in asynchronous learning in higher education:
Learning styles, participation barriers and communication patterns. Journal of
Asynchronous Learning Network, 31(1), 46-66.
Cooper, J. (2006). The digital divide: the special case of gender. Journal of Computer Assisted
Learning, 22(5), 320-334.
Doolittle, P., & Camp, W. (1999). Constructivism: The career and technical education
perspective. Journal of Vocational and Technical Education, 16(1), retrieved
at http://scholar.lib.vt.edu/ejournals/JVTE/vl6nl/doolittle.html
Ellis, R. A., & Calvo. R. A. (2004). Learning through discussions in blended environments.
Educational Media International, 41(3), 263-274.
Finch, C. R. & Crunkilton, J. R. (1999). Curriculum development in vocational and technical
Education: Planning, content, and implementation (5th ed.). Needham Heights, MA:
Allyn and Bacon.
Fisher, M. M. (2000). Implementation considerations for instructional design of Web-based
learning environments. In B. Abbey (Eds.), Instructional and cognitive impacts of
Web-based education (pp. 78-101). Hershey, PA: Idea Group.
Forbes, S. A., & Ross, M. E. (2003). Reliability of scores and the researcher. Journal of
Research in Education, 13(1), 102-109.
Garrison, D. R., Anderson, T., Archer, W. (2000). Critical inquiry in a text-based
environment: Computer conferencing in higher education. The Internet and Higher
Education, 2(3), 87-105.
Garrison, D. R., Anderson, T., Archer, W. (2001). Critical thinking, cognitive presence and
computer conference in distance education. American Journal of Distance Education,
11

2009 HICE Proceedings
Page 1628

15(1), 7-23.
Hung, D., Tan. S. C., & Chen, D. T. (2005). How the Internet facilitates learning as dialog:
design considerations for online discussions. International Journal of Instructional
Media, 32(1), 37-46.
Horne, J. (2007). Gender differences in computerized and conventional educational tests.
Journal of Computer Assisted Learning, 23(1), 335-348.
Irons, L. R., Keel, R., & Bielema, C. L. (2002). Blended learning and learner satisfaction: Keys
to user acceptance? USDLA Journal, 16(12), 29-39.
Johnson, G. (2008). The relative learning benefits of synchronous and asynchronous
text-based discussion. British Journal of Educational Technology, 39(1), 166-169.
Jolliffe, A., Ritter, J., & Stevens, D. (2001). The online learning handbook: Developing and
using Web-based learning. Sterling, VA: Stylus.
Kanuka, H., Collett, D., & Caswell, C. (2002). University instructor perceptions of the use of
asynchronous text-based discussion in distance courses. The American Journal of
Distance Education, 16(3), 151-167.
Kern, R. G. (1995). Restructuring classroom interaction with network computers: effects on
quantity and characteristics of language production. The Modern Language Journal,
79(4), 457-476.
King. K. P (2001). Educators revitalize the classroom "bulletin board": a case study of the
influence of online dialogue on face-to-face classes from an adult learning perspective.
Journal of Research on Computing in Education, 33(4), 337-354.
Lin, S., & Overbaugh, R. C. (2007). Media choice of online text-based discussion on learning
achievement and satisfaction. Journal of Research on Technology in Education,
39(4), 399-415.
Lee, I. S. (2002). Gender differences in self-regulated on-line learning strategies within
Korean’s university context. Educational Technology Research and Development, 50(1),
101-111.
Lim, C. P., & Chai, C. S. (2004). An activity-theoretical approach to research of ICT
integration in Singapore schools: orienting activities and learner autonomy. Computers
& Education. 43(3), 215-236.
Marra, R. M., Moore, J. L., & Klimczak, A. K. (2004). Content analysis of online discussion
forums: a comparative analysis of protocols. Educational Technology Research and
Development, 52(2), 23-40.
Poole, D. M. (2000). Student participation in a discussion-oriented online course: A case
study. Journal of Research on Computing in Education, 33(2), 162-179.
Roberts, T. S., & McInnerney, J. M. (2007). Seven problems of online group learning (and
their solutions). Educational Technology & Society, 10(4), 257-268.
12

2009 HICE Proceedings
Page 1629

2009 Hawaii International Conference on Education

Vaughan, N., & Garrison, D. R. (2005). Creating cognitive presence in a blended faculty
development community. Internet and Higher Education, 8, 1-12.
Wang, Q., & Woo, H. L. (2007). Comparing asynchronous online discussions and
face-to-face discussions in a classroom setting. British Journal of Educational

Technology, 38(2), 272-286.

13

2009 HICE Proceedings
Page 1630

An Analysis of pattern of School Organization in Pakistan:
A comparative study of Public and Private schools.
Prof. Dr. Fauzia Nanheed Khawaja
Hailey College of Banking & Finance
University of the Punjab
Lahore.
Email: drnaheedkhawaja@hotmail.com
Phone: 0092-3349982551
Phone: 00923214621929

Saima Mushtaq
Ph D Scholar
Institute of Education & Research
University of the Punjab.
Email: Saima_7j@yahoo.com
Phone: 03324338465

Abstract

Many schools in the nation are facing two simultaneous challenges: modernizing the
educational process and providing equal educational opportunity to students from all
cultural backgrounds. Principals and teachers are striving to reform the teaching and
learning environment to guide students into becoming critical thinkers and lifelong
learners. School organization encompasses those organizational patterns, which are used
with in the school and classrooms for effective teaching and learning process.
These patterns include: Division of students into different educational groups, proper
placement of students into respective classes, provision of scholarship for deserving
students, incentives for hardworking teachers, proper use of time for each activity,
availability of all facilities / opportunities for the children of low income parents. The aim
of this study was to explore the various patterns of school organization and its impact on
the teaching-learning process. This is a quantitative study, which was conducted at 5
government and 5 private schools in Lahore. Multiple methods were used to collect data;
the schoolteachers’ filled a questionnaire consisted of nine factors named as; goals,
decentralization, School climate, supervision, level of involvement, stratification, School
facilities, Product Evaluation and Reward system, interviews were conducted with the
principals and students of schools. Since the sample size was small that’s why only mean
score of different factors was taken to report. Results showed that patterns of school
organization are being applied in high standard private and public schools and high value
of mean score of factors in Private schools showed that school organization patterns are
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widely used in private schools rather than in public schools. This study also showed that,
the schools, which use the patterns of school organization, provide much better teachinglearning facilities to teachers and students and also provide better output.
Introduction
There is widespread recognition among educators that substantial improvement in student
achievement seems to take place in schools in which the educational program and student
support services are comprehensive and coherent. Numerous school wide restructuring
projects throughout the country, have tried to achieve this coherence by asking the staffs
of individual schools to think in terms of units of student experience larger than a single
classroom or grade. (TOJDE, 2006).
The idea that changes in school organization can improve teaching and enhance learning
has heavily influenced educational reform over the past decade. With a goal of enabling
teachers to promote students' construction of knowledge--so-called "constructivist"
teaching--school restructuring has tended to focus on changing: (1) how schools group
students; (2) how teachers relate to groups of students and to each other; and (3) how
programs allocate school time in relation to class content (ERIC, 2006).
In the 21st century, an educated person will be one who can find, analyze, and apply
information, rather than one who has learned a lot of material. Schools are finding new
ways to assist students in thinking deeply about a subject, in communicating their ideas
cogently in speech and writing, in working collaboratively with the teacher and fellow
students, and in using their knowledge to solve real-world problems.

Purpose of the study
In this study researcher tried to investigate following patterns of school organization:
•

Equal opportunities of admission for all students

•

School fulfill academic and non academic needs of students

•

Teacher authority in determining rules and discipline in classroom.

•

Parent’s involvement and participation in education.

•

Authoritative model using in school

•

Class size and the number of teachers.
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•

Participation of students in classroom activities.

•

Division of students into groups.

•

Placement of students within the classroom.

•

Provision of physical facilities computer, lab, library, etc for students

•

School deals with social, emotional and educational problems of students

•

Formation of the time table for teachers and students

•

Standardized assessment program

•

Student’s recognition programs.

•

Grades and reward system

Review of Related Literature
A four-year study sponsored by the Office of Educational Improvement of the
U.S. Department of Education, which funded 12 projects to study education reform
efforts in different areas (assessment, curriculum, early childhood education, parent and
community involvement, school-based management, school-to-work transition, student
diversity, students-at-risk, systemic reform, teacher professionalism and professionalism
of other school personnel, technology, and uses of time). The schools included in this
study was Linda Vista Elementary School in southern California, Inter-American school
in Chicago, Evelyn Hanshaw Middle School in Modesto, California, Horace Mann
Middle School in San Francisco and Harold Wiggs Middle School in El Paso, Texas,
Wiggs, Del Norte Elementary School in El Paso, Horace Mann Middle School in San
Francisco, Graham and Parks School in Cambridge. Study of these schools revealed that
many good patterns of school organization are being used in the schools. At Linda Vista
Elementary School in southern California, the 1000 students are organized into four
developmental, upgraded wings (early childhood, primary, middle, and upper), each
spanning approximately two grades from pre-kindergarten through sixth grade. The
teachers in that wing design the instructional program within each wing, and students are
grouped and regrouped for different instructional purposes.
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The exemplary schools studied in this project have adopted innovative curricular and
instructional approaches. They have also departed significantly from the traditional
school organization. Though they differ from each other, they have all developed a
structure, matched to their particular students, that is facilitative of high academic and
behavioral standards. They strive to make the educational experience personal and
inclusive, and they make efficient use of time and resources. For the most part,
innovations are teacher-led, locally designed, flexible, and ongoing. Schools that
endeavor to foster the success of all students.
These schools organize in response to local needs. For example, before opening Evelyn
Hanshaw Middle School in Modesto, California, the principal interviewed 500 local
parents in their homes and took teachers on tours of the neighborhood. The school was
consciously designed to overcome neighborhood problems and build on community
strengths.
Traditionally, elementary schools are organized by class, with a group of students and a
teacher staying together for all of their instruction during the year. Secondary schools are
also organized by class, but students take several classes, with a different teacher and
classmates, each day. Ability grouping, or tracking, is often used within elementary
school classes, and between secondary school classes, to organize students. In contrast,
schools in this study create larger, more stable, and more flexible groups that incorporate
students at all ability levels.
Horace Mann Middle School in San Francisco and Harold Wiggs Middle School in El
Paso, Texas, both divide students and teachers into "families." At Wiggs, student body
and staff are organized into eight families--two at each grade level in grades 6, 7, and 8,
and two additional families for newcomer immigrant students spanning all three-grade
levels. Each family has between 125 and 150 students; newcomer families have 50-60
students each. At Horace Mann, each family has about 100 students and four core
teachers. Within the family, students are clustered into strands of approximately 25
students with whom they take their core content courses. Spanish-speaking LEP students
are served within the family structure through Spanish bilingual strands.

2009 HICE Proceedings
Page 1634

Hanshaw Middle School is organized into five "houses"; approximately 85 students and
six to nine teachers at each of the two grade levels belong to each house. The houses are
named for campuses of the California State University system to give students tangible
group identification and motivate them to aspire to a college education. In each house,
teachers working as a team have adjoining classrooms.
Teachers also work as a team at Hollibrook Elementary School in Houston, Texas, and at
Graham and Parks, a pre-K-8th grade school in Cambridge, Massachusetts. The Texas
school offers "continuum" classes, in which a teacher and group of students stay together
for several years. The Massachusetts school has classes that span two or more grade
levels, and students and teacher remain together for several years.
By means of different arrangements, all of these schools are striving to accomplish
several objectives. First, by organizing into wings, families, or houses, or by having
continuum classes and team teaching, schools seek to create a personal bond among a
group of students and a group of teachers. Because the education of every student is the
responsibility of a particular group of teachers, individual students are less likely to get
lost in the shuffle, more likely to feel a personal sense of belonging to the school, and
more likely to seek guidance from a sympathetic adult.
Some schools make an even greater effort to establish this kind of positive atmosphere.
At Linda Vista Elementary School, students attend a homeroom class for two short
periods each day. At Wiggs Middle School, all students attend an Advisory period for the
final half hour of the day.
Many of the schools studied in this project are located in low-income neighborhoods, and
at most schools a majority of students come from poor families. The proportion of
students who qualify for free or reduced price lunches ranges from 15 percent at one
school to about 50 percent at two schools, 73 percent at one other and between 85 and 94
percent at the remaining four schools. The schools in this study have gone beyond
offering programs of high academic quality to also address difficulties in their students'
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social environment. They have developed strategies to counteract the negative social
influences in their students' lives that impede their ability to succeed academically.
The school counselor at Del Norte Elementary School in El Paso takes a proactive stance
toward students' social and emotional needs by making classroom presentations at every
grade level on topics such as study skills, drug awareness, child abuse, sexual abuse, the
responsibilities of citizenship, self-esteem, dealing with strangers, and gang awareness.
Hollibrook Elementary School relies on a multi-pronged approach to address students'
social and emotional needs. An after-school activities program, staffed by teacher
volunteers and a City of Houston parks department employee, operates seven days a
week, and is designed to offer students a positive alternative to gang involvement. The
school also employs two social workers as well as a counselor. At Graham and Parks
School in Cambridge, a student support team--consisting of the principal, parent liaison,
assistant principal, nurse, school psychologist, teachers, and interns--coordinates student
social services.
Hanshaw, where nearly the entire student population is poor, takes a multifaceted
approach to addressing student needs. Before the school opened, the principal
interviewed hundreds of local families in their homes. Shortly before the school opened,
the principal took teachers on a bus tour of the neighborhood in order to help them gain a
perspective on the lives of their students. This understanding of the out-of-school
environment in which students live contributed significantly to the way the school is
designed and operated.
None of the schools in this study follow a traditional time schedule, in which students do
the same things every day for a roughly equal length of time. Instead, schools arrange the
daily schedule to fit curricular priorities. In many cases, this is achieved through block
scheduling, in which students concentrate on a core subject (most often language arts,
social studies, mathematics, or science) for an unbroken period ranging from 90 minutes
to three hours.

2009 HICE Proceedings
Page 1636

Middle schools in the study also devote long blocks to core academic subjects. The
seventh and eighth grade class at Graham and Parks School has a two-hour block for
language arts/social studies and another two-hour block for mathematics/science. At
Hanshaw, students take two core classes of 90 minutes each in the same two subjects. At
Horace Mann, one core curriculum block spans the first two periods of the day; another
encompasses the final two periods.
A flexible daily schedule has several benefits. First, having longer blocks of time to
devote to core academic subjects encourages teachers to use thematic, interdisciplinary,
project-based, and problem-solving instructional approaches. Students and teacher have
enough time to delve deeply into a subject, make connections across disciplines, and
develop critical thinking skills.
Block scheduling also gives core academic teachers curriculum planning time during the
school day. At Linda Vista, each teacher has two 45-minute preparation periods per
week. At Hanshaw, teachers have 44 minutes each day. At Wiggs, teachers have two
preparation times per day. Not only do the teachers at these schools have time during the
day, the daily schedule is designed to allow for common planning time for teachers who
work as a team, or who teach the same subject, or who teach the same grade level. At
Wiggs, one of the preparation times is devoted to team planning. At other schools as well,
teachers have common planning time while their students are studying non-core subjects
such as physical education, art, and music. In addition to the time created during the
school day for teachers to collaborate, many of these schools set aside one afternoon
every week or every month for teacher meetings. Students are dismissed early from
school on these days.
These exemplary schools not only use time efficiently during the school day, they also
extend learning time for students by offering assistance outside of the daily class
schedule. Several of the schools have after-school tutoring programs; one has a beforeschool and after-school program. At Del Norte, classroom teachers provide after-school
tutoring twice a week for 45 minutes. The faculty and administration at the schools
studied in this project view time as a resource to be conserved, used wisely, and extended

2009 HICE Proceedings
Page 1637

where possible. In a variety of ways, they are able to maximize both the quantity and
quality of the instructional time available to their students. While additional time to learn
is no doubt valuable for all students.
The innovative daily schedules described above provide time for teachers to plan their
instruction collaboratively, a practice observed in all of the exemplary schools.
Collaboration in teaching and planning allow for a more efficient allocation of teacher
talents and interests. For example, at Linda Vista, mathematics is taught on a rotating
basis. Each teacher takes responsibility for a "concept area," and students spend about
four weeks on each concept area before progressing to the next teacher and area. By
pooling their efforts and becoming specialists in a few areas in mathematics, teachers are
able to deliver a higher quality mathematics program than if each teacher covered the
entire mathematics curriculum.
At several schools, teacher resources are used effectively by allowing different teachers
to perform different functions. One strength of team teaching is that it can decrease some
duplication of effort while capitalizing on the strengths and interests of more than one
teacher. At several schools, having other teachers take responsibility for students during
this time protects the collaborative planning time of core curriculum teachers. At all of
the exemplary schools studied in this project, teachers collaboratively plan the curriculum
and arrange the daily schedule to accommodate curricular objectives. At Hollibrook
Elementary School, teachers decide whether to offer and how long to continue a
continuum class; they also decide whether, when, and how to team-teach. Teachers at
several schools develop the instructional program for their own wing, house, or family.
At all of the schools studied in this project, the individual school has assumed some of
the governance functions previously residing at the district level. Together with parent
volunteers on governance committees, faculty makes crucial decisions about the
organization and working of the school.
At some schools, teachers have a voice in hiring new staff members. At others, faculty
has control of some portion of the instructional or staff development budget for the
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school; they are the ones who set the priorities. Teachers in these schools do more than
teach. Collaboratively, the faculty also performs some of the functions traditionally
handled by curriculum developers, department chairs, principals, and school counselors.
At some schools, they are even educational entrepreneurs. The faculty at Linda Vista
actively seeks out grants and partnerships that facilitate their restructuring effort.
By organizing students, teachers, and instructional time differently from the traditional
model, the exemplary schools studied in this project have been able to maximize the
human and material resources at their disposal to create a program of excellence for all
students. Positive and stable relationships between and among students and teachers are
viewed as important influences on student learning, and are carefully arranged rather than
left to chance. Time is viewed as a precious educational resource to be allocated
effectively in the service of student learning. These schools design a daily schedule that
protects and extends the amount of time (McLeod, 2003).
A school breakfast program was implemented in rural schools in Peru. The results
showed positive effects on school attendance and dropout rates, and a differential effect
of the breakfast program on multiple-grade and full-grade schools. Particularly in
multiple-grade schools the program shows a significant and positive effect on short-term
memory, arithmetic and reading comprehension.
In response to an evaluation conducted by the Netherlands Inspectorate of Education of
the nation's elementary schools, the Institute for Educational Development and Advice
undertook a 3-year intervention to revitalize 5 schools experiencing problems with
student achievement, curriculum, teaching-learning processes, and/or school
organization. The target for these 5 schools was to reach the same level of student
achievement in Dutch and mathematics of schools with comparable student populations.
The program emphasized professional development for both school management and
teachers. Teachers participated in 30 training sessions with an emphasis on quality of
teaching, classroom management, school curriculum, teaching materials, and effective
strategies for accommodating differences between students and struggling learners.
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Interventions in the curriculum were made on the basis of interpretation of standardized
test scores.
A descriptive study was conducted to examine the strategies of the six Southeast Region
states (Alabama, Florida, Georgia, Mississippi, North Carolina, and South Carolina) to
improve high school graduation rates and student achievement and to increase the
number of students leaving high school with the skills and knowledge necessary for the
twenty-first century. These state-level strategies are organized into six themes or "levers
for change": (1) Standards and assessments (2) Course requirement (3) Student support
and access to courses (4) Model schools and practices (5) Local capacity building and (6)
Partnerships and public involvement. State leaders are using their visibility to increase
attention to high schools.
University of Michigan conducted a study on how high schools, through their structures
and organization, may influence students’ decisions to stay in school or drop out.
Traditional explanations for dropout behavior have focused on students’ social
background and academic behaviors. What high schools might do to push out or hold
students has received less empirical scrutiny. The findings centered on schools’
curriculum, size, and social relations. In schools that offer mainly academic courses and
few nonacademic courses, students are less likely to drop out. Similarly, students in
schools enrolling fewer than 1,500 students more often stay in school. Most important,
students are less likely to drop out of high schools where relationships between teachers
and students are positive. The impact of positive relations, however, is contingent on the
organizational and structural characteristics of high schools (Lee & Burkam, 2003).
After 61 years of independence today in 2007, Pakistan lacks in an equitable education
system. Educational indicators remain alarming, which include low public spending, low
literacy and enrollment levels, high dropout levels, unequal opportunities, poor
infrastructure and lack of trainings for professional development of people engaged in
education sector. According to ’UNDP: Millennium development goals Pakistan” report
Pakistan is not on the right track to achieve it in all levels by 2015, this situation
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explicitly reflects the state of education in the country. Which may be rooted in the
unsuited policies or not having actual implementation.
Education is a basic human right, in Pakistan free elementary education is the state’s
responsibility (according to article 2-ab of constitution) but unfortunately, it has never
been a top national priority. Thus, it did not get serious attention and adequate resources.
Today there are 27 million children in the primary school age of which 13 million are not
enrolled. Approximately 50 per cent of enrolled children drop out before completing
primary education. A recent report reveals that in Pakistan there is 36.3 percent literacy
rate, 51 percent net primary enrollment ratio and 50.3 percent adult literacy (Pakistan
Times, 2008).
Historically schooling have been predominantly focusing teaching instead of enabling a
culture of learning, the process of providing mass education has been seen by many as
similar to mass production in factories. Children have been regarded as raw materials to
be efficiently processed by technical workers (the teachers), teacher are the source of
filling knowledge in “empty” minds of the students.
New researches on education devalue the mechanistic treatment of Reward and
punishment in schools, basically these practices are based on behaviorist school of
thought in psychology which says that learning is accelerated through positive or
negative reinforcement, but this theory was criticized and replaced in psychology 40
years ago with a newer cognitive perspective which emphasis the cognitive feed back and
instinct motivation, children are naturally motivated to know and they have a need of
awareness in the same way as they feel hunger and thrust but they feel tired when they
found materials and practices according to their interest or the questions in their minds
are either suppressed of not answered by replying them (Pak-times, 2008).

Method of the study
This is a quantitative study conducted to evaluate the patterns of school organization
implementing in the public and private schools of Lahore. The sample of the study
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consisted 5 public and 5 private schools of Lahore. Data was collected through a
questionnaire filled by the head teacher of schools. The researcher also took interviews of
the principals and students. Questionnaire comprised of 9 factors. Each factor consisted
of related questions. Factors are named as; Goals, Decentralization, School climate,
Supervision, Level of involvement, Stratification, School facilities, Product Evaluation
and Reward system.

Data Analysis
All the data collected through questionnaire was entered in SPSS. The mean score of
each factor was taken out. Mean score of each factor was calculated through SPSS.
Results were concluded on the basis of findings.
Factors

Private schools

Public schools

M (mean score)

M (mean score)

F1 Goals

4.9

4.5

F2 Decentralization

3.6

3.3

F3 School climate and

3.9

3.6

F4 Supervision

3.9

3.8

F5 Level of involvement

4.9

4.3

F6 Stratification

4.7

3

F7 School facilities

4.9

4.6

F8 Evaluation

5

4.1

F9 Rewards

5

4.3

culture
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Findings
The information collected through questionnaire and interviews varied in many cases.
•

Mean score of F1(Goals) in Private schools is 4.9 while in Public schools is 4.5,
which shows that f1 is strong in private sector rather than in public sector.

•

Mean score of F2 (Decentralization) for private schools is 3.6, while for public
schools is 3.3. It also shows difference in the implementation of this factor in both
sectors is present.

•

Mean score of F3 (School climate and culture) of private schools is 3.9 and of
public schools is 3.6. Here difference also lies in both sectors.

•

Mean score of F4 (Supervision) for private schools is 3.9 and for public schools is
3.8. It shows a little difference in both sectors, which shows that this factor is
being implemented by both sectors somewhat equally.

•

Mean score of F5 (Level of involvement) is 4.9 for private schools and 4.3 for
public schools, which shows a difference in the implementation of this factor in
both sectors.

•

Mean score of F6 (Stratification) is 4.7 for private schools and 3 for public
schools, which shows a strong difference in the implementation of this factor in
both sectors. It means that private schools are mostly applying the organizational
patterns including in this factor rather than public schools.

•

Mean score of (F7 School facilities) is 4.9 in private schools while 4.6 in public
schools; it also shows a difference in the application of this factor in both sectors.

•

Mean score of F8 (Evaluation) of private schools is 5, which is very strong while
of public schools is 4.1. Here is also present a strong difference in both sectors. It
shows that evaluation patterns are better in private sector rather than in public
sector.

•

Mean score of F9 (Rewards) is 5 for private schools, and 4.3 for public schools.
Again here is a strong difference in the implementation of this factor in both
sectors. It shows that Private schools are using the reward patterns better than
Public schools.
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Results
Findings of the study showed that in Pakistan at high standard private and public schools
some patterns of school organization are being used while in low or middle standard
public schools, school organization patterns are not being implementing. Results also
revealed that the patterns of school organization are being applied by private schools
better than by public schools.

RECOMMENDATIONS
•

Private schools should provide equal opportunity of admission for students from
various cultural backgrounds

•

Curriculum should be same in all the public and private schools

•

There should be a standard system of assessment and evaluation for students of
both public and private schools

•

Number of students in schools should be ranging from 1000 to 1500, so that it
will be possible for school administrators to provide all the necessary facilities to
all the students

•

Class size should be minimum to make possible the involvement of every student

•

Teachers should be given proper training for teaching and using different av aids

•

Teachers should be paid enough to fulfill their basic needs

•

Incentives should be given to hardworking teachers

•

Schools should be provide better teaching and learning environment

•

Classrooms should be well equipped and classroom environment should be
motivating for students

•

Curriculum should be according to the mental level and developmental needs of
students

•

Teacher should be aware of the different teaching methods and teaching strategies

•

Students should be placed in grade levels according to their developmental needs
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•

Students should be assess on a standard scale and given the grades they deserve
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A Study on an Immigrant Learning Center: “A Joyful Paradise”

Abstract
Multicultural education related to “immigrant brides” has become an emerging
issue in recent years in Taiwan. “Immigrant brides” refer to Southeastern-Asian
women who are married to Taiwanese. Those women encounter triple jeopardy in
gender, ethnicity, and stratum. In order to improve their lives and to facilitate culture
adaptation for immigrant brides, schools are the ideal places to promote multicultural
education. Thus, Taiwan government set up three immigrant learning centers in
northern part, midland and southern part of Taiwan. As a result, Jong-Jen

Elementary School in Tao-Yuan County was chosen to establish an immigrant
learning center. By employing a case study approach, this study aims at understanding
what is the arrangement of the immigrant learning center? What are the outcomes of
the immigrant learning center? What are the challenges faced by the immigrant
learning center?
Participants of this study were composed of the principal, three directors, three
senior section heads, three teachers and four volunteers of immigrant brides. Data
collection included observation, formal and informal interviews, and document
analysis. Data analysis employed the six steps of Constant Comparison Method
(Glaser & Strauss, 1967). Trustworthiness was assured by using triangulation,
member check, and feedback for the accuracy of data interpretation.
The primary findings indicate that the immigrant learning center is regarded as a
“family-like” place for those immigrant brides, who enjoy coming to the school to
learn Chinese and other cultural adaptation courses. They call the center “a joyful
paradise” because it’s a place they can make new friends and laugh together. Through
interaction with school teachers and their peers, they gradually find their confidence
and self-esteem. As a result, they were proud of being members of the center.
Suggestions were proposed in the end of study.

Key words: School Leadership, Multicultural Education, Immigrant Brides
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Abstract
An understanding of the relationship among administrators and cultural competency in
improving achievement and effective teaching could have a significant impact on the
education of culturally diverse students in an urban setting. Assessment of 10 urban
administrators from a school district in Western Pennsylvania suggests that school
districts should improve in their cultural knowledge, value for diversity, ability to manage
the dynamics of difference, adaptability to diversity, and ability to institutionalize cultural
knowledge. Improvements in these areas of cultural proficiency could enhance
educational policies, curriculum, and the achievement of staff and students in the school
environment.
Scope of the Problem
Schools in general are faced with many challenges including academic, cultural,
economic, and community accountability. Moreover, schools have been mandated to
provide equity in the education of students who are identified by their race, ethnicity, sex,
special needs, or socioeconomic status. Current concerns over test scores, school safety,
poverty, and an increasingly diverse population, have challenged administrators and
educators of school districts to investigate how they go about providing the best
education to students.
According to Perkins, 2007 school districts should promote policies and practices
that recognize diversity in accord with the core values of a democratic civil society.
Perkins further suggests that policies should ensure that a multiethnic/multicultural
curriculum be part of the school experience for every child and that professional
development programs are provided to school personnel to assist them in the preparation
and implementation of multiethnic/multicultural curriculum.
Current thought presented by some educators and researchers is that promoting
equitable schools helps to close the achievement gap that results from cultural, language,
and or educational differences (i.e., special need students) (Blanding, M., 2007; Dilg, M,
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2003; Lindsey, R. B., Roberts, L. M., Campbelljones, F., 2005; Lindsey, R., Robins, K.
N., Terrell, R., 2003; Ortiz, S. O., Flanagan, D. P., 2002; Perkins, B., 2007; & Saifer, S.;
Barton, R., 2007).
They go on to indicate that developing diverse and culturally proficient schools is
an effective approach to promoting equitable schools. One of the first steps in building
diverse and culturally competent schools is an assessment of the cultural proficiency of
administrators and teachers in school districts. Findings from the assessment will be used
to design curriculum suitable to the needs of students and the community.
The researcher hypothesizes that an administrator’s cultural competency can
improve academic achievement and effective teaching in culturally diverse schools. To
assess this hypothesis, the researcher begins by presenting literature on cultural
competency. Terms are defined in the literature along with an overview of characteristics
that comprise cultural competency. Following the literature review, the researcher
presents data from a cultural competency survey that was randomly distributed to a group
of administrators in an urban school located in Western Pennsylvania. The responses to
the survey help to guide and direct suggestions for future studies and curriculum design.
Literature Review
For purposes of this paper, the researcher provides a definition of culture, cultural
proficiency and cultural competency. To begin with, culture is the set of practices and
beliefs that is shared with members of a particular group and that distinguishes one group
from others (Ortiz, S. O., Flanagan, D. P., 2002 & Saifer, S.; Barton, R., 2007). Broadly
defined, culture includes all shared characteristics of human description, including age,
gender, geography, ancestry, language, history, sexual orientation, and physical ability, as
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well as occupations and affiliations (Ortiz, S. O., Flanagan, D. P., 2002). According to
this definition, each person may belong to several cultural groups. An ethnic group is
defined by shared history, ancestry, geography, language, and physical characteristics.
Individuals may identify most strongly with their ethnic group (Ortiz, S. O., Flanagan, D.
P., 2002).
Cultural competence is behavior that is aligned with standards that move an
organization or an individual toward culturally proficient interactions. Cultural
proficiency is a way of being that enables both individuals and organizations to respond
effectively to people who differ from them. Cultural proficiency follows the premise that
individuals will see the difference as presented in cultures and respond positively and
affirmingly (Lindsey, R. B., Roberts, L. M., Campbelljones, F., 2005; Lindsey, R.,
Robins, K. N., Terrell, R., 2003).
Lindsey et al. 2005 suggests four tools for developing cultural competence: To
begin with, there is a continuum consisting of language for describing both healthy and
non-productive policies, practices, and individual behaviors. Six points along the
continuum range from cultural destructiveness resulting in the elimination of other
people’s cultures, cultural incapacity resulting in the belief that one’s culture is superior
over another, cultural blindness which results in acting as if the cultural differences you
see do not matter, or not recognizing that there are differences among and between
cultures, cultural precompetence emphasizes the limitations of one’s skills or an
organization’s practices when interacting with other cultural groups, cultural competence
interacting with other cultural groups using the five essential elements of cultural
proficiency as the standard for individual behavior and school practices.
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The five essential elements of cultural proficiency consist of
•

Assessment of culture- The culturally proficient professional is aware of his or
her own culture and the effect it may have on the people in their work
environment.
He or she learns about the culture of the organization and the cultures of the
clients, and anticipates how they will interact with, conflict with, and enhance
another.

•

Values diversity. The culturally proficient professional welcomes a diverse
group of clients into the work setting and appreciates the challenges diversity
brings. He or she shares this appreciation with other clients, developing a
learning community with the clients.

•

Manages the dynamics of difference. The culturally proficient professional
recognizes that conflict is a normal and natural part of life. Uses skills to
manage conflict in a positive way. He or she also helps the clients to
understand that what appear to be clashes in personalities may in fact be
conflicts in culture.

•

Adapts to diversity. The culturally proficient professional commits to the
continuous learning that is necessary to deal with the issues caused by
differences. He or she enhances the substance and structure of his or her work
so that all of it is informed by the guiding principles of cultural proficiency.

•

Institutionalize cultural knowledge. The culturally proficient professional
works to influence the culture of his or her organization so that its policies and
practices are informed by the guiding principles of cultural proficiency. He or
she also takes advantage of teachable moments to share cultural knowledge
about his or her colleagues, their managers, the clients, and the communities
from which they come.

The end results of training for cultural competence are the changes in curriculum,
experiences of student and staff, and improvements in connection between community
and the schools. First, conclusions of some researchers indicate that culturally competent
educators demonstrate an understanding of the diverse cultures each person may
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experience in the school setting. Although educators accept that they will not necessarily
have intimate knowledge about each of the cultures represented in a classroom, school, or
district, they recognize their need to continuously learn more (Lindsey, R. B., Roberts, L.
M., Campbelljones, F., 2005; Lindsey, R., Robins, K. N., Terrell, R., 2003).
Second, these same researchers also conclude that a curriculum that respects and
incorporates culture helps students develop the ability to make reflective personal and
public decisions. The curriculum should be conceptual and interdisciplinary and should
be based on higher levels of knowledge. Its focus should be on helping students master
key concepts-such as race, racism, prejudice, and discrimination-that highlight major
themes in the experiences of ethnic and cultural groups in United States history.
Moreover, the researchers suggest that through activities that promote cultural
competency, teachers and administrators can learn concepts and skills that translate into
new initiatives, curricula, programs and activities that will enrich school life for all
students and staff. An effective approach to issues of diversity provides everyone with the
information and skills that educators need to avoid unintentional slights or hurts and to
improve the quality of life for school and home communities (Lindsey, R. B., Roberts, L.
M., Campbelljones, F., 2005; Lindsey, R., Robins, K. N., Terrell, R., 2003).
Through cultural competency, the cultural expectations of the school become explicit
and a part of the overt curriculum. Rather than punishing students and their families for
not knowing how to navigate the culture of school, the school assesses and adapts
strategies to better meet the needs of the current students (Ortiz, S. O., Flanagan, D. P.,
2002). In this way, organizational behavior is aligned with the expressed values of the
school. For example, if a school says that it believes that all students can learn that value
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will be reflected in the master schedule, teacher assignments, resource allocation,
professional development, and parent engagement opportunities (Lindsey, R. B., Roberts,
L. M., Campbelljones, F., 2005; Lindsey, R., Robins, K. N., Terrell, R., 2003; Ortiz, S.
O., Flanagan, D. P., 2002; Perkins, B., 2007).
Method
To complete the research, a needs assessment consisting of five categories relating to
cultural competency was administered. These categories included: assessment of cultural
knowledge, value for diversity, ability to manage dynamics of difference, adaptability to
diversity, and ability to institutionalize cultural knowledge. The survey selected was the
Human Relations Needs Assessment Instrument created by Lindsey, Robins, & Terrell,
2003. This survey was selected because it was designed to assess what “school districts
should do” and what “the district does” as it relates to cultural and diversity proficiency.
Responses to the items on the survey were in a Likert format ranging from 1= rarely, 2=
occasionally, 3= sometimes, 4= often, and 5= usually.
Sample Population
The population consisted of administrators from an urban school District located in
Western Pennsylvania that responded to a district wide e-mail requesting the participation
of administrators to complete a needs assessment on cultural competency. Administrators
were selected for this study because in some cases they are responsible for selecting
curriculum for the school but in most cases are the leaders that are expected to carry out
the goals and mission of their school district.
From the district-wide e-mail that was sent, 10 administrators volunteered to
complete the study. Although there is a total of approximately twenty-two principals in
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the district, the researcher selected the first 10 respondents to the e-mail due to time
constraints of the study. The participants were instructed to complete the survey and
return it to the researcher by April 3, 2008. The survey was completed anonymously
(respondents were instructed to leave their name off of the paper) by paper pencil format.
Results
The following section is a description of the data gathered from the survey results.
Assessment of Cultural KnowledgeAssessment of the population’s cultural knowledge indicated that 90% of the
respondents felt that the school district should have a policy against racist and sexist
jokes, slurs, and language along with imposing sanctions on those who demonstrate such
form of behavior. In addition, 90% of the population felt that the district should provide
opportunities for people to describe their cultural groups and teach people the effect that
their ethnicity and gender have on those around them. To achieve these goals the majority
of respondents, 90%, indicated that the district should examine organizational policies for
unintentional discrimination along with indicating norms, values and cultural
expectations. Although the respondents indicated that the district should address these
items, 90% of the respondents indicated that the district rarely addresses these items as
they relate to assessing cultural knowledge in the district.
Value of DiversityThe results of this section of the survey indicated that 90% of the respondents felt
that the district should have a formal selection process for materials (i.e., books, posters,
flyers) that are inclusive. The same percentage of respondents also felt that the district
does have a formal selection process for materials that are inclusive. Consistent with
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these results was the finding that 90% of the respondents felt that the district should and
does display materials that have culturally diverse images. All respondents indicated that
the district should sponsor activities that sponsor and promote activities to encourage
acceptance of people of different cultural groups along with establishing policies that
support diversity. On the other hand, 85% of the respondents indicated that the district
occasionally or sometimes takes overt action that establishes policies that support
diversity.
The majority of responses on whether the district should take overt action to hire
people at all levels to represent a diverse workforce indicate that the majority of
responses, 85%, felt that the district rarely to sometimes values diversity in this area of
the survey. Finally, on the remaining items in this section of the survey, responses
indicate that the district should and does promote activities that value the commonalities
and difference of people, ethnic groups and the strengths and needs of ethnic groups.
Ability to manage the dynamics of differenceThe majority of responses, 90%, indicate that the district often or usually should
teach people how to ask others appropriately about their cultural practices, acknowledge
that conflict is a normal phenomenon, use effective strategies for intervening in conflict
situations, teach collaborative problem-solving techniques, review polices to ensure that
there are not subtle discriminatory practices, hold educators accountable for
demonstrating high expectations, and hold faculty and staff accountable for their
performance. Conversely, responses to these same items on the category, “the district
does this” indicate that the district rarely, occasionally, or sometimes addresses the
dynamics of difference.
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Adaptability to the dynamics of differenceIn response to how adaptable the respondents were to diversity most agreed that
there should and does have policies that promote inclusive, relational organization
culture, along with sanctions and policies for those that violate diversity. All of the
respondents agreed that the district should encourage students and school employees to
talk about differences without making judgments, encourage cooperative learning
strategies to get students to play and work together and employ educators that reflect the
ethnic and cultural makeup of the student body. Lastly, 90% of the population indicated
that students should be taught in their native language. When asked if the district does
teach students in their native language, 30% of the responses indicated that the district
rarely, occasionally or sometimes teaches students in their naïve language.
Ability to institutionalize cultural knowledgeLastly, on the ability to institutionalize cultural knowledge, respondents indicated
that school districts should often or usually provide opportunities for learning about one’s
own or other cultures. The survey items indicated that the school district should provide
classes, workshops, and discussions to provide opportunities to educate and train for
cultural competency and diversity. Ninety-percent of the respondents felt that the school
district should provide these services to institutionalize cultural knowledge. Along with
the avenues for education about cultural knowledge, 90% of the respondents agreed that
there should be a policy to mandate learning about other ethnic groups.
Although the respondents agreed that the district should often or usually provide
opportunities in these areas of cultural knowledge, in most cases, respondents felt that the
district rarely, occasionally, or sometimes does this in this area of cultural knowledge.
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In particular, all respondents agreed that cultural groups should be represented on
advisory groups and ensure that the cultural groups within the community are represented
in decision –making groups. However, the district rarely or occasionally does this in
response to institutionalizing cultural knowledge.
Conclusion
Several conclusions can be drawn from this study. First, as indicated by the
response of often or usually, the administrators feel that the school district should assess
areas of cultural knowledge, value diversity, be able to manage the dynamics of
difference, adapt to diversity, and have the ability to institutionalize cultural knowledge.
Second, by indicating that the district should address these areas, suggests that they are
important to the administrators in this particular school district. Third, although the
responses indicate that there is a need in these areas, the district rarely, occasionally or
sometimes addresses all of the areas associated with cultural competency.
Fourth, respondents were able to distinguish between what the district should and
is doing in the district by the separation of the category of what the district “should” and
the “district does do.” For example, there are some areas such as selecting inclusive
materials, displaying culturally diverse materials, and providing activities that recognize
differences among ethnic groups that the respondents feel the district should and is doing.
The researcher suggests that distinguishing these categories can lead to opportunities for
lessons on cultural competency. Lastly, the researcher suggests future studies that include
a broader population in the district. Since this study assessed 10 administrators out of 22
principals, it would be interesting to assess the responses of other administrators,
teachers, students and parents on the same or similar items.
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Title: Environments that encourage children’s learning and well being: Issues of bilingual
inclusion support in children’s services in Western Australia.

Abstract
This paper reports on the 2008 qualitative study which explored some Western Australian
(WA) recent migrant and refugee children’s experience of inclusion into early childhood
programs. Children who come into services from different cultural backgrounds than those of
the caregiver are at high levels of risk due to possible language difficulties and incongruence
in values and practices between home and care environments (Wise & Sanson, 2003).
Neurobiological research emphasises the importance of quality early childhood experiences
in shaping long term developmental outcomes (McCain, Mustard & Shanker, 2007). Thus the
quality of inclusion support for migrant and refugee children has an impact on their present
and future well being.
Face to face interviews with a sample of ten families were used to explore their personal
experience of inclusion support for their children. Coordinators of self selected childcare
services and all metropolitan Inclusion Support Agencies in WA took part in focus groups
which discussed the existing level of support and related issues.
The study identified a number of issues related to the inclusion process. Although some
positive examples of service capacity building have been observed, in general it has been
found that the existing level of bilingual inclusion support is limited and inadequate to the
needs of children, families and early childhood services. This applied to the unclear process
of requesting bilingual support, its availability as well as to the lack of quality training on
inclusive practice. Insufficient bicultural inclusion support, especially during the settling in
period, was linked to the failure of service staff to form a close bond with children and to
develop a relationship with families. Further, inability to communicate and have their needs
met often lead to children becoming socially withdrawn, uncooperative and unwilling to
engage in any play experiences. These findings pose questions in relation to the future overall
developmental outcomes for recent WA migrant and refugee children and their readiness for
school. The paper proposes a number of recommendations for early childhood inclusion
policy and practice.
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84720
5. wangsgard@suu.edu
6. ABSTRACT

A significant number of middle school students with E/BD struggle with reading. We
know considerably less about the reading deficits of students with E/BD than their behavioral
needs. This major lack of knowledge is due to the previous educational philosophy and the
research base for educating youth with E/BD emphasizing behavior change as a priority. Limited
research exists in reading instruction at the middle school level for students with E/BD in how to
effectively intervene and address the reading needs of this unique population. The purpose of this
study was to identify the self-perception of students with E/BD as readers and to identify what
they perceived as helpful practices. Five middle school students who struggled with reading were
asked to share their perspectives. Specifically, this study attempted to determine how these
students perceived themselves as readers and, in addition, determine the reading strategies these
students used to complete in-school reading tasks. Data were collected through a review of
students’ special education files, a questionnaire completed by each participant (The Reader
Self-Perception Scale; Henk & Melnick, 1995), and three types of interviews (unstructured
interviews, constructed situation interviews, and personal interviews) conducted by the
researcher with each participant. Findings showed that the learning to read process was highly
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influenced by home environment, school atmosphere, and the curriculum resources used. The
findings also revealed that students with E/BD, who were struggling readers, did not have several
of the necessary reading skills identified in the literature in order to be effective readers which
showed that they had a variety of skills necessary to be effective readers. Elements of the
findings in this study provided suggestions of several ways to effectively intervene and instruct
this population of students more effectively in the learning to read process. Recommendations
are made for future research.
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Title of submission: Māoritanga and the training of counsellors
Name of Author: Lang, S.K.W.
Affiliation: Lecturer, Massey University, Aotearoa New Zealand
Member of the New Zealand Association of Counsellors
Address: College of Education – Te Kupenga o te Mātauranga
Massey University
Palmerston North
Private Bag 11 222
Aotearoa New Zealand
Email: s.k.lang@massey.ac.nz

Abstract
Educating counsellors in how to ‘be bicultural’ requires the trainer/educator(s) to be
reflective in their practice of teaching. This conference presentation is my perspective, as
a Pākehā or ‘white’ trainer on a University counsellor training programme, of the
mechanisms we use to advance the capability of our predominantly ‘white’ trainees in
biculturally responsive counselling practice. Principally we use these training
opportunities to bridge a gap between the ethnic cultures of Pākehā and Māori. This
presentation provides a case study of a contemporary training programme and explores
our attempts to influence our levels of bicultural functioning.

Aims
In this presentation I provide my reflective practitioner’s account of an attempt to
advance understanding and appreciation of Māoritanga for trainees in counselling on a
university post-graduate programme. The focus will be on the use of an overnight stay on
a Māori meeting house (Noho Marae) as part of a professional development workshop,
whose main educational intention is the advancement of biculturalism. This account will
contain a description of how elements of the programme are devised and actioned. As a
Pākehā and Tauiwi (immigrant to Aotearoa New Zealand) my narrative of how and why
the Noho Marae are organised inevitably draws on my own perceptions. Hence I include
references to my journal of reflective practice as an autoethnographic record of the
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dilemmas and challenges I face when organising, and participating in these events. Future
research may advance this autoethnographic bass line by asking past trainees for their
participation in further analysis. The ethical requirements for this would need careful
deliberation and extensive group negotiation and such research is beyond the scope of
this particular narrative.
Currently I have organised and attended six such Noho Marae and my narrative
draws on a range of events rather than any one in particular. It is hoped that by
articulating the processes by which these Noho Marae come into being and what
frequently unfolds, there will arise a deeper understanding of the pedagogical value of
what will be described as a form of ‘Education Outside of The Classroom’ (Te Kete
Ipurangi, 2007).

Glossary of terms
It is necessary when writing this narrative to use terms in the Māori language as
they were frequently used throughout the Noho Marae. Consequently throughout the text
I have chosen to use the Māori word only. It is necessary for me to offer a translation of
the terms in English (Ryan, 1989), and my intention is to do justice to the meaning of the
terms used. However this is no simple task as each word is more than a word but is also a
concept; whose defining could take a whole article and yet still remain no closer to its
true meaning. Rather, what the glossary offers is a brief translation of the word to
facilitate ongoing appreciation of the processes. Further research is encouraged around
the depth of meanings the word holds.
The glossary contains words that are becoming part of the language of our training
programme generally. As such biculturalism is existent in the blend of languages used.
The Noho Marae is often an opportunity to ‘play’ with language in a non-threatening
environment of exploration. This aim of greater familiarity with te reo (Māori Language)
is also a theme woven throughout the training.

Learning objectives
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The issue of culture provides a foundation for our training programme for
counsellors (Hermansson, 1998). In line with Pedersen (1999) et al, our programme takes
the view that the requirement for counselling to acknowledge culture provides the
opportunity for person centred counselling to morph and grow into being less motivated
by individualistic needs and more suited to meeting collectivised needs. This results in
counsellors needing to heed the requirements of collectivised cultures which reposition
the ‘person in counselling’ as the ‘people in counselling’, or indeed the ‘system in
counselling’ (Landrine, 1992).
Only after power relationship issues have been analysed can the person-centred
approach to counselling be translated to this South Pacific island of Aotearoa New
Zealand. This analysis includes an understanding of colonialism

1

and how this impacts

and has impacted upon both the indigenous population and the colonisers. Such an
analysis can be problematic as guilt and denial of personal responsibility can be a
resultant reaction from trainees and staff (Sue & Sue, 2003). The course trainer/educators
encourage the students to acknowledge these reactions and to learn from them. This
learning objective is also role modelled by the staff.
Our main learning objectives are still the subject of ongoing discussion with staff,
students and the community. At this time I list them as:
• To learn more about the Tiriti O Waitangi from the experience of living on a
marae
• To develop greater appreciation of our own cultural values, beliefs, and profile
• To advance our cross-cultural counselling capacity and adequately prepare
students for work in/with Māori communities
• To grow our awareness of Tikanga Māori
• To practice whakawhanaungatanga by strengthening our networks
• To build bridges between learning and doing; practising and being; thinking and
feeling
• To enhance our relationship with any personal feelings of guilt/prejudice

1

(Bishop, 1996; Bluck, 1998; Boyd, 1987; Campbell, 2005; Consedine & Consedine, 2001; E. Durie,
2000; Fleras, 1998; gilling, 1989; Johnston, 2003; Lang, 2006; O'Sullivan, 2007; Sauvage, 2004)
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These learning objectives need to be examined for the ‘agendas’ they might contain.
For instance the guilt responses mentioned in the final bullet point may be evident to
varying degrees and tend to be a disempowering form of shame that may render the
person unable to know how to act for fear of further offence. Guilt may also be associated
with a denial response which may seek to protect the individual from responsibility for
the actions of their government and forebears. Such responses are in line with Helms’
(1995) racial identity statuses and will vary from person to person on the programme. In
other words each person will come to the workshop with a different ‘starting point’ or
personal history of exposure to colonial attitudes and it is necessary for this to be factored
into the programme. The process of acknowledging, understanding and amending the
mechanisms of colonialism for the indigenous population is frequently referred to as
‘Decolonisation’ (Campbell, 2005; Consedine & Consedine, 2001), whilst for Pākehā I
use the term ‘Decolonialism’ (Lang, 2006).
What the staff attempt to do is practice what they teach by weaving Māori protocols
into the programme within the limits of their knowledge and proficiency, and at as many
points as are deemed possible. As such we aim to be a ‘bicultural’ programme rather than
a ‘Māori’ based programme. To achieve the latter goal we would need to have Māori
staff and quite possibly an exclusivity of Māori-client based work. Whilst many of our
students will work with Māori clients during their two years of training this is by no
means always the case and so the programme seeks to enable the trainees to work with a
broad cross-section of cultures. A concern for us is how we meet the training needs of our
Māori trainees, and some further research into the extent to which we meet their needs
would make a useful follow-up research project.
The learning objective of adequately equipping our predominately Pākehā trainees
to work with Māori clients is fraught with contentiousness. Whilst there is an expressed
need or preference for Māori to be counselled by Māori (M. Durie & Hermansson, 1990;
Love, 1999) there is also an issue of the paucity of trained Māori counsellors and a
disproportionate number of Māori clients (Hirini, 2004). A consequence of this is a need
for Pākehā counsellors to work with Māori clients. Rather than expect Māori clients to
conform to a Pākehā counselling methodology, there is a need for Pākehā to be able to
use Māoricentric practices (Lang, 2004a). The acquisition of counselling methodologies
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that are considered suitable for Māori clients is the focus of the second of the two
bicultural workshops, whereas the goal of the first workshop is to gain an appreciation of
Māori Tikanga so that a foundation of epistemological knowledge is established on which
to build further bicultural practices into counselling.
There is much need to revision the counselling services in Aotearoa New Zealand
so that more culturally appropriate counselling is delivered by culturally appropriate
counsellors (Love, 1999; Sharples, 2002; Taurere & Nelson-Agee, 1996). To some
degree getting this right, or trying to, means re-visioning counsellor training programmes
so that they up-skill counsellors in biculturalism; adapt the context of counselling to
become bicultural; and develop self-awareness around issues to do with race. These
themes are developed during the training workshops, and are reinforced in-between with
the completion of portfolio tasks (Massey University, 2007) .
These objectives and sets of beliefs are shared to varying degrees by staff and
students on the course. Many students come keen to learn more and add to their
knowledge base about themselves and Māoritanga. For others they are just starting out on
the ‘journey’ and may have some resistance to becoming bicultural built into their own
epistemological belief sets. The programme seeks to overcome this resistance but not by
planting seeds of guilt, rather we aim to create an environment conducive to the nonjudgemental, and non-threatening exploration of issues pertaining to Te Tiriti and
colonialism. This again mirrors good practice in counselling.

Teaching methodology
Our pedagogical approach draws on Contextual Teaching and Learning ideologies
(Johnson, 2002) by immersion of the students in a ‘Māori’ context. We place them in a
situation where they need to ‘be bicultural’. They actively acquire the Tikanga of the
Marae and they become responsible for the maintenance and dissemination of that
Tikanga. This ability to gain empathy for another’s situation is a core skill for the
counsellor, and this form of Education Outside of the Classroom appears most suited to
the achievement of this objective (Te Kete Ipurangi, 2007).
Each year we change the setting so that the students acquire an appreciation of the
multiplicities of Tikanga. Hence when they visit another marae as manuhiri they need to
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remain beholden to the elders of that Marae for what to do and how and when to do it.
Meanwhile the home-stay marae on our own campus is aimed at providing the students
with the experience of being Tangata Whenua of a marae in a lived sense.
A key purpose of these Noho Marae workshops is to advance the students’
awareness of Māoritanga because for many of our students, Māori make up a proportion
of their ‘client’ base. Also we choose to visit two marae in order to reinforce the
understanding that ‘Māori’ is not always an appropriate collective noun to describe the
indigenous people. Rather we encourage the view that Ngā Iwi o Aotearoa may be a more
fitting descriptor because its usage requires an avoidance of cultural assumptions. This
means that the students cannot learn just one Tikanga and then believe they ‘know how it
is done’. We teach two Tikanga so that they appreciate the differences between the Iwi
and also the process by which Tikanga is acquired and learnt. Our trainees too come from
diverse backgrounds and have diverse needs, and we view this as an asset rather than a
problem.
The clinical nature of our profession requires us to teach skills as well as theory
hence there is a practical approach to our teaching. However the Noho Marae teaching
method shifts the emphasis much more towards learning by doing (Gibbs, 1988). We
endeavour to build bridges between ideology and practice by performing the practical
task of weaving kete.
The inclusion of the practical act of weaving is a means of exploring the metaphor
of Counsellors as Kaiwhiriwhiri or weavers. 2 However the practice of weaving often
seems to be to be too far removed from the issues of decolonialism. It has been difficult
in the past to make the link between what we are doing and why we are doing it. One
year I hoped that by using harakeke in its freshly cut form rather than plastic pre-cut
strips, the spiritual aspects could be more deeply experienced. The tikanga and karakia
that preside over the collecting and preparing of harakeke for weaving, plus the protocols
for weaving and gifting, would provide a more effective platform for the transmission of
ideas and the inclusivity of spiritual facets to our work and relationships.
2

"In 1991 the New Zealand Association of Counsellors received its Māori name “Te Ropu Kaiwhiriwhiri
O Aotearoa”. This broadly translates as: The Weaving Group of Aotearoa. Weaving is used in a figurative
sense meaning the combining together of various elements into a whole, i.e. making the whole person,
drawing “ideas” or “threads” together. The name was suggested by Mr. Don Ngawati and approved by the
reverend Sir Kingi Ihaka of the Māori Language Commission” (NZAC, Handbook, 1991).
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Combining the thread which is spirituality has been a demanding challenge,
compounded by the essentially aspiritual material we used for the weaving. In the early
years of our programme this weaving was done with a plastic box-strapping material and
this was useful in terms of its ability to be easy to shape, of uniform consistency, water
proof and frequently used for making very purposeful, attractive and utilitarian baskets.
The short coming of the material was its diminished spiritual presence and fell short of
our belief in Te Whare Tapa Wha models of education (M. Durie, 1989), which includes
spirituality as a feature which comprises the whole. I wish to pay more than just lipservice to holism by healing any rifts between my teaching intentions and the learning
outcomes.

Exploration of my personal position
I hold the view that honouring the Tiriti O Waitangi is paramount.

This view is

part of a range of beliefs that I have come to see as pivotal for my continued and ethical
residence in Aotearoa New Zealand. It is my belief that there is an imperative for me to
learn Te Reo Māori; that tinorangatiratanga was awarded to Nga Iwi o Aotearoa in Te
Tiriti and this pledge needs to be upheld (Kawharu, 1989); that the suppression of the
practices of Tohunga was equivalent to the Medieval act of witch hunting and has caused
a malaise in Māori society by denying the populace a means of healing whilst providing a
source of sickness (Walker, 1990); that only the open discussion of the issues of
colonisation and what post-colonialism might be evidenced by, is going to advance the
changes necessary to offset the racism and prejudice that marginalises Māori (Metge,
2001); that until this principled power imbalance is rectified no true movement to
establish Multiculturalism can exist that does not further marginalise Māori; that it is the
duty and obligation for all signatories and their descendants to honour Te Tiriti in words
and deeds.
For those trainees who don’t see many or indeed any Māori ‘clients’, I still have the
view that our trainees are living and working in Aotearoa and need therefore to be aware
of the struggles Māori have had and continue to experience in gaining rights of control
and recognition that were afforded them in Te Tiriti (Kawharu, 1989), and those rights
that have not been upheld in the years subsequent to the signing (Walker, 1990).
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During the ongoing practical counselling work that our trainees perform in their
communities we require students to actively continue to make links with Māori. My
lecturer position makes it possible and necessary for me to do this as well and I continue
to meet with Māori in various work related capacities as well as friendships throughout
the year. Sometimes I will receive cultural consultation or supervision and at others I
engage in dialogue so as to engage services for the following Noho Marae. The actual
arrangements for what is presented and how, is an interesting example of biculturalism in
practice and an opportunity for me to practice what I teach. It is also important that the
people who contribute their time and energy to the marae stays do so confident that they
have experienced a process that nourishes their mana (Mead, 2003).
I do not want to buy into the deficit theory that all Māori are irreparably damaged
by colonialism and that we, non-Māori should feel terrible for this. Such an approach
appears to disempower and discourage our trainee counsellors from being change agents
in society, whilst also diminishing the many attributes of Māori. On the other hand and
concurrent with this belief, if I diminish the severity of the negative impact colonialism
had on Māori people then I perpetuate an injustice (Consedine & Consedine, 2001).
Somewhere we have to find a balanced approach that alerts Pākehā and Māori to
the issues; encourages them to take ownership about what they can and cannot change
about themselves, their workplaces or societal practices (Lee, 2007); to learn the politics
of oppression (Hireme, 2002); to identify the social constructionism (Bourdieu &
Passeron, 1977) that reduces their choices and manipulates them into agents of a state,
which some experience as oppressive; and develop ourselves as bicultural citizens of
Aotearoa New Zealand. Such learning aims to decolonialise our counselling practice and
to assist in the acquisition of post-modern practices in counselling. Such philosophical
aims and considerations exist within a binary of the theoretical and the practical and the
two are conjoined. The difficult part is perhaps getting the balance point right between
the two. The organisation and running of a marae stay contains all of these challenges and
issues.

The programme
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There are four workshops (each of two weeks duration) during the two year training
programme. The first and third workshops, contain the Noho Marae, and seek to achieve
a greater familiarisation of the non-Māori students with Māori protocols, practices and
beliefs. To differing degrees this means challenging the students’ awareness of their
cultural encapsulation and worldview. The programme takes the view that much of the
learning environment aims to achieve praxis (Freire, 1970) rather than solely theorising,
and so the practical nature of the Marae based learning takes on the characteristic of
learning by doing (Gibbs, 1988).
We are very fortunate to have an on-campus Marae, ‘Te Kupenga o te Mātauranga’
in which we base our training workshops. Established in 1980 for the express purpose of
assisting Māori and Pākehā to experience marae based ‘living knowledge’ the marae
provides a place of sanctuary and bi-cultural learning (Palmerston North College of
Education, 1991). At the commencement of their studentship the manuhiri trainees are
welcomed onto the marae by the staff and second year students as Tangata Whenua. This
powhiri takes place on the first day of the workshop and is the beginning of the practical
skills based training component of the students’ postgraduate counselling qualification.
The planning of the events for a Noho Marae usually begins in September of the
previous year. This planning happens earlier when a distant Mārae has to be found, and
negotiated. Though in part there is no start date for the planning for the next noho rather
it is an ongoing experience of being in relationship with Māori for which certain points in
time become decision points. It is important that Māori present their own narrative and so
each year a local Kaumatua will provide a history of the Marae and the area from a
Tangata Whenua perspective; an introduction to Ngā Kete Mātauranga and the
responsibilities concurrent with counsellors being conferred the title Kaiwhiriwhiri
(Lang, 2006); and the gifting in 1993 of Ngā Kete Mātauranga by Pita Sharples to the
NZAC (Lang, 2004b).

Structure of the Noho Marae
The nature of the programme is evolving but of late the preferred structure requires
the students to work together in four small (approx. 8 people) groups, made up of both
first and second year students. Each group is responsible for a task on a rotation basis,
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and three groups make one of Ngā Kete Mātauranga, whilst the fourth group act as
Kaitiaki guardians of the marae and over see the food related tasks and the collection of
Koha. The spiritual dimension is furthered by the task for the Kaitiaki group to collect
two stones, which act as carers for Ngā Kete and their makers during the fabrication,
gifting and the Kete’s future residence on the marae. This care-giving symbolises the
students’ own task of being Kaitiaki; a responsibility that is entrusted on them by the
other students.
Te Powhiri – the welcome
The students begin their skills training by being welcomed onto the Marae in a
formal powhiri. The staff and second year students as Tangata Whenua welcome the first
year students (and any new staff) as manuhiri. The new students practice a couple of
waiata to sing in support of those who are to speak on their behalf. Our marae is a
bilingual marae but speakers usually do what they can to korero Māori. After the Hongi
we eat food and once the dishes are cleared away we convene in the main classroom and
we begin with a Karakia "Nga mihi o te ra ki te whanau e hui mai nei. Kia tau te
rangimarie, kia whakanui tatou me nga mea e whakapono ana tatou – welcome, may we
come with peace in our hearts, respect for each other, and learn to develop trust between
us" and so the training programme commences.
Te mihimihi
Part of the first year students’ portfolio tasks, to be completed later in the year when
students are back in their home work placement settings, is to compile and submit a
mihimihi. This whakawhānaungatanga is an essential part of any hui. I reflect on this in
my journal…
“My waka used to be whitu wha whitu or 747, but then having experienced
critique for being potentially flippant I began to use “Ko Endeavour toku
waka”, as the Endeavour had undoubtedly brought the British to these shores
but not exactly my forebears. Then after conversation with [a kaumatua] I
began to use “Ko Te Tiriti O Waitangi toku waka, heoi ano ko Tangata Tiriti
ahau” [The Treaty of Waitangi is what brought me here and so I am a person
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of The Treaty]. Through this I aim to build up some understanding with the
students of how the mihimihi evolves, what its purposes are, when it can be
used, and what the various stages might mean for a non-Māori person. We
invariably discuss whether we need to speak in Te Reo or in a person’s first
language or in English.” (Lang, 2006-7)
My teaching of Māoritanga was initially awkward for me. I asked myself and others
“who am I to teach another ethnic group’s culture?” This is a recurring theme and began
for me in 1990 when I taught in a secondary school bilingual unit. After much cultural
consultation on this issue, I currently feel able to promote Māoritanga as a description of
how I attained the learning, with provisos along the way that alert students to my own
limitations, and the problems inherent in this.
We discuss in small groups what the terms ‘my Mountain, my river, my people, my
place’ et cetera, might mean for each of us. We then come back into a plenary session to
talk about what they have discovered and to explore any questions they might have. This
discussion carries on throughout the workshop and students are encouraged to keep the
discussion alive once they return to their communities.
Te timatanga
On the first morning the students and staff arrive with their bedding and sleeping
‘gear’ ready for the Noho. Our Kaumatua greets us on to the Marae and we give our
mihimihi. Seated on our mattresses around the room we go round the room starting by the
entrance and each person takes a few moments to introduce themselves. The preparation
done by the new students on their mihimihi plus the work done by the second year
students in the previous year means that they are all warmed up to the task. Many speak
in Te Reo Māori; some in their first or favoured language; some in both. As we share our
stories we develop a greater awareness of who we each are and how we are related. What
we share and what makes us distinct becomes known. This opportunity to use our
mihimihi develops a greater understanding of why it is so valuable to create linkages
between people.
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Tikanga
Our Kaumatua describes the role of Tikanga, how it was and how it is for Māori.
He talks of the making of this Marae and the Tikanga of its ongoing maintenance. He
gives the history of its inception and the unique role that it plays for the life of our
students and staff. He explains the role and meaning of tapu in relation to the meeting
house and the ceremonies conducted there, and how ceremonies require the consumption
of food in order to lift or remove tapu and move proceedings to a state of noa. After a
waiata and a food and drink break, the Kaumatua shows some of the students how to
make a kete and they in turn show others and the weaving begins. This process reinforces
the passing on of knowledge as a teaching tool in itself.
Mahi
The groups of students making kete are also assigned tasks of cooking and cleaning
on a roster. They all take turns in preparing the food, tidying away afterwards and
keeping the Marae complex clean and tidy. The Kaitiaki oversee these groups and usually
with very little or no resistance the jobs are done. We have a whakatauki to accompany
this action - Ma whero ma pango ka oti te mahi – together we can get things done.
Te whanau marama – the night sky
In the evening, weather permitting, our Kaumatua leads us up to a local lookout
point and shares his knowledge of the night’s sky and local Māori history. The mixture
and blend of the night; shadows of torches; conversations and relationships in the open
air; and the korero of the Kaumatua fuses into a moving experience for me as I
journalled...
" when [the Kaumatua] tells the history of the social and geographical
formation of this area I am reminded of my own diminution of the past; how
I ‘put it behind me’ and ‘look to the future’, whereas for him the past is alive
and when he turns our focus up to the stars they appear like old friends he is
visiting unannounced. He helps me to feel a connection with the land the
people the past and the present that provides yet another thread in the
bicultural relationships we weave". (Lang, 2006-7)
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Te koha o Ngā Kete Mātauranga
The year we made Ngā Kete Mātauranga we concluded the noho marae by gifting
our woven baskets to the Marae. The kete were received by the Kaumatua and Kuia of
the marae. Beforehand a small group including myself, the Kaitiaki and the Kaumatua,
had some discussion about how the gifting ceremony might proceed, and then briefly I
welcomed the Kaumatua and Kuia to this ceremony and handed over to the Kaitiaki to
run the koha. One of the Kaitiaki spoke of the origins of descriptors of knowledge going
back to the great philosophers of Greek and Roman traditions, and how the advent of
dualism had marginalised the holistic nature of Māoritanga. This student group recalled
how their attempts as Kaitiaki to understand the Māoricentric structuring of knowledge
concepts, had interacted and intersected with their own beliefs and had led to greater
understanding and appreciation. The Kaitiaki group had sought to be inclusive of the
broad range of spiritual beliefs that existed amongst the Kaitiaki and that this pursuit of
collectivity had been a guiding theme for them in their determining of a process by which
to search for and find two guardian stones. The Kaitiaki group then brought forward the
first of two stones, a large grey boulder of Greywacke. This was passed to the Kaumatua
who blessed the stone to acknowledge its receipt and the Kaitiaki sat by his side whilst
the three groups came up in turn and proudly gifted their kete. Each kete was highly
distinctive and had been woven with great care and attention. Lastly the Kaitiaki gifted
their second Kohatu, an igneous rock, dark and crystalloid and very different to the first.
The Kaumatua made special mention of this rock’s strange occurrence so far from
whence it must have been formed and pledged to enquire with geologists as to how it
might have come to be lodged in the river bank where it was found. As we had begun so
we ended with a Karakia and the waiata ‘Te Aroha’.
Poroporoake
We close our Noho Marae with a thank you to the guardians that have made this
Marae possible, and a round of Karakia and profound/moving sayings from any of the
students and staff who choose to speak. I use the term ‘guardians’ as an amorphous,
inclusive and broadly applicable term. For me there is much relief and tension in these
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‘endings’. I know I struggle with my own spiritual beliefs and I believe others do too. As
we stand in a circle at the close there is a sense of togetherness but also of separation. We
may have learnt to experience each other differently; we have also learnt through our own
honesty what divides us. As we say our concluding comments and some choose a
religious message I need to allow their belief to coexist alongside my own despite the
different ontological positions that each experiences and holds.

Reflections
One of the advantages of the programme is that although we have start times for
events so that students know when they need to be somewhere, there are no set end times.
This arrangement is in response to previous years where students have wanted there to be
some times during the noho that were flexible times where they could do their own
‘stuff’. This timetable flexibility also means that we can be in the presentation till it is
complete rather than having to cut it short. This raises the issue for counsellors of the role
of the therapeutic ‘hour’ which is the standard model for the duration of a counselling
session. Many Māori along with some non-Māori may prefer to let a ‘session’ run and
allow more flexibility around ‘finishing’ times.
The year we chose to use ‘live’ harakeke in the weaving process had a profound
effect on the Noho Marae. In previous years I have been concerned that the
considerations of the issues pertaining to Māori were too contained within the boundaries
of the two days. My concern was that the experience might not be taken back to their
workplaces for this reason. The use of harakeke made us go outside of the usual
containment of the two days by requiring us to collect and prepare it before the Noho.
Also the tikanga surrounding the correct use of harakeke increased the mauri and spiritual
significance of the gifting and encouraged us to be adaptable (Pendergrast, 1987).
The inclusion of Kaitiaki roles meant that the students experienced much greater
autonomy. This was valuable for them and also a relief of a duty for me. I was pleased
that I had managed to delegate these roles and was able to remain an overseer in the
background as a resource person for the students to bounce ideas off and to obtain
sanction, where necessary.
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Ngā Kete Mātauranga worked to explore the metaphor of counsellors as weavers
but really their job has only just begun. What is now required is for them to remain vital
by being included in our discussions and ceremonies so that their contents continue to
grow as the knowledge and awareness of the students grows. The extent to which these
parallels are drawn between the metaphor and the practice will remain an ongoing
challenge of biculturalism for the staff and the students and for me.

Concluding comments
Biculturally we operate in an unusual circumstance of having a marae as our
teaching space. This marae is managed using Māori Tikanga within a tertiary setting
which has other culturally prescribed constructions (Kelsey, 1990). We, the people in the
system, exist within both of these structures and seek to find what personal and group
agency we can within those combined and ‘nested’ structures. I use the term ‘nested’
with concern that where the indigenous structure operates within a colonial structure the
indigenous structure has its agency reduced (Bell, 2006). At the same time the dominant
structure can choose whether and how to engage with the subaltern, culturally
encapsulated culture. The decolonised system exists within the colonial system, and only
by the individual and group actions of those working within these structures can the
power relationships be observed, made visible and be deconstructed. Our skills of metaanalysis acquired as part of our counsellor training are employed to examine ourselves as
we operate within these constructions, and a form of consciousness raising is enacted
(Freire, 1970).
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Kaitiaki -

Guardians

Koha

Gift or payment

-

Harakeke

-

Horoi

clean

-

flax

Kai

-

food

Kaumatua -

male elder

Kaikaranga -

caller on a Marae

Kaupapa

-

purpose

Kete

-

basket

Hongi

-

a greeting achieved by sharing breath whilst touching noses

Mahi

-

work

Mana

-

power, influence

Marae

-

Meeting ground

Manuhiri

-

Māoritanga-

Māori culture

Mātauranga-

knowledge

ngā

more than one

-

Visitor

ngā iwi o Aotearoa - tribes of NZ
noa

-

free from tapu

Noho Marae-

Marae sleep-over

Pākehā -

non-Māori,

Pepeha -

introduce oneself

Poroporoake-

closing ceremony

Powhiri -

Formal welcome

raua ko -

and [people]

tapu

sacred, forbidden

-

Tauiwi -

foreigner;

Te Reo Māori- Māori language
Te timatanga-

the beginning

Tiriti O Waitangi-the Treaty of Waitangi
Te wero -

challenge
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Tikanga -

custom; rule; principles; obligations

Whakatau

-

Informal welcome

Whakawhānaungatanga – developing relationships
Waiata -

song

Whanau -

family

Whaikorero

-

a speech of welcome on the Marae

Whetu

-

stars

Te koha o ngā kete me ngā kohatu ki te Marae – the gifting of the Baskets and the
Stones to the Marae
Te Kupenga o te Mātauranga Marae - literally The Net of Knowledge Meeting
House
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Abstract:
Professional experience (practicum) in initial teacher education continues to be a very
challenging area in which to work in Australian universities, given the multiplicity of
political, professional and economic issues surrounding professional placements. The last
decades have seen a myriad of responses to these issues and resulted in changes in how
professional experiences are conceptualized, structured and supervised. This presentation
focuses on how the Bachelor of Education (primary) at the University of South Australia has
been reconceptualised around the notion of learning communities. The following structural
changes will be discussed:
•
•
•
•

Professional experience course teams;
Clustering in school sites;
Liaison/site model of support;
Learning Circles.

The presentation draws on data from surveys, student and school co-ordinator evaluations
and document analysis to provide insights about the move to a learning communities model
of professional experience. It is our contention that framing professional experiences around
the notion of learning communities has the potential to support pre-service teachers to work
with their peers and mentor teachers in more collegial and reciprocal ways. We believe that
such changes are necessary if teachers of the future are to participate effectively in learning
communities, both throughout their pre-service experiences and continuing throughout their
careers. Current research demonstrates the centrality of schools developing as professional
learning communities (McLaughlin, 1997, Day, 1998; Peters, 2001; Senge et al, 2001,
Ewing, 2002) if teachers are to sustain their professional growth.
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Abstract

Current literature on computer use has been concerned with existing attitudes and
antecedent variables, but rather limited research has been published on actual computer
performance and cognition with standardized measures. This study was to address whether
the gender-related differences along with enrolled program and level differ in the multiple
aspects of computer performance, including computer fundamental, key applications, and
living online. A sample of 185 university students was randomly sampled and arranged to
take a standardized assessment on computer performance. Results show that gender-specific
differences exist in all three aspects of computer performance. In terms of grade level,
differences were found in the aspect of Computer Fundamental and Living Online. The
variable of enrolled program (i.e., Day program, Evening program, Weekend
program/Continuing education) differs exclusively in the computer fundamental aspect.
Discussion and implication were further discussed.

Keywords: digital literacy, gender, standardized testing and assessment
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1.

Introduction

The digital divide is a worldwide issue, and its manifestations are apparent to see
(Cooper, 2006). Although much of the research has been conducted in the United States,
data from other nations show a similar phenomenon such as to students in Japan and Swiss
(Makrakis & Sawada, 1996), adolescents in Canada and China (Collis & Williams, 1987),
undergraduates in Iran (Shashaani & Khalili, 2001), in United Kingdom (Henwood, 1999),
and in Canada (Collis, Kass, & Kieren, 1989). In amidst of the college levels, females are far
less likely to graduate with degrees in IT fields and, quite frankly, enjoy interacting with
computers less than men do (Mitra, Lenzmeier, Steffensmeier, Avon, Qu, & Hazen, 2001). In
high school, females have lower likelihood to take technology-related courses (Pinkard,
2005). Having that considered, the phenomenon leads us to taking into consideration of
potential factors. With regard to equity of Internet access which could have confounded the
results, Wasseman and Richarmond-Abbott (2005) confirmed no gender variation in access
to computer and Internet except in rural locations in which African Americans and rural
residents tended to have lower levels of access. The consequences were resulted from higher
costs of access in rural areas as well as the level of choice of provider. In addition, they also
found racial disparity in access due to educational disadvantages suffered by African
American in American society. In Francis’ survey to 378 undergraduates in 1994, she
concluded no gender differentiation with respect to computer anxiety, computer liking, and
confidence about use of computer. Shashaani (1997), in her investigation to 202 college
students, found no significant gender differences in their perceived usefulness of computers.
Nonetheless, many empirical studies have devoted to knowing interrelationship among
computer access (e.g., Sølvberg, 2002), computer use (e.g., Imhof, Vollmeyer, & Beierlein,
2007), computer attitude (e.g., Shapka & Ferrari, 2003; Schumacher & Morahan-Martin,
2001; Whitely, 1996; Young, 2000), and computer performance (e.g., McIlroy, Bunting,
Tierney, & Gordon, 2001; Varank, 2007). Use of self report tends to be a frequent strategy to
collect self-perception on those constructs. It might be adequate for personal perception on
computer access and use, or related attitude scales. When it comes to a computer
competency and performance, performance assessments carried out via self-developed
measures seem appropriate for classroom use, but not quite in a large scale of study. Use of
self-developed measures tends to be difficult to account for differences in various
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dimensions, i.e., educational culture across schools, variances of given curriculum across
schools, differences in teaching style, which could affect grading to some extent (Kuncel &
Hezlett, 2007), become difficult to interpret, and have its limit on generalizability in view of
accountability.
Current literature on computer use has been concerned with existing attitudes and
antecedent variables, but rather limited research has been published on actual computer
performance and cognition with standardized measures. Although it can be taken for
granted that the use of computers has pervaded most of the modern professional and,
substantially, personal spheres, a number of issues still need to be clarified (Imhof,
Vollmeyer, & Beierlein, 2007). Those who are low in socioeconomic status (SES) have been
slower to use both computers and the Internet (Bikson & Panis, 1997). Tapscott (1998)
stated that the issue is not just state-of-the-art technology access, but rather whether
growing divergence in technology fluency, motivation, and opportunities to learn may lead
to a “two tiered world of knowers and know-nots, doers and do-nots” (p. 256). Not all
demographic groups have participated in the information revolution (Schumacher &
Morahan-Martin, 2001).
The purpose of this study was to learn deep down about the specifics of computer
performance (i.e., computer fundamental, key application, living online) by undergraduate
students in suburban area. In particular, the research question was addressed.

(RQ) Are there differences in knowledge acquisition of computer literacy (e.g., computer
fundamental, key application, living online) in terms of gender, enrolled program, and
grade level?

2. Method

2.1. Participants

One hundred eight-five college students majored in information technology from a
suburban area participated in this study. There were 98 males (53%) and 87 females (47%).
The participants ranged in grade level from freshman, sophomore, junior, to senior, and the
ratios were 54.1%, 16.8%, 20.0%, and 9.2%, respectively. The majority of the participants
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(66.5%) enrolled in Day Program, in which classes were entirely scheduled between 8 am to
5 pm during weekday. Next was Weekend Program/Continuing Education (21.6%), in which
classes were arranged on weekends only and the students were full-time employed. The
participants in Evening Program (11.9%), per se, attended classes in the evening hour during
weekday, and majority of them were full-time employed and in low socioeconomic status
(SES). Forty percent of the participants in Evening Program applied for student loan, as
opposed to 15% in Day Program and 2% in Weekend Program/Continuing Education (see
Figure 1).

Figure 1
Demographic background of the participants

2.2. Procedure and Standardized Measure
The participants were randomly selected to participate in this study. The proportions of
each demographic pool were coherent to represent the population of interest. The
participants were asked to take three standardized tests on computer performance, one test
per week in a row. A set of three standardized tests were based on the Internet and
Computing Core Certification (IC³®) by Certiport TM. The tests were computer-based and 45
minutes. The registration fees of the tests were waived for the participants who were low in
socio-economic status.
IC³ validates basic knowledge and ability to exercise computer fundamental, office
application, and the Internet productively. Each of the tests covered one dimension of
computer performance. The content validity for each was shown in Table 1.

Table 1
Content validity of the Internet and Computing Core Certification (IC³®)
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Computing Fundamentals

Key Applications

Living Online

Computer Hardware

Common Program Functions

Networks and the Internet

Computer Software

Word Processing Functions

Electronic Mail

Using an Operating System

Spreadsheet Functions

Using the Internet

Presentation Software

The Impact of Computing &

Functions

the Internet on Society

2.3 Statistical Analysis and Coding Scheme
A simultaneous regression analysis examines effects of all predictors that are
simultaneously in a model, while a hierarchical regression analysis examines the
relationship between outcome and a predictor variable after previous sets of predictors have
been linearly partialled from both. Several principles can help researchers decide the
hierarchical ordering of adding predictors into a model, such as the removal of spurious
relationships, research relevance, and structural properties of the research factors being
studied (Cohen & Cohen, 1983; Pedhazur, 1982).
In order to perform a hierarchical regression analysis, we convert the variable of
program into two dummy-coded variables with Day Program as the reference group. One
dummy-coded variable numerically defines Evening Program as 1 and Day Program as 0.
The other dummy-coded variable defines Weekend Program as 1 and Day Program as 0. The
variable of grade is converted into three dummy-coded variables with freshman as the
reference group. One dummy-coded variable defines sophomore as 1 and freshman as 0.
Another dummy-coded variable defines junior as 1 and freshman as 0. The other
dummy-coded variable defines senior as 1 and freshman as 0. In a hierarchical regression
analysis, we add those two dummy-coded variables of “program” at the first level, those
three dummy-coded variables of “grade” at the second level, and the dichotomous variable of
gender (i.e., 0: female; 1: male) at the third level. We intend to first partial out differences of
students’ programs and differences of grade levels to see if there still exists a significant
relationship between student gender and their performances.

3. Results
3.1 Computing Fundamental (CF)
As shown in Table 2, there were significant differences among students’ performance in
Computing Fundamental (CF) associated with gender, program, and grade, but the
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differences were generally small with effect sizes of .06 or less. Male students demonstrated
better performance than female students. Students in Day Program demonstrated better
performance than those in Evening Program. Freshman showed the least performance. Both
sophomores and juniors had performance that was significantly better than that of
freshmen.

Table 2
One-way ANOVA results about performance in Computer Fundamental as outcome variable
Groups
All students

N

Mean(SD)

Min

Max

181

779(120)

333

956

Gender
Males

97

800(106)

356

956

Females

84

754(130)

333

933

Program

Effect

Tukey

size

test1

F

p

6.74

.01

.04

6.46

.01

.03

Day Program

123

798(102)

356

933

a

Evening Program

19

708(109)

489

889

b

39

753(156)

333

956

a, b

Weekend Program/
Continuing Education
Grade

11.21

.00

.06

Freshman

97

747(136)

333

933

a

Sophomore

30

813(90)

533

933

b

Junior

37

824(74)

600

933

b

Senior

17

800(101)

578

956

a, b

1For

Tukey test results, groups that do not share the same letter have statistically different

scale scores.

In addition, we examined effects of all predictors simultaneously in a regression model
and explored the relationship between outcome variable (i.e., students’ performance in
Computer Fundamental) and gender after previous sets of predictors (i.e., two
dummy-coded variables for program at the first level and three dummy-coded variables for
grade at the second level) have been linearly partialled from both. In view of the low
statistical power in small sample sizes from certain groups of students (e.g., Evening
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Program or juniors), we chose .10 as our critical alpha level in the regression analyses. As
shown in the following Table 3, the hierarchical analysis showed that there were significant
gender differences among students’ performance in Computer Fundamental after
controlling students’ differences in programs and grades. Male students demonstrated better
performance than female students. In the simultaneous analysis, students in Day Program
demonstrated better performance than those in Evening Program. Juniors demonstrated
better performance than freshmen.

Table 3
Summary of multiple regressions with performance in Computer Fundamental as outcome
variable

Simultaneous Analysis
Variable

B

SE B

β

Hierarchical Analysis
R2 Change

Program
Evening vs. Day

-59.83

30.53

-.15*

Weekend vs. Day

-17.92

23.52

-.06

Grade
Sophomore vs. Freshman

42.62

26.66

.13

Junior vs. Freshman

52.58

24.95

.18*

Senior vs. Freshman

35.71

30.80

.09

31.82

17.59

.13*

Gender

F Change

.06

F (2, 178) = 6.08*

.04

F (3, 175) = 2.56*

.02

F (1, 174) = 3.27*

Note. *: p<.10

3.2 Key Application (KA)
As shown in Table 4, there was no statistically significant difference among students’
performance in Key Application associated with grade. Male students demonstrated better
performance than female students. Students in Weekend Program demonstrated better
performance than those in Day Program and Evening Program.

Table 4
Summary of One-way ANOVA results about performance in Key Application as outcome
variable
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Groups
All students

N

Mean(SD)

Min

Max

113

775(121)

333

933

Gender
Males

65

796(105)

400

933

Females

48

747(137)

333

933

Program

Effect

Tukey

size

test1

F

p

4.62

.03

.04

3.70

.06

.03

Day Program

86

768(121)

333

933

a

Evening Program

6

655(141)

400

800

a

21

838(81)

600

933

b

Weekend Program/
Continuing Education
Grade

1.77

.19

.02

Freshman

44

772(125)

333

933

a

Sophomore

27

750(150)

400

933

a

Junior

29

776(101)

578

933

a

Senior

13

837(60)

733

933

a

1For

Tukey test results, groups that do not share the same letter have statistically different

scale scores.

As shown in the following Table 5, the hierarchical analysis showed that there were
significant gender differences among students’ performance in Key Application after
controlling students’ differences in programs and grades. Male students demonstrated better
performance than female students. In the simultaneous analysis, students in Weekend
Program demonstrated better performance than those in Day Program, and students in Day
Program demonstrated better performance than those in Evening Program.

Table 5
Summary of multiple regressions with performance in Key Application as outcome variable

Simultaneous Analysis
Variable

B

SE B

β

Hierarchical Analysis
R2 Change

F Change
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Program
Evening vs. Day
Weekend vs. Day

-108.85

49.88

-.20*

57.84

31.42

.19*

Grade
Sophomore vs. Freshman

-18.71

31.11

-.07

Junior vs. Freshman

-.40

30.60

-.00

Senior vs. Freshman

46.18

37.23

.12

40.85

23.09

.17*

Gender

.11

F (2, 110) = 6.46*

.03

F (3, 107) = 1.12

.03

F (1, 106) = 3.13*

Note. *: p<.10

3.3 Living Online (LO)
As shown in Table 6, there was no statistically significant difference among students’
performance in Living Online associated with program. There were significant differences
among students’ performance associated with gender and grade. Male students
demonstrated better performance than female students. Seniors demonstrated better
performance than sophomores and freshmen.

Table 6
Summary of one-way ANOVA results about performance in Living Online as outcome
variable

Groups
All students

N

Mean(SD)

115

784(83)

Min

Max

83

489

Gender
Males

63

807(58)

58

644

Females

52

757(99)

99

489

Program
Day Program
Evening Program
Weekend Program/
Continuing Education
Grade

Effect

Tukey

size

test1

F

p

11.56

.00

.09

2.55

.11

.02

86

780(83)

83

489

a, b

5

707(116)

116

600

a

24

817(61)

61

644

b
12.70

.00

.10
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Freshman

47

767(98)

98

489

a, c

Sophomore

26

758(82)

82

556

a, c

Junior

28

806(48)

48

667

a, b, c

Senior

14

849(22)

22

800

b

1For

Tukey test results, groups that do not share the same letter have statistically different

scale scores.

As shown in the following Table 7, the hierarchical analysis showed that there were
significant gender differences among students’ performance in Living Online after
controlling students’ differences in programs and grades. Male students demonstrated better
performance than female students. In the simultaneous analysis, students in Weekend
Program demonstrated better performance than those in Day Program. Both juniors and
seniors demonstrated better performance than freshmen.

Table 7
Summary of multiple regressions with performance in Living Online as outcome variable
Simultaneous Analysis
Variable

B

SE B

β

Hierarchical Analysis
R2 Change

Program
Evening vs. Day

-58.24

35.42

-.14

Weekend vs. Day

37.64

19.33

.19*

Grade
Sophomore vs. Freshman

-11.28

20.38

-.06

Junior vs. Freshman

33.78

19.82

.18*

Senior vs. Freshman

68.14

22.99

.27*

39.63

14.61

.24*

Gender

F Change

.07

F (2, 112) = 4.36*

.13

F (3, 109) = 5.91*

.05

F (1, 108) = 7.36*

Note. *: p<.10

4. Interpretation and Discussion
This study found that students in Day Program demonstrated better performance than
those in Evening Program in terms of knowledge of hardware, software, and operating
system, which of those were measured in Computing Fundamental (CF). In use of word
processing, spreadsheet, and presentation tools categorized as Key Application (KA),
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students in Weekend Program demonstrated better performance than those in Day Program,
and students in Day Program demonstrated better performance than those in Evening
Program. Interestingly, students in Weekend Program demonstrated better proficiency than
those in Day Program in knowledge of network, use of e-mail, use of the Internet, and
knowledge of literacy on computing society. As compared to those in the other two groups,
the participants in the evening program have lower socioeconomic status and work full-time
in unrelated IT fields during the day. On the other hand, the majority of those enrolled in the
weekend program have full-time jobs in related IT fields. It is suggested that there is a
dynamic at work through which males can appear as a new ideal ICT worker with more ease
than women, despite the fact that women are more often associated with social and
emotional skills (Kelan, 2008).
In an investigation of computer anxiety to a group of grade 7, 9 and 11 male and female
students, King, Bond, and Blandford (2002) found that the gender facet revealed a small
measurable difference in computer anxiety between males and females as they were involved
in international educational measurement studies such as the Third International
Mathematics and Science Study (TIMSS) and the Program for International Assessment
(PISA). The results showed males have a likelihood of being more anxious than females. In
addition, there was a significant interaction between gender and grade with a reversal of
anxiety interaction occurring at about the grade 9 level. An investigation of the grade facet
indicated that grades 7 and 9 were measurably different in computer anxiety from grade 11.
We learned from King et al.’s study in secondary education that computer anxiety seems to
be a vital construct in terms of computer skills and performance, and which is associated
with another construct, grade level. In the hierarchical analysis, we concluded that juniors
demonstrated better performance than freshmen in knowledge of hardware, software, and
operating system, which of those were measured in Computing Fundamental (CF). Both
juniors and seniors demonstrated better performance than freshmen in Living Online (LO)
when it comes to knowledge of network, use of e-mail, use of the Internet, and knowledge of
literacy on computing society. In the domain of Key Application (KA), we did not find grade
level as a substantial factor in terms of using word processing, spreadsheet, and presentation
authorware.
Our study results showed that there were significant gender differences among
students’ performance in all three subscales after controlling students’ differences in
programs and grades. In Computing Fundamental (CF), males demonstrated higher
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proficiency than females in knowledge of hardware, software, and operating system. In Key
Application (KA), males demonstrated higher proficiency likewise than females in use of
common office programs such as word processing, spreadsheet, and presentation
authorware. Similarly in Living Online (LO), males tended to outperform than females in
knowledge of network, use of e-mail, use of the Internet, and knowledge of literacy on
computing society. Imhof, Vollmeyer, and Beierlein (2007) examined computer use and
computer performance in PowerPoint presentation. Consistent with our study findings, they
found that female students delivered an inferior performance on the Power-Point tasks,
which was seemingly partially due to the generally lower use of this program. They further
followed up a better understanding of why male students outperformed the female students
in the given task, and found that males used the computers more often for personal purposes.
The more time was devoted to using computers, the greater self-efficacy was cultivated to
improve performance as a consequence. Gender differences in attitude towards computer
technology tend to focus on several areas including males’ and females’ interest in
computers, their perceptions of computers, their level of self-efficacy, effects of prior
experiences, and their computer access (Shashaani & Khalili, 2001). Durndell and Hagg
(2002) further specified that the gender effect was aggravated by the facet that females
reported higher computer anxiety, which is considered a related but still separate construct.
Previous studies (i.e., Colley, 2003; Roy, Taylor, & Chi, 2003; Schaumburg, 2004)
examines computer-related gender differences in secondary education. Roy et al. found that
boys performed significantly better on gaining target-specific and target-related knowledge
than girls; in addition, boys retrieved more task-relevant information on an online research
task than girls. Regarding habitual use of computers, Colley observed that girls approached
computers as tools for accomplishing tasks, while boys approach them as technology for play
and mastery. As far as knowledge of standard software and standard Internet applications
were concerned, Schaumburg (2004) found that with explicit instruction, boys and girls
benefited at the same rate. However, without explicit computer instruction, boys
outperformed girls quite considerably in tests on general computer knowledge. In Cooper
and Weaver’s (2003) study at Princeton University to incoming college students about their
reactions to computers, they found the young females were far more unsure of their ability
with computers than the young men. The females also reported feeling significantly less
comfortable with computers than the men did, even though most of them had taken
computer classes in their high schools and more than 80% of them had taken higher level
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mathematics including calculus.
Schaumburg’s finding (2004) has corresponded to this study even at the college level
that male students demonstrated better performance than female students in the aspects of
computer fundamental, key application, and living online. Although girls’ interest in
computer applications has improved, girls continue to like the computer less than boys do,
and still use them less outside of school (Colley & Comber, 2003). The abovementioned
findings, from secondary to higher education, still keep up a correspondence with this study
that males tend to outperform females in specific domain. It remains open, however, if the
gender differences that have been reported here carry through to alternative context or to
alternative outcome-based assessment. Through lens of the standardized testing, we still see
gender differentiation in digital literacy.
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Abstract
Quality assessment and accreditation of a business school and its reputation
internationally have becoming increasingly tightly coupled. This is based on the belief
that quality accreditation enhances organizational capability in education delivery and
leads to overall quality enhancement. When seeking accreditation, European Quality
Improvement System (EQUIS) is often the first choice among the leading international
accreditation bodies. EQUIS is the preferred choice because of the detailed selfassessment pattern, peer review for assessment, and the extensive and regular feedback
process of the EQUIS model. The Indian Institute of Management Ahmedabad (IIMA,
India), on the path of its quality-focused strategy, has recently undergone the EQUIS
accreditation process. This paper describes characteristics of accreditation review, quality
indicators and impact of accreditation on business school(s). It also investigates the
mechanisms and processes of accreditation at IIMA, which is the premier business
education institution in India. This paper presents an overview of the process of quality
assessment and its impact on quality enhancement, and formulates an integrated
framework for quality, assessment, and enhancement. IIMA has become the first business
school in India to get EQUIS accreditation.
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ABSTRACT
Over the past 25 years, China has adhered to an economic model characterized by high
levels of pollution and power consumption, combined with low levels of efficiency. If
this trend continues, China will face an environmental meltdown -- one that will affect
the well-being not only of Chinese people, but that of every individual on the Earth. The
environmental education will play an important role in protecting the Earth. The
environmental protection was declared as a basic national principle of Chinese
government since 1983. Environmental education started right after “Cultural
Revolution”, when Chinese universities enrolled the first students into the major of
environmental Engineering in 1978. In the 1980s, more majors in the environment related
area were available for students. Later on, a wide range of majors related to
environmental science was established in Chinese universities. Today, more a hundred
colleges and universities, (including Beijing University, Qinghua University, the People's
University of China etc) have faculty or departments of, or majors in, environmental
studies. Over 200 institutions are able to award bachelor's degrees. Environmental
education should also encourage the public to participate in protecting the environment.
Improving the environment and harmony between man and nature means fostering an
environmental culture, raising awareness of environmental protection and building
an ecological civilisation. We must move from passive to active participation, using the
legal instruments the state provides to protect environmental interests and uniting against
behavior that damages the environment. The role of environmental NGOs should be
strengthened. The media should also increase their coverage of environmental incidents.
The Green China Forum and the China Environment Culture Festival and other activities
are held to provide knowledge about the environment to the public and guide their
discussions and participation in building a green home.
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Abstract
First time instruction of new courses often provides teachers valuable
opportunities for reflection. Goals and objectives may or may not be reached, despite
good intentions, and open-minded reflection can be an outstanding resource for the
professional educator attempting to provide his or her students with the tools needed for
success beyond the classroom. Reflective practices in this paper are intended to guide
future research instructors with the tools which will enable them to avoid potential
pitfalls, and provide them with the tools to successfully teach this type of course.

Keywords/Phrases
Common Core of Data, Data Mining, Data Analysis, Educational Research, Large-Scale
Databases,
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Background
Traditional academic research follows a pattern which includes problem
identification, development of a research hypothesis, data collection and analysis.
Problems associated with using the traditional research format include the need for
developing a survey instrument, ensuring that survey questions have validity and
reliability, accounting for the expenses associated with mailing out surveys, or
documenting the time and effort associated with conducting a telephonic survey. Further
effort includes the need to aggregate and transcribe received data then performing data
analysis. The principle objective of this course (CIED 5720 Introduction to Large-scale
databases) was to teach graduate students how to access and to analyze existing largescale databases available on compact disks and through sites on the Internet. The intent of
the instruction was provide graduate student researchers with the knowledge to access
large, representative databases across a wide variety of media and content areas. Through
this process, researchers would not be required to develop their own survey instruments,
contend with the difficulties of data collection, deal with limited response rates, or
manually input data into an electronic format for analysis.
Historically, training in large-scale database analysis (also known as data mining)
has been directed towards advanced undergraduate and/or first year graduate students,
such as the course developed and taught by Piatetsky-Shapiro and G. Parker of
Connecticut College, or the computer engineering and computer sciences and
mathematics courses designed and offered at the University of Louisville. Data mining,
also referred to as knowledge discovery, is a growing discipline which incorporates the
goal of developing new and unique methods of data exploration obtained from
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educational research. In more recent years, information technology consulting groups
such as GMRI have advocated the use of data mining for measuring accountability of
programs such as the No Child Left Behind Act (GMRI, 2007). This course was offered
in keeping with the GMRI approach of utilizing accumulated raw and/or weighted data to
address educational issues and to provide clearer assessment of educational practices
(Winters, 2006).
Definitions
Common Core of Data (CCD): A program consisting of fiscal and non-fiscal data
maintained by the National Center for Education Statistics.
Codebook: A list of specific variables designated for data extraction. Codebooks usually
consist of user selected variables, their definitions, and often a breakdown of responses
by participants. Some databases provide only a complete codebook, while others allow
the user to print out only those portions of the codebook as needed.
IEA Civic Education Study: A two-phase cross-national study conducted by The
International Association for the Evaluation of Educational Achievement (IEA).
TKB: Terrorism Knowledge Base, a database dedicated to monitoring and preventing
acts of terrorism throughout the world. Sponsored by the Memorial Institute for the
Prevention of Terrorism, Oklahoma City, OK.
National Household Education Survey (NHES): Study providing descriptive data on the
educational activities of the U.S. population.
National Longitudinal Survey of Youth 1979 (NLSY79): Longitudinal research study by
the U.S. Department of Labor’s Bureau of Labor Statistics. Initially comprised of 12,686
youth between the ages of 14 – 22, this survey was updated annually until 1994 when the
Bureau of Labor Statistics switched to a biennial basis.
Taglist: Grouped variables from a particular dataset used to extract research data from a
common research study.
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Goals and Objectives
Three specific goals were identified for this course. First, upon completion of the
course students would be able to recognize viable data sets from which to obtain data for
analysis. Secondly, students would be able to select appropriate variables from those
found within database codebooks and create taglists of those variables. Third, students
would be able to extract data from those datasets using program created syntax files and
analyze the data using SPSS® software. SPSS® was selected for use in this course since
many of the students had taken an initial research course but were as familiar with
another statistical software package, SAS®.
Targeted Audience
Initial expectations were that students for this course would primarily be drawn
from the College of Education. Intended for graduate students who had already
completed at least one research-oriented course, this course would be listed for Master’s
level students. No specific prerequisites were identified; however, students taking the
course were expected to have an understanding of basic research methods and statistical
analysis. Preference would be given to those students who had taken a formal statistics
course. Final enrollment consisted of 8 males and 3 females and a more complete
description of the students enrolled in the can be found in Table 1.
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Table 1.
Breakdown of Students Enrolled in Introduction to Large-Scale Databases

Number

Country
of Record

Program
Enrolled

Male

6

India

MIS

Male

1

Lebanon

MIS

Male

1

Female

1

India

MIS

Female

2

United States

Education

Gender

People’s Republic of China

MIS

Curriculum
The primary focus of the course was to introduce students to the principles of
large-scale database analysis research. This introduction was to be accomplished using a
layered instructional format so that each new concept was built upon the foundation
developed in the previous lecture and activity. The instructor never intended to include in
the teaching how to create such databases nor the management skills necessary for
maintaining these databases. Rather, students would be introduced to various databases,
primarily those created by the National Center for Education Statistics, Bureau of Labor
Statistics, Census Bureau, World Bank, and the Department of Justice. Specific databases
introduced throughout the course included the Common Core of Data (CCD), National
Household Education Survey (NHES), the 1999 IEA Civic Education Survey (CivEd),
the National Longitudinal Survey of Youth, 1979 (NLSY79), and the Terrorism
Knowledge Base (TKB) from the Memorial Institute for the Prevention of Terrorism
(MIPT). Upon learning the background and research interests of the students enrolled in
the course, the instructor modified the database selection list to include databases which
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were content area specific such as the National Assessment of Educational Progress
(NAEP), the Citizenship On-line Database, and the World Bank.
The curriculum was designed to introduce students to variable selection, a process
that requires researchers to have a basic understanding of how the databases were
developed, and what each variable means or represents. Students were introduced to
codebooks which are an integral part of the research database. Databases created and
managed by the Center for Education Statistics contain an electronic codebook which can
be downloaded either in its entirety, or which contains information specific to those
variables selected for evaluation and data extraction. Extraction of data can be done in
three different formats, one syntax file for analysis by SPSS®, another for SAS®, and a
third for STATA®. As previously indicated, the data analysis software used for this
course was SPSS® since this program was most familiar to the students.
Following initial introduction to the databases, a discussion of variable selection,
and ways in which the data extraction is conducted, students were introduced to the need
for modification of the syntax files to allow for the actual extraction of data in a usable
format. Generally, syntax modification was limited to the designation of a database file
path or by setting a limitation on extracted data by gender, ethnicity, or other
demographic determinates.
Once data has been extracted, the analysis process begins. Since it was initially
assumed that students would have had some background in statistics, but not necessarily
in electronic data analysis, introductory lessons in the use of SPSS® were provided for
the class. Designed as a three-week long intersession course, available class time was
limited and students were assigned to practice their SPSS® skills using datasets

2009 HICE Proceedings
Page 1712

downloaded by the instructor from the CivEd Survey outside of the regularly scheduled
times.
Assignments
Requirements for the course included six specific in-class assignments that were
to be completed and presented in a workshop format and one final project incorporating
the students’ research findings to be presented to the class at the end of the course. Initial
course introduction focused on providing students with a list of various databases
obtained from the National Center for Education Statistics, primarily the IEA Civics
Education Study (CivEd), and the National Household Education Survey (NHES).
Additionally, students were introduced to the National Longitudinal Survey of Youth
1979 (NLSY79). Following the initial discussions and activities, students were led stepby-step through downloading the Internet databases in zip file formats and installing them
on the computers within the instructional lab where the course was being taught.
Students worked in pairs to complete the assignments made accessible from a
Desire to Learn (D2L) website that had been established for the course. The first
assignment began with students brainstorming the development of a research question
that could be addressed through the use of the data from the CivEd survey. Once the
research question had evolved from the discussions, the students worked in pairs to select
pre-determined taglists of variables to address the research questions. Students then
selected additional variables and merged the two taglists into a single list to check for
appropriate syntax creation and data extraction.
The second in-class assignment familiarized the students with the National
Household Education Survey (NHES) and, using the same format as the first assignment,
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students selected a different research question to investigate. Rather than selecting a
previously created taglist, students were directed to create a new taglist from selected
variables, save the taglist, print out the new codebook, and extract files into an SPSS®
format for analysis. Once this was accomplished, students had to examine the syntax
statements developed by SPSS® and make corrections as needed. Corrections included
modification of syntax to reflect correct data location in memory. Students then executed
the run command in SPSS® and selected the analysis option(s) they wished to review. At
this time, student were also introduced to two SPSS® textbooks (SPSS Basics & How to
Use SPSS) from Pyrczak Publishing which they could use to reinforce their knowledge of
the data analysis capabilities of the program.
The third assignment was designed to familiarize the students with the Common
Core of Data (CCD) from the National Center for Education Statistics NCES). In the
past, the CCD was readily available on compact disk, however, recently the NCES has
placed the data files on the Internet and has made their datasets much easier to obtain.
As part of the actual assignment, students were directed to obtain information regarding
the number of students free and reduced lunches and student/teacher ratios. Students were
required to upload the data into SPSS® and run correlation coefficients analyses between
variables. To complete this activity successfully, students were introduced to determining
levels of significance relative to educational research. The fourth, fifth, and sixth
assignments were similar in scope; however, as the class proceeded, the activities became
increasingly more difficult, requiring students to also evaluate the databases for their
reliability, accessibility and content.
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The final assignment and presentation required students to locate a database
which had not been discussed in class and present ways the components of the databases
could be used as resources for additional research. Presentations made in pairs (with the
exception of one student who wanted to work alone) were developed on PowerPoint©
and detailed the information that they had obtained, the benefits or difficulties inherent in
using the selected database, and possible research questions that might be answered
through the use of the specific database. Additionally, the students were required to make
their presentations available to the rest of class for their own individual exploration and
use.
Limitations
In retrospect, several limiting points stand out which need to be addressed.
Foremost of these concerns centers on the various levels of understanding of basic
statistical analysis the students involved in the course demonstrated. The learning curve
would have been much less steep had the students previously taken a course preparing
them for using computer-based analysis tools such as SPSS®. Initially, this class was
offered as a Master’s level course, and knowledge of statistical applications was limited.
The students enrolled in the course were from the College of Education and the College
of Arts and Science. One student was a Master’s student in the College of Education, one
student was a doctoral student in the College of Education and the nine remaining
students were all Master’s students from the Management of Informational Systems
(MIS) department in Arts and Sciences. The MIS students were familiar with analysis
using the software package SAS®. Of the two College of Education students, the
doctoral student had already completed a statistics-oriented class and had little difficulty
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maintaining her level of understanding throughout the course. The Master’s level student
had considerable difficulties at first when trying to manipulate the syntax statements for
data extraction; however, to compensate for an initial lack of skills, this student spent
extra time going through SPSS® tutorials until she became proficient in modifying
syntax and selecting appropriate analysis tests. Since unusually excessive work was
required on her part outside of class, it is recommended that, in the future, this course be
specifically designated as a doctoral level course so the students will have taken
appropriate research courses as a prerequisite. The second limitation of this course was
that it was conducted during an intersession period between the end of the Spring
Semester and the beginning of the Summer Semester, a period lasting only three weeks.
Ideally the course should be offered during either the fall or spring semesters, providing
the instructor and students more opportunity to explore the various databases more
thoroughly.
The third limitation concerns the level of understanding the students the MIS
program demonstrated in what constitutes statistical significance in data analysis.
Additionally, since their background in statistical analysis software was limited solely to
SAS®, their trust in the analytical results obtained through use of SPSS® was
circumspect since they had not written the syntax program themselves, as they would
have done while using SAS®.
A fourth limitation which may have limited the positive results of the course was
related to computer lab access. Permission had been obtained in advance to teach the
course in a fully functional electronic computer lab and classroom complete with
authorized technical support. Each morning assistants from technical support were
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assigned to both open the lab and log the class on to the system. An integral component
of the course required that the students enrolled in the course be given the opportunity to
install the database software packages onto the computers prior to using them as part of
the required course assignments. Using a generic logon addressed the problem; however,
each day the students had to log off of the computers so no one could use the newly
installed programs without gaining pre-approved permission. Beginning with the first day
of class and extending throughout the entire 15 days of the course, it was necessary for
the instructor to physically go to the technical support office to remind the technical
assistants to open the lab and log the set of students onto the compute system. Out of the
total 15 sessions, not once did the technical support staff remember that they were
supposed to open and prepare the lab for instruction. The end result was that several of
the lecture-instructional workshops started later than scheduled, requiring the instructor
to provide less in-class instruction, and forced both the instructor and the students to
depend more and more on individualized lessons held after class and during the
instructor’s office hours.
Perhaps the greatest concern for the professor teaching the course was that a
majority of the students enrolled in the class did not come from the College of Education.
Nine of the eleven students enrolled in the College of Education sponsored course came
from the Information Management program. While the College of Education was very
supportive of the course, there were several discussions with the School Head revolving
around her desire that the majority of students taking the course should be enrolled in the
College of Education so tuition and fees would benefit her department instead of the
College of Engineering.
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The limitations discussed above suggest that prudence would dictate an extension
of the course timeframe, incorporation of more direct instruction in how to use SPSS®,
and, if possible, limit the course to those education students who have taken more than
just an introductory course in statistics. Extending these ideas toward the MIS students or
students not familiar with educational statistical analysis, it would be wise to spend more
time trying to get them to think in terms of answering specific research questions rather
than simply becoming data miners. These students had difficulty both with text mining
and interpretation of much of the data they obtained, and, on several occasions, indicated
that they felt the education-oriented data to be biased simply because the data were
obtained from educational resources and was not “pure” data such as that which might be
found within an engineering database. All-in-all, this course proved to be of integral
significance in providing graduate students with an additional resource in seeking data to
answer research questions.
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The adult population in today’s society is largely inactive, with a rapid decline occurring during
the college years. This creeping trend of inactivity in United States has attracted much research
attention. Hence, researchers globally and especially on college campuses have explored several
methods including self-report techniques, direct observation, heart rate monitors, activity
monitors, and accelerometers to monitor and enhance college students activity levels (Dale,
Welk, & Matthews, 2002). A simple counting device called a pedometer is another method
growing in popularity. Current research implies the use of a pedometer not only motivates, but
also promotes an increase in the amount of daily activity a person performs (Behrens, Hawkins,
& Dinger, 2005; VanWormer, 2004). The purpose of this study was to explore if the use of
pedometers would promote awareness and increase daily physical activity levels of college age
students. A convenience sample of college participants (N = 50) were recruited for this study.
Participants attended an orientation session to sign an informed consent and to receive specific
instructions pertaining to the study and how to use the pedometer. The pre-research activity
survey was administered and completed by each participant. Participants were given specific
verbal instructions pertaining to the study, a pedometer, and an activity recording sheet. Results
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showed a statistical significant difference between pre-and-post test responses of the likelihood
for participants would choose to either take a walk or do gardening and yard work during their
spare time, t (48) = 2.07; t (48) = -2.25, respectively, both p < .05. A paired sample t-test showed
a significant difference from pre-to post-survey for activity indicators, t (49) = -2.46, p <.05. In
addition, at the conclusion of the study, participants largely agreed (73.5%) that by wearing a
pedometer they were more attentive to their own physical activity. Results of a One-Sample Ttest comparing each weeks collected pedometer data to the recommended minimum 10,000 steps
per day goal showed a highly statistical significant difference in each week, t (48) = -12.60, p <
.05; t (48) = -9.30, p < .05; t (48) = -8.08, p < .05, respectively. Although, participants on the
average did not meet minimum 10,000 steps per day in any week, improvement was realized by
an increase in average daily steps from week 1 baseline through week 3 (M = 5,585, SD = 2,452;
M = 6,586, SD = 2,571; M = 7,124, SD = 2,490, respectively). Further statistical examination
detected differences in steps in steps between and within gender, between weeks, and between
days. In general, the findings of this study suggest increased awareness of daily activity after
wearing the pedometer.
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Abstract
Today’s distance learning based on evolving technologies has strengthened
interconnectedness between a learner and an instructor. Companies choose distance learning
because of not only saving costs but strengthening the interconnectedness. In order to
maximize the potential of distance learning, companies should grasp individual needs and
interests of corporate learners as well as establish participatory and self-authorizing
workplace culture. Considering the recursive and transformative interaction of learning
technologies, pedagogical models, and instructional strategies makes companies focus on the
harmony of these components rather than emphasizing the newest technologies, which can
result in building up synergistic perspective on distance learning.
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Introduction
Many HRD professionals have asserted the importance of knowledge to achieve
organizational success. The bottom line of their assertion is that knowledge can strengthen
the competitiveness of organizations in today’s business environment. However, it is
necessary to consider the fact that humans have been utilizing their knowledge in work since
ancient times. The fact, therefore, implies that contemporary people recognize the character
of work differently from the past. In this respect, the current emphasis on knowledge in a
workplace assumes the unique characters of contemporary work when compared to that of
past work. The purpose of this paper is to investigate what the unique characters of
knowledge-intensive work are and how knowledge-intensive work and old-fashioned one are
alike and different. Thus, this paper will focus on inquiries in historical aspects about how
social and economic trends have influenced the character of work and how skills have
changed as the character of work has been changed. In addition, in order to clarify the
educational implications for knowledge-intensive work, several views on contemporary
vocational education will be discussed.

From Industrialism to Post-industrialism
In human history, economic transitions spurred a restructuring in a society as a whole.
The transitions not only reflect different needs of a society but also require changes in social
structure. Since the 1970s, many researchers have suggested the transition from industrialism
to post-industrialism (Powell & Snellman, 2004). First of all, this paper will explore each
characteristic of two trends and implications of the dichotomy.
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Industrialism, originally proposed as an economic model in the eighteenth century,
relies on human labor to transform raw materials into products for consumption and
circulation (Barney, 2004). In addition, industrial society refers to a society with a modern
societal structure which developed in the West in the period of time following the industrial
revolution (Grinin, 2007). On the other hand, pre-modern and pre-industrial society is
generally called agrarian societies. The triggering technology for the change from an
agricultural to an industrial organization was steam power which allows mass production and
reducing the agricultural work (Grinin, 2007).
According to Bell (1973), a post-industrial society is based on services, which implies
that a majority of employees are not involved in the production of tangible goods. He took
examples of the transition of advanced industrial nations from a manufacturing-based to
services-driven economy. Likewise, Touraine (1988) compared industrial society with postindustrial one in the view of production: Industrial society had transformed the means of
production, but post-industrial society changed the ends of production, that is, culture. Postindustrial society, therefore, results from the production of symbolic goods that modify
values, needs, representations, far more than from the production of material goods or even
of ‘services’ (Touraine, 1988). For this reason, instead of practical know-how, theoretical and
codified knowledge is believed to be increasingly essential in a post-industrial society
(Ritzer, 2007). Unlike industrial society, post-industrial society focuses on theoretical
knowledge as a source of innovation, which indicates the importance of knowledge in
economic growth (Bell, 1973).
The dichotomy between industrialism and post-industrialism is useful because it can
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help clarify the social and economic attributes of contemporary society. By using the
dichotomy, it is possible to recognize how industrial and post-industrial eras are different in
industry and worker distribution. While production of goods as clothing and steel declines
was predominant in industrial society, services including health, education, and research are
the most decisive for a post-industrial society (Ritzer, 2007). In addition, whereas the
importance of blue-collar workers such as assembly line workers declined, white-collar
workers such as lawyers were emerged as a new predominant class of workers (Bell, 1993).
However, the dichotomy ironically makes us misunderstand the character of
contemporary work because contemporary business environment is highly changeable and
ill-defined. Since the society in which Daniel Bell developed the idea of “post-industrial
society” was based on well-defined work roles and output goals, it is much easier to judge
what useful knowledge is and how to improve efficiency at work than in contemporary
society. On the other hand, a recent analysis of a variety of contemporary work activities are
characterized by contingent nature of work activities, the distributed nature of expertise, and
the integration of working and learning (Torraco, 1999). The character of contemporary
work, therefore, is not deterministic but contingent, which implies that the dichotomy has
limitations in explaining the contemporary work systems. In other words, the dichotomy
might hinder us from understanding the unique character of contemporary work in today’s
volatile work environment. For this reason, it is necessary to search for the way of
explaining contemporary work beyond the dichotomy.
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The Emergence of Knowledge-Intensive Industries
Researchers have paid attention to the rise of new science-based industries and their
role in social and economic change from the early 1960s (Powell & Snellman, 2004). Much
effort has put into analyzing whether particular industries are especially knowledge-intensive
and how much these sectors contribute to growth in productivity (Gordon, 2000). According
to Powell and Snellman (2004), contemporary economy operated differently from the past in
some fundamental way because the expansion of knowledge-intensive industries and the
accompanying productivity increase occurred in the context of unusual macroeconomic and
financial-market developments in the 1990s.
From the end of 1980s until now, the emphasis on the theoretical knowledge is related
to the emergence of science-based industries such as biotechnology or computer industry.
For example, the knowledge of molecular biology is the foundation for the biotechnology
industry (Powell & Snellman, 2004). Similarly, the knowledge of semiconductor devices
could be the basis for the computer, electronics, and telecommunication fields (Powell &
Snellman, 2004). For this reason, science-based industries tend to be highly dependent on
knowledge production, which implies that R&D efforts might be considered key activities
for knowledge-intensive industries. In general, R&D efforts refer to investments in
information and communication technology and in education and training, and
organizational reforms. Most R&D activities of knowledge-intensive industries are designed
to enhance the development and the transfer of theoretical knowledge within an organization.
Why do contemporary organizations consider the development and the transfer of
theoretical knowledge as an important process? It is because organizations have believed that
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the process could contribute to innovation. According to Powell and Snellman (2004), the
benefits of innovation are realized in several ways: One aspect is cost reduction for goods in
widespread use. A second, more dramatic consequence of innovation is the development of
entirely new goods and services.
While manufacturing-based industries play a key role in creating innovation before the
late 1980s, knowledge-intensive industries tend to lead innovation after that time. In order to
gauge the extent of innovation, patents could be used as an easily accessible measure of
inventive output. Patents have become a widely used indicator of intellectual capital
(Grindley & Teece, 1997), which implies that patents could be an indicator of the second
aspect of innovation, i.e. the developments of new goods and services. Over the period of
1963-1983, overall patenting was driven by traditional sectors such as organic compounds
and synthetic resins (Powell & Snellman, 2004). However, from the late 1980s, the upsurge
in patenting was dominated by knowledge-intensive industries, which suggests that the
generation of novel ideas and new products is encouraged in knowledge-intensive sectors
(Powell & Snellman, 2004). In conclusion, expansion of knowledge-intensive industries
resulted in the emphasis on the second aspect of innovation, i.e. the development of new
goods and services.
The emphasis of the innovation is closely related to the development of information
technology. The technology development strengthened the expectation that innovation could
be prompted by the technology. In other words, it was generally believed that technology
development could lead to innovation resulting in productivity improvement. However, the
reality was different from the expectation. During the 1970-1985 period, the productivity of
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white-collar information workers was not even keeping with that of production workers even
though the service sector increased its share of computer spending of overall capital stock
from 6.4% to 15.5% (Roach, 1987). Nevertheless, by the late 1990s, a number of studies
reported evidence of a strong positive relationship between technology investment and labor
productivity growth (Oliner & Sichel, 2000).
The above contradictory facts might be explained by following reasons: In order to
make the technology more effective within an organization, organizations should be able to
align their organizational practices and structures with the technology use. At the beginning
of the introduction of technology during the 1970-1985 period, organizations did not seem to
be ready for applying the new technology to their existing processes and structures. As time
goes on, organizations might acquire the technique and know-how in matching between the
innovative technology and existing and new practices. Similarly, Black and Lynch (2001)
found that productivity gains from technology investments were often associated with
workplace changes, such as profit-sharing plans and employee participation in decision
making. In this respect, the gains from a technology are limited more by managers’ ability to
invent new organizational processes and structures than by technological capacity
(Brynjolfsson & Hitt, 2000). Therefore, without appropriate supports from organizational
practices and structures, a novel technology could not give any benefits to the organization.

How Have Skills Changed?
As mentioned above, post-industrial society tends to value the theoretical and codified
knowledge rather than practical know-how and empirical knowledge (Ritzer, 2007). The
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different recognition of knowledge implies the way in which new areas of skill are
negotiated and valued.
Regarding the skills framework, Clarke and Winch (2006) argued the difference
between Anglo-Saxon and German concepts. In German context, a ‘skilled’ worker refers to
those who have the ability of applying theoretical knowledge in a practical industrial context
(Clarke & Winch, 2006). In contrast, the ‘skilled’ worker in an Anglo-Saxon sense has skills
or practical abilities that may or may not be underpinned by theoretical knowledge (Clarke &
Winch, 2006). The difference between two contexts stems from the contrasting recognition
of ‘qualification’. In the continental setting, ‘qualification’ represents the value of labour to
fulfill particular tasks or activities under legal obligation and protection (Clarke & Winch,
2006). On the other hand, in Britain, a particular output is rewarded rather than labour power
or potential (Clarke & Winch, 2006).
Interestingly, contemporary workplaces tend to require workers not only to cope with
technology but to perform routine tasks for wages (Lewis, 2007), which suggests that the
contemporary ‘skilled’ workers should be able to good at multitasking. In other words,
contemporary workers need theoretical knowledge for a basis of knowledge-intensive tasks
as well as practical know-how for simple and repetitive tasks. Even in the knowledgeintensive industries in which the main focus of work is the knowledge-intensive tasks,
everyday activities of workers, in reality, appear to be a combination of symbolic-analytic
skill and repetitive one. In this respect, contemporary work is characterized by mixing the
Anglo-Saxon skills framework and German’s in that contemporary work focuses on
theoretical knowledge, but still need proficient practical know-how. Therefore, it is
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necessary to find the methods of how organizations can balance each skill, i.e. symbolicanalytic and repetitive skill, in their everyday activities.
Defining contexts and developments of skills has influenced by the ‘qualification’ a
society generally provided. Although a contemporary society has pursued equality and
democracy, current society still considers an academic background as a prerequisite to
become a professional. Although there are some persons who made a successful career
without the help of academic superiority, the important source of competitive advantage is
believed to be from an elite diploma. However, it is questionable whether the elite diploma
can always guarantee high performance in a workplace. According to recent prevalent view
of the workplace skills, organizations tend to emphasize “soft skills” such as teamwork or
ability to communicate (Lewis, 2007). This view suggests that individual skill or knowledge
could be a part of group or organization, which emphasizes the importance of cooperation
and synergy. If the elite graduate does not appropriately collaborate with other organization
members, his/her ability could not be useful or valuable to the organization. In this respect,
the ‘qualification’ of contemporary organizations lies in the harmony of theoretical
knowledge and “soft skills”.

Vocational Education for Fostering Knowledge Workers
With the expansion of knowledge-intensive industries, a contemporary society faced
an issue about how to foster knowledge workers. In order to investigate the nature of
contemporary vocational education for knowledge workers, this paper will explore DeweySnedden debate on industry influence on American school curricula. Since the expansion of
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knowledge-intensive industries started from the late 1980s, the social and economic
background of the debate would not be directly related to the expansion of knowledgeintensive industries. However, the debate could be a useful framework in that the argument
of the debate has still influenced the goals and characters of contemporary vocational
education.
Snedden (1977) asserted that school curricula should fit specific needs of vocational
groups because every aspect of curriculum needs to be designed for the students’ future role
in a society. His suggestion implies that the purpose of vocational education is social
efficiency. On the other hand, Dewey (1977) advocated liberal education in that education
should provide students with the tools to expand a person’s horizons. Dewey believed that it
is possible to alter the existing industrial system and ultimately transform it by focusing on
liberal education.
Dewey-Snedden debate has made us ask a question about whether human potential
could be predicted or measured. While Snedden assumed that human potential could be fully
fulfilled by school curricula, Dewey thought that human capability could exceed the needs of
existing industrial systems. In other words, Snedden is more realistic than Dewey, and
Dewey is more idealistic than Snedden. Although all these two assertions are valuable in
terms of contemporary curriculum design, it is necessary to consider which views are more
useful to foster knowledge workers.
Since contemporary knowledge-intensive industries tend to focus on innovation such
as the development of new goods and services, knowledge workers are required to promote
symbolic-analytic skills based on creativity. For this reason, in a contemporary society,
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human potential could be regarded as the concept of ‘human creativity’. If so, how can
vocational education contribute to improving human creativity?
Unlike Dewey, Snedden’s position is closely related to the social control which
prevents the immense wastage resulting from individual trial and error (Drost, 1977).
Although Snedden’s assertion could be practical and realistic, it might hastily set limits on
developing the possibility of human creativity by depending on existing industrial system. In
order to develop human creativity, it is necessary to challenge the existing industrial system,
which can transform the existing system. If school curricula just rely on current needs of
industrial system, students would not be given enough opportunities of flourishing their
creativity. In this respect, only emphasizing social efficiency could result in short-term
prescription to the existing industrial system.
However, social efficiency is still an important factor for designing school curricula
because satisfying current needs of industrial system is also a significant requirement from a
society. Rather than ignoring social efficiency, educators need to be aware of the importance
of individual choice in vocational education, which leads to promoting personal exploration,
i.e. creativity.
Although Dewey’s suggestion toward vocational education seems to be too ideal, his
suggestion gives insights about the way of supplying motive to develop individual creativity.
Dewey asserted broader purposes of general education to provide students with the tools to
interpret and to alter their world. Since students can learn the principle of problem-solving
by liberal education, liberal education would expand the students’ horizons. However, in
applying Dewey’s assertion to vocational education settings, it is important to consider
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individual students’ preference and willingness. Without student’s voluntary efforts, liberal
education could not be effective in developing their creativity.

Reflection and Conclusions
Human history is a reflection of evolving recognition of people. The dichotomy of
industrialism and post-industrialism represents the evolving recognition which could
influence systems of production and consumption. Although the dichotomy can clarify the
different social needs, it might prevent us from considering today’s ill-defined work roles
and output goals. Even in a post-industrial society, the predominant skills of industrial
society could be still needed to operate an organization. Depending on various contexts
within a contemporary organization, critically acclaimed skills would be changed though the
focus lies in symbolic-analytic skills.
The contemporary focus on knowledge-intensive work can be seen as a by-product of
dominant social and economic trends. With the expansion of knowledge-intensive industries,
theoretical knowledge has been supposed to be a basis of innovation. As a result,
organizations have spared a great amount of money for Research & Development to enhance
the development and the transfer of theoretical knowledge. In general, although technology
development was expected to accelerate the process of development and transfer,
organizations faced the dilemma that they could not improve their productivity with the
technology use. To infer from the empirical findings, it would take time for organizations to
be able to match new technology with their existing and new practices. In conclusion, the
benefits of innovative technology in contemporary organizations could stem from
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appropriate organizational systems to support the technology.
Contemporary workplaces are likely to require workers theoretical knowledge as well
as practical know-how. Although the relative importance might be different depending on the
characteristic of each job, workers should be able to good at dealing with both theoretical
knowledge and empirical know-how even in knowledge-intensive industries. In this respect,
today’s honored skills model seemed to be a mix of the Anglo-Saxon skills framework and
German’s. On the other hand, the required qualification at knowledge-intensive work lies in
the harmony of theoretical knowledge and “soft skills” in that high performance of an
organization is strongly influenced by group or organization level.
In order to foster knowledge workers appropriate for knowledge-intensive work,
vocational education should be able to contribute to improving human creativity, which
could lead to transforming existing industrial system. Although this position is closer to
Dewey’s (1977), it is necessary to consider the social efficiency to meet the current needs of
a society as Snedden (1977) suggested. In order to balance these two seemingly opposite
views, school curricula needs to be designed to respect individual choice and learners’
voluntary efforts with fully utilizing limited resources.
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Revisiting Accreditation– A Tale of an Impending Accreditation Visit at AnyPlace University
Many accreditation organizations visit on a rotation that could be five, six, or seven years from
the initial accreditation. For example, the “continued” visit for accreditation in education by
NCATE usually occurs every seven years. When the preliminary gathering of evidence begins
prior to the continuing visit, some departments have trouble in locating items and
understanding who did what back when. Seven years can be a long time, particularly if there
are changes in key staff members who were responsible for important assessment duties during
those seven years. Add to that issue, the realization that just seven years ago, technology was
very different, in its infancy for many departments, and was often restricted by budgetary
demands. The first accreditation visit requires complex planning and development, but after the
visit, some programs take a break that lasts a few years. In doing so, the process breaks down
and interest wanes. Suddenly, about two years prior to a continuing visit, the program scurries
to retrieve what should be second nature for them. The story that follows is a tale of one such
program. The issues that appear after the tale highlight the pitfalls and offer strategies to meet
them.
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Paper#1604
Revisiting Accreditation– A Tale of an Impending Accreditation Visit at AnyPlace University.
Many accreditation organizations visit on a rotation that could be five, six, or seven years from the initial
accreditation. For example, the “continued” visit for accreditation in education by NCATE usually occurs
every seven years. When the preliminary gathering of evidence begins prior to the continuing visit,
some departments have trouble in locating items and understanding who did what back when. Seven
years can be a long time, particularly if there are changes in key staff members who were responsible for
important assessment duties during those seven years. Add to that issue, the realization that just seven
years ago, technology was very different, in its infancy for many departments, and was often restricted
by budgetary demands. The first accreditation visit requires complex planning and development, but
after the visit, some programs take a break that lasts a few years. In doing so, the process breaks down
and interest wanes. Suddenly, about two years prior to a continuing visit, the program scurries to
retrieve what should be second nature for them. The story that follows is a tale of one such program.
The issues that appear after the tale highlight the pitfalls and offer strategies to meet them.
Seven years ago, an exhibit room at AnyPlace University was filled with filing cabinets filled with paper
folders housing supporting evidence, and so it was for AnyPlace University. AnyPlace went to great
lengths to provide all the documentation necessary. Furthermore, lengthy documents were intended to
provide assurance to the department and NCATE that everything was being done appropriately. Reams
of paper and extravagant efforts in organization resulted in mounds of documentation whether it was
needed or not. Once the accreditation visit was over and the department was secure in its accreditation,
the public space where documents were stored seemed to disappear for new needs. The assessment
committee at AnyPlace moved on to other things. The person who coordinated the visit retired, the
assistant moved to another university, and the secretary left for a higher paying job. Before long, the
documents at AnyPlace were pushed aside and stored in an area where they were less obtrusive since no
one ever looked at them again. The truth of all this extensive documentation was evident, so the people
at AnyPlace felt secure that all was well. In that belief, the administration, faculty, and staff went about
their way of educating and operating within their unit assuming that nothing was amiss. This is the
secret that plagues AnyPlace University’s Department of Teacher Preparation. It has to be a secret
because now, seven years later, no one can admit the truth. AnyPlace had dropped the ball.
“Now what do we do?” asked the Department Chair, “I have no idea where to start and we must
prepare.”
The Dean rushed into action receiving permission to hire an assessment coordinator. The Dean knew
that an assessment coordinator would fix it all.
“Yes, we need someone to do this for us,” said the Department Chair, and a hiring ad went out. Before
long, the energetic, naïve candidate was interviewed, hired, and reported for work.
When the assessment coordinator arrived, she met with the administration and said, “Let’s get busy.”
This was typical of her no‐nonsense style. “Perhaps I could look at the previous data?” she asked. This
raised eyebrows and people wiggled in their chairs. No one could tell her precisely where the data might
be, but they reassured her that it was somewhere. Starting in the most obvious places, she looked into
file drawers and on the shelves in the office, but there was nothing there. She asked the Department
Chair, who sent her to the secretary’s area. No, nothing was there either.
Eventually the coordinator was directed to a storeroom and keys were administered to her to aid in her
search. Unlocking the door to a frightening room, dimly lit, with a strong musty smell, she started
through the door. She had to climb over boxes and noticed outdated computer and phone equipment
stacked high here and there above the numerous file cabinets. She blew the dust off some books that
were obviously stored there for some time. They appeared to be old curriculum guides for a class offered
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in another decade by a professor who had long since left the university. The all‐important stacks of
books and papers were stored here in this sacred graveyard and certainly must have been important at
some point in time, she thought. As she pulled the first file drawer open, she saw handwritten files with
names of students from long ago, testimony to a thriving, long‐standing program. There were drawers
and drawers of files that meant nothing to her, but contained significant details of lives of former
students. As she opened the last drawer, she saw yellowed testing booklets from the 1970’s and
wondered if these were still in print. By now, she was filthy, the dust was thick, and routing through it
had stirred it for the first time in ages. Climbing over more boxes, she reached a bookcase that was very
large, going from floor to ceiling, filled with notebooks. Unfortunately, the notebooks were in no
particular order and were stacked precariously on upper shelves. Many were so high that she could not
read the titles on their spines, so she had to climb on top of boxes to discover the contents. Balancing
precariously she reached up and pulled the first dusty notebook to her view. “Minutes,” she said with
joy. She continued pulling at the books and discovered minutes of meetings that certainly detailed
historical changes, but obviously, they had not been looked at for some time, as the dust was thick on
them as well. Climbing around, she eventually discovered cardboard filing boxes marked with phrases
like “Conceptual Framework” and “Standard One.”
“Eureka!” she shouted. At last, she had discovered some indication that there really was an
accreditation after all.
The “find” was exciting, but it was just one step. Now that she was satisfied that all the hard work had
occurred as documented, she needed to see the seven years of continued work resulting from that visit.
That, however, proved to be more difficult. The searches took her to advisors to ask for information, to
secretaries who had only been there a year or two, to department chairs who were new, to faculty who
could produce bits and pieces. Little by little, minutes of current meetings showed up, portfolios (three‐
ring binders) came forth; rubrics and an electronic system became known, zip drives and software
programs holding information were presented, cardboard boxes from faculty who had since moved on
were unloaded in her office. She sifted through the evidence; and as the puzzle pieces began to fit into
place, the missing pieces further plagued the new assessment coordinator. The assessment
coordinator’s heart sank as she could not locate and place the puzzle pieces in proper fit for the big
picture. However, one zip drive she found in a box in a corner of the dusty storeroom gave her insight
into how a previous coordinator had tried to gather data. There were remnants of checklists and
attempts at surveys. Notes showed that someone had gone to training for the e‐portfolio two years
before her arrival, but no one now could work the system. The most recent efforts had been somewhat
successful, but the fellow who did the most recent work within the system left, leaving another gap since
no one knew what to do or how to do it.
There were signs that work had been done, but where was the supporting data? Where was the
documentation? How did the e‐portfolio come about? Was it a working folio? What data did it show?
Who was studying the data? What program changes occurred based on data? With these questions,
came answers that show how AnyPlace had been victimized by a series of events that stymied a process
so carefully designed and instituted many years previously.
The people who moved on left gaps in the gathering and organization of data. Repeated robberies
allegedly created missing data (and no back information was available). Obviously, there was a lapse in
understanding assessment and staying abreast of how accountability should be organized for
accreditation; but most importantly, the importance and the rationale for it had evaporated. Certainly, it
was nothing intentional, but it happened. Now the assessment coordinator could only ask, “How did this
happen, and what shall I do now?”
The story of AnyPlace University is repeated far too often in a myriad of departments at too many
institutions. Although unintentional, the disregard of continuing work in accountability creates a climate
that eventually causes frustration and fatigue as key players work to undo years of indifference and
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bring the accreditation process back to the forefront. This disregard and delay tends to foster grumbling
and ridicule from faculty and staff when the NCATE visit approaches. The heightened awareness of high
stakes places stress on everyone. Some faculty soon view the visit and all that comes along with it as an
interruption of teaching, another added task, an insult to academic freedom, a way to control, and an
unnecessary silliness. The negative climate further undermines the process of accreditation and
precipitates a belief that this is a once every seven year event that all must suffer in order to get on with
the mission of teaching.
Clearly, there are many learning points that arise in this story about AnyPlace University. The learning
points are key areas that universities and their departments therein should note as they study their own
accreditation processes. While there may certainly be many more issues than those that appear in this
tale, documenting the obvious ones provides a starting point for members in leadership roles.
The first learning point is probably the most important one. The unit must acknowledge that
accreditation is not a one‐time event but instead a continuous process that goes on whether the visit
is near or far. Schools seek accreditation for many reasons that include improved marketability and
credibility with stakeholders, but accreditation is not an event that provides a certificate of recognition,
a shouting point for marketing, or a seal on a diploma. The accreditation process is an evaluative
systematic process that defines how well the unit is succeeding in their mission and whether or not they
are achieving their goals. Accreditation is a process that acknowledges to students and the public that
outcomes are met and a reassurance to stakeholders that preparation of students is suitable for the jobs
they seek. The process must be on going to accomplish this. There must be checks and balances
occurring regularly and there must be evidence that supports those claims. Lesson one is simple.
Describe accreditation as process not event and ensure that it is practiced and highlighted annually (or
daily for that matter).
The second learning point comes with the responsibility of key persons to keep the flame burning.
Despite changes in staff, a job description within the unit should clarify the major duties required of
continuing to investigate practices from points of view that include students, faculty, and stakeholders.
The best way to ensure that accreditation is continuing is to institutionalize it within the unit. No matter
who is at the helm, it should be clear that this leadership role is extremely important. It should be
documented, organized, and practiced the same way other annual chores are documented, organized,
and practiced. Likely, someone is responsible for ordering supplies and texts each year, and that always
seems to be priority. An annual budget based on departmental or unit needs generally finds its way to
the top of a busy administrator’s pile. Likewise, the process of studying how well the unit meets goals
through analysis of outcomes should top of the list for importance. Leadership is an important role in
the accreditation process because it keeps the flame burning. Leadership models assessment practices
at the unit level and asks for all involved in the unit to provide information and participate. This step,
followed by surveys, data analysis, summaries, and other collection will provide vital information for
examination.
The third learning point is to develop a system of gathering data that provides generation of useful
information. For example, if there is an e‐portfolio in existence, do students understand its purpose and
provide information that shows they are meeting the unit’s standards? Are faculty members evaluating
the e‐portfolios fairly, consistently, free of bias, and with the intent of gathering evidence for the
students and the program? The documentation of data can come from a variety of sources and can
measure a multitude of things, but the unit must decided what is to be studied and why. Therefore,
another important question is whether the information gathered is useful. The systematic gathering of
data is important, and the system of gathering data should become second nature to a unit and should
provide the best information possible to assess both individual outcome success but also program
success. The gathering of data should be a thoughtful process rather than a duty, and it should be
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organized so that it is a simple process that is easily maintained. Ultimately, it should help the unit
understand whether outcomes are being met.
The fourth learning point is to use the data that is gathered. This may seem too obvious, but far too
often the process of gathering data becomes the result. Even if everyone rushes off for summer break,
analyzing and summarizing the data in August before classes start up again brings the information to the
forefront. Some units have purposely set a fall meeting for this purpose, and they devote ample time
throughout the year during monthly meetings revisiting the data for further analysis. This analysis and
summary will often lead to speculation about revisions in curriculum or program. With evidence to
support the changes, the unit more clearly proposes the changes using the supporting documentation.
The fifth learning point is to store data and supporting documentation annually and appropriately.
With the ever‐changing face of technology, it is difficult to stay on top of this issue, but unless a unit fall
into dysfunctional storage practices like AnyPlace University, there must be a commitment by the unit to
store the data and support documentation properly. Even as technology changes, there are ways to
convert information to new systems. Do you remember how the floppy disk information soon found its
way to a CD, the CD information to a flash drive, and so on? Along with changing technology, programs
must carefully give priority to what data and materials constitute important retention as well as the
confidential storage of sensitive items. As units grow and change so must the storage practices for
archiving.
AnyPlace University lost its way in the seven‐year period between visits, but their lesson changed the
way they do things now. The five learning points above dramatically changed their practices to include
the strategies listed. They realized the lapse of attention and made a new commitment to assessment,
as it should be—a process, not an event. Their final commitment was to educate their entire unit on the
purpose of assessment and accreditation as a way to provide improvement to students, the program,
and the careers they represent.
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Cognitive Load Measurement in the Context of e-Learning

Abstract: This paper reviews recent research and discusses issues associated with
measuring cognitive load in the context of e-learning. Advantages and
disadvantages of existing methods are presented based on their classification and
application of these techniques to the assessment of cognitive load imposed by elearning materials and delivery platforms. Implications for future research are
discussed in light of the promising new approaches that have the potential to
improve measurement of intrinsic, germane, and extraneous load.

Cognitive Load
Cognitive load is a term that refers to the burden on working memory during problem
solving, thinking and reasoning (Sweller, 1988). Cognitive load theory has many implications in
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the design of e-learning, which must, if it is to be effective, keep cognitive load of learners at an
optimal level during the learning process. According to cognitive load theory, optimum learning
occurs in humans when ineffective load on working memory is kept to a minimum to best
facilitate the changes in long-term memory.
Three types of cognitive load have been identified. Intrinsic load is imposed by the
inherent complexity of the content itself. The intrinsic load of information is determined by the
extent to which various elements interact. While intrinsic load is generally thought to be
immutable due to the inherent complexity of content (Sweller, 1994), instructional designers can
manipulate germane and extraneous load. Learners experience germane load, when the content
or learning activities are designed to encourage cognitive processing and appropriately challenge
the learner. The unnecessary load that does not contribute to (or interferes with) comprehension
of the to-be-learned content is termed extraneous (Paas, Renkl, & Sweller, 2003). This type of
cognitive load is frequently caused by a poor design of learning materials.
Any reduction in extraneous load frees learner’s cognitive capacity for deeper processing
of information and permits an increase in germane load. This points to another important
characteristic of cognitive load – intrinsic, germane, and extraneous load types are additive in
nature; and the sum of different types of load cannot exceed learner’s cognitive capacity if
learning is to occur (Paas, Tuovinen, Tabbers, & van Gerven, 2003).
Measurement of Cognitive Load
Traditionally, measurement of cognitive load has been carried out on the basis of the
learning material’s intrinsic difficulty and the user’s level of prior knowledge with respect to the
subject matter. But since such predictions can’t always be precise and reliable, other ways of
assessing cognitive load have been proposed over the years (for an overview see Paas, Tuovinen,
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Tabbers, & van Gerven, 2003; Schultheis & Jameson, 2004). When applied to the context of elearning, each of these methods has its advantages and disadvantages.
Analytic Measures
Cognitive load estimation can be based on general (i.e., not interaction-specific)
information about the system and the learner. For example, analysis of the intrinsic difficulty of
learning materials and the expertise of the user studying these materials can form a basis for the
prediction of the user’s cognitive load. This method of cognitive load assessment can produce
invalid results because it relies heavily on prior knowledge, and does not take into account
information about the current interaction, system design, and other individual learner
characteristics such as metacognitive awareness and epistemic beliefs.

Subjective Measures
The intensity of mental effort expended by learners has been shown to be a reliable
measure of cognitive load (e.g., Paas & van Merriënboer, 1993, 1994a). Subjective measures of
cognitive load are based on the assumption that people are able to introspect on their cognitive
processes and report the amount of mental effort expended. They usually involve a questionnaire
comprising one or multiple semantic differential scales on which the participant can indicate the
experienced level of mental effort. Most subjective measures are multidimensional in that they
assess groups of associated variables, such as mental effort, fatigue, and frustration, which are
highly correlated (for an overview, see Nygren, 1991). Studies have shown, however, that
reliable measures can also be obtained with unidimensional scales (e.g., Paas & van
Merriënboer, 1994b). Such scales have been shown to be sensitive to relatively small differences
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in cognitive load, and that they are valid, reliable, and unintrusive (e.g., Gimino, 2002; Paas, van
Merriënboer, & Adam, 1994).
Although self-report of mental effort appears to be the most widely used method of
assessing cognitive load (Paas, Tuovinen, Tabbers, & van Gerven, 2003), it is unclear how a
subjective perception of mental effort relates to the use of cognitive resources associated with the
limited capacity of working memory. Subject’s ability to introspect on mental processes has been
questioned extensively beginning as early as 1600s (e.g., Francis Bacon as quoted in Meese,
1934). More recently, weaknesses of the self-report methodology were discussed in
psychological and educational research (e.g., Chao & Salvendy, 1994; Feldon, 2005). For
example, working memory processes that affect learning (like assimilation and accommodation)
involve interaction with long-term memory schemas, which become automated with practice.
Such automated processing occurs outside of conscious awareness and may, therefore, be
unavailable for introspection or accurate self-monitoring. Thus, caution should be exercised in
drawing conclusions from both self-reported data.
Behavioral Measures
With the third group of methods, cognitive load is inferred from the learner’s overt
behavior. Evidence of this type might be, for instance, the amount of time spent on reading
hypertext. Obviously, this technique does not reflect variations in cognitive load and is
appropriate only if the activity yields a sufficiently high rate of observable behavior. These
disadvantages can be avoided through the introduction of a secondary task. For example, a
hypertext reader may be asked to attend to auditory stimuli and push a button when a certain
pattern of sounds occurs. Poor performance on the secondary task in this case would indicate that
the primary task of reading induces a high cognitive load. Although this approach partially
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avoids the above-mentioned disadvantages, introduction of a secondary task itself may be
problematic, because it disturbs the learner’s primary activity.
Psychophysiological Measures
Finally, changes in various bodily processes and states have been observed to covary with
changes in cognitive load. Therefore, monitoring of these bodily functions may allow load to be
inferred. A major advantage of many psychophysiological measures is the continuous
availability of bodily data, which potentially allows load to be inferred with a high rate and high
degree of sensitivity. Moreover, without the introduction of an extra task, information about
cognitive load is available even when overt behavior is relatively rare. Consequently, as
compared with the other classes of methods, psychophysiological measurement seems to be
especially promising for dynamic assessment of cognitive load in a task that involves reading.
Unfortunately, with many of the existing psychophysiological measures online
assessment in an applied context is cumbersome. Most of them require electrodes to be attached
to the body (e.g., electroencephalography, galvanic skin response) or the use of equipment that
entirely rules out deployment in everyday situations (e.g., functional magnetic resonance
imaging, positron emission tomography, magnetoencephalography). Others, again, seem to be
too indirectly linked to cognitive load (e.g., blink rate, blink duration, heart rate variability), or to
be too slow for online measurement (e.g., hormone level). Recent experiments on the use of taskevoked pupillary responses as a cognitive load measure in human-computer interaction (Iqbal,
Zheng, & Bailey, 2004) and assessing cognitive load for adaptive hypermedia (Schultheis &
Jameson, 2004) demonstrate that even pupil size – a measure that has none of the disadvantages
described above – may not be a suitable measure of cognitive load for tasks that involve
continuous reading.
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Brain Activity Measures
Some researchers have suggested that cognitive load can be measured directly and
objectively with brain activity measures (Brunken, Plass, & Leutner, 2003). For example,
electroencephalogram (EEG) is a measure of the amplitude and frequency of electrical activity
taking place below a particular location on the skull. It is measured typically at the surface of the
scalp and is amplified and recorded. Whereas recording tools like functional magnetic resonance
imaging capture a “snapshot” of the brain activity, EEG is useful for tracking changes in brain
activity over a period of time, identifying patterns of electrical signals in the cortex, and noting
responses to stimuli in fractions of a second. In the context of measuring cognitive load in elearning, EEG recordings may prove useful because they represent a detailed trend and pattern of
the mental activity of the learner at different stages of exploring an instructional system such as
hypertext (e.g., navigating menus, reading headings, and following hyperlinks to linked texts).
However, while the recent findings in neuropsychology and neurophysiology help us
understand the localization and distribution of various brain functions (e.g., Cohen, et al, 1997;
Jonides, et al, 1998; Todd & Marois, 2004), many questions remain unanswered. Some of these
questions involve the role of hippocampus in mediating working memory and long-term memory
processes (Miller, 1991), effects of different types of tasks used in experimental research on
human memory (Gevins, et al, 1997; Klimesch, 2005), and, more generally, reflect a need for a
unified theory of brain functions (Basar, 2004; Callicott, et al., 1999; Zhang, & Linden, 2003).
These unsolved issues create challenges for researchers who work to describe mental
processes and attribute brain responses to specific functions of the cognitive system. Thus, even
when brain activity measures like EEG indicate decreased brain wave activity, such a decrease
might not necessarily reflect reduced cognitive load. Further, even given the premise that
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cognitive load is directly represented by brain activity measures, these measures do not allow
researchers to distinguish between the individual contributions of the three types of load that are
present in the information processing situation. In fact, none of the currently available
measurement methods allow differentiation between intrinsic, germane, and extraneous cognitive
load induced by the learning task (Paas, Tuovinen, Tabbers, & van Gerven, 2003).
Implications for Future Research
Considering cognitive load theory’s distinction of intrinsic, extraneous, and germane
load, it is important to conduct more research to develop, refine, and test cognitive load measures
relative to discriminating between contributions of these individual load types. In spite of the
validity issues discussed above, hypotheses can be made as to which measures can be used to
infer intrinsic, germane, and extraneous cognitive load. For example, in some situations the
behavioral measure of reading time may potentially provide information about the germane load
present in the information-processing situation because it may be related to the subject’s levels of
engagement with the content. Longer reading times for certain texts might indicate increased
levels of germane load when it is reasonable to assume that learners spend the additional time
relating new information from the text to their prior knowledge, which allows activation of
relevant knowledge representations stored in the long-term memory, - a process that is central to
successful assimilation or accommodation of new information. Tests of learning may further
demonstrate whether longer reading times positively affect conceptual and structural
understanding of the content.
Similarly, self-report measures might prove useful in inferring the amount of intrinsic
cognitive load because they seem to relate directly to the difficulty of the learning materials. In
fact, the rating scale that is being used most frequently in cognitive load research is a version of
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the Bratfisch, Borg, and Dornic (1972) scale for measuring perceived task difficulty as modified
by Paas (1992).
One promising approach that has recently emerged in the literature deals with an
exploration of the multiple dimensions of efficiency of instructional conditions (Tuovinen &
Paas, 2004). These researchers emphasize that a meaningful interpretation of cognitive load can
only be given in the context of its associated performance level, and propose two- and threedimensional methods, which take into account results of the tests of learning effort, test effort,
test performance, time on task, and other measures of learning and cognitive load. Such
combinations of performance and cognitive load measures may potentially constitute a reliable
estimate of the mental efficiency of instructional methods.
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Link Comments Improve Conceptual and Structural Knowledge Acquisition in e-Learning

Abstract: According to literature on web design and human-computer interaction,
dynamic web scripts can significantly enhance webpages’ interactivity and
usability. This paper discusses the use of one such tool relative to its potential to
improve learning and reports the findings of a study to determine the effect of a
link comment script on the learning performance of college students. Results
show that this structural tool may have helped reduce split attention involved in
reading and browsing hypertext, and enhanced learning as evidenced by student
scores on conceptual and structural knowledge tests.

Objective
The advent of dynamic scripting technologies such as Asynchronous Javascript and XML
(AJAX) is transforming the World Wide Web. These emerging web development tools increase
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responsiveness and interactivity of web pages achieved by exchanging small amounts of data
with the server “behind the scenes”. This results in improved interactivity and usability.
In addition to the benefits that are discussed extensively in the fields of human factors
and web design, dynamic scripts can be integrated in e-learning to augment web-based learning
environments with new and exciting features. For example, developers of Moodle, a popular
open source e-learning platform, have implemented the drag-n-drop functionality afforded by
AJAX to create a new course layout editor. This feature allows course builders to rearrange, add,
and remove blocks of content (e.g., resources, activities) that comprise the course.
The above example of implementing dynamic scripts in a web-based learning
environment highlights the utility of these tools in increasing efficiency of designing and
managing a course. However, similar scripts can be used to create effective e-learning activities
and assessments. The study described below explains how a simple mouse-over link comment
script shared through the open source community helped college students acquire better
conceptual and structural knowledge of complex content in a hypertext learning system.
Theoretical Framework
Limitations of working memory (e.g., Miller, 1956) may create significant challenges for
hypertext readers. While in traditional text the author typically maintains a series of coherent
arguments, the defining feature of information presentation in hypertext – linking – requires that
the reader bear responsibility for comparing and contrasting concepts, and extracting meaning
from a network of nodes (Niederhauser et al, 2000). Hypertext readers must analyze and
integrate knowledge representations from two or more nodes if they are to make connections
among the concepts presented. To accomplish this, the reader must hold conceptual
representations encountered in the first hypertext node in his or her working memory, while
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integrating the information from the new node to update the knowledge base. The reader can
then select another node by following a new link that he or she believes will lead to additional
useful information. This information integration process continues until the content presented in
hypertext is rendered sensible.
A major problem with processing information in this manner is the fact that human
cognitive architecture does not always allow hypertext readers to optimally integrate concepts
from working memory into long-term memory. When information presentation occurs in
physically separate nodes it is often difficult for learners to integrate different concepts presented
in these nodes. Search-and-match mental integration processes in this information-processing
situation are compounded by the so-called split attention effect (Chandler & Sweller, 1991,
1992, 1996; Mayer & Anderson, 1991).
Leads may serve as a tool for reducing split attention and helping learners integrate
information from different hypertext nodes more efficiently. Leads function as an advance
organizer to orient and prepare the reader for information contained in the linked node while the
current node is still visible. Leads may occur as a mouse-over balloon that appears next to the
selected link and provides a brief summary of the content that follows in the linked node. Thus,
in a lead-augmented hypertext system, one has the opportunity to preview information in the
next hypertext node without having to leave the current node—helping hypertext readers reduce
the conceptual space between the linked nodes and mentally integrate information.
Unlike the earlier studies discussing link commenting tools (Betrancourt & Bisseret,
1998; Cress & Knabel, 2003; Schweiger, 2001), the present study assessed and compared
subjects’ learning performance in the two experimental conditions based on measures of recall,
conceptual, and structural knowledge.
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Method
Subjects
The subject pool consisted of 20 education majors enrolled in the teacher education
program at a large Midwestern university. An invitation to participate was e-mailed to
appropriate undergraduate education majors (N=687). Twenty students who responded most
promptly were enrolled as subjects in the study. All subjects were pre-tested for reading ability,
and were asked to wear appropriate corrective lenses if needed. All subjects were white, righthanded females, 18 to 23 years of age with no experience in the educational psychology domain.
Materials
Materials for the study included four texts on different learning theories, a hypertext
presentation system, and measures to assess reading ability, metacognitive awareness, prior
knowledge, and learning performance. Four conceptually rich instructional texts were developed
to address one of four major learning theories: Behaviorism, Information Processing, Cognitive
Constructivism, and Social Constructivism. Each text included a primary passage and seven
linked nodes. These primary passages contained 500 ± 5 words. Each passage contained seven
links to subordinate nodes describing social context, influential theorist, view of knowledge, and
other major principles or concepts for each theory. Nodes contained 90 ±5 words. All texts were
normalized to have equivalent Flesch reading difficulty scores. Difficulty and content validity
were established independently by four experts in educational psychology. Information
Processing and Cognitive Constructivism texts were augmented with leads. Texts on Social
Constructivism and Behaviorism did not contain leads. Leads included 10 ± 2 words.
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Measures
Subjects were required to complete the following pre-test measures: (a) a 52-item
Metacognitive Awareness Inventory (Schraw & Dennison, 1994); (b) a 12-item prior knowledge
test, (c) a 24-item reading comprehension test (Brown, Bennett, & Hanna, 1981); and d) a brief
demographic questionnaire.
Measures of learning included a recall task, a structural knowledge task, and a test of
conceptual knowledge. Recall was measured by counting individual concepts that subjects
mentioned during an oral report on each theory. Subjects’ structural knowledge was determined
by having subjects arrange 28 concepts presented in the subordinate hypertext nodes under the
name of each of the four learning theories. Finally, subjects’ conceptual knowledge was assessed
using a multiple-choice test of forty four-alternative, randomly presented questions that
addressed the content covered in both the primary passage and each of the seven subordinate
nodes.
Results and Discussion
A 3 x 2 repeated measures MANOVA was conducted to determine the effect of leads on
subjects’ learning performance. Three measures of learning served as dependent variables: a)
recall, b) structural knowledge, and c) conceptual knowledge, with presence of leads as a withinsubjects independent variable.
The overall MANOVA on learning was significant (F(3,14) = 6.13, p < 0.05), prompting
further analysis through a series of univariate ANOVAs. For each of the ensuing ANOVAs,
presence of leads served as the independent variable, and each of the learning performance
measures served as dependent variables.
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Main effects were found for both structural knowledge and conceptual knowledge (F(1,16)
= 9.26, p < 0.01, MSe = 0.10; and F(1,16) = 5.79, p < 0.05, MSe = 0.12 respectively). Higher
means for learning in the lead condition on structural and conceptual knowledge measures
indicate that leads may have produced a positive effect on these indices of learning performance
(Table 1). No other results reached significance (p > 0.2)
Table 1
Descriptive statistics for the measures of learning performance
Recall

Structural knowledge

Conceptual knowledge

NL

L

NL

L

NL

L

X

0.29

0.33

0.53

0.63

0.58

0.66

SD

0.20

0.23

0.18

0.23

0.18

0.14

Stepwise multiple regression analyses were conducted to determine to what extent
reading ability, prior knowledge, and metacognition predict learning in the lead and no lead
condition. The criterion measure for each test was one of the three measures of learning in each
experimental condition. Reading ability, prior knowledge, and metacognitive awareness were
entered simultaneously into the equation in each test as predictor variables. Stepping method
criteria were set to .05 as probability of F for entry and .10 for removal.
Table 4 shows individual difference variables that were found to be statistically
significant predictors (p < 0.05) of learning in the lead and no lead condition.
Table 2
Results of stepwise multiple regression analyses
Criterion

Predictor

R2

ß

t

F
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Recall,
no leads

Prior knowledge

.270

.519

2.578

F(1,18) = 6.644

Recall,
leads

Prior knowledge

.203

.451

2.142

F(1,18) = 4.588

Conceptual knowledge,
no leads

Prior knowledge

.287

.536

2.694

F(1,18) = 7.259

Structural knowledge,
leads

Metacognition

.208

.456

2.172

F(1,18) = 4.717

Two individual difference variables – prior knowledge, and metacognitive knowledge –
were found to be good predictors of learning performance in both the lead and no lead
conditions. Prior knowledge was positively correlated with the subjects’ ability to recall content
they had learned from traditional and from lead-augmented hypertext. This corresponds with the
results of prior research showing that domain knowledge is a significant predictor of recall
(Alexander, Kulikowich, Schulze, 1994). Positive relationship was also found between prior
knowledge and results of the conceptual knowledge test on the content subjects had learned in
the no lead condition. This may indicate that leads were beneficial to subjects who had both low
and high level of prior knowledge in the domain. This finding reinforces the results of the RM
ANOVA on conceptual knowledge, which showed that subjects performed significantly better on
the test of conceptual knowledge acquired from lead-augmented hypertext. Finally,
metacognitive awareness was found to be a significant predictor of learning from leadaugmented hypertext as measured by the structural knowledge test. To further examine this
relationship, a bivariate Pearson product-moment correlation coefficient was used. A positive
relationship was found between subjects’ metacognitive awareness scores and their use of leads
to review learning content (r = .63, p < 0.01). This finding suggests that subjects whose
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metacognitive skills were better developed tended to use leads as a tool to review information in
lead-augmented hypertext.

Educational Significance
The aim of this experiment was to determine whether leads affect learning from
conceptually rich hypertext. The results of the tests of learning demonstrate better conceptual and
structural understanding of the content in the lead condition. If leads indeed decreased the
amount of search-and-match processes that cause extraneous cognitive load, learners were likely
to acquire more coherent knowledge structures than they did in the no-lead hypertext condition.
Increased coherence of texts presented in lead-augmented hypertext nodes improved the
conceptual flow of information and affected acquisition of both conceptual and structural
knowledge. Processing of texts with leads allowed learners to perform better at identifying the
meaning of different learning theory concepts and specifying which concepts were associated
with a certain learning theory.
Results of this empirical study suggest that leads are a potentially useful tool for
supporting learning and reducing split attention. Dynamic scripts like the one used in the present
study may help educators circumvent working memory limitations, and better align presentation
of information in hypertext with human cognitive architecture, which will ultimately enhance elearning.
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The research objective of this study was to follow-up on the
one year action research based in-service science teacher
professional development program of a university in Thailand. The
program aimed to promote the use of the student centered
approach by science teachers. Twenty-two in-service science
teachers from nine schools in three provinces (Bangkok,
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Nonthaburi, and Pathumtanee) attended the program for one year.
Research methods included seminars, classroom observations, a
survey to determine teachers’ and students’ opinions concerning
the atmosphere of science classrooms, a survey on students’
attitude towards science and interviews of school administrators
concerning teachers’ application of knowledge to classroom
teaching. Data was collected from sixteen in-service science
teachers who attended the program (six from the elementary level
and ten from the secondary level), one classroom student from
each teacher, and five school administrators from five different
schools. The data was collected after the completion of one year of
the in-service professional development.
The research revealed that teachers used the knowledge
that they had gained to plan lessons, teach using a variety of
activities, conduct classroom action research, and advise other
science teachers to help them to improve their teaching. There
were four science teachers who presented their research reports
at an academic symposium and used the documents from their
studies for their professional promotion. Regarding classroom
atmosphere, teachers need improvement in creating opportunities
which encourage more student participation. Students had positive
attitude towards science, but need to improve their attitudes
toward scientists and the advantages of science. School
administrators noted that the program had inspired science
teachers to be interested in new approaches to teaching science,
motivated them to improve and modernize their teaching, and
encouraged them to relate lessons to real life situations.
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3
This follow-up study strengthened the rapport between the
university and professional development schools. Science
teachers who were trained in this program became teachers/
mentors for student teachers from the university. This research
confirms that the in-service program for science teachers must
continue.
Keywords: professional development, in-service science
teachers
Remark: This study was granted by the Institute for the
Promotion of Teaching Science and Technology,
Thailand.
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United States has a long history of violence and dates back from its wars and battles. In
2003, youth ages 10 to 24 died on average 15 each day resulting in 5,570 murders (CDC,
2006). Youth are being treated in emergency rooms at great frequencies. More than
750,000 youth ages 10 to 24 were taken to hospitals due to sustained violence (CDC,
2006). Youth are engaging in fights in school were 33% reported being involved in a
physical fight one or more times in 12 months (CDC, 2004). Youth are arming
themselves with weapons when arise as an effort to resolve conflicts. There were 17% of
youth who carry a concealed weapon (e.g., gun, knife, or club) one or more of the days
following the national survey. Bullying has become a rising cause of violence amongst
youth. There is approximately 30% of 6th to 10th graders in the United States were
involved in bullying as a bully aggressor, a victim of bullying, or both (Nansel et al.,
2001).
Violence has grave direct and indirect consequences, especially with youth
violence (e.g., quality of life, lost of productive life, medical) are far above $158 billion
each year (Children’s Safety Network Economics & Data Analysis Resource Center,
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2000). In a nationwide survey of high school students reported feeling unsafe at school
or on the way to school resulting in 6% not going to school one or more days in a 30 day
period following the survey (CDC, 2004). Youth violence also causes perplexing issues
in the community who are left with the decrease in property value, decrease in
productivity of youth, and increasing cost of health care due to hospital visits increasing
(Mercy et. al, 2002). Violence has a tremendous affect because of the injury and death it
brings in society. Youth ages 10 to 24 are most at risk for violent behavior or violent
fatalities in their communities and homicide being the leading cause of death in most of
the communities. The highest death tolls are first African-Americans, second Hispanics,
and third American Indians, Alaska Natives, and Asian/Pacific Islanders (CDC, 2006).
The homicides reported revealed in 2003 that 5,570 deaths resulted amongst 10 to 24
year olds with 86% males and 14% females (CDC, 2005). Males have a greater chance
to engage in physical fight then female students at a ratio 41% to 25% ratio (CDC, 2004).
Schools are a microcosm of the general society. The violence rates are rising in America
due to acts of violent behavior. Their has been research done on violent prevention
programs, however the research supports further studies longitudinal studies for
emotionally disturbed youth who have violent tendencies (Colletti, L, 2000; It is part of
the initiative of SC to reduce the number of violent related incidents with youth (Gangs in
South Carolina: An Exploratory Study, 2000). This study will consist of a method of
analysis using survey research. The Structured Assessment of Violence Risk in Youth and
the Aggression Questionnaire will be employed with 9th and 10th grade high school students.

Participants will gain knowledge on weather high levels of anger and aggression in high
school students will lead to violence and delinquency in educational track (college or
trade school) youth. Participants will also learn the identification of intervention specific
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programs for at-risk high school students who transitioning into post-secondary
education.
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Abstract
In the developing world, the environment in higher education is much more this complexity
is a result of both internal dynamics within as well as the external pressures. Globalisation
and its powerful forces has seriously presented both challenges as well as opportunities for
managing an effective higher education system. In this paper, four critical management
practices(obtained using exploratory factor analysis)that have significant implications for
effective management of a changing tertiary system examined. The results were obtained 296
respondents out of the expected 384 respondents(response rate of 77%)that included policy
makers, students and the academic staff within six higher educational institutions in
Uganda. The regression analysis results indicate a very significant relationship between the
combined management practices and the management (planning, leading staffing and
controlling) of higher education in Uganda. The paper makes recommendations for policy
and practice and the findings are compared to international findings. The paper is original
and contributes to the body of knowledge of higher education in Uganda from the
conceptual, theoretical and contextual perspectives.

INTRODUCTION
All providers of higher education today inhabit a more competitive world where resources
are becoming scarcer, but at the same time they have to accommodate increasing demands
from local community, as well as changing expectations from parents and employers. More
importantly, universities nowadays are much more governed by market ideologies and the
corporate discourse of efficiency and effectiveness (Mok, 2005). Increasing accountability
has driven education providers and academics to engage in devising and searching for
different mechanisms and strategies in order to assure quality and satisfaction of three major
stakeholders-academic communities, state and the market (Ball, 1998). In education terms,
there has been a shift from the traditional models in which most students might have been
viewed as passive recipients of teaching, absorbing information in an uncritical way, to a
growing enthusiasm, for active, independent learning, which encourages deep, rather than
superficial process of information. In response to the necessity for reforming higher
education systems, new approaches and practices in management and industry have appealed
to the decision makers of higher education (Mizikaci, 2006).The governance of higher
education has become a recognized cause for concern where many academics lament the
demise of an easy collegiality in the face of the rise of a harder managerialism that robs them
of control (Dearlove, 2002). In universities, there are no easy either-or options but only a
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series of dilemmas and ‘wicked issues’ that defy once- and -for –all
resolution(Watson,2000).This paper addresses the critical management practices essential for
managing a 21st century higher educational institution in Uganda. As argued by Carneiro,
(2004) like as medicine, management has some strong aspects of analysis, diagnosis,
preventing and therapy. In other words it has the ability to find solutions for problematic
situations and to take decisions. Management has a deep relationship with several areas of
human behavior as the competence to analyze, to plan activities, to define objectives, to
formulate strategies, to decide, to motivate people in order to coordinate and control the
possibility of achieving the goals is vested in those in management positions. However, the
environment in which managers now have to make decisions has fundamentally changed.
With the emergence of the knowledge society, new skills are required of managers of a 21st
century tertiary institution.
The management and leadership of tertiary educational institutions has always become the
subject of increasing uncertainty as institutions have to grapple with the profound external
changes that influence the way they function (Meek & Wood, 1997). Expansion of the
system, diversification of provision of services and resource base, and the changes in
economic rationality of investing in higher education have been factors influencing change
in the higher education scene(Varghese,2004). And as is the case with all organizations, the
quality of leadership may be more crucial in effecting successful change than other important
factors such as adequate resources (Harrison & Brodeth, 1999). But higher education is now
a complex business demanding leadership and management skills of a high order and
challenges confronting Vice Chancellors, Directors, Principals of universities and other
educational institutions of higher learning include increasing demand against a background
of resource scarcity, cost sharing, transformation and managing change, business
partnerships, lifelong and distance learning, access agenda, quality assurance and assessment,
globalization and internationalization, enhanced stakeholder expectation, new technologies
for learning and management, regional development, the expansion of knowledge, strategic
alliances and mergers and an increasingly competitive higher education environment(
Obe,2003)

METHODOLOGY
The design used in this study was a cross-sectional survey design. The sampled population
of this study was 384 but only 296 returned the usable survey instrument and this represents
a response rate of 77%. The study relied on a 134 item closed ended questionnaire that used
a five likert scale (1=strongly agree, 2=Agree, 3= Undecided, 4=Disagree, and 5=strongly
disagree) and its overall reliability coefficient was =0.828 and for the specific four
management practices, the alpha = 0.65 and had a total variance of 4.838). The analysis of
the data was done using exploratory factor analysis, descriptive analysis as well as
correlation and regression analyses. This paper presents results that were obtained from
different stakeholders involved in the management of higher education in Uganda. The
majority of the respondents 107(36.1%) were students. This study also included 46(15.5%)
teaching staff, 28(9.5%) executive members of academic staff association, 93(31.4%)
university managers, and 12(4.1%) who were policy makers including the members of
governing councils, staff of ministry of education and those from the National Council for
higher education. In terms of managerial positions, 140(47.3%) were lower management
staff, compared to 32(10.8%) and 99(33.4%) who were in top management and middle
management positions respectively.
Though perceptions of men and women have changed over the last several decades,
important differences remain in the perceptions of women and men on managerial
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characteristics (Powell, et al, 2002). The study findings contribute to this world debate on the
role of women in educational processes. The study’s findings compare well with existing
literature on this important topic. The respondents were also disaggregated by gender with
the majority 192(64.9%) being males compared to 101(34.1%) being females; implying a
male dominated respondent category which is a reflection of the traditionally held disparities
between males and females both as students and as employees of higher educational
institutions in Uganda . The majority 122(41.2%) of the study respondents indicated their
highest qualifications being a Bachelors degree and a reasonable number of 110(37.2%) had
Masters as their highest qualifications. There were only 12(4.1%) respondents who had
Doctoral qualifications. Others were undergraduate students who represented 37(12.5%) of
the study respondents with the remaining percentage being treated as missing cases in the
process of data analysis. It was found that 158(53.4%) of the respondents had a working
experience of less than 5 years in the respective higher educational institutions covered by
this study while 77(26.0%) had spent between 5-10years, 33(11.1%) were between 10-15
years of experience and 27(9.1%) had over 15 years of experience in the higher education
sector. Finally in terms of age distribution, 113(38.2%) were below the age of 30 years,
91(30.7%) were between 30-40 years, 54(18.2%) were between 40-50 years while
37(12.5%) were above 50 years of age.

RESULTS AND DISCUSION
The paper builds its analysis on four critical items that were viewed as modern management
practices essential for effective management of a higher education institution. The four; that
were derived through exploratory factor analysis include: consideration of gender in decision
making (factor loading=0.70), having flexible systems and processes (factor loading =0.69),
adoption of a collegial approach of management as opposed to a bureaucratic style (factor
loading=0.65) and a need to have clear guidelines for decision making (factor loading=0.62).
The descriptive statistics for each of the four practices were examined and are summarised in
table 1.
Table 1.Descriptive results for the management practices
ITEM

Mean

SD

N

Considering gender issues in decision making

3.05

1.205

296

Having clear guideline for decision making

2.54

1.207

296

Need for a Collegial mode of management

3.24

1.364

296

Having flexible systems and processes

3.11

1.228

296

Scale: 1=strongly agree, 2=agree, 3=undecided, 4=Disagree and 5=strongly disagree

Analysis from table 1 reveals important information concerning the strength of the items as
well as areas of concern that need attention by various higher educational institutions in
Uganda. Generally, the respondents for this study were satisfied with the above four
management practices and it is these practices that have significant implications for
planning, leading, staffing and controlling in a changing tertiary education set up. The means
for all items were high confirming the opinions of the respondents. A ranking order of the
item means indicates that the need for collegiality was the most important practice, followed
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by need to have flexible systems, the consideration of gender and finally having clear
guidelines in decision making. The computed mean for all the four practices was correlated
and regressed against each of the core management functions that were retained from factor
analysis. In table 2, the descriptive results for all the four management functions are first
presented
Table 2. Descriptive results for the management functions

M

SD

N

Participatory planning being encouraged

2.52

1.187 296

Frequent evaluation of plans and realization of targets

2.67

1.134 296

Top Management sets all systems

2.07

1.018 296

Academic excellence a key priority

1.52

0.827 296

All staff are trained when they request for funds

3.35

1.181 296

Adequate funds allocated to staff development function

3.28

1.230 296

Have a comprehensive training strategy

2.88

1.174 296

Effective leader and the demands of those being led

1.151

0.718

296

Leadership styles change with changing environment

1.151

0.694

296

Effective Leader consults at every opportunity

1.78

1.019

296

Delegation is an essential management tool

1.56

0.813

296

Regular review of management practice and efficiency

5.79

0.963

296

Clear regulations on key performances

5.78

0.978

298

Planning

Staffing

Leading

Controlling

The means for all management functions save those of leading are above average. While the
survey instrument used a five likert scale and the average mean could be computed on this
based, the analysis included another category of non response cases as the 6th category. That
explains the mean value for all controlling items being above five. On the function of
planning, the most important item is the need for frequent evaluation of plans and realization
of targets while the least measure according to the means scores of the respondents is
academic excellence being apriority in planning. On staffing, the most important item is the
need for all staff to be trained when they request for funds while the need for effective
consultation by leaders is a key leadership function according to the respondents. Regular
review of management practice and efficiency by higher educational institutions is the most
important element of controlling.
After an analysis and interpretation of the descriptive results, exploratory factor analysis was
used to identify the most important management practices and the results are presented in
table 3
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Table 3. Factor Loadings for Management practices Policy reforms
No. Variables (statements)
1.

Factor loadings

Considering gender issues in decision making is a new management philosophy

0.70

2. Higher educational institutions should have flexible systems and processes

0.69

3. I believe in a Collegial modes of management being applied to HEIs

0.65

4. Higher educational institutions should have clear guideline for decision making

0.62

(Total variance=4.838 α=0.65)
Table 3 indicates that there were four items (total variance =4.838%, alpha=0.65) that were
in the opinions of the study respondent’s reliable measures of management practices given
the reliability alpha and factor loadings which were both above 0.5. The most important
management practice in effective management of a changing tertiary education is
consideration of gender in decision making (factor loading=0.70) and the least of the
management practices is having clear guidelines for decision making (factor loading=0.62).
Further statistical analyses to assess the degree of association between management practices
and the four functions of management were examined to test the following null hypothesis:
H0 There is no relationship between management practices and the management of
higher educational institutions in Uganda

Tested against the alternative hypothesis that:
H1 There is a significant relationship between management practices and the
management of higher educational institutions in Uganda
The correlation and regression analysis results of the assessment between management
practices and overall management scores and later with each of the functions of planning,
leading, staffing and controlling are presented in table 4
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Table 4. Correlation and Regression analysis results for management practices and management indicators
R2

Coefficients

R

Adjusted R Squared

Sig.

Planning

0.274*∗(0.000)

409

0.169

0.138

0.076

Leading

-0.122∗(0.041)

271

0.742

0.390

0.011

Staffing

0.220∗∗(0.000)

471

0.222

0.193

0.030

Controlling

0.249∗∗(0.000)

790

0.624

0.610

0.011

ANOVA RESULTS

df

SS

MS

F

Sig.

Planning

10,267

23.037(114.388)

2.304(.428)

5.377

0.000

Leading

10,266

3.915(49.306)

0.392(.185)

2.112

0.024

Staffing

10,267

58.376(204.355)

5.836(.765)

7.627

0.000

Controlling

10,266

158.222(95.173)

15.822(.358) 44.222

Management

Overall management
Ad.R=0.262(Sig.0.001)

practices

and

Management

functions:

R2=305,

Ad.R=280(sig.0.000),

Political

Moderator

0.000
effect:

R2=0.288,
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The results in table 4 found that management practices account for a total of 30.5% (RSquare =0.305, p=0.000) and this relationship was negatively moderated by political
environment to 28.8% since the moderator R—square was found to be =0.288,
(p=0.001). In other words, the higher educational institutions in Uganda that considered
gender in decision making processes, had flexible systems, practiced the collegial
approach and those that set clear guidelines for decision-making(as measures of
management practices as seen from table 31) would improve their management by 30.5%
as portrayed by respondent’s opinions in the study. However, considering the political
environment in which institutions of higher learning play, this percentage variation would
be reduced to 28.8%and the results were statistically significant.
On the extent to which the management practices could affect individual management
functions, the results as presented in table 4 revealed that management practices against
planning had the R2=0.169(,Sig.0.076), implying that management practices policy
reforms account for a total percentage variation of 16.9% in the scores of planning,
compared to leading with R2=0.742,(Sig.0.011) or 7.4%. Staffing was found to be with
R2=0.220, (Sig.0.030), implying that the management practices policy reforms accounted
for a total variation of 22.0% in the scores of staffing. Finally, it was found out as
presented in table 32 that for controlling, the R2=0.624,(Sig.0.011) , interpreted to mean
that 62.4% of the variations in monitoring and evaluation(controlling) of higher
educational systems and processes could be improved by the adoption of the identified
management practices. The ANOVA results as seen from the lower part of table 32
reveal that results for three management functions were statistically significant at 99%
with the exception of leading scores whose level of significance are at 90%.

Of the most interesting finding in this study supporting the existing literature was
probably the consideration of gender in decision making by higher educational
institutions as being one of the critical management practices expected of tertiary
education in Uganda. Elsewhere, it has been suggested that women make up an
increasing proportion of the fulltime workforce and of managers around the world
(Wirth, 2001) but they are still under-represented in management in most countries and in
senior management (Davidson& Burke, 2004). Because of such ‘marginalisation’
organizational researchers; to which this study is part; are increasingly developing an
interest in women management issues worldwide and are reporting on the demographic
changes in top and senior management positions by debating on the status and condition
of professional women. This creates awareness about women’s intellectual and
professional contributions although women worldwide are still holding secondary
positions, are underutilized in the labour market and are still a wasted resource (MarthurHelm, 2005, Mihail, 2006). Even though progress has been made over the last decades,
barriers to women advancement still persist and while women’s achievement of higher
education qualifications and accumulation of human capital allow them to obtain entrylevel positions, these are not sufficient to lead them into positions of power (Mihail,
2006).
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Cubillon &Brown,(2003) support women involvement in educational leadership and
management. They argued that few institutions in society change as slowly as social
relationships, and few, it would appear, more slowly than the systematic discrimination
of women. In what may be so far a better illustration of the role of gender in
organizations the above authors in their critical paper entitled’ Women in Leadership and
Management: International differences?’ they argued that women have now become
viable and valuable contributors to the workforce not only on the ‘sticky floors’ doing
low paid’, menial but often essential jobs, pushing through the ‘glass ceiling’ and pushing
aside ‘glass walls’; to become leaders in their own right. However, contrary to what their
study found that the teaching profession in was dominated by women, this study found
that the men dominate not only the teaching profession but the managerial levels in
Uganda’s higher educational institutions. It was for example found that 64.9% of the
respondents were male compared to 34% who were females, a finding that supports the
gender discrepancy in Uganda’s higher educational institutions. Where the women have
managerial levels, the biggest percentage is at middle and lower levels. Women in middle
management roles in education are often assigned pastoral duties (cast in the role of
senior mistress’, while the men are given responsibility for areas such as curriculum and
finance (P.279). Commenting on the implications of such stereotyping for their career
progression, Coleman,(1996) reported that women were becoming more aware of the
dangers of such labeling and were taking steps to avoid these traditional roles and where
they have attempted have shown that they are capable educational leaders(Cubillo,1999).
When asked to indicate their opinion on the extent to which they believed that
consideration of gender was a very important management practice, 29(9.8%) strongly
agreed while 84(28.4%) agreed although 85(28.7%) disagreed and only 36(12.2%)
strongly disagreed and 62(20.9%) were undecided. This implies that there were mixed
opinion of respondents on the role of women. Since the demographics indicated a male
dominated higher education environment, it could be alluded that these majority male
respondents had low negative attitude of women entering managerial positions.

The factor analysis results presented have also indicated that collegiality as opposed to
bureaucracy is another management practice of critical importance to higher education
management in Uganda. When asked to give their opinions on the degree to which
collegiality was a key practice in managing higher education, the majority 101(34.1%) of
the respondents disagreed, 56(18.9%) strongly disagreed and 35(11.8%) strongly agreed
and 56(18.9%) agreed while 43(14.5) were undecided. This implies that while collegiality
is generally believed to be essential in management of a higher education, the opinions
from the study respondents as reflected in the descriptive results portray a contrary
opinion. The cross tabulation results indicated that 140 respondents who indicated their
opinion on collegiality were from lower management, 99 were from middle management
and 32 were top managers and a total of 24 did not show any response. Of the 32 top
managers who responded, the majority 928.1% strongly agreed that collegiality was
essential and 8(25%) just agreed compared to only 7(21.8%) who disagreed and 6(18.8%)
who strongly disagreed. Of the 99 respondents who were in middle management,
12(12.12%) strongly agreed, 19(19.12%) disagreed. Of the 140 respondents who were in
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the lower management position the majority 49(35%) disagreed that collegiality was
essential in management of higher education in Uganda and 34(24.3%) of respondents
strongly disagreed. It was probably because such a question sounded strange to this
category as they had operated in a bureaucratic system and could not imagine where the
principles of collegiality could apply practically.
Quoting a variety of stakeholders, Hull,(2006) argued that by most accounts, collegiality
in higher education is rapidly being displaced, threatened or distorted by one or more of
the following: Managerialism(Trow,1994), new public management(NPM) (Chandler et
al,2004), the intensification of work(Kinman &Jones, 2004), the emergence of
professional leadership,Hellstrom,2004) ,academic capitalism(Deem,2001) among others.
Collegiality is typically characterized by consensual –decision making, cooperation and
shared values (Kinman& Jones, 2004) .Waters,(1989) one of the earliest writers on
collegiality defined collegial structures as those in which there is dominant orientation to
a consensus achieved between the members of a body of experts who are theoretically
equal in their levels of expertise but who are specialized by area of expertise.
Waters offers three different sets of collegial structures namely, exclusive collegiality,
which is more likely in small private organizations where internal coordination is through
complete consensus and face-to-face participation. In this form, there is no distinction
between professional or administrative roles, and both the internal exercise of authority
over colleagues and the external exercise of authority over clients are unmediated by
bureaucracy. Secondly, he talks of predominantly collegiate which is characteristic of
larger organizations (especially hospitals and universities) that combine professional and
administrative activity, with the latter subordinate to the former. In this form, internal
authority is collegiate insofar as members agree to be bound by consensual or majority
decisions taken with differentiated professional activities or disciplines. However,
external relations, such as those with hospital patients, or students are not totally
undivided or absolute but mediated by a variety of administrators and rules. Resource
allocation is administered through bureaucratic means. Thirdly, is intermediate collegiate
which also pertains to large organizations, but in this case, relations between professional
and administrative activity is reversed. As with predominantly collegiate type, external
authority is mediated by and bureaucratic. However, professional employees within an
organization are subordinated to the administrative framework and are granted relatively
little autonomy. While there may be some level of collegial decision-making within
professional groupings, this takes the form of professional advice to the administration,
which may overrule it.
In Uganda’s context, there is no direct classification of professional and administrative
staff but rather academic (faculty) and administrative staff. Higher educational
institutions in Uganda seem not to have a clear collegial structure fitting the above three
categorizations. They instead have systems that cut across the three but more of the
‘intermediate collegiality’ than the rest. What is true from the theory of collegiality as
presented however is the fact that higher educational institutions in Uganda are large
organizations with a complex set of stakeholders, which need extensive involvement and
participation in core decision-making processes with a view to achieving consensus. This
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has not been usually done where few stakeholders have always been consulted by
management; an explanation of the increasing tensions among administrators, students,
academic staff and administrative staff in almost all institutions of higher learning. It
should however been emphasized that collegiality in higher education in Uganda differs
fundamentally from public and private institutions. Private institutions, which essentially
adopt private-sector perspectives, are more collegial in most cases than public institutions
a number of which seem stuck with the traditional doctrines of bureaucracy. Water’
framework however remains a useful approach for adopting change within Uganda’s
higher educational institutions.

Related to collegiality, the study sought the opinions of the respondents on whether
having flexible systems and processes were critical in Uganda’s higher education system.
Of the total study respondents, the majority 115(38.8%) again disagreed and 29(9.8%)
strongly disagreed compared to 32(10.8%) who strongly agreed and 71(24.0%) who
agreed and 47(15.9%) who were undecided. Other than gender as a modern management
practice that influenced the effective management of higher education, the study findings
revealed that flexibility in systems and processes within higher educational institutions
was essential. Globalization has been recognized as a leading cause of the changing
nature of business (Dugal& Roy, 2002). Various constituents with an interest in toady’s
institutions of higher education can be instrument in bringing about the change that is
mandated in toady’s educational environment given the increasing pressure on these
institutions to assure educational outcomes of value (Atkinson, 2001, Brown, 2002). The
finding on demand for flexibility in systems and processes by higher educational
institutions in Uganda therefore is a useful finding of the study. It compares well with
existing literature findings. Higher educational environment is increasingly changing and
this calls for a responsive approach. To support this finding Cornuel,(2007)recently
observed ‘the main goal of a higher education institution should be that of delivering(and
continually enhancing) excellence in teaching and learning and combining the values of a
liberal education with professional qualifications required in a gloablised economy. With
the proliferation of institutions offering higher education, it is fundamental that
institutions employ the right strategies and resources that will allow them to achieve their
ambitious goals, while remaining competitive in the evolving global market (p.87). This
is what Uganda’s higher educational institutions are required to do in as far as the study
findings are concerned.
The public sector has experienced a number of complex pressures to change the way in
which it manages and provides services; and efficiency, economy and effectiveness are
the espoused objectives of change (Warner and Palfreyman; 1996). Tertiary educational
institutions in many countries are initiating sweeping transformations to align themselves
better with educational demands and competitive challenges and the main goals to
increase flexibility and build up adaptive capacity of tertiary educational institutions and
programme (World Bank, 2002).Emerging evidence from this study is in direct
agreement with this observation. The environment, the practices, the challenges, the
opportunities are all ganging up together to shape the higher education environment.
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Uganda; and its higher educational institutions has not been immune from these forces.
Musaasi, (2006), writing from Uganda’s context ,argues that the administrative set –ups
and environment that most educational systems, especially those in developing countries,
have carried over from the colonial past were never designed to pray host to modern
brand of planning. Most were designed for rule-making and care-taking in educational
systems where the role of the central government and public authorities was modest.
There is a profound recognition from the wide array of literature and policy documents
within developed and developing nations that the last decade of the 20th century saw
significant changes in the global environment, that in one way or another, bear heavily on
the role, functions, shape and mode of operation of tertiary education systems (World
Bank, 2002).
Musaazi(2006); further argues that education planners must examine the state of the
society in which they work and they need to know where that society needs to go and
what educational requirements are needed to get there. The findings supported by the
author’s findings reveal that higher education planning needs to consider the demands of
the society in which it operates. The needs and expectations of the various stakeholders
have to receive adequate attention if the system is to be effectively planned. Musaazi has
given what he calls recent progress in the theory and practice of educational planning that
reveals five prepositions that form a general framework for investigations about
educations planning. Our findings on the planning processes in higher education are
inherently supported by his scholarly propositions, which include:
1. Educational planning should take a long -range view. It should have a short range
(1-2 years) a middle range (4-5 years) and a long- range (5-10 years) perspective.
Since it takes a great deal of time, to increase educational capacity and to alter
educational output, to enlarge, for example the production of engineers or primary
school teachers, planning years ahead is absolutely necessary.
2. Educational planning should be comprehensive. To ensure the harmonious
evolution of its various parts, it should embrace the entire educational system. Its
vision should be extended to include non-formal education and training so that
these may be integrated into the formal education system
3. Educational planning should be integrated into the broader economic and social
development plans for a particular society. To effectively contribute to individual
and national development and to make the best use of scarce resources, education
must be attentive to the realities of the world.
4. Educational planning should be an integral part of educational management. To
be effective, the planning process must be closely tied to the decision making and
operations processes. If isolated in a back room, it becomes purely an academic
exercise whose chief effect is to frustrate those involved.
5. Educational planning must be concerned with the qualitative aspects of
educational development not merely with quantitative expansion. Only then can it
help to make education meaningful, more relevant, efficient and effective.
Education planners then should also be educators who posses a thorough
knowledge of their educational systems.
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The above propositions are very pertinent for the successful planning of higher
educational institutions in Uganda. It is vital for the higher educational institutions to
exploit the opportunities offered by the globalization phenomenon. As the World Bank
(2002) observed, higher educational institutions need to react swiftly by establishing new
programs, reconfiguring existing ones, and eliminating outdated programs without being
hampered by bureaucratic regulations and processes. Secondly, the shift from the
traditional methods of delivery to new modes of delivery; facilitated by the ever changing
information technology remains at the shoulders of higher educational institutions that
will succeed in the increasing knowledge based society.
Asked to comment on whether having clear guidelines for decision making was a key
management practice expected of higher educational institutions, the majority121(40.9%)
of respondents agreed, 51(17.2%) strongly agreed, 45(15.2%) were undecided,55(18.6%)
disagreed and 21(7.1%) strongly disagreed. The results therefore imply that overall, the
biggest number of study respondents believed that having clear guidelines for decision
making was a major practice that was expected of higher educational institutions in
Uganda. In both developed and developing countries the institutions are being challenged
by new demands, processes and competition, signifying a departure from the traditional
bureaucratic higher education system, to a flexible collegial based approach to
management. Achieving an appropriate collegial type or framework in Uganda will rest
on the leaderships within the higher education systems. Leadership is an essential
ingredient of positions with supervisory responsibilities in any organization which
organizations rely on to translate goals and objectives into accomplishments as earlier
agued by Simon,(1976). And higher educational institutions are never an exception. But
unlike other organizations, higher educational institutional institutions are complex
because of their multiple agendas.
As Lewis and Smith,(1994) argued, colleges and universities create a unique challenge
for scholars and practitioners who seek to better understand and /or practice it because
leadership has to be applied in a variety of different settings including administrative
departments, academic departments and student and faculty organizations. Academia
follows the principle of shared governance and decision -making should involve both the
central administration and the faculty members of a campus (Rowley & Sherman, 2003).
In today’s academic environment of continually decreasing resources and increasing
‘massifications’ and consequent extensive stakeholder expansion, it is essential for all
those in leadership and management responsibilities in higher educational institutions in
Uganda to have a grasp of their leadership roles in enhancing the collegiality demanded
of the knowledge economy. Effective planning, leadership, staffing and controlling
cannot be effective unless all the stakeholders participate at one stage or another. They
have to own the decisions made as a way of ensuring sustainability.

CONCLUSION AND IMPLICATIONS
This study has found that the management practices critical for higher education
management in Uganda include:- consideration of gender issues in decision making as a
new management strategy as the most important; going by its factor loading; need for
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higher educational institutions to have flexible systems and processes, higher educational
institutions adopting a collegial approach as opposed to a traditional bureaucratic
approach and finally the need for higher educational institutions to have clear guidelines
for decision making. It was found as presented in table 4that the four management
practices had an effect on the controlling function by 62.4%, staffing by 22.0%, planning
by 16.9% and lastly to leading by 7.4%, results that generally indicated a significant
effect of this component on management of higher educational institutions in Uganda. As
a higher education student concerned with effective management of institutions of higher
learning, and adopting modern philosophies of management, the outcomes were an
interesting finding. They provided evidence of the study’s hypothesis that management
practices policy reforms had an effect on management of higher educational institutions.
The environment is conducive for such development. Economic, social and political
processes in many developing countries reflect a potential trend towards greater numbers
of women gaining administrative positions in school and it is likely to be a sufficient
reason to justify the emergence of research on women in educational administration in
developing countries (Oplatka, 2006). The implication for Uganda’s higher educational
environment is that the ‘hope is not lost ‘for women to ‘climb’ management positions
where they will be capable of making critical decisions. These findings on the status of
women in Uganda’s higher educational systems give an understanding of women in
educational administration in the country and in a way challenges the traditional
conceptions and theories about their ability to move from ’bedrooms’ and concentrate
their efforts in ‘boardrooms’. As Brown and Ralph, (1996) commented recruitment and
retaining of women in teaching have become priority strategies improving girl’s
education in many developing countries, a strategy that can as well work in retaining
women in management positions within higher educational institutions in Uganda.
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because the perpetrator can remain anonymous and possess rudimentary computer
skills. With the advent of mobile, wireless Internet access, cyber-bullying can happen
any time and any place and for many children. Both educators and parents need ways to
counteract an increasing technological threat to the safety and well-being of all children.
Based on increasing research (Hinduja, S. & Patchin, J., 2007; Hinduja, S. &
Patchin, J.,2008; Keith, S. & Martin, M. E., 2005), this presentation will share critical
information, useable classroom strategies, and professional and parental internet
resources for defusing the cyber-bully. Through a power point presentation and related
handouts, critical information regarding the nature and impact of cyber-bullying will be
shared. Specific instructional strategies researched and developed into related
classroom lessons by teacher education students will be demonstrated. A wide array of
internet resources will be shared through handouts, demonstrated access, and an
accompanying CD of digital resources.
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ABSTRACT
This paper mainly described the characteristics of mathematics teachers’
interpretation of teaching materials, and the feasibility and outcome of mathematics
teachers’ interpretation of teaching materials. The author presents a set of heuristics
for promoting teacher learning through interpreting teaching materials and
investigates the effects of these heuristics. Using case study methods, the learning
process and outcome of two mathematics teachers were organized on the basis of
learning components which were proposed in social theory. The results showed that (1)
the two case teachers’ perspectives of interpreting teaching materials changed with
different reading goals, and they interpreted unfamiliar teaching materials from
text-based perspective; (2) the common characteristics of the two case teachers’
interpretation of teaching materials included – mapping out the mathematics content,
exercising or solving mathematics problems in teaching materials, finding the
learning sequence of mathematics concepts and envisaging the teaching procedures.
How heuristics of interpreting teaching materials may promote teacher learning will
be discussed.

INTRODUCTION
Teachers and teaching materials are two pivotal factors by which students’ learning
is affected. What content teachers select and how teachers manage this content are
both intertwined as the learning environment and context of learning mathematics,
and teachers’ proficiency can be evaluated from their selection and management of
materials. Sosniak and Stodolsky (1993) pointed out that many studies related to
teaching had this assumption that teachers teach in accordance with textbooks so the
focus of these studies was emphasized on comparing the effects of different materials
or teaching methods. Therefore, the relation between teachers’ selection or
presentation of teaching materials and their interpersonal behaviour is neglected.
Although researches have generally revealed that both textbooks and teachers play a
major role in the quality of learning and teaching, how teacher interact with textbooks
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receives much less attention.
While we investigate how teachers interact with teaching materials, it is not hard to
imagine that the process of how teachers and teaching materials affect with each other
is an intricate issue. Some relevant research results have appeared in literature (e.g.,
Lubben, Campell, Kasanda, Kapenda, Gaoseb & Kandjed-Marenga, 2003; Pepin &
Hagaarty, 2000). Generally, textbooks are viewed as representations of the curriculum
or as a link between curriculum and pedagogy, and teachers, in turn, appear to use
textbooks in the service of their own perceptions of teaching and learning or
mandated curriculum. Moreover, most of these relevant studies (e.g., Donovan
& Smolkin, 2001) investigated the relation between teachers and textbooks as to
teachers’ basic background or teachers’ selective consideration to the surface
characters of textbooks (e.g. content, visual features, readability, and developmental
appropriateness), but the relation between teachers’ interpretations of textbooks or
teaching materials and their teaching had not been deeply analyzed. In other words,
the questions about teachers’ interpretation of teaching materials and its relation to
teachers’ instruction are demanded to deal.
Nearly 95% of the mathematics teachers in Singapore evaluated their knowledge of
textbooks as either “fairly good” or “very good” (Fan & Cheong, 2003), but it is still a
question about the quality of these teachers’ knowledge of textbooks in practice. If
teachers can appropriately evaluate the strength and weakness of textbooks, they will
have less opportunities of incompletely comprehending or misunderstanding
curriculum reform. Because teachers’ interpretations of teaching materials only with
personal experience and customs may make the discontinuity of students’ learning, we
believe that holding the good quality of interpreting teaching materials is helpful for
curriculum reform. Therefore, one of teacher learning goals is to advance
mathematics teachers’ ability of utilizing teaching materials. The first stage is to
explore how two teachers interpret teaching materials and the effects of interpreting
teaching materials.

RATIONALE
Views on Interpretation
Interpretation means reading with different perspectives and goals or roles. What is
reading? Many researchers (e.g. Goodman, 1967; Smith, 1971) argued that reading is
a matter of comprehending text, not just identifying words, thus assigning readers the
leading role in the process. Thus, effective reading is relied not only on readers’
linguistic competence and their background knowledge, but on what and how readers
can understand by the two factors. On the other hand, reading is viewed as readers’
interpretive process that is a transaction between readers and texts (Rosenblatt, 1978).
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Accordingly, this study focuses on meaning, and argues that meaning comes from
both the readers and texts. Specifically, meaning is herein categorized into three
modes of compositions: text-based, reader-based and transaction-based. Text-based
means readers interpret a text mainly according to the commonly shared meaning
described in this text. Reader-based means readers interpret a text mainly according to
their own pre-knowledge which is not described in this text. Transaction-based means
readers interpret a text according to both commonly shared meaning and their own
pre-knowledge. This establishes a theoretical language to analyze how the two
mathematics teachers interpret mathematics teaching materials.

Learning Community of Practice
The social theory of learning views learning as a fundamentally social phenomenon
with a beginning and an end, and community of practice as much more than technical
knowledge or skills associated with undertaking tasks (Wenger 1998). The elements
of learning model are meaning, practice, community, and identity with learning as the
central component. We interpreted the four elements as what is learnt (meaning),
where learning occurs (practice), who learn together (community), and self-regulation
of learning (identity). Accordingly, the activities of interpreting teaching materials
could be analyzed beyond individual cognition, and their possible effects could be
extended to a social context instead of an experimental setting.

METHOD
There are two hypotheses in this study. One is that teachers’ interpretations of
teaching materials produce personal meaning, which causes different teaching action.
The other is that teachers will use teaching materials flexibly and appropriately if they
could experience multiple interactions with teaching materials. Therefore, interpreting
teaching materials pre- and post- instruction is required for understanding how
teachers interact with teaching materials, and teachers are asked to interpret teaching
materials with different perspective for different purposes.
Two junior high school mathematics teachers, T1 and T2, participated in this study
by engaging in two settings of interpreting teaching materials, familiar teaching
materials with the given reading goals and unfamiliar teaching materials without the
given reading goals. The two teachers were invited because they were taking graduate
courses in the university where the author taught, and the author was their advisor.
They did not teach in the same junior high school. They agreed to come to university
once a week for discussing how to interpret teaching materials, and the author was the
facilitator.
As to familiar teaching materials with given reading goals, this study chose the
context of a unit on similar figures for 9th graders. The beginning, intermediate and
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last paragraphs in a mathematics textbook of Taiwan were adopted, and three
questions were designed to ask teachers: (a) What is the meaning of this paragraph? (b)
Do you think this paragraph is easy to understand for students? And why or why not?
(c) How do you arrange this paragraph in your class? The beginning paragraph
introduces the magnified and shrunk figures with appendix figures, the intermediate
paragraph proposes a question which will be used to prove a conjecture, three
corresponding sides of two triangles are proportional if three corresponding angles of
the two triangles are equal, from summarizing an explorative activity. The last
paragraph presents an exercise of using proportional relationships to construct two
proportional segments in a line. The three paragraphs are provided in appendix.
As to unfamiliar teaching materials without given reading goals, this study chose a
teaching material about similar figures from a thesis about designing teaching
materials for mathematics connection. Teachers were asked to read this teaching
material and to answer what you think while reading it.

FINDING
The first part describes the two mathematics teachers’ interpretation of teaching
materials with respect to the meaning, the instructive arrangement and the attributions
of students’ (mis-)understanding in three different paragraphs.
As to the beginning paragraph, both of the two teachers interpreted the meaning
with the text-based perspective, the instructive arrangement with the transaction-based
perspective.
“This introduces the corresponding angles are equal and the corresponding sides
are proportional for the two magnified and shrunk figures. ”(meaning, text-based)
“To let students recall the relationship of angles and sides among magnified and
shrunk figures, and guide students to define similar figures.” (instruction,
transaction-based)
Both of them agreed that it is easy for students if they can recall the pre-knowledge
about magnified and shrunk figures. I asked when the name of similar figures will be
introduced in their teaching. T2 said that she introduced it after students recalled what
magnified and shrunk figures mean, and T1 said that she introduced it after students
know the two properties are necessary for polygons. The name of similar figures is
new for students, the two teachers did not ignore students’ background and then
communicate with mathematical language which is not beyond students’ cognition.
As to the intermediate paragraph, T2 interpreted both the meaning and the
instructive arrangement with the text-based perspective, but T1 interpreted the
meaning with reader-based perspective and the instructive arrangement with the
text-based perspective.
“It introduced the relationship between the base sides and the areas of two
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triangles with equal heights.”(meaning, text-based)
“It introduced that three corresponding sides of two triangles are proportional if
three corresponding angles of the two triangles are equal.”(meaning,
reader-based)
“To introduce the relationship between the base sides and the areas of two triangles
with equal heights.” (instruction, text-based)
However, they also expressed that they may skip this property and its proof and
introduced the property of two triangles with three equal corresponding angles. T1
said that students may have difficulties in connecting this property to similar figures.
T2 said that students may have difficulties in understanding proof. Both of them
seemly disagreed the context of the intermediate paragraph and read it with text-based
or teacher-based perspective; therefore, they criticized the arrangement of the teaching
materials in this textbook.
As to the last paragraph, T2 interpreted both the meaning and the instructive
arrangement with the transaction-based perspective, but T1 interpreted the meaning
with reader-based perspective and the instructive arrangement with the
transaction-based perspective.
“To construct two proportional segments in a line.”(meaning, text-based)
“To apply the principle that three corresponding sides of two triangles are
proportional if three corresponding angles of the two triangles are equal.”
(meaning, transaction-based)
“To let students deeply understand this principle by applying it to a different
situation.” (instruction, transaction-based)
If teachers just focused on the surface meaning, and did not interpret it as a function
of application, they would have emphasized how to construct two proportional
segments in a line instead of discussing the deep meaning of this exercise.
The second part describes how the two teachers read and interpret unfamiliar
teaching materials. The teaching materials had two versions. One version was
designed for each individual, and the other was designed for group discussion. T1 and
T2 read the two versions and did not know what the difference between the two
versions is. After the researcher gave a hint of focusing subjects, they perceived the
difference and discussed the two versions pro and con. Although both of them agreed
that the importance of constructing geometric figures as to a situation, their
interpretation of its importance was different. T2 thought that this task is used to
activate students, and T1 thought that this task is used to connect mathematical
concepts.
T2: ….Manipulation instead of computation makes geometry interesting. This task
can make students feel the association between mathematics and life.
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T1:Constructing a very small shrunk figure is very complex and
time-consuming. …(However,) constructing magnified and shrunk figures is
helpful for students to perceive the relationships between the corresponding
angles and sides.
The researcher analyzed the common characteristics of interpreting teaching
materials between the two teachers with respect to reading goals and strategies. The
results showed that what they first chose to read is related to mathematics and then
introduction or description. Next, they actively thought how to tackle problems or
answer questions provided in the teaching materials, and evaluated the difficulty
based on their thinking process. But, they did not actively think how to adapt
unfamiliar teaching materials for teaching. While they were asked to think how to use
the teaching materials, they would first find the teaching sequence in the materials and
then envisage arranging their instructive procedures.
The third part described how the researcher developed heuristics to promote teacher
learning and compared between the beginning and the ending of learning how to
interpret teaching materials in this study.
Communication for understanding teachers’ conceptions of teaching was a starting
point. In the beginning, it was hard to discuss the views on mathematics, learning
mathematics, teaching mathematics and learning to teach mathematics because the
two teachers’ language to describe their views was limited. After the researcher
introduced some ideas about objectivism, subjectivism and relativism for knowledge
and knowledge-based, skill-based and inquiry-based learning for learning, the two
teachers further thought the diversity and complexity of teaching in addition to what
students must require. This experience made the researcher produce the heuristic of
introducing and discussing reading perspective in order to expand teachers’ language
and then influence their thinking.
Observing the two teachers’ instruction was ideally part of this study; however,
they felt worried because they did not have confidence in their teaching. On the other
hand, T2 also expressed that she had no confidence in implementing unfamiliar or
creative teaching materials besides designing creative teaching materials. For
improving their confidence in teaching and designing teaching materials, the
researcher produced the heuristic of comparing and criticizing incomplete or
improper teaching materials in order to provide opportunities for them to experience
revising teaching materials. Based on their revision, it may encourage them actively to
use the teaching materials.
Discussing seems not enough to make the two teachers constant progression,
because they may forget what they say. Keeping reflective journal with key questions
was suggested to easily record and track their ideas. The key questions included (1)
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which mathematical content may be related to this material? (2) Is this material
arranged in the beginning, middle or final part of a course? (3) What is the meaning of
this material based on the text-based and transaction-based perspectives? (4) Is easy to
understand for students? (prior knowledge, native language, mathematical language,
examples) (5) Would you like to revise this material? How or Why not?

DISCUSSION
Three heuristics were developed form the interaction between the researcher and
the two teachers. They were suggested to promote teacher learning based on the
mechanisms of multiple experiences as interactive evidence, projection of empathy
and encouragement of uncertainty (Yang and Lin, 2006). The two case teachers
displayed their willingness for learning although they participated in this project with
outer motivation.
According to the finding in this study, the author will make further conjectures
about good qualities of interpreting teaching materials regarding perspectives of
reading comprehension. A good quality of the interaction between teachers and
teaching materials is that teachers should interpret them with flexible perspectives
according to the quality of the material and each phase (meaning, students
understanding or the instructive function), and evaluate them with multiple sources of
learning difficulty.
Next, if teachers’ interpretations and evaluations of teaching materials are viewed
as the interaction between teachers and materials, the interaction can be analogized to
the interaction between teachers and students (ref. den Brok, Brekelmans, Levy &
Wubbels, 2002). Regarding teacher-student interaction, Wubbels, Creton &
Hooymayers (1985) had structured the perception of eight interpersonal sectors
according to the two dimensions, Influence (Dominance to Submission) and Proximity
(Opposition to Cooperation). Therefore, we also want to assume two dimensions to
describe basic types of interpreting mathematics materials for teachers’
self-perception, perspectives on reading comprehension (text-based to reader-based)
and positions of students’ understanding and mis-understanding (student-oriented to
object-oriented). Many studies also supported that the interpersonal characteristics are
a strong indicator of student outcome (e.g. Buskist, Sikorski, Bucklet & Saville, 2002;
Van Damme, De Fraine, Van Landeghem, Opdenakker & Onghena, 2002). This
analogy extends the scientific significance of this study because different types of
teachers’ interpretations of teaching materials can be theoretically suggested.
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Abstract

ORGANISATION AND MANAGEMENT OF NON-PROFIT PRIVATE
HIGHER EDUCATION IN A MULTI-ETHNIC, MULTI-LINGUAL
ENVIRONMENT
The South East European University (SEEU) was founded in 2001 as a non-profit university
established by co-operation between OSCE, USAID, the European Commission and the
Government of the Republic of Macedonia (or fYRoM) as a contribution towards conflict
prevention. There has been a gradual transition from a centrally managed project to a modern
form of organisation and governance attracting favourable comment from OECD-IMHE and
the EUA. In 2008 SEEU was granted by the Parliament of Macedonia the status of publicprivate, non-profit university, the first in the region, reflecting its emphasis on working in the
public interest. The case study illustrates the different stages of the transition, the problems
encountered along the way, and suggests lessons to be learned in implementing similar
initiatives elsewhere.

2009 HICE Proceedings
Page 1799

ORGANISATION AND MANAGEMENT OF NON-PROFIT PRIVATE
HIGHER EDUCATION IN A MULTI-ETHNIC, MULTI-LINGUAL
ENVIRONMENT
Introduction
The establishment of the first (and as yet the only) not-for-profit private (since March 2008
public-private) university in the Republic of Macedonia (officially recognised as such by
most countries including the US, but due to objections from the Republic of Greece being
known at the date of writing in UN circles as fYRoM), operating in the public interest,
presented a unique challenge. The Law on Higher Education 2000 was a first stage in a
gradual process allowing higher education to be conducted in a language other than
Macedonian. At that time only non-state institutions were permitted to teach in the Albanian
or other minority languages, subject to a number of restrictions. The Law permitted the
university's foundation as a private entity but did not distinguish between profit and nonprofit institutions and, while imposing certain licensing and operating requirements, left the
organisational structure to the university's founders. What is described here is the process of
transition from the original project developed in 2000/2001 to the current structure,
influenced by external factors including the political processes in this small country, now a
candidate for accession to the EU. The current status of public-private, not for profit, implies
that the University, while independent of the state, operates its programmes in the public
interest, is eligible for government funding based on contract, and re-invests all surpluses in
educational activities or operating reserves.
Background
The governance, leadership and management of a modern university represent a range of
complex and critical challenges. How to ensure ‘good governance’ of universities is a
recurrent theme in Europe, the United States and other parts of the world. As the introduction
to the European Universities Association (EUA) Report ‘Managing the University
Community: Exploring Good Practice’ (EUA, 2007) states, sound governance is one of the
top issues on the work agenda of European university leaders today – as indeed it is in the
United States. It was the topic of two conferences of EUA in 2007 and 2008 focussing on the
linkages between higher education and society, and on ways of engaging the academic
community, of teachers and students, in planning and development of institutions.
The EUA Report also illustrates the barriers to institutional management including ‘the
difficulty inherent in abandoning the comfortable dependence on government for the more
challenging aspects of true autonomy.’ The case studies in the EUA Report, the issues arising
from the EUA Institutional Evaluation Programme, Workshops on Governance and
Leadership and Trends Report V, coupled with the research undertaken by the Centre for
Higher Education Policy Studies (CHEPS) for the report ‘The extent and impact of higher
education governance reform across Europe’ (2006, Directorate-General, Education and
Culture, European Commission) provide a useful background to the development of sound
governance in the South East Europe (SEE) region as institutions change from a position of
subservience to detailed state intervention to one of partnership with the state. As Lambert
and Butler in 'The future of European universities: Renaissance or decay?' (CER, 2006) state,
‘Many decades of state domination has [sic] left most European universities with limited
autonomy and poor systems of governance.’
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Under pressure from the commitments given in the Bologna Process – which aims at creating
a system of mutual recognition of degrees, etc across a European Higher Education Area with
46 members, from Iceland in the west to the eastern seabord of the Russian Federation- ,
reflecting also the work of the Council of Europe’s Legislative Reform Programme in Higher
Education and Research (1991-2000) (LRP), there is increasing emphasis on accountable
governance of autonomous universities. In the SEE region this is reflected in such legal
provisions as the introduction of Councils into universities in the Republic of Macedonia
(Articles 58 & 59 of the Law on Higher Education 2008 – Official Gazette of R Macedonia
No 35/08) and recognition of the importance of similar bodies in strategic planning, human
resources development, diversity in financing, quality assurance and audit in the laws and
practices of R Serbia (Article 51 of the draft Law on Higher Education (amending the existing
Law of 2005 and under consideration in early 2008) and Bosnia & Herzegovina (Article 14 of
the Framework Law on Higher Education adopted in August 2007– Official Gazette of
Bosnia & Herzegovina No 94/07). The principles are recognised throughout the SEE region,
although the details differ. If institutions are to maintain their autonomy they need to
demonstrate that they are capable of, and can be trusted in, looking after their own affairs.
There is some similarity between these newly-created bodies and those which are titled
‘Councils’, ‘Courts’, ‘Councils of Administration’, ‘Boards of Governors’ in other parts of
Europe and less so with Boards of Trustees, etc in the United States as the emphasis has not
shifted completely to a dominance of external members.
A number of published documents, including the University's own Strategic Plan and Reports
and reports from OECD-IMHE and EUA, have identified the difficult problems in higher
education associated with the disintegration of the former Yugoslavia and formation of the
Republic of Macedonia in 1991. Foremost among these problems was the lack of provision
for legalised and accredited higher education in their own language of the significant
Albanian minority population (representing some 25-28% of the total). The situation had
arisen because of the creation of new borders, particularly the border with the Albaniandominated Kosovo region of what was then the Federal Republic of Yugoslavia; the crisis
resulting in the Kosovo war had affected Albanian-language higher education in both Kosovo
and the Republic of Macedonia; Albanian speakers simply had no way of acquiring
recognised higher education qualifications without attending courses taught in the completely
different Slavic Macedonian or Serbian languages.
SEEU was founded as a result of OSCE initiatives to redress this problem while providing
opportunities for interethnic and multilingual learning. Initial donations totalling some €35m
were obtained from different sources, about 50% from the US through USAID. A 'clean slate'
was available on which to design the ultimate best form of governance for such an institution.
The European influence was prominent, given the secondment of a senior university
administrator from the UK who had also worked since 1994 in twelve countries of the former
Yugoslavia and Soviet Union in legislative and governance reform. Administrative help, and
assistance with formulating a sound system of governance, were also offered through a three
year USD3m USAID linkage – subsequently extended for another three years by a further
USD3m, but the US approach, based on the experience of state universities, although
welcome and valued, was not fully applicable in the European context and available resources
were switched into curriculum development in specific fields. The results of some European
Union TEMPUS projects, particularly in the area of quality management, have also been
useful. All the most modern approaches to governance have been considered carefully, and
appropriate ones incorporated into strategic planning and organisational change. In addition
much emphasis was placed on the outcomes of the LRP, during which the second author
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developed a structural model for higher education legislation based on analysis of laws and
practices across all of Europe. This structural model assisted the development of the Republic
of Macedonia’s laws from 2000 to the latest law of 2008, as well as the laws of other
countries in the region.
Description
Since donors were understandably cautious about how their significant contributions, some
USD17m in the case of the US plus the USD3m project already referred to (and the further
USD3m linkage from 2004-2007), €5m from the EU (€2.25m more in 2006) and the balance
of an initial total of about €35m, were to be managed, the University was set up through an
International Foundation (IF) established in Switzerland in 2000. This controlled the
international funding, and a National Foundation (NF) was established in Macedonia to
comply with local law and to manage local funding, licensing, permits for construction, tax
issues, etc. The first author was appointed as Director of the NF and the second author as a
member of the IF and NF. Construction of the University using prefabricated buildings started
in March 2001, and continued during the period of considerable political unrest leading to the
conflict of summer 2001. The University opened to its first 860 students in October 2001 and
the Director of the NF took up his position as Rector. The second author became the founding
Secretary-General and accordingly resigned from the NF.
During the first year of operation the IF maintained full control over financing, staffing and
other resources including a €20m building schedule and developed, through management
consultants based in Switzerland, all the University’s initial academic and other policies. The
NF was advisory, participating along with other local experts in the construction of the first
curriculum. In early 2002 the Boards of the two Foundations formed a Joint Board, to which
were delegated most of the functions of the IF, and which from then on determined all
financial, academic and other policies of the University. With the adoption of the first
University Statute in autumn 2002, as the University matured and tripled its student numbers,
the structure of Board and Senate common in new higher education laws in the region was
adopted, the Joint Boards becoming the Board, which gradually relinquished its control over
details of academic work, while still maintaining the final say over the University’s
‘educational character and mission.’ The IF with few residuary powers was dissolved in 2004,
the NF was also dissolved, and a new Foundation created essentially as a trustee of the assets
of the former IF and NF. The current SEEU Foundation has identical membership to the
University Board. In 2007 the structures were developed further, with decentralisation of
some functions to Faculties, and in 2008/9, in a University having grown to 8600 students and
400 staff, a more sophisticated resource allocation mechanism will be put in place.
The SEEU Foundation, in addition to acting as trustee of the donated assets, also acts as a
fund-raising vehicle for the University. In this connection, it has contracted with Indiana
University Foundation (IUF) to deposit some of its reserves with the IUF to fund staff and
student exchanges with the US, and scholarships. The University Board and Foundation are
constituted of nine members, three from outside the country -one of whom from western
Europe is President, one other from ‘new’ Europe and one from the US,- three from the
community in Macedonia representing business, academic and public interests, and three
from the University Senate. There is a proposal to increase the membership to 11, taking into
account the provisions of the new Law on Higher Education adopted in Macedonia in 2008
and the size of the University. Of these six members would be from outside the University.
The Board had these functions as at October 2008, although some minor changes in the
Statute may be needed as a result of the new Law:
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1) framing the overall educational character and mission of the University including research,
scholarship and teaching on the proposal of the Rectorate or Senate or otherwise having consulted
with the Rectorate and Senate and overseeing its continuing activities;
2) approving procedures for the appointment, assignment, grading, appraisal, suspension, dismissal
and determination of the pay and conditions of service of members of staff and, according to the
provisions of this Statute, approving senior appointments;
3) the consideration and, as appropriate, approval of the annual estimates of income and expenditure
and accounts of the University prepared by the Rectorate in a form approved by the Board in
accordance with law;
4) putting in place measures to ensure the effective and efficient use of resources, the solvency of the
University and the safeguarding of its assets;
5) making plans for securing adequate resources from both public and private sources; including the
establishment within the law of subsidiary companies to exploit commercially the academic work of
the University;
6) supervising the maintenance of accurate records of the income and expenditure of the University;
7) approving a scheme for delegation of authority over resources and other administrative matters to
the Faculties and other units of the University;
8) arranging for financial audit as hereinafter provided for;
and it shall be the duty of the Board:
1) after consultation with representatives of the staff, and with due regard to its
obligation to ensure that academic staff of the University have freedom within the law
to question and test received wisdom and to put forward new ideas and controversial
or unpopular opinions, without placing themselves in jeopardy of losing their job or
any privileges they may have at the University, to make Rules relating to:
i) the conduct of staff;
ii) procedures for affording to members of staff the opportunity to seek redress of any
grievance relating to their employment;
iii) the suspension or dismissal of members of staff;
iv) appeal against such suspension or dismissal;
2) to determine the tuition and other fees payable to the University;
3) to make such Rules in regard to the government, conduct and management of the
University as may be required by this Statute or as it may deem to be desirable and consistent
therewith;
4) to uphold, and ensure that all parts of the University uphold, equality of opportunity in
employment and equal access to study and research, regardless of sex, race, sexual
orientation, marital status, colour, belonging to an ethnic or national minority, political or
religious belief and, so far as is reasonably practicable, age, physical or mental impairment;
5) to conduct themselves in accordance with the highest standards of selflessness, integrity,
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objectivity, accountability, openness, honesty and leadership: in discharging his or her duties
no member shall act as a delegate of any group of any description and shall neither seek nor
accept any mandate: all members must act at all times solely in the interests of the University
as a whole; and
6) to decide the form and content of flag, seal, symbols and diploma in accordance with the
Laws of the Republic of Macedonia.

Certain decisions including amendment of the Statute, closure, merger or transformation of the
University and other issues as determined by the University Board, require a special form of vote
including both national and international external members. The latter protects the ‘public’
investment, albeit that investment, apart from the site itself, has all been internationally funded,
while the former protects the Macedonian interest.
Issues
The rather bland and dry words of the Statute actually relate to some of the most difficult issues
which the University has had to face. These relate to
(i) The input of the donors and their expectations set against the autonomy of the institution
as provided in the Constitution, the Laws on Higher Education and the University’s
statutes. Naturally the decision to donate was based on each donor’s assessment of the
need for the initiative and how it could be controlled effectively in such a volatile
climate. (Leading in fact to an armed conflict in summer 2001). USAID in particular
undertook extensive preliminary investigations: given the significant donation this is
not surprising (and of course it is at least one USAID –funded project of which the
people of the United States can feel proud.). All of them required extensive reporting
for developed, and different, systems of accounting and audit which did not then exist
in the Republic of Macedonia and therefore took up considerable IF resources. In
addition, sometimes donor representatives, who were constantly changing under
normal diplomatic rotation, sought to influence the academic curriculum in various
ways.
It is difficult to balance academic and institutional autonomy, and the University’s
own strategy based on market demands and political reality, against the demands of
donors, and it is a tribute to the diplomatic skills of the first President of the Board
that generally speaking we managed to offend scarcely anybody. As the IF transferred
its authority to the Joint Boards and subsequently to the national structures, and as
SEEU grew in stature and recognition, donor influence directly on SEEU has
decreased, although scholarship providers wishing to secure value for money
sometimes seek to change practices established for good reason. Instead, generally
speaking, the international community takes positive steps to help SEEU to
collaborate with institutions outside the country.
(ii) Continuous political upheaval and changes in attitudes towards the University. Changing
coalition governments had electoral prospects always on their minds so the attitude of
the parties to the university initiative varied considerably. Tetovo had had a ‘private
citizens’ initiative’ unrecognised university since 1994, closely associated with, and
drawing staff and students from, the equally unrecognised ‘Albanian University of
Prishtina,’ the result of the expulsion by the Milosević regime from the University of
Prishtina of the Albanian workforce and students in 1991. The stated aim of SEEU
was to provide opportunities for students at the unrecognised Tetovo University to
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enter accredited, quality higher education and then for that initiative to quietly
terminate. However the authorities of that initiative were not willing to go so quietly,
public opinion was not ready for what was perceived as a u-turn, and campaigning for
its ‘legalisation’ continued until 2004, when a new State University of Tetovo was
created essentially from the old one. While attracting praise from all sections of the
community, from the Government, Parliament, local businesses, members of the
public and students, and continuously from the international community, SEEU still
receives virtually no state funding and derives almost all its resources from student
fees. Hence the Board’s duty to maintain the financial solvency of SEEU is critical
and its strategic planning abilities vital.
(iii)

The problem of achieving equal treatment of ethnic groups while maintaining the
mission to contribute to the provision of higher education in the Albanian language.
This has been a difficult process because while on the one hand SEEU wished to be
open to all, in practice to have more than about 25-30% students entering to study in
the Macedonian language would, at least in the early days, have caused major
political problems. This occupied many hours of debate in the IF and subsequently. A
major pressure up to about 2003 came from the US Embassy and USAID, as already
noted, generous donors, which wished the University to move rapidly to increasing
the use of the English language, perhaps even to the extreme view that no student
should graduate unless achieving a high level of English competence, in effect
becoming a kind of American institution. No pressure of that kind came from other
donors and the strongly European-oriented board members managed to resist this on
academic and practical grounds.
SEEU’s Board had to balance this pressure against the obvious difficulties in
providing professional courses in local disciplines – it was not clear for example why
an Albanian speaker who had also to work in the completely different Macedonian
language and wished to become a local lawyer should need to devote large parts of
her/his study to becoming fluent in a language (s)he might never use in her/his
professional career. SEEU did so by developing the concept of ‘flexible use of
languages’ which could be the subject of another discussion! Students are admitted in
language groups according to the resources available, principally human resources.
For now, suffice it to say that it was possible to steer a middle course which
benefitted students of all linguistic abilities while preserving a commitment to help
students in internationally marketable fields to learn English (and indeed French).
Having a mixed Board with a wide range of expertise and interests helped to iron out
the problems associated with the adoption of this policy.

(iv) Difficulties in effecting a transformation from the ‘state’ mindset to the private/ publicprivate one. Apart from focussing on the reality that, at least after the cessation of the
active work of the IF, nothing was done for us unless we did it ourselves, this relates
to the adoption of the ‘Nolan principles’ (originating in the UK) of operation of the
Board. From the start the strategic planning and development of the University was
concentrated in very few people, not all but mostly internationals, who had no
political or other connections in Macedonia. Recruiting and training of Board
members who have a real commitment to the University is not easy, and together with
colleagues in other universities in the Region (Macedonia, Albania and BosniaHerzegovina) we have applied for TEMPUS funds to allow us to move this forward.
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(v) Inevitably, finance. Relying almost entirely on student tuition fees which are higher than
those charged at the state universities, somewhat lower than those charged by the forprofit private institutions, means that we have to be highly responsive to the market
and spend a considerable amount of time and resources on ensuring quality. SEEU
has a highly developed quality management structure, with practical steps taken
through staff evaluations, teaching observation, research selectivity, staff
development and student involvement to ensure that we remain at the top of the
quality league in the region. Somehow or other we have to break away from old ways
of thinking relating to the structure and remuneration of the academic profession.
Research undertaken by one of our Faculties indicates that overcoming the traditional
mindset has been one of the key issues facing our graduates entering the world of
compulsory education, one that requires continuing support of our alumni through
programmes of continuing education, close liaison with employers and so on.
Developing new approaches to work, and thus having a more stable and incentive-led
remuneration policy, is an essential element of quality enhancement and therefore our
appeal to students and their parents. The governing body – the University Board - has
to take the lead in this.
In addition, the University was founded, planned in all aspects (financial, estates, academic) and
opened in a more or less fully functioning form in less than twelve months. A remarkable
achievement, and essential in the volatile political climate of 2001, but a number of policies and
procedures were introduced, and academic programmes developed, which had to be changed
significantly within a year or so of starting operation, since there had been relatively little
interaction with the local prospective staff. Significant sums of money were spent on what was
with the gift of hindsight, inappropriate procurement, particularly of IT systems, vehicles and
ancillary premises. IT was a particular problem, as the IF entered into contracts which had
significant recurrent financial consequences, particularly licensing. All of these systems have
now been replaced with software developed in house or available free. The moral of this story is
that if you have time, take it. Look carefully at the medium term objectives and design systems
around them.
Conclusion
What have we learned from all this which can be applied to other projects? We accept that it
is unlikely that something exactly like SEEU will be created in similar circumstances. While
the experience of SEEU has been debated as a potential solution to the otherwise segregated
higher education in Kosovo, and as identified by OECD, EUA, OSCE and others as a ‘model’
at least for the region if not for the wider world, the political circumstances are dissimilar. So
we concentrate here on what works well and how others might learn from our experience. We
think that it is important for potential donors, e.g. USAID to learn from positive experiences
and to appreciate the constraints under which projects operate.
First it is important to have the right leadership. In our case the first four years of our
development were led by a highly experienced and influential diplomat. He directed the
transition from the project to the present structure, skilfully deflecting irrelevancies and
refusing to be side-tracked. He was supported by an experienced former rector of a Swiss
university who subsequently made a major contribution in the area of organisation and
financial control. Their joint legacy leaves an institution with strong international and national
support, well-managed and financially viable. A transition to a fully locally sustainable
structure is envisaged over the next four years or so, but the international input remains
important to us.
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Second, it is important to move as quickly as possible to a governance structure reflecting the
structure proposed in the Council of Europe report so far as consistent with the laws of the
country. In this respect also, SEEU provides a model for the region, albeit it is not quite so
strictly circumscribed by domestic law as the state institutions, but there is still much to be
done on training and developing members of the governing board so that they are less reliant
on foreign expertise. However, the structures developed are of interest for all countries in
transition and for institutions which are considering changes in their forms of governance,
particularly where there is private-public interaction. We have concluded that a step by step
development of different forms of governance over a period of time, involving at all stages
relevant stakeholders (donors, staff, students) alongside changing external environments, has
enabled us to devise a system meeting modern standards and fit for purpose.
Finally, do not be thrown off course by short-term perturbations in the local political and
social climate. Stick with the mission: naturally if circumstances dictate a change in direction,
follow the trends, but establish a clear strategic planning framework within which changes
can be effected in a sensible way. This is probably the most difficult area to manage. It
requires a combination of a consultative, collegial approach and strong management.
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Abstract

The purpose of this study was to gather reports from
Missouri Professor of Educational Administration (MPEA)
activities and begin the process of reviewing the major goals of
the organization and see what available for future researchers
to evaluate the effects of those stated goals over the past five
years.
In the spring of 2004 the Missouri Professors of
Educational Administration executive board met to discuss the
future of the organization and public criticism of higher
education (Levine 2005). A recent report of American colleges
and universities stated they do such a poor job of training
future leaders that 9 out of 10 graduates reported being
unprepared for what awaits them in the classroom (Winter 2005).
Dr. Kent King (2006), the Missouri Commissioner of Education
also expressed concerns of high schools in the state and formed
a statewide committee to address those concerns which directly
related to the trai9ning and mentoring of new school leaders.
Additional concerns have surfaced recently with the number and
increase in the use of adjunct professors in the training
programs for educational administration Beem K (2002).
This draft report is working document to capture the
ongoing work of MPEA and evidence of state wide collaborative
projects within the state. Future reports will include the twoyear follow-up graduate survey that was implement in 2007 to
begin surveying graduates from the 2003 years as the beginning
of data for Educational Administration graduates and the2004
results will be available in January 2009.
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Draft study of Collaboration Efforts to Improve Educational
Leadership Preparatory Programs thru the efforts of Missouri
Professors of Educational Administration and Goals established
in 2003.

In the spring of 2004 the Missouri Professors of
Educational Administration executive board met to discuss the
future of the organization and public criticism of higher
education (Levine 2005). A recent report of American colleges
and universities stated they do such a poor job of training
future leaders that 9 out of 10 graduates reported being
unprepared for what awaits them in the classroom (Winter 2005).
Dr. Kent King (2006), the Missouri Commissioner of Education
also expressed concerns of high schools in the state and formed
a statewide committee to address those concerns which directly
related to the trai9ning and mentoring of new school leaders.
Additional concerns have surfaced recently with the number and
increase in the use of adjunct professors in the training
programs for educational administration Beem K (2002).
During the executive board meeting of MPEA, the topic of
establishing realistic goals to begin the process was apparent
to the members present. The board was made up of 7 members that
were voted upon by the membership each year with a service
commitment of three years. A presentation and discussion of
three “White Papers” from the spring conference became the
formation of three major committees that would begin the work of
collaborating with key players of future educational leaders in
Missouri.
Three major goals that were approved by the executive board
were:
1. Establish and coordinate a statewide committee of
Educational Administration Professor for the purpose of
identifying areas of collaboration relating to future
leaders in Missouri schools called Higher Education
Evaluation Committee (HEEC).
2. Establish and coordinate a state-wide New School Leaders
Mentoring Board called (AMP).
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3. Develop and conduct a survey for school leaders that have
been in their current school for a minimum of three
years.
4. Provide an evaluation of the program and present a report
of their finding at the MPEA Spring conference.

Developmental Stages

Invitations were sent out to all seventeen institutions in
Missouri that prepared new school leaders in the spring of 2004.
Fifteen institutions sent two representatives each and Dr.
Robert Watson, president elect of MPEA was identified as the
chairperson for the next two years. It was agreed upon that the
group should meet monthly and discuss ideas for evaluation,
curriculum, and mentoring of new school leaders. After several
months the group requested that an outside consultant be
provided that would provide guidance into how these task were
carried out in other states. A consultant was recommended and
invited to make a presentation to the committee. That
presentation assisted members in identifying a first project
that all the institutions could benefit from.
A symposium conducted by Dr. Margaret Terry Orr in
Columbia, Missouri, on February 25, 2005, which inspired
examination of the effectiveness of leadership preparation
programs in the state became the instrument which all
institution agreed to begin to establish and have ready for
discussion at the next committee meeting. Currently, all
institution that have graduates from 2003 have data back and
2004 graduates will be surveyed by December 2008.
A second goal was the implementation of a state-wide
mentoring program for new school years which was to begin in
Summer/Fall of 2004. A committee with representation from
Department of Elementary and Secondary Education (DESE),
Elementary and Secondary Principals Associations (MESP) (MASP),
Superintendent Organization, Career and Special Education was
established to plan and evaluate the statewide AMP program.
Monthly meetings were held and a document that provided the
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framework was approved. Workshops were developed to train
mentors and over 300 were trained during the first year of
implementation. The need for additional mentors in specific
leadership roles was needed and the AMP Board established area
meetings in order to train the need for specific and additional
mentors.
Over two hundred new school years were provided mentors
during the first year. The program continues to have
approximately 250 new building and district level leaders
trained each year. The constant renewing of training for
mentors continues to be a challenge. During the 2007-08 school
year the mentoring program hired a Leader of Leaders in each
Regional Professional Development Center (RPDC) to facilitate
the program. In order to address the needs of new school leaders
to have training available whenever-wherever, five on line
modules have been developed and are currently being used and
evaluated.
Each year the program has been evaluated and results
presented at the spring MPEA conference where professors meet to
collaborate and suggest items for curriculum review.
MPEA currently has four years of data to begin the self
evaluation of their efforts and begin developing goals and
direction for the next five years. Examples of data collected
are on the following pages. Efforts of the state widecollaboration have been supported by the Missouri State
Department of Education and the Wallace Foundation.
A full report can be obtained by contacting the authors
listed on the title page.
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New School Leaders by RPDC/Gender
Year 1-New School Leader
RPDC

FEMALE

MALE

TOTAL

Central
Heart of MO
Kansas City
Northeast

9
12
15
3

15
26
12
8

24
38
27
11

Northwest
Southwest
South Central

5
24
10

15
32
9

20
56
19

Southeast
St Louis
TOTAL

4
8
100

13
10
140

17
18
240

10

Mentors by Gender and mentoring preference
Year 1
RPDC

M

F

Central

13

14

7 17

2

1

27

Heart of MO

12

26

5 18

9

6

38

Kansas City

29

23

8 31

1

12

52

Northeast

8

8

5 9

2

Northwest

9

14

7 12

2

2

23

South Central 12

11

6 13

3

1

23

Southeast

14

2 13

5

4

14

27

2 32

9

4

47

24 25
8 4
137 162 56 168 41 34

299

Saint Louis
Southwest
TOTAL

10
20

S

P

14 23

SP Voc TOTAL

16

49
11
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SLLA Pass Rates for Missouri Institutions (DESE, 2006).
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Introduction
Research has indicated the need for supporting preschool age children in academic
development. More specifically, support for preschool age children who live in high poverty
homes has been shown to be needed (Farran & Son-Yarbough, 2001; LoCasale-Crouch et al.,
2007). There has also been indication from researchers that further studies were needed to
determine what effects Title I preschool programs had on advancing children with high academic
need (Barnett & Yarosz, 2007; Shaul, 2001; Wong & Nicotera, 2004).
The focus of measure for this study was on academic readiness of children who attended
a targeted Title I pre-kindergarten intervention. These children were compared to children who
qualified for the intervention but were not classified as greatest need. Thus, they were placed on
a waiting list. The study investigated the achievement in the areas of motor skills, mathematical
concepts, language and pre-reading skills, and an overall composite. The achievement skills were
measured with the Developmental Indicators for the Assessment of Learning (DIAL-3).
Provided in this chapter is a description of the data used for analysis including
demographic data of those children who had qualifying data sets. Next, an explanation of
analysis of data through independent t-tests is given. Additionally, the findings from the five
research questions are explained. Finally, a summary of the findings is presented.
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Data Entry of Qualifying Students
Data used for this study was preexisting data collected from April 2006 through October
2007. Children were added on to the list for possible placement in the targeted Title I prekindergarten program if the children lived in a Title I school neighborhood and were assessed by
the Parents as Teachers department. The initial list of data totaled 476 children. The assessment
utilized were the motor, language, concepts and overall composite from the DIAL-3.
The data from the DIAL-3 assessment was reviewed by the researcher before statistical
analyses were conducted. If DIAL-3 data was missing for a student, that student was excluded
from the analyses. Of the 476 children, the number with incomplete information was 156;
therefore, their data was not part of the final analysis. There were 320 remaining sets of pre and
post DIAL-3 scores that were valid and useful. The 320 complete data sets were entered into
Statistical Package for the Social Sciences (SPSS) 16.0 for analysis purposes.
Of the total children with qualifying data sets, the number of female students was 161 and
number of male students was 159. Demographic data related to the gender of the children
qualifying for Title I intervention with valid scores are shown in Table 1. The majority of the
students with qualifying data sets were categorized as non-minority (256 children) with 64
children in the minority category. The demographic data of those children who qualified for Title
I intervention with valid scores related to race frequency is shown in Table 2.
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Table 1
Frequency of Valid Scores for Demographic Data-Gender (N=320)
Gender

Frequency

Percent

Male

159

49.7

Female

161

50.3

Total

320

100.0

Table 2
Frequency of Valid Scores for Demographic Data-Race (N=320)
Race
Non-Minority
Minority
Total

f

Percent

256

80.0

64

20.0

320

100.0

Data Analysis
Of the 320 students with complete sets of data, 205 children participated in the targeted
Title I intervention classroom, while 115 children were placed on the waiting list and were
labeled as non-intervention. Demographic data of those students who participated in the
intervention and non-intervention within the subgroups of Male, Female, Non-Minority, and
Minority is shown in Table 3.
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Table 3
Demographic Data of Subgroups
Intervention Non-Intervention
Male

100

59

Female

105

56

Non-Minority

167

89

38

26

205

115

Minority
Total

Test for Similarity of Groups
Prior to addressing the research questions, a test for similarity of the intervention group’s
pre-test scores to those pre-test scores of the non-intervention group’s scores was conducted. An
independent samples t-test was utilized to determine similarity of motor, language, concepts, and
over all composite of scores prior to intervention or non-intervention. The results for testing for
similarity of groups are shown in Table 4.
Group Pre Motor. The scores on the pre-test for the Motor Subscale were found to be
significantly different between the students with targeted Title I intervention and those nonintervention children (t(202.353)=-3.628; p<.001). The intervention group had a mean score of
42.43 (s.d.=27.479) while the non-intervention group had a mean score of 55.62 (s.d.=33.088).
This indicated the intervention group scored significantly lower on the pre-testing than the group
that did not receive intervention.
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Table 4
Test for Similarity of Groups (N=320)

Title I PK

n

M

SD

SE

Intervention

205

42.43

27.479

1.919

Non-Intervention

115

55.62

33.088

3.085

Intervention

205

42.24

26.746

1.868

Non-Intervention

115

52.39

31.634

2.950

Intervention

205

41.04

27.091

1.892

Non-Intervention

115

52.32

32.012

2.985

Pre Overall

Intervention

205

40.16

26.219

1.831

Composite

Non-Intervention

115

54.52

33.155

3.092

Pre Motor

Pre Concepts

Pre Language

Group Pre Concepts. The scores on the pre-test for the Concepts Subscale were found to
be significantly different between the students with targeted Title I intervention and those nonintervention children (t(205.312)=-2.908; p<.001). The intervention group had a mean score of
42.24 (s.d.=26.746) while the non-intervention group had a mean score of 52.39 (s.d.=31.634).
This indicated the intervention group scored significantly lower on the pre-testing than the group
that did not receive intervention.
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Group Pre Language. The scores on the pre-test for the Language Subscale were found
to be significantly different between the students with targeted Title I intervention and those nonintervention children (t(205.466)=-3.191; p<.001). The intervention group had a mean score of
41.04 (s.d.=27.091) while the non-intervention group had a mean score of 52.32 (s.d.=32.012).
This indicated the intervention group scored significantly lower on the pre-testing than the group
that did not receive intervention.
Group Pre Overall Composite. The scores on the pre-test for the Overall Composite
Subscale were found to be significantly different between the students with targeted Title I
intervention and those non-intervention children (t(194.632)=-3.997; p<.001). The intervention
group had a mean score of 40.16 (s.d.=26.219) while the non-intervention group had a mean
score of 54.52 (s.d.=33.155). This indicated the intervention group scored significantly lower on
the pre-testing than the group that did not receive intervention.
In summary, it was found after analysis of Motor, Concepts, Language and Overall
Composite scores, the targeted Title I intervention group and the non-intervention group were
significantly different on pre-test scores. Therefore, adjustments for dissimilar pre-test scores
were made through gains scores for post test comparisons (Field, 2005).
Research Question Findings
A calculation of gain scores were conducted using pre and post test comparisons. After
the gain scores were calculated, a comparison of means using independent samples t-test was
conducted. This comparison of post test scores using gain scores of the targeted Title I
intervention group and the non-intervention group were used to address the research questions.
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Table 5
Comparing Post test Scores Using Gain Scores (N=320)
Title I PK
Gain Score Motor

n

M

SD

SE

Intervention

205

30.0098

28.24004

1.97237

Non-Intervention

115

5.4348

29.22092

2.72486

205

25.3854

23.68591

1.65430

115

2.8435

20.00508

1.86548

205

25.3854

26.10166

1.82302

Non-Intervention

115

2.3217

20.55141

1.91643

Intervention

205

30.9659

23.09452

1.61299

Non-Intervention

115

3.0000

20.14160

1.87821

Gain Score Concepts Intervention
Non-Intervention
Gain Score Language Intervention

Gain Score Overall

Research Question 1
Is there a significant difference in academic achievement in the areas of motor, concepts,
language, or overall composite between students who have received targeted Title I prekindergarten services and those children who qualified for the program but did
not receive the services?
Independent sample t-tests were conducted for the motor, concepts, language, and overall
composite scores to determine the answers to research question one. Data related to all children
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who received Targeted Title I intervention (n=205) compared to all children who qualified but
did not receive the intervention (n=115) are shown in Table 5.
Gain Score for Motor. The scores on the gain scores for the Motor Subscale were found
to be significantly different between the students who received targeted Title I intervention and
those in the non-intervention group (t(318)=7.306; p<.001). The intervention group had a mean
score of 30.01 (s.d.=28.24) while the non-intervention group had a mean score of 5.43
(s.d.=29.22). This indicated the targeted Title I intervention group had significantly higher gain
scores than the non-intervention group. In addition, the effect size was calculated (Field, 2005;
Patton, 2004) and determined to be very large (Cohen’s d=1.26).
Gain Score for Concepts. The scores on the gain scores for the Concepts Subscale were
found to be significantly different between the students who received targeted Title I intervention
and those in the non-intervention group (t(318)=9.041; p<.001). The intervention group had a
mean score of 25.39 (s.d.=23.69) while the non-intervention group had a mean score of 2.84
(s.d.=20.01). This indicated the targeted Title I intervention group had significantly higher gain
scores than the non-intervention group. In addition, the effect size was calculated (Field, 2005;
Patton, 2004) and determined to be very large (Cohen’s d=1.10).
Gain Score for Language. The scores on the gain scores for the Language Subscale were
found to be significantly different between the students who received targeted Title I intervention
and those in the non-intervention group (t(318)=8.720; p<.001). The intervention group had a
mean score of 25.39 (s.d.=26.10) while the non-intervention group had a mean score of 2.32
(s.d.=20.55). This indicated the targeted Title I intervention group had significantly higher gain
scores than the non-intervention group. In addition, the effect size was calculated (Field, 2005;
Patton, 2004) and determined to be very large (Cohen’s d=1.15).
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Gain Score for Overall Composite. The scores on the gain scores for the Overall
Composite Subscale were found to be significantly different between the students who received
targeted Title I intervention and those in the non-intervention group (t(318)=11.296; p<.001).
The intervention group had a mean score of 30.97 (s.d.=23.09) while the non-intervention group
had a mean score of 3.00 (s.d.=20.14). This indicated the targeted Title I intervention group had
significantly higher gain scores than the non-intervention group. In addition, the effect size was
calculated (Field, 2005; Patton, 2004) and determined to be large (Cohen’s d= .92).
Hypothesis 1
The academic achievement in the areas of motor, concepts, language, and overall
composite of all students who have received targeted Title I pre-kindergarten services will be
greater with statistically significant difference than all students who qualified for the program but
did not receive the services.
The results of the analysis for these measures are presented in Table 5. It was found there
were statistically significant differences in the area of motor, concepts, language, and overall
composite between all children who received targeted Title I pre-kindergarten intervention and
those children who qualified but did not receive the intervention. The effect size reflected a large
to very large magnitude in all subgroups with an overall composite effect size of large.
Therefore, based on these findings, Hypothesis 1 was supported.
Research Question 2
Is there a significant difference in academic achievement in the areas of motor, concepts,
language or overall composite between male students who have received targeted Title I prekindergarten services and those male children who qualified for the program but did not receive
the services?
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Independent sample t-tests were conducted for the motor, concepts, language, and overall
composite scores to determine the answers to research question two. Data related to male
children who received Targeted Title I intervention (n=100) compared to those male children
who did not receive intervention (n=59) are shown in Table 6.
Male Students’ Gain Score for Motor. The scores on the gain scores for the Male Motor
Subscale were found to be significantly different between the students who received targeted
Title I intervention and those in the non-intervention group (t(157)=4.702; p<.001). The
intervention group had a mean score of 31.08 (s.d.=27.45) while the non-intervention group had
a mean score of 9.59 (s.d.=28.06). This indicated the targeted Title I male intervention group had
significantly higher gain scores than the male non-intervention group. In addition, the effect size
was calculated (Field, 2005; Patton, 2004) and determined to be extremely large (Cohen’s
d=1.44).
Male Students’ Gain Score for Concepts. The scores on the gain scores for the Male
Concepts Subscale were found to be significantly different between the students who received
targeted Title I intervention and those in the non-intervention group (t(157)=5.768; p<.001). The
intervention group had a mean score of 24.51 (s.d.=24.35) while the non-intervention group had
a mean score of 5.73 (s.d.=16.60). This indicated the targeted Title I male intervention group had
significantly higher gain scores than the male non-intervention group. In addition, the effect size
was calculated (Field, 2005; Patton, 2004) and determined to be very large (Cohen’s d=1.32).
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Table 6
Comparing Male Students’ Post test Scores Using Gain Scores (n=159)
Title I PK
Gain Score Motor

Intervention
Non-Intervention

Gain Score Concepts

Intervention
Non-Intervention

Gain Score Language Intervention
Non-Intervention
Gain Score Overall

Intervention
Non-Intervention

n

M

SD

SE

100

31.0800

27.45342

2.74534

59

9.5932

28.05728

3.65275

100

24.5100

24.35408

2.43541

59

5.7288

16.60269

2.16149

100

25.3400

26.92872

2.69287

59

2.3051

19.49293

2.53776

100

31.1600

23.32369

2.33237

59

6.5932

17.63433

2.29579

Male Students’ Gain Score for Language. The scores on the gain scores for the Male
Language Subscale were found to be significantly different between the students who received
targeted Title I intervention and those in the non-intervention group (t(157)=6.225; p<.001). The
intervention group had a mean score of 25.34 (s.d.=26.93) while the non-intervention group had
a mean score of 2.31 (s.d.=19.49). This indicated the targeted Title I male intervention group had
significantly higher gain scores than the male non-intervention group. In addition, the effect size
was calculated (Field, 2005; Patton, 2004) and determined to be very large (Cohen’s d=1.16).
Male Students’ Gain Score for Overall Composite. The scores on the gain scores for the
Male Overall Composite Subscale were found to be significantly different between the students
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who received targeted Title I intervention and those in the non-intervention group (t(157)=7.507;
p<.001). The intervention group had a mean score of 31.16 (s.d.=23.32) while the nonintervention group had a mean score of 6.59 (s.d.=17.63). This indicated the targeted Title I male
intervention group had significantly higher gain scores than the male non-intervention group. In
addition, the effect size was calculated (Field, 2005; Patton, 2004) and determined to be very
large (Cohen’s d=1.05).
Hypothesis 2
The academic achievement in the areas of motor, concepts, language and overall
composite of male students who have received targeted Title I pre-kindergarten services will be
greater with statistically significant differences than those male children who qualified for the
program but did not receive the services.
The results of the analysis for these measures are presented in Table 6. It was found there
were statistically significant differences in the area of motor, concepts, language, and overall
composite between male students who received targeted Title I pre-kindergarten intervention and
those male children who qualified but did not receive the intervention. The effect size reflected a
very large to extremely large magnitude in all subgroups with an overall composite effect size of
very large. Therefore, based on these findings, Hypothesis 2 was supported.
Research Question 3
Is there a significant difference in academic achievement in the areas of motor, concepts,
language, or overall composite between female students who have received targeted Title I prekindergarten services and those female children who qualified for the program but did not
receive the services?
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Independent sample t-tests were conducted for the motor, concepts, language, and overall
composite scores to determine the answers to research question three. Data related to female
children who received Targeted Title I intervention (n=105) compared to those female children
who did not receive intervention (n=56) are shown in Table 7.
Female Students’ Gain Score for Motor. The scores on the gain scores for the Female
Motor Subscale were found to be significantly different between the students who received
targeted Title I intervention and those in the non-intervention group (t(159)=5.685; p<.001). The
intervention group had a mean score of 28.99 (s.d.=29.06) while the non-intervention group had
a mean score of 1.05 (s.d.=30.03). This indicated the targeted Title I female intervention group
had significantly higher gain scores than the female non-intervention group. In addition, the
effect size was calculated (Field, 2005; Patton, 2004) and determined to be very large (Cohen’s
d=1.11).
Female Students’ Gain Score for Concepts. The scores on the gain scores for the Female
Concepts Subscale were found to be significantly different between the students who received
targeted Title I intervention and those in the non-intervention group (t(159)=6.965; p<.001). The
intervention group had a mean score of 26.22 (s.d.=23.12) while the non-intervention group had
a mean score of -0.20 (s.d.=22.81). This indicated the targeted Title I female intervention group
had significantly higher gain scores than the female non-intervention group. In addition, the
effect size was calculated (Field, 2005; Patton, 2004) and determined to be large (Cohen’s d=
.94).
Female Students’ Gain Score for Language. The scores on the gain scores for the Female
Language Subscale were found to be significantly different between the students who received
targeted Title I intervention and those in the non-intervention group (t(159)=6.036; p<.001). The
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intervention group had a mean score of 25.43 (s.d.=25.42) while the non-intervention group had
a mean score of 2.34 (s.d.=21.79). This indicated the targeted Title I female intervention group
had significantly higher gain scores than the female non-intervention group. In addition, the
effect size was calculated (Field, 2005; Patton, 2004) and determined to be very large (Cohen’s
d=1.14).
Table 7
Comparing Female Students’ Post test Scores Using Gain Scores (n=161)

Gain Score Motor

Title I PK

n

M

SD

SE

Intervention

105

28.9905

29.06409

2.83636

56

1.0536

30.02630

4.01243

105

26.2190

23.11758

2.25605

56

-.1964

22.81421

3.04868

105

25.4286

25.41837

2.48058

56

2.3393

21.78847

2.91161

105

30.7810

22.98452

2.24306

56

-.7857

22.01133

2.94139

Non-Intervention
Gain Score Concepts

Intervention
Non-Intervention

Gain Score Language Intervention
Non-Intervention
Gain Score Overall

Intervention
Non-Intervention

Female Students’ Gain Score for Overall Composite. The scores on the gain scores for
the Female Overall Composite Subscale were found to be significantly different between the
students who received targeted Title I intervention and those in the non-intervention group
(t(159)=8.534; p<.001). The intervention group had a mean score of 30.78 (s.d.=22.98) while the
non-intervention group had a mean score of -0.79 (s.d.=22.01). This indicated the targeted Title I
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female intervention group had significantly higher gain scores than the female non-intervention
group. In addition, the effect size was calculated (Field, 2005; Patton, 2004) and determined to
be large (Cohen’s d= .82).
Hypothesis 3
The academic achievement in the areas of motor, concepts, language and overall
composite of female students who have received targeted Title I pre-kindergarten services will
be greater with statistically significant differences than those female children who qualified for
the program but did not receive the services.
The results of the analysis for these measures are presented in Table 7. It was found there
were statistically significant differences in the area of motor, concepts, language, and overall
composite between female students who received targeted Title I pre-kindergarten intervention
and those female children who qualified but did not receive the intervention. The effect size
reflected a large to very large magnitude in all subgroups with an overall composite effect size of
large. Therefore, based on findings, Hypothesis 3 was supported.
Research Question 4
Is there a significant difference in academic achievement in the areas of motor, concepts,
language, or overall composite between minority students who have received targeted Title I prekindergarten services and those minority children who qualified for the program but did not
receive the services?
Independent sample t-tests were conducted for the motor, concepts, language, and overall
composite scores to determine the answers to research question four. Data related to minority
children who received Targeted Title I intervention (n=38) to those minority children who did
not receive intervention (n=26) are shown in Table 8.
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Minority Students’ Gain Score for Motor. The scores on the gain scores for the Minority
Motor Subscale were found to be significantly different between the students who received
targeted Title I intervention and those in the non-intervention group (t(62)=3.429; p<.001). The
intervention group had a mean score of 28.45 (s.d.=29.14) while the non-intervention group had
a mean score of 2.15 (s.d.=30.78). This indicated the targeted Title I intervention minority group
had significantly higher gain scores than the non-intervention minority group. In addition, the
effect size was calculated (Field, 2005; Patton, 2004) and determined to be very large (Cohen’s
d=1.17).
Minority Students’ Gain Score for Concepts. The scores on the gain scores for the
Minority Concepts Subscale were found to be significantly different between the students who
received targeted Title I intervention and those in the non-intervention group (t(62)=4.954;
p<.001). The intervention group had a mean score of 28.16 (s.d.=25.12) while the nonintervention group had a mean score of 3.04 (s.d.=15.39). This indicated the targeted Title I
intervention minority group had significantly higher gain scores than the non-intervention
minority group. In addition, the effect size was calculated (Field, 2005; Patton, 2004) and
determined to be large (Cohen’s d= .99).
Minority Students’ Gain Score for Language. The scores on the gain scores for the
Minority Language Subscale were found to be significantly different between the students who
received targeted Title I intervention and those in the non-intervention group (t(62)=3.036;
p<.001). The intervention group had a mean score of 23.34 (s.d.=30.22) while the nonintervention group had a mean score of 3.54 (s.d.=21.94). This indicated the targeted Title I
intervention minority group had significantly higher gain scores than the non-intervention
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minority group. In addition, the effect size was calculated (Field, 2005; Patton, 2004) and
determined to be very large (Cohen’s d=1.33).
Table 8
Comparing Minority Students’ Post test Scores Using Gain Scores (n=64)
Title I PK
Gain Score Motor

Gain Score Concepts

M

SD

SE

Intervention

38

28.4474

29.14428

4.72783

Non-Intervention

26

2.1538

30.77881

6.03622

Intervention

38

28.1579

25.11544

4.07426

Non-Intervention

26

3.0385

15.38956

3.01814

38

23.3421

30.22195

4.90265

Non-Intervention

26

3.5385

21.94398

4.30357

Intervention

38

30.3158

26.90334

4.36430

Non-Intervention

26

-.0769

15.98230

3.13439

Gain Score Language Intervention

Gain Score Overall

n

Minority Students’ Gain Score for Overall Composite. The scores on the gain scores for
the Minority Overall Composite Subscale were found to be significantly different between the
students who received targeted Title I intervention and those in the non-intervention group
(t(62)=5.656; p<.001). The intervention group had a mean score of 30.32 (s.d.=26.90) while the
non-intervention group had a mean score of -0.08 (s.d.=15.98). This indicated the targeted Title I
intervention minority group had significantly higher gain scores than the non-intervention
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minority group. In addition, the effect size was calculated (Field, 2005; Patton, 2004) and
determined to be large (Cohen’s d= .85).
Hypothesis 4
The academic achievement in the areas of motor, concepts, language and overall
composite of minority students who have received targeted Title I pre-kindergarten services will
be greater with statistically significant differences than those minority students who qualified for
the program but did not receive the services.
The results of the analysis for these measures are presented in Table 8. It was found there
were statistically significant differences in the area of motor, concepts, language, and overall
composite between minority students who received targeted Title I pre-kindergarten intervention
and those minority children who qualified but did not receive the intervention. The effect size
reflected a large to very large magnitude in all subgroups with an overall composite effect size of
large. Therefore, based on findings, Hypothesis 4 was supported.
Research Question 5
Is there a significant difference in academic achievement in the areas of motor, concepts,
language, or overall composite between non-minority students who have received targeted Title I
pre-kindergarten services and those non-minority children who qualified for the program but did
not receive the services?
Independent sample t-tests were conducted for the motor, concepts, language, and overall
composite scores to determine the answers to research question five. Data related to nonminority children who received Targeted Title I intervention (n=167) to those non-minority
children who did not receive intervention (n=89) are shown in Table 9.
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Non-Minority Students’ Gain Score for Motor. The scores on the gain scores for the NonMinority Motor Subscale were found to be significantly different between the students who
received targeted Title I intervention and those in the non-intervention group (t(254)=6.386;
p<.001). The intervention group had a mean score of 30.37 (s.d.=28.11) while the nonintervention group had a mean score of 6.39 (s.d.=28.86). This indicated the targeted Title I
intervention non-minority group had significantly higher gain scores than the non-intervention
non-minority group. In addition, the effect size was calculated (Field, 2005; Patton, 2004) and
determined to be very large (Cohen’s d=1.29).
Table 9
Comparing Non-Minority Students’ Post test Scores Using Gain Scores (n=256)
Title I PK
Gain Score Motor

Intervention
Non-Intervention

Gain Score Concepts Intervention
Non-Intervention
Gain Score Language Intervention
Non-Intervention
Gain Score Overall

Intervention
Non-Intervention

n

M

SD

SE

167

30.3653

28.10787

2.17505

89

6.3933

28.86001

3.05916

167

24.7545

23.38145

1.80931

89

2.7865

21.24022

2.25146

167

25.8503

25.14958

1.94613

89

1.9663

20.24310

2.14576

167

31.1138

22.22622

1.71992

89

3.8989

21.19822

2.24701

Non-Minority Students’ Gain Score for Concepts. The scores on the gain scores for the
Non-Minority Concepts Subscale were found to be significantly different between the students
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who received targeted Title I intervention and those in the non-intervention group (t(254)=7.606;
p<.001). The intervention group had a mean score of 24.75 (s.d.=23.38) while the nonintervention group had a mean score of 2.79 (s.d.=21.24). This indicated the targeted Title I
intervention non-minority group had significantly higher gain scores than the non-intervention
non-minority group. In addition, the effect size was calculated (Field, 2005; Patton, 2004) and
determined to be very large (Cohen’s d= 1.13).
Non-Minority Students’ Gain Score for Language. The scores on the gain scores for the
Non-Minority Language Subscale were found to be significantly different between the students
who received targeted Title I intervention and those in the non-intervention group (t(254)=8.245;
p<.001). The intervention group had a mean score of 25.85 (s.d.=25.15) while the nonintervention group had a mean score of 1.97 (s.d.=20.24). This indicated the targeted Title I
intervention non-minority group had significantly higher gain scores than the non-intervention
non-minority group. In addition, the effect size was calculated (Field, 2005; Patton, 2004) and
determined to be very large (Cohen’s d=1.10).
Non-Minority Students’ Gain Score for Overall Composite. The scores on the gain scores
for the Non-Minority Overall Composite Subscale were found to be significantly different
between the students who received targeted Title I intervention and those in the non-intervention
group (t(254)=9.618; p<.001). The intervention group had a mean score of 31.11 (s.d.=22.23)
while the non-intervention group had a mean score of 3.90 (s.d.=21.20). This indicated the
targeted Title I intervention non-minority group had significantly higher gain scores than the
non-intervention non-minority group. In addition, the effect size was calculated (Field, 2005;
Patton, 2004) and determined to be large (Cohen’s d= .95).
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Hypothesis 5
The academic achievement in the areas of motor, concepts, language and overall
composite of non-minority students who have received targeted Title I pre-kindergarten services
will be greater with statistically significant differences than those non-minority students who
qualified for the program but did not receive the services.
The results of the analysis for these measures are presented in Table 9. It was found there
were statistically significant differences in the area of motor, concepts, language, and overall
composite between non-minority students who received targeted Title I pre-kindergarten
intervention and those non-minority children who qualified but did not receive the intervention.
The effect size reflects a large to very large magnitude in all subgroups. The effect size reflected
a very large magnitude in all subgroups with an overall composite effect size of large. Therefore,
based on findings, Hypothesis 5 was supported.
Summary
The focus of measure for this study was on readiness of children who attended a targeted
Title I pre-kindergarten class a year prior to entering kindergarten. The purpose of the study was
to investigate the achievement in the areas of motor skills, mathematical concepts, language and
pre-reading skills, and an overall composite of those students. Comparisons of those children
who received the intervention to those who did not were conducted using independent sample ttests. The achievement skills were measured with the DIAL-3.
After sorting the original data of 476 students, it was determined 156 students were
missing data and were not included in the analysis. With 320 sets of pre and post DIAL-3 scores,
first the children were separated by those who did receive targeted Title I intervention and those
who did not. This division of children was not done by the researcher but done by the district
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based on greatest need of children. Of the 320 children, 205 received the Title I intervention and
115 did not. The demographic data was shown on Table 1, Table 2, and Table 3.
An analysis was conducted to determine if prior to intervention the group which received
intervention was similar to the group who did not receive intervention. The results, as shown on
Table 4, indicated there was a significant difference; therefore, a comparison of the post test
scores using gain scores was needed. The gain scores found using independent sample t-tests
were utilized to determine answers to the five research questions. Based on the data (see Table
5), it was determined there were significant differences in the subscale areas of Motor, Concepts,
Language, and Overall Composite between the children who received targeted Title I prekindergarten intervention and those children who did not. It was also determined there were
significant differences in the all subscales between male children with intervention (see Table 6)
and male children with non-intervention; female children with intervention (see Table 7) and
female children of non-intervention; minority children with intervention (see Table 8) and
minority children of non-intervention; and non-minority children with intervention (see Table 9)
and non-minority children of non-intervention.
All areas of the motor, language, concepts, and overall composite were significantly
different between those children who received targeted Title I and those children who qualified
but did not including all subgroups of children. Because of this determination, the effect size was
calculated to identify the magnitude of the difference. With regards to all children who received
intervention compared to children who were in the non-intervention group, the effect size
reflected a large to very large magnitude in all subgroups with an overall composite effect size of
large. With regards to male children who received intervention compared to male children in the
non-intervention group, the effect size reflected a very large to extremely large magnitude in all
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subgroups with an overall composite effect size of very large. With regards to female children
who received intervention compared to female children in the non-intervention group, the effect
size reflected a large to very large magnitude in all subgroups with an overall composite effect
size of large. With regards to minority children who received intervention compared to those
minority children in the non-intervention group, the effect size reflected a large to very large
magnitude in all subgroups with an overall composite effect size of large. Finally, with regards to
non-minority children who received intervention compared to non-minority children who were in
the non-intervention group, the effect size reflected a very large magnitude in all subgroups with
an overall composite effect size of large.
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Banking Professionals’ Perceptions of the
Effectiveness of Online Continuing Professional Education (CPE)
Continuing Professional Education (CPE) programs in the banking industry are needed much
more than before as banks are facing the threat of obsolescence and the fierce competition over
skilled professionals after deregulations. In order to constantly update employees’ skills and
competence and improve organizational performance, banks have invested millions and millions
of dollars on CPE programs. Most of the programs are delivered through internet instead of the
traditional face-to-face education. However, there is limited research on the effectiveness of
online vs. face-to-face CPE programs in the industry. Therefore, a study of the kind, especially,
from the perspectives of banking professionals is greatly needed.
The purpose of the study will be to obtain the perspectives of banking professionals on
the effectiveness of online CPE in promoting learning and improving performance compared to
face-to-face CPE.
The researchers has extensively searched the literature in the five areas: Human Resource
Development (HRD)(Roth, 2004; Swanson, 1995; Swanson & Holton, 2001), Continuing
Professional Education (CPE)(Cervero, 1989, 2001; Houle, 1980), Adult learning and learning
in CPE (Daley, 2001 2002; Knowles, 1970; Lave & Wenger, 1991; LeGrand Brandt, Farmer, &
Buckmaster, 1993; Merriam & Caffarella, 1999, 2001; Mezirow & Associates, 2000; Vygostky,
1978), E-learning (Bernath & Rubin, 2001; Brace-Govan & Gabbott, 2004; Eastmond, 1998;
Graham, Caglitay, Lim, Craner, & Duffy, 2001; Herrie, 2004; Kirkpatrick & McLaughlan, 2000;
Nafukho, Thompson, & Brooks, 2004) and online CPE in banking(Adams, 1999; Curran, 1983;
V. R. Curran, Hoekman, Gulliver, Landells, & Hatcher, 2000; Keltner & Finegold, 1999 ). The
literature review concludes that professional learning cannot be separated from context (Daley,
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2000), and professional context is the key to the studies on the effectiveness of the delivery
method of CPE.
The theoretical framework of the study is Daley’s theory of professional learning (Daley,
2000). Daley (2000) argued that professional learning should be an integrated learning system
that links knowledge, context and professional practice. According to the professional learning
model, the researchers of the study designs a survey to obtain how CPE learners, banking
professionals in this case), perceive the impact of online delivery method on their ability to
acquire knowledge, link knowledge to context and develop their professional expertise.
The research design of this study will use a self-perception survey and a randomized
sampling technique to collect data on participants’ perception on online CPE programs in
banking association(s). The instrument of the survey is an adopted version of Anderson and
Kanuka (1997), which is based on the work of Rogers (1965); the population of the survey is
CPE participants who have taken both online and face-to-face CPE programs from banking
associations.
The findings of the study will not be used to drop either face-to-face education or internet
education, but to fully understand internet as an education media and utilize its full potential to
improve learning outcomes of CPE programs in the banking industry. The possible conclusions
on improving the effectiveness of online or face-to-face CPE programs in the banking industry
will provide more insights into online banking CPE programs to bank administrators and
banking associations both theoretically and practically.
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Abstract
With the fast growth and development of information technology, online education has
become an integral part of education and learning; and with many advantages of online
education, online education has gained great popularity in continuing professional education
(CPE). From the early of 1900’s, the movement of Media Comparison Studies (MCS) started,
followed by research on the effectiveness of computer-assisted/online education began from
the 1970s. However, researchers have drawn inconsistent conclusions from their studies. The
researcher has done an extensive literature review on continuing professional education,
human resource development and online education to examine what failed many MSC studies
and concluded MSC studies in continuing professional education must be situated in a
professional context. Theoretical and practical recommendations and further studies are also
suggested.

2009 HICE Proceedings
Page 1846

Why Professional Context Matters?
- Instruction Media Comparison Studies in Continuing Professional Education (CPE)

With the fast growth and development of information technology, online education
has become an integral part of education and learning (Brace-Govan & Gabbott, 2004).
Furthermore, the increasing use of the Internet in recent years has made online education the
predominant delivery method in many fields, such as continuing professional education (CPE),
leaving behind the traditional face-to-face education method.
The advantages of online education are: 1) easy access and flexibility for learners
(Bernath & Rubin, 2001; Brace-Govan & Gabbott, 2004; Kirkpatrick & McLaughlan, 2000;
Nafukho, 2007); 2) convenience for learners who have time and place constraints (Herrie,
2004; Nafukho, 2007); 3) education at decentralized locations is made possible for education
providers, such as universities (Brace-Govan & Gabbott, 2004; Ponzurick, France, & Logar,
2000); 4) cost effective compared to traditional face-to-face education (IBISWorld, 2007;
Levin, 2001).
While the web-based delivery method of education/learning has been widely accepted,
questions about its “quality” still remain unanswered in many circumstances. Compared to the
traditional face-to-face education, is online education effective in promoting individual
learning? Is online education effective in improving job performance when the further impact
of learning is considered? Because online education is a means to an end-learning and
performance, not an end itself, it is very important for educators who are involved in online
education to answer these questions. For such a field as CPE where accountability to the time
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and money invested is greatly stressed, it is especially important to answer these questions
and check if the investment can be justified.
Media comparison studies (MCS) focus on comparing the effectiveness of two
different kinds of media on students’ learning mainly between face-to-face education and
technology-mediated education such as online education. The movement of MCS started from
the early 1900’s and has become really popular in the education field till now. From the
beginning of the 1970s, research on computer-assisted instruction tools started (Patton, 1971).
Problem Statement and Purpose
With the increasing popularity of online education, the accountability issue is
receiving more attention. However, many studies designed to examine whether online
education is effective have presented inconsistent conclusions with the ignorance of learning
context. The purpose of the paper is to identify the essential element(s) in achieving effective
learning and effectuating job performance in online CPE programs.
Research Questions
The research questions guiding the study are the following:
1. What is/are the essential element(s) in achieving effective learning and effectuating
job performance in online CPE programs?
2. What are the answers provided by present instruction media comparison studies to the
effectiveness question of online education abroad and in continuing professional
education specifically?
3. Which element do researchers must consider in conducting instruction media
comparison studies (online education vs. face-to-face education, to be specific) in the
field of continuing professional education?
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Methodology
To answer the research questions, the researcher of the paper has conducted an
extensive search on instruction media comparison study, learning in adult education, and
learning and performance in continuing professional education. The terms that have been used
are effectiveness, learning effectiveness, distance learning, E-learning, online learning, adult
learning, learning and performance, continuing professional education. The terms are
searched separately and in different combination, such as “effectiveness” and “online
learning”. The search has been conducted using academic literature database (top four
journals in the field of online learning, adult education, continuing professional education and
human resource development), Google scholar, Proquest Research Library
and Academic Search Premier. The theoretical framework of the literature review is shown in
Figure 1.
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Figure 1. Framework of Literature
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Findings
The researcher will present the findings from the literature in the following three
sections: 1) CPE and HRD 2) adult learning and learning in CPE 3) Flaws in the present
instruction media comparison studies.
CPE and HRD
CPE and HRD have been two separate fields since their debut, but recent
developments in the fields have pushed them to converge in many aspects due to many
similarities they share:
1.

Both professions are applied professions.

2.

Adult learning theory is central to both fields.

3.

Both fields call for integration of theory, research and practice.

For both professions, “the acquisition of job and professional skills is a learning process that
is internal to the individual and that is applied externally in a workplace or community
setting”(Sleezer, Conti, & Nolan, 2004, p. 30) In other words, the interplay of context and
learning is shared by both (Roth, 2004).
Adult Learning and Learning in CPE
Learners in continuing professional education (CPE) are adult professionals; therefore,
learning in CPE is greatly influenced by adult learning theories both theoretically and
practically. Needless to say, it is of great importance to review adult learning theories that are
related to learning in CPE, mainly including those of Andragogy, self-directed learning and
context-based learning/situated learning.
Andragogy and self-directed learning
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Merriam (2001) has pointed out that Andragogy and self-directed learning are pillars
of adult learning theory and provided a comprehensive reviews to the two adult learning
theories. Termed by Knowles (1970) in 1968, “Andragogy” is “the art of science of helping
adults learn” (p.43). The five assumptions of andragogy “describe the adult learner as
someone who (1) has an independent self-concept and who can direct his or her own learning,
(2) has accumulated a reservoir of life experiences that is a rich resource for learning, (3) has
learning needs closely related to changing social roles, (4) is problem-centered and interested
in immediate application of knowledge, and (5) is motivated to learn by internal rather than
external factors” (Merriam & Caffarella, 2001, p. 5).
Also introduced by Knowles, self-directed learning theory was completed by Tough
and Houle (Merriam & Caffarella, 2001). Self-directed learning posits that learning happens
everyday in life systematically and occurs without instructor or a classroom. The main goals
of self-directed learning are (1) to develop the learner to be self-directed, (2) to foster
transformational learning, which is defined by Mezirow (Mezirow & Associates, 2000) as
critical reflections by learners to understand “the historical, cultural, and biographical reasons
for one’s needs, wants and interests…”(Merriam & Caffarella, 2001, p. 9), (3) to promote
emancipatory learning and social action.
Both andragogy and self-directed learning theories have been criticized for their lack
of context consideration. Critics pointed that nobody can be as autonomous, free, and growthoriented as andragogy learning theory has claimed to be and every learner has been shaped by
his/her cultural and social background. Interestingly, self-directed learning has got similar
critics, as result of which, later models of self-directed learning became less linear and more
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interactive. In other words, those models started to take into account the interactions among
learners, the context of learning and the nature of the learning itself.
Context-based/Situated learning
To answer the critics toward Andragogy and self-directed learning on the lack of
context consideration, another school of scholars, represented by Vgostsky, Dewey,
Lindemann, Lave and Wenger, have stressed the important role of contexts in learning.
“Learning in context is paying attention to the interaction and intersection among people,
tools, and context within a learning situation” (Merriam & Caffarella, 2001, p. 44). “These
interactions and activities are mediated through the use of tools, either technical (machines,
computers, calculators) or psychological (language, counting, writing, and strategies for
learning), provided by the culture. These tools ensure that linguistically created meanings
have shared social meanings” (Merriam & Caffarella, 2001, p. 45).
The basic idea of situated learning is that learning is social in nature and learning is
realized by interacting through tools with people and context (Lave & Wenger, 1991;
Vygostky, 1978, 1999). Cognitive apprenticeships and communities of practice are two
important concepts in situated learning. Cognitive apprenticeships, proposed by Rogoff, mean
that “learning involved development in personal, interpersonal, and community processes”
(Merriam & Caffarella, 2001, p. 47). Communities of practice are self-organized and selected
groups of people who share their subcultures with a culture such as a common sense of
purpose and a desire to learn and know what each other knows (Brown & Duguid, 1996;
Brown & Gray, 1995; Merriam & Caffarella, 2001; Wenger, 1998).
Learning in continuing professional education
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Since learners in continuing professional education are adult professionals who are
learning in an environment of profession, Andragogy, self-directed learning and contextbased/situated learning can well support learning in CPE both theoretically and practically.
Adult professional learners have experiences with their professional work; they are
comparatively autonomous and self-directed in learning. Effective CPE programs need to
strengthen their capability to be self-directed, reflect critically and apply it in social actions.
Some scholars of situated-learning have specifically addressed learning in CPE using
the context-based/situated learning theory. LeGrand Brandt, Farmer and Buckmaster (1993)
described cognitive apprenticeship in continuing professional education in five sequential
phases: modeling, approximating, fading, self-directed learning, and generalizing. Merriam
and Caffarella (2001) have summarized the five phases as follows (p.47):
Modeling occurs in two parts: behavioral modeling allows learners to observe performance of
an activity by experienced members of a community, while cognitive modeling allows
experienced members to share “tricks of the trade” with newer members. Approximating
allows learners to try out the activity while articulating their thoughts about what they did and
how it is different from the expert’s performance. In this phase, to minimize risk while at the
same time allowing learners to approximate the realy experience, role models provide
scaffolding, which takes the form of physical aids, modeling tasks, and coaching. In the fading
process, scaffolding and other support gradually decrease as learners’ abilities increase. Selfdirected learning takes place as learners practice doing the real thing, adapting what is
necessary from models and working on their own, receiving assistance only at their request.
Finally, students generalize what they have learned through discussions and relate what they
have learned to subsequent practice situations.
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Daley (2001 ), on the other hand, conducted a qualitative research on CPE of four
professions and described the learning experiences of nurses, social workers, adult educators
and lawyers as information and experience exchange within their own communities of
practice. Daley (2002) further stressed the vital role of “the context in which professionals
practice in framing what professionals learn and how they use the information they gain from
a CPE program” (p.79). Daley (2002) also summarized four kinds of context that frame
learning in professional practice named as follows:
•

Allegiance to the profession – Professionals often choose to align themselves with the
tenets of their professional work and form their own “occupational community”,
which “is unique in that it features shared characteristics that make the people in it
more similar to other members of the occupational community than to people in the
rest of the organization in which they work” (p.80).

•

Nature of professional work – “How professionals view what they do day to day
affects what they choose to learn and how they go about learning it”, also,
“professionals often view the needs of their client as paramount in their learning”
(p.82).

•

Variations in organizational culture – Professionals often view their profession as a
subculture of the organization. Cultures in an organization can be integrated,
differentiated, or fragmented, which will have impact on how professionals view their
roles. At the same time, the politics of the organizational culture shapes learning and
the use of information in professional practice.
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•

Level of independent and autonomy – “the level of autonomy and independence the
professional enjoys, or the extent to which his or her practice is housed within a
traditional or bureaucratic organizational system” will shape his or her learning.
Complex as it is, the learning and context cannot be summarized exclusively as the

above. Daley (2002) found a missing element in the framework she proposed, which is the
learner’s sociocultural context. In line with Siegel (2001), the researcher of this study would
like to propose the following categories of contexts that influence professional learning in
continuing professional education. There are two categories of contexts: (1) sociocultural
contexts of learners, (2) professional contexts. Sociocultural contexts of learners include their
age, gender, ethnicity, educational background, working background; professional contexts
include the existence of and communications with communities of practice/occupational
community in an organization (similar to allegiance to the profession in Daley (2002)), nature
of professional work, variations in organizational culture and political environment of a
profession and/or an organization that grant different levels of independence and autonomy to
the professional learners. Both categories of contexts are essential elements in effective
learning, but the latter takes a more important role in continuing professional education since
CPE is all about professions.
Flaws in Present Instruction Media Comparison Studies
Many researchers of instruction media comparison studies have attempted to answer
whether online education is more effective. Unfortunately, the answers have not been
consistent. Ponzurick, France and Logar (2000) conducted a comparative study in Graduate
Marketing Education using a field survey and found that distance/online education is the least
effective and least satisfying delivery method for the students studied. On the contrary, many
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researchers have found that online education is superior to the face-to-face education method
(Hubbard, 2000; Maki, Maki, Patterson, & Whittak, 2000; Redding & Rotzien, 2000; Weber
& Lennon, 2007; Zhang, Zhao, Zhou, & Nunamaker, 2004). A no difference result was
reported by Russell (1999) who summarized 355 research studies that supported the
conclusion of "no significant difference" between the effectiveness of classroom education
and distance learning. Russell further set up a website (http://nosignificantdifference.org/) to
track comparative studies on education media. According to Russell, it is meaningless to do
comparative research on the difference between online and face-to-face education media. This
researcher partially agrees with Russell because the studies from which Russell drew
conclusions had the following flaws:
1. In measuring whether an education media is effective, one needs to check whether
both learning and performance are achieved. However, learning itself is hard to
measure and there is a lack of valid learning evaluation criteria. Therefore, most
researchers tend to neglect measuring deep-level learning beyond grades or scores,
which should not be ignored in any media evaluation study.
2. Test scores have been used as the measure of performance in most of the studies. In
fact, test scores/grades can be treated only as one of the performance indicators.
Performance should be measured more by the degree/the extent that learning is
transferred and applied to practice.
3. Researchers tend to forget that context is the key to effective learning. What most of
the researchers did was to run pre- and post- tests in a formal education environment
or a certain program, and then tried to generalize which delivery method, online
education or face-to-face education, was more effective without further analyzing the
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contexts where the learning/education takes place. The researcher of this study posits
that contexts for learning and performance should be considered when evaluating the
effectiveness of an instruction media. Learning and performance do not happen in
vacuum, and they need context. The context for learning includes the learner’s age,
personal learning style, learning experience, self-directedness, educational level,
personalities, creativities, and so on (Merriam & Caffarella, 2001). The context for
performance includes workplace environment, organizational culture, job title and
supervisor support.
Conclusions and Recommendations
To conclude, learning context is an integral part of learning in adult education, and
professional context is an integral part of professional learning and job performance in
continuing professional education. Professional contexts include the existence of and
communications with communities of practice/occupational community in an organization
(similar to allegiance to the profession in Daley (2002)), nature of professional work,
variations in organizational culture and political environment of a profession and/or an
organization that grant different levels of independence and autonomy to the professional
learners.
In other words, context is one of the key elements to an effective learning and
effectuated performance. Therefore, one cannot conduct an instruction media comparison
study, to be specific, between online learning and face-to-face learning, without considering
context. In continuing professional education where profession is the focus of learning,
professional context is the number one context element. Therefore, one cannot examine the
learning effectiveness of a profession without considering its professional context.
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Further Research
Grant (1993) has situated her study of distance education in the medical profession, and it is
proposed in the paper that studies on distance education in CPE need to consider the
professional context where CPE happens. Always situate instruction media comparison
studies in the professional context, especially for continuing professional education programs.
Further studies of the kind can be conducted in different professions such as nursing,
engineering, banking, teaching and consulting. When more media comparison studies with
different professions are conducted, we can provide specific recommendations to improve the
effectiveness of online CPE programs in different professions and compare the impact of
professional context on E-learning in CPE across different professions.
Contributions to New Knowledge to HRD
Gradual convergence of HRD and CPE makes the CPE accountability issues more and
more significant in the profession of HRD. With more and more CPE programs conducted
online, the effectiveness of those online programs naturally becomes one of the major
concerns of CPE stakeholders, including namely, society or the state, the professional
association, the employing organization, the professional, and the client (Van Loo & Rocco,
2006).
The paper has conducted an extensive literature review on adult learning theories and
E-learning theories and proposed a different approach to conduct media comparison studies in
continuing professional education. The paper not only defines the term professional context,
but stresses the impact of professional context on the effectiveness of online CPE programs.
The paper has tried to fill the gap in instruction media comparison research in the field of
continuing professional education.
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It is proposed that multicultural education courses can effectively contribute to teacher
candidates in becoming culturally caring by establishing their own centered-cared
multicultural environment.
This study will probe the discussion on how the importance of culture plays a major role
in learning. Nine teacher candidates from a far Pacific University are enrolled in a course
titled Diversity in American Society. This video recorded course explores individuals
confronting his or her own racisms or bias characteristics, examining current school
structures to investigate how well their curriculum serves the needs of culturally
disadvantage students, identifying frameworks and principals of multicultural education,
and creating a caring and culturally meaningful classroom. In particular, teacher
candidates will identify culturally relevant materials. While they are also enrolled in their
practicum, teacher candidates are asked to observe how well the current curriculum
serves the needs of all students, especially those who are considered culturally
disadvantaged. Particularly highlighting, if the educational practices are damaging or
benefiting to the academic growth of the students. To elicit data, teacher candidates will
participate in classroom discussions and reflective activities, submit weekly online
responses, as well as read case studies, and learn key terms. The results will reveal how
teacher candidates can recognize the characteristics and responsibilities associated with
selecting cultural relevant materials. Also, teacher candidates will be able to describe just
how well their own centered-cared multicultural environment should be created. Thus,
the assertion of their growth at the end of the semester will be explained. Nevertheless,
the best measure of effect or impact of growth would be to observe these participants in
their own actual classroom setting where they would need to bring to bear all they have
learned in this course as well as their entire teacher education program.
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Abstract
Content area teachers face a heterogeneous class of learners with diverse levels of
English mastery and academics for their age and grade. English-language learners must build
their academic English skills in order to learn the curriculum content, achieve in school and
succeed in life. How can teachers address key aspects of content literacy when teaching Englishlanguage learners in secondary school classrooms? Professional development for content and
English as a Second Language (ESL) teachers focuses on co-planning and co-teaching strategies
to expand their students’ language, literacy, and content competencies. Participants experience
strategies first hand for academic vocabulary, reading and writing development in English.

The ExC-ELL and RIGOR Programs
Teachers of English-language learners (ELLs) are eager to implement research-based
instructional strategies that combine comprehensible input with rich academic language, literacy
and content area instruction. However, research shows that there has been a lack of sustained
professional development to help teachers of secondary schools articulate key aspects of
academic vocabulary and literacy when teaching ELLs. This workshop focuses on researchbased strategies to train content teachers using the Expediting Comprehension for English
Language Learners (ExC-ELL)® and the ExC-ELL Observation Protocol® on those aspects of
content literacy to integrate academic vocabulary, reading comprehension and writing with the
content areas. The idea is not that content teachers need to become reading and writing teachers,
but rather that they need to emphasize the reading and writing practices that are specific to their
subjects, according to the ELL’s reading level, specific strengths and needs, and English
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proficiency. Ways to integrate second language reading pedagogy across the mathematics,
science, social studies, and language arts disciplines are demonstrated and practiced.
As the ExC-ELL study progressed, New York City middle and high schools, just as most
other schools in the country, faced the daunting task of educating more and more pre-literate and
low-literate students at the secondary levels. These students were not only limited English
proficient, they were also reading at a K, 1st or 2nd grade level. They fell into the category of
SIFE (Students with Interrupted Formal Education).
In order to address the specific needs of these students, a new program was developed
using many of the ExC-ELL strategies while adding the foundation of reading skills (e.g.,
phonemic awareness, phonics, fluency) as well as basic and academic language that older
students need to use on a daily basis in their subject matter classrooms. The program was called
RIGOR (Reading Instructional Goals for Older Readers).
The RIGOR professional development and assessment assistance to schools is as follows:
•

Onsite pre-assessment for accurate student placement

•

Initial teacher training plus follow-up coaching and observation

•

Coach and administrator training with RIGOR Observation Protocol

•

Onsite post-assessment to determine student gains

•

Data reports and recommendations for next steps

The workshop includes a variety of participatory vocabulary, reading, and peer learning
strategies to encourage 100 percent student participation in each learning event. Particular
attention is paid to the academic language development aligned with rigorous content area
standards. The focus is on vocabulary improvement, drawing on background knowledge,
engagement with text, consolidation of content and skills, and assessments.
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Handouts include a PowerPoint presentation, vocabulary samples, reading and writing strategies,
research background, and resources for ExC-ELL and RIGOR lesson development.

Workshop Agenda
15 minutes. Introduction and Workshop Overview: 1) the Expediting Comprehension for
English Language Learners (ExC-ELL)® and the ExC-ELL Observation Protocol® for content
literacy development, integrating academic vocabulary, reading comprehension and writing with
the content areas; 2) the Reading Instructional Goals for Older Readers (RIGOR) Programs for
the foundation of reading skills (e.g., phonemic awareness, phonics, fluency) as well as basic and
academic language that older students need to use on a daily basis in their subject matter
classrooms.
65 minutes. Instructional strategies are modeled for participants to interact and apply
them to science, social studies, math, and language arts texts. Strategies include: explicit
teaching of content area vocabulary and the vocabulary necessary to nest academic words,
concept development, reading comprehension skills, advanced writing and flexible groupings in
cooperative learning tasks to consolidate language and knowledge, and for classroom
management. The ExC-ELL Observation Protocol reminds teachers of effective instruction,
academic language acquisition and full student participation.
10 minutes. Debriefing and discussion of implications for participants’ schools/programs
for ELLs secondary schools.

Sample of ExC-ELL and RIGOR Strategies
¾ Teaching vocabulary in the content areas before, during and after students read. Vocabulary
Tiers for ELLs. Pre-teaching academic words using the 7-Step Strategy. Strategies to anchor
word knowledge: Round Table and Interactive Jigsaw.
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¾ Strategies for developing reading comprehension. Pre-reading Activities for content area
reading and learning. Partner reading for fluency and comprehension. Instructional Sequence.
Strategies: Question Formulation and Numbered Heads Together.
¾ Developing writing skills in the content areas. Text features and text structures. Think-InkPair-Share. Writing challenges for ELLs. Grammar challenges for ELLs. The Write Around.
Revising using the Chart for Ratiocination. Editing check list. Sample Student Editing
Checklist for Expository Text.
¾ How can cooperative learning help my classroom management? How can knowing about my
students’ expectations help me plan what to teach and how to teach? In what ways could I
give my students voice in class? Problem-solving: Failure to get along, Misbehavior, Noise,
Absences, Ineffective use of team practice time, Too wide a range of performance levels.

Sample of RIGOR Strategies
Reading Instructional Goals for Older Readers (RIGOR) is a professional development
program and a language and literacy development curriculum for ESL, bilingual, special
education and reading specialists working with SIFE. Its purpose is to
•

Develop phonemic awareness and phonics skills from the ground up so that preliterate or low-literate students can successfully break the code in English or in
Spanish;

•

Provide intensive vocabulary instruction and practice so that students quickly increase
their repertoire of everyday (tier one) words, complex and information processing
(tier two) words, and content-area (tier three) words;

•

Model and guide practice of monitor reading and comprehension strategies that
support content-area reading comprehension;

•

Model fluent reading and think alouds for students to practice with peers and
independent audio and technology-assisted reading experiences;
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•

Support grade-appropriate content-area science and social studies concepts and
language;

•

Model shared to independent writing activities that reinforce their phonics,
vocabulary, and content learning;

•

Build students’ academic oral language skills through classroom discussions, small
group and partner activities.
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Transforming Teaching and Learning in Secondary Schools: English Language Learners
Mastering Academic English and the Content Areas
Margarita Calderón, Johns Hopkins University, MeCalde@aol.com
Liliana Minaya-Rowe, University of Connecticut, wirakocha@aol.com

Abstract

This paper examines two programs: the Expediting Comprehension for English Language
Learners (ExC-ELL) and the Reading Instructional Goals for Older Readers (RIGOR). ExC-ELL
is a 10-component lesson template as a highly interactive professional development tool for
middle and high school teachers of English, science, mathematics and social studies who have
English language learners (ELLs) in their classrooms. The ExC-ELL Model provides for lesson
planning (parsing of text by teachers, backward planning, summarization, background building,
and selection of vocabulary) and teaching strategies (explicit instruction of vocabulary,
formulating questions, engagement with text, writing, consolidation of knowledge and literacy,
and assessment). A technology-based coaching and observation protocol is used to determine: 1)
to what extent the components are present in a lesson, with a rating/summary portion to tally the
results; and, 2) the effects of the application of the template on student achievement in academic
English and in the content areas through vocabulary and reading and writing growth. Findings of
the study are presented and discussed. It discusses positive results with increased GatesMacGinitie vocabulary and reading scores, increased Language Assessment Scales levels, and
the protocol as an effective and reliable tool (alpha .91) for classroom research, coaching,
supervision by administrators, teacher self-reflection, and peer-coaching.
The RIGOR Program serves pre-literate and low-literate students at the secondary levels.
These students are not only limited English proficient, they were also reading at a K, 1st or 2nd
grade level. They fall into the category of SIFE (Students with Interrupted Formal Education).
RIGOR uses many of the ExC-ELL strategies while adding the foundation of reading skills (e.g.,
phonemic awareness, phonics, and fluency) as well as basic and academic language that older
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students need to use on a daily basis in their subject matter classrooms. The professional
development and assessment assistance to schools includes: Onsite pre-assessment for accurate
student placement, initial teacher training plus follow-up coaching and observation, coach and
administrator training with RIGOR Observation Protocol, onsite post-assessment to determine
student gains, and data reports and recommendations for next steps. Data were collected in 17
middle and high schools with the largest populations of SIFE in a large school district in the east,
60 English as a Second Language (ESL), bilingual, and reading teachers and 1000 students (70%
of them from Spanish-speaking backgrounds and 30% from Asian, African, Eastern European,
and Middle Eastern countries). Assessments were developed and tested since there were no tests
for the range of language and reading skills needed by SIFE and TESOL Levels 1 & 2 students.
The results showed great improvement in language and reading. Students who received more
time on RIGOR (120 to 150 minutes a week) and who were also in schools with ExC-ELL made
the most gains. Many of the students that showed the greatest growth were in the Spanish
RIGOR at the same time as the English RIGOR.

Need for Instructional Models to Develop ELL Adolescent Literacy

According to the Carnegie Panel on Adolescent ELL Literacy, without reading
comprehension, students cannot learn math, science, social studies and literature. Adolescent
ELLs are learning English at the same time they are studying core content through English.
Thereby, they must perform double the work of native speakers to keep up, and at the same time
be accountable for AYP (Short & Fitzsimmons, 2007).
What is shockingly shameful is that:
80%-91% of ELLs in middle and high school were born in the United States, that is, they
are second- or third-generation immigrants - - and have been in U. S. schools since
kindergarten! (Tienda, 2007).

The 9% to 20% newcomers or refugees entering the U.S. schools at the middle and high
school are mainly SIFE (Students with Interrupted Formal Education). New York State defines
SIFE as “Students with Interrupted Formal Education in grades 4 through 12 who had 2 or more
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years of interrupted schooling in their country.” We like to extend that definition because many
of the long-term ELLs who have been in U.S. schools since kindergarten or early elementary
grades have also had interrupted formal education for the following reasons:
•

They attended kindergarten in English (L2), 1st and 2nd grade in (L1), then were placed
back in L2 in 2nd or 3rd ; or other strange combinations of inconsistent language policies;

•

They had attended U.S. schools since kindergarten but have language and literacy gaps
due to ineffective instruction;

•

They attended school in one location for a few months, then moved to another location
for a few months, and perhaps spent some weeks in between these changes when they did
not attend school;

•

They attended school in the U. S., returned to their native country for a period of time,
and then came back to the U.S.

The nation’s secondary schools have become increasingly concerned with the need to
reduce dropout rates and improve all students’ academic achievement. Closing the academic
achievement gap between minority students and white students is also a requirement of the No
Child Left Behind (NCLB) law. Notwithstanding, NCLB has actually brought more attention to
language-minority students. Schools must demonstrate that they are achieving adequate yearly
progress with English-language learners (ELLs) in order to avoid sanctions. Unfortunately, the
school districts have scurried to find the magic bullet only to find that:
•

Literacy interventions for native English speakers will not work for ELLs. Adolescent
ELLs generally need much more time focused on developing vocabulary and background
schema than native English speakers do.

•

Elementary-level programs do not work for adolescents.

•

Phonics-only programs do not work.

Pre-literate and low-literate adolescents need a literacy program that encompasses all the
language, reading, and writing skills that they missed out in their K-5th education. At the same
time, their knowledge of the basic subject areas also needs to increase. This combination calls
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for all teachers in a school to be proactive in learning new ways of integrating skills and
knowledge in order to accelerate student learning.
Generally, the lack of academic language is the culprit affecting the achievement gap that
exists between high- and low-performing groups of students (Scarcella, 2007). Long-term ELLs
perform poorly on tests because they cannot handle the linguistic demands of different
disciplines; they do not possess the academic language used across subject areas (Zwiers, 2008).
Another reason for their low performance is that these students are not ready for mainstream
schooling’s ways of learning, speaking, reading, and thinking.
The limited English language skills and low academic performance of ELLs pose a major
problem in the secondary school setting. Middle school and high school ELLs must be ready to
participate in a rigorous academic program and the time for this preparation is limited and often
allows for only the basic social language. This is not up to par with the literacy levels and
academic demands of the secondary school curriculum (Biancarosa & Snow, 2004; Short &
Fitzsimmons, 2007). Consequently, most middle and high school ELLs fail to develop to their
fullest potential and become disaffected, drop out of school, having to settle for low paying jobs
or none at all with no access to either high school or a college education (Johnson, Arumi & Ott,
2006).

Integrating Reading and Language Pedagogy with Content Knowledge

This paper proposes that the integration of second-language reading pedagogy across the
mathematics, science, and social studies disciplines (Calderón, 2007). Furthermore, this study’s
research findings indicate that a second-language approach to reading benefits not only ELLs,
but also any student reading below grade level in middle and high schools.
However, teachers of science, social studies, and mathematics do not typically receive
preparation in reading and second-language development. Teachers of English as a second
language (ESL) do not typically study reading, nor do they specialize in a content area such as
science. Teachers of reading learn about phonics but not linguistics or second-language
instruction.
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Professional development practices for teachers of ELLs are described as shallow,
fragmented, and lacking continuity (Téllez & Waxman, 2006). Darling-Hammond and Bransford
(2005) suggest that for school improvement to take hold, stakeholders (e.g. teachers,
administrators) need to play a key role in the improvement of instructional practice. Calderón
(2007) emphasizes the importance of sustained, interactive and context-sensitive professional
development practices that focus on the process by which teachers acquire the knowledge, skills,
and attitudes necessary to be effective in classroom with ELLs.
Teacher preparation programs need to face today’s reality. All teachers in middle and
high schools are now teachers of reading and ESL in addition to their subject matter. School- and
district-level in-service programs also need to be revamped to combine all these disciplines. The
trend to have one workshop for ESL teachers, a different one for teachers in each content area,
others for reading teachers, and so forth, perpetuates the fragmentation of teacher knowledge and
practice.

Characteristics of the ExC-ELL Program

In 2003, The Carnegie Corporation of New York funded ExC-ELL to develop,
implement, and refine a staff development program for teachers of language arts, science, and
social studies who have English-language learners (ELLs) in their classrooms. The ExC-ELL
professional development program grew out of several studies that have focused on ELL
instruction and teacher development (Calderón, 1984; Calderón, Hertz-Lazarowitz &
Slavin,1998; Calderón & Minaya-Rowe, 2003; Calderón, 2007). Since the early studies, we
have always instituted 5 to 10 days of comprehensive staff development that is classroomfocused and includes theory presentation, modeling of instructional strategies, teacher practice at
the training site, follow-up classroom observations by experts with coaching of teachers as they
apply the new strategies, and the institution of Teachers Learning Communities (TLCs) for
continuous support and meaningful learning with peers. The early programs showed success in
changing classroom practices and generating higher student outcomes as compared to equivalent
comparison groups. We attribute these results to the professional development designs that
enabled teachers to seek continuous learning.
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Purpose of ExC-ELL
The purpose of ExC-ELL is to provide teachers with empirically tested instructional
strategies that cut across all subject areas and grade levels, and diverse student populations.
ExC-ELL is not a curriculum because it is very difficult to adapt so many middle and high
school textbooks and programs. Instead it is a guide that builds new instructional repertoires for
all teachers. School administrators and teachers seem to appreciate this fact.
There are three basic components of ExC-ELL:
1. A 10-component lesson template with an ever-expanding set of explicit instructional
strategies designed to enhance, not replace, core instruction.
2. A professional development program to model the instructional strategies and routines
that help ELLs master academic language, reading comprehension and writing skills for
subject-matter learning.
3. The ExC-ELL Observation Protocol that serves as a template and a tool by
•

teachers for designing / developing their lessons.

•

teachers for self-reflection.

•

teachers for observing and documenting student performance.

•

principals and supervisors for observing and coaching teachers.

•

coaches to give concrete feedback to teachers.

•

researchers to collect data on teacher and student growth and quality of
implementation.

The lesson components, 5 lesson design and 5 lesson delivery, are research-based and
integrate second-language reading pedagogy across the mathematics, science, social studies, and
language arts disciplines (August & Shanahan, 2006). The idea is not that content teachers need
to become reading and writing teachers, but rather that they need to emphasize the reading and
writing practices that are specific to their subjects, according to the ELL’s reading level, specific
strengths and needs, and English proficiency (Biancarosa & Snow, 2004; Graham & Perin, 2007;
Snow, Griffin, & Burns, 2005). The components are based on the following research findings:
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a) Depth and breadth of vocabulary correlates with reading proficiency (Kamil & Hiebert,
2005). The lesson delivery components include strategies to explicitly select and teach
words that will pose difficulty for ELLs before, during and after reading (Beck, McKeown,
and Kucan, 2002; Calderón, 2007; Calderón, August, Slavin, Cheung, Duran, & Madden,
(2005).
b) ELLs need decoding and fluency practice in order to become good readers, to identify words
and comprehend a text at the same time (Samuels, 2002). For ELLs, the greater the amount
of attention extended to decoding, the less there is available for comprehension. The better
the foundation ELLs have in decoding, the more focus they can give to meaning.
c) The strategic processing of text—comprehension skills and cognitive and metacognitive
strategies—to engage students in text comprehension before, during and after reading a math,
science, and social studies text include: direct instruction, teacher modeling, and
opportunities for partner and team practice of skills. Techniques that enhance comprehension
include: self-monitoring for understanding, using semantic or graphic or conceptual
organizers, answering questions and obtaining immediate feedback, formulating questions
about the text and obtaining immediate feedback, becoming aware of the genre
characteristics/text structure, and periodically summarizing key points, retelling the story or
the process (National Reading Panel, 2000).
d) The instructional conversation (IC) is a discussion-based lesson that includes dialog in a
single topic and open-ended questions (Dalton, 1998). ICs help students gain a deeper
understanding of word meanings and to inference across content area lessons. Teachers use
ICs to consolidate knowledge of a lesson, unit or instructional event. The IC indicators are:
Classroom management, clear academic goal, higher rate of student talk, student’s views and
ideas, according to student’s preferences, levels of understanding, and questioning and
restating (Tharp, Estrada, Dalton, & Yamauchi, 2000).
e) ELLs need modeling of every stage of the writing process for a variety of expository and
narrative writing genres within a content area and the text structure of the targeted genre.
They also need practice on language mechanics and editing in content area projects and
portfolios that include academic writing. They need to develop literacy skills for each
content as they simultaneously learn, comprehend, and apply content-area concepts through
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the second language (Garcia & Godina, 2004, Genesee, Lindholm-Leary, Saunders, &
Christian, 2006; Graham, & Perin, 2007).

The ExC-ELL program features continue to be studied and refinements made based on a
five-year cycle of quantitative and qualitative data.

Research Design and Methods

Participants. The five-year study has taken place in middle and high schools in Kauai
and New York City.

Middle and high school teachers of math, science, social studies, and

language arts, literacy coaches, content coaches, and school and district-level administrators have
participated. Given the context of their communities, schools had relatively recent newcomers,
long-Term ELLs, non-ELLs who were reading below grade level, as well as average and high
achieving students. Students in Kauai were from multiple language backgrounds. In New York
City, students are mostly Spanish-speaking.
The study is currently in 3 experimental and 3 control schools in New York City with
approximately 900 students. Matched schools were randomly selected to the experimental (ExCELL) or the comparison condition (district programs for ELLs).

Scaling up. This year, 20 new middle schools and 20 high schools are being added as
the scaling up of the study begins. Several elementary schools will be added this spring. Some
have been integrating ExC-ELL strategies in their K-3 Reading First core programs. Other
elementary schools will integrate ExC-ELL into their dual-language programs. Three schools
from the Alaskan Yupiit Villages have been added since 2006.

Data analysis. A mixed-model analysis of covariance is being used for triangulating
data from the ExC-ELL Observation Protocol, pre- and post-testing each year with the Gates
MacGuintie subtests of vocabulary and reading comprehension, as well as the New York State’s
English as a Second Language Achievement Test (NYCESLAT) and schools’ yearly report card
that measures AYP, student attendance, and drop-out rates.
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Results. Students in the experimental groups have consistently outperformed control
cohorts. Moreover, the schools made AYP and improved dramatically. The schools in New
York received an “A” on their report card.

Key Features of the ExC-ELL Model
•

A comprehensive set of explicit instructional strategies and routines that have been
empirically tested for their effectiveness with English language learners in K-12 classrooms.

•

These

instructional

strategies

integrate:

word

knowledge,

fluency

and

reading

comprehension, discussion/discourse, grammar, spelling and writing skills.
•

The instructional repertoire is linked to teachers’ texts and daily lessons and what students
will be working on through a 10-components lesson template.

•

Science, math, social studies, language arts, special education, reading specialists and
English as a second language teachers attend the 5-day session together but work together by
subject area during lesson application activities. This way they will later continue to meet by
subject areas in their Teachers Learning Communities (TLCs).

•

The 5-day institutes are offered in English and in Spanish.

•

If schools have literacy coaches or content coaches, they also participate in the professional
development program, with additional sessions on how to coach teachers.

•

Principals and/or assistant principals also participate; particularly in the sessions on using the
ExC-ELL Observation Protocol and how to use its technology.

•

Schools must institute TLCs to ensure continuous instructional improvement.

•

Teachers are invited to co-author articles, chapters, and manuals as they are engaged in the
professional development.

•

Teachers are invited to present at workshops for other schools and at conferences on the
successful strategies they are implementing in their classrooms.
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Characteristics of the RIGOR Program

Purpose of RIGOR

As the ExC-ELL study progressed, New York City middle and high schools, just as most
other schools in the country, faced the daunting task of educating more and more pre-literate and
low-literate students at the secondary levels. These students were not only limited English
proficient, they were also reading at a K, 1st or 2nd grade level. They fell into the category of
SIFE (Students with Interrupted Formal Education).
In order to address the specific needs of these students, a new program was developed
using many of the ExC-ELL strategies while adding the foundation of reading skills (e.g.,
phonemic awareness, phonics, fluency) as well as basic and academic language that older
students need to use on a daily basis in their subject matter classrooms. The program was called
RIGOR (Reading Instructional Goals for Older Readers).
The professional development and assessment assistance to schools is as follows:
•

Onsite pre-assessment for accurate student placement

•

Initial teacher training plus follow-up coaching and observation

•

Coach and administrator training with RIGOR Observation Protocol

•

Onsite post-assessment to determine student gains

•

Data reports and recommendations for next steps

Research Design and Methods

Participants. The preliminary study was conducted in 17 middle and high schools with
the largest populations of SIFE in New York City. Approximately 60 ESL, bilingual, and
reading teachers, along with about 1000 students participated in the project. About 70% of the
students were from Spanish-speaking backgrounds and 30% from Asian, African, Eastern
European, and Middle Eastern countries. A second cohort of 20 teachers and approximately 250
ELLs in special education classes in middle schools are now participating in a separate study.
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Scaling up. This year, an additional 20 middle schools and high schools have been
added in New York City. Other states have shown interest and will be adopting the program this
year.

Data analysis. Assessments were developed and tested because no existing test could
give teachers the range of language and reading skills needed by SIFE and TESOL Levelsl 1 & 2
students. Thus, the RIGOR assessments address the following:
•

Pre-assessment to place students appropriately and drive initial instructional decisions. It
also provides a detailed baseline of the students’ skill and strategy development.

•

Benchmark assessments to help teachers continuously monitor students’ progress and know
when students need additional support or are ready to move forward.

•

Post-assessment that allows measuring degree of student growth and success.

In addition, students were tested with the NYCESLAT, and the schools’ yearly report
card ranking was also analyzed.

Results. The results showed great improvement in language and reading. Students who
received more time on RIGOR (120 to 150 minutes a week) and who were also in schools with
ExC-ELL made the most gains. Many of the students that showed the greatest growth were in
the Spanish RIGOR at the same time as the English RIGOR. Regardless of the implementation
variation, what accounted for the most student progress was the fidelity and quality of
implementation of the program. Support from the Central District administration was a major
positive factor, as well as site administrators’ support. Assistant principals were placed in charge
of implementing the program and took this role very seriously. They attended the professional
development along with the teachers, and some of them actually taught the program.
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Key Features of the RIGOR Model

Reading Instructional Goals for Older Readers (RIGOR) is a professional development
program and a language and literacy development curriculum for ESL, bilingual, special
education and reading specialists working with SIFE. Its purpose is to
•

Develop phonemic awareness and phonics skills from the ground up so that preliterate or low-literate students can successfully break the code in English or in
Spanish;

•

Provide intensive vocabulary instruction and practice so that students quickly increase
their repertoire of everyday (tier one) words, complex and information processing
(tier two) words, and content-area (tier three) words;

•

Model and guide practice of monitor reading and comprehension strategies that
support content-area reading comprehension;

•

Model fluent reading and think alouds for students to practice with peers and
independent audio and technology-assisted reading experiences;

•

Support grade-appropriate content-area science and social studies concepts and
language;

•

Model shared to independent writing activities that reinforce their phonics,
vocabulary, and content learning;

•

Build students’ academic oral language skills through classroom discussions, small
group and partner activities.

There were several implementation variations of RIGOR. Some schools used it as an
after school program; others as an ESL program; and still others intensified the intervention for
students by implementing it during the language arts blocks, after school programs, and Saturday
academies. In a sense, the program is implemented as a tier 1 program for ELLs during ESL or
bilingual language arts, and as tier 2 for students who need an extra intervention.
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Tiers 1 & 2 Implementation

Margarita Calderón
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More and more schools this year opted to combine ExC-ELL and RIGOR as their
professional development focus for the year. As mainstream math, science, social studies, and
language arts teachers become better prepared to teach ELLs through ExC-ELL (in either
English or Spanish), the roles of ESL and bilingual specialists are able to target pre-literacy gaps
through RIGOR.

The Magic Pen

The nation’s secondary schools have become increasingly concerned with the need to
reduce dropout rates and improve all students’ academic achievement. Closing the academic
achievement gap between minority students and White students is also a requirement of the No
Child Left Behind (NCLB) law. Schools must demonstrate that they are achieving adequate
yearly progress with English-language learners (ELLs) in order to avoid sanctions.
Most districts are putting in place formative assessment to predict and support student
achievement on NCLB assessments. But the instruments are blunt and often not well aligned.
Even if they were, middle and high schools have limited capacity to use these data for
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differentiated, targeted instruction, especially around issues of language and reading. Schools
need an approach in which teachers are given professional development, and school leaders are
permitted to lead in directions that encourage the sort of differentiated instruction that all
students need, and ELL students need in particular.

An ELL Tier 1 and Tier 2-3
MODEL
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K-3 instruments have become powerful, but in grades 3-12 they are still in an early state
of development and wide adoption. The challenge is that at the pre-adolescent and adolescent
ages the basic skills of reading begin to transition to the complex cognitive processes of
understanding, communicating, interpreting.

Issues of motivation and interest become

increasingly important as children become older. ELLs can be struggling in each of these areas –
learning the basics of decoding in English, while dealing with subject matter that requires
advanced skills of comprehension and self-expression, and doing so in an environment where
they are often discouraged rather than motivated about language. Unless schools have tools to
come to terms with these issues, it will be hard for them to make progress with this population.
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The on-going sub-study on the ExC-ELL Observation Protocol (EOP®) will test the
power of using technology as a quick and easy way of determining student status and applying a
response to intervention with immediate feedback.

It was designed to provide a more

comprehensive look at teacher workflow and how to maximize the amount of data we can gather
about students, and then maximize the simplicity and clarity with which we can communicate
findings to teachers, while minimizing the impact on teacher time.
The ExC-ELL Observation Protocol® (EOP) has been tested for validity and reliability
(alpha .91) as a classroom tool for teachers’ lesson planning and delivery, and for classroom
research, coaching by literacy coaches not familiar with ELL instruction, supervision by
administrators, teacher self-reflection and peer-coaching. The EOP employs the use of digital
pens and digital paper forms. Users fill in the form as they would any other paper-and-pencilbased observational instrument. But the digital pen captures all observational data. Upon
completion of an observational protocol, the information captured by the digital pen is
transferred into a computer and the software produces charts and graphs of student and teacher
progress during the year. The software automatically extracts the collected information and
generates a “wrapped” data file. Through this process, it is possible to capture and report data
through pie charts, time intervals of progress, and graph outcomes for teachers and students
participating in the project.
A Logitech digital pen (which teachers call “The Magic Pen”) enables the familiar
interface of paper and pen, but captures quantitative responses, qualitative notes, details of
classroom organization – all time-stamped, and then made available through almost immediate
feedback.
For research purposes, the EOP® provides a better understanding of the effects of the
professional development intervention and how these effects vary according to factors such as a)
the quality of implementation and teacher support, b) prior student performance, and c)
instructional methodologies.
For practical purposes, the EOP ® is designed for literacy coaches, content curriculum
specialists, and principals/administrators who observe and coach teachers of ELLs.
Administrators and coaches were particularly interested in knowing how to observe and give
15
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feedback to teachers as they delivered their lessons integrating reading, writing, and vocabulary
development along with their content. Therefore, a coaching training component and manual
were also developed to train observers and coaches on the EOP.

ExC-ELL Protocol: Logitech Digital Pen

Pen Docking
Station:
To store recorded data
on the computer

Camera:
To record data as the
user writes on the
digital paper

Ink Pen:
To write observations
on the digital paper

The EOP keeps the teacher’s and each student’s data. For instance, the reading fluency
data can be stored for individual students to keep running records on file. These records can then
be downloaded from the pen unto a computer. Each part of the protocol coincides with the lesson
template. The first page has spaces for drawing the context/layout of the classroom to indicate if
students are sitting in teams or rows, if boys sitting together and girls in separate teams, where
the teacher moves in an out to monitor, etc.

16
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Strategic Reading

Mark the Start and End
timer pidgets, leaving
enough room for multiple
markings. Each mark
should be a single stroke.

Margarita Calderón
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There is a teacher section and a student section on each page. For instance, on the
vocabulary page, the words written on the board can be recorded on the sheet, and the strategies
being used to teach those words can be checked off. Selected number of students can be
observed using those words and the frequency and quality of that use can be recorded. Once the
data is recorded, these sheets can be used to give feedback to the teacher. Presenting data
through an observation protocol takes the burden off the coach because the data will speak for
itself. The data is shown to the teacher and the coach simply asks questions such as “What do
you see here?” “How did you perceive your lesson?” “What should be the next steps?” The
gamut of reading comprehension skills are listed on the instrument’s subsequent pages, as well
as writing, classroom management, and cooperative learning steps and strategies.

17

2009 HICE Proceedings
Page 1884

Teacher and Student Profile Summary Report
SCHOOL: SCHOOL A
TEACHER: MS. JONES

OBS TYPE
CLASSROOM
OBS
CLASSROOM
OBS
CLASSROOM
OBS

GRADE: 7
COURSE TITLE: EARTH SCI

DATE
9/16/06
9/30/06
10/15/06

VOCAB
2.5
11
min
3.0
13
min
3.2
12
min

Vocab

# OBSERVATIONS: 3

AVG COMPONENT SCORES and
ORACY
READ
3.5
10
3.0
12
min
min
3.5
11
3.5
9
min
min
3.5
11
3.0
16
min
min

Oracy

Read

AVG TIME SPENT
WRITE
CONTEXT
2.5
12
3.0
1
min
min
3.0
13
3.0
1
min
min
3.2
14
2.5
1
min
min

Write

Margarita Calderón

Context

ASSESS
3.5
N/A
3.5

N/A

3.0

N/A

Assess
40

The software generates 6 types of reports:
1. Observation Summary Report
2. Observation Detail Report
3. Teacher Profile Summary Report
4. Component Implementation Summary Report
5. Vocabulary Usage Report
6. Student Application Summary Report

Mainly, the EOP is used by teachers for designing and developing their lessons, for selfreflection, and for observing and documenting student performance. It is used by principals,
supervisors for observing and coaching teachers, by coaches to give concrete feedback to
teachers, and by researchers to collect data on teacher and student growth and quality of learning.

18

2009 HICE Proceedings
Page 1885

IN SUMMARY, Teachers need:
Pre-service that integrates language, literacy and
subject matter knowledge for teaching diverse student
populations.
Staff development that is outcomes-based,
comprehensive, and with ample time and tools for
self-assessment and improvement.
Coaches and administrators who support the type of
instruction ELLs need through their own extensive
professional development.
Funding needs to be increased tenfold - for schools,
for research, for restructuring IHEs.
Yes, expensive, burdensome, time-consuming but our
children and teachers are worth it!

Margarita Calderón
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In essence, what have we learned from these studies? What have we learned from the past
and where do we need to go now? Here are some final thoughts:
1. Good teaching does make a difference.
2. Purposeful professional development improves student learning.
3. Adolescent ELLs and low-level readers rise to the challenge of learning language,
literacy, and subject matter when teachers are prepared to integrate language, literacy and
domain knowledge.
4. SIFE and long-term ELLs need ESL, reading, special education, bilingual teachers who
can teach phonics, decoding, vocabulary, and reading comprehension, along with
academic language and concepts.
5. SIFE and ELLs also need mainstream teachers who can build on language, reading and
writing skills in math, science, social studies, and language arts.
6. The field needs more research on adolescent literacy and achievement. We are barely
tapping the surface.

19
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For now, we will continue to test the efficacy of the ExC-ELL and RIGOR instructional
approaches, as well as the observational tool. We hope to scale up to help other teachers and low
performing schools. Our optimism is increased by the fact that other researchers are also in
similar exciting phases as we regroup and build on our past.

The findings of this study are consistent with aspects of the educational reform
movement. The results suggest that the ExC-ELL and RIGOR programs provide teachers with
opportunities for professional development that connect theory with practice enhancing
participation in the training. Based on these results it is suggested that for ELLs to succeed
academically the teaching force must be equipped to meet their needs (Calderón, 2007; Slavin &
Calderón, 2001). Both the ExC-ELL and RIGOR programs provide the means to train teachers
to teach ELLs more effectively. Because most content teachers lack the training in the areas of
second-language reading pedagogy to teach academic content to ELLs, it is imperative to
provide opportunities for all teachers to develop the skills and knowledge necessary to teach
ELLs on a continuous and coordinated fashion.
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Quality of Life 2
Abstract
The primary purpose of the research was to examine whether parent themes on effective life
management when a child has a disability (e.g., Scorgie, Wilgosh, & McDonald, 1996), covering
effective life management strategies, personal qualities, and transformational outcomes, have
relevance to post-secondary students with disabilities. There is growing evidence (research and
personal reports) of positive transformational outcomes for parents and other caregivers, and
individuals with disabilities. Do post-secondary students report similar outcomes? Eight
individuals, all in attendance at a Western-Canadian university, were interviewed individually.
The purpose was to explore life management issues and transformational outcomes of living with
a disability as reported by individuals with disabilities. For this paper, the data analysis focused
on participant concerns related to quality of life issues and empowerment of individuals with
disabilities, namely friendships and socialization, life transitions, accessing appropriate services
and programs for education and employment, support and funding issues, public attitudes toward
disability, and family supports.
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Quality of Life Issues for Post-Secondary Students with Physical and Learning Disabilities
The focus of the paper is on quality of life issues and empowerment of individuals with
disabilities as reported by post-secondary students with disabilities. To this end, individual
interviews were conducted with eight students in post-secondary programs of study, thus
providing the context and content for the relevant analysis.
We have been conducting research for over 10 years on parent effective life management
when a child has a disability, despite sometimes extremely difficult, even devastating life events.
Over that time we have identified and extended our understanding of nine themes related to
parent effective life management, originally identified through a qualitative/interview study
(Scorgie, Wilgosh, & McDonald, 1996), with themes covering parent effective life management
strategies, personal qualities, and transformational outcomes from parenting children with
disabilities. These themes have been corroborated over four survey studies using the Life
Management Survey (LMS) with parents of children over a range of ages and disabilities, in
Canada (Scorgie, Wilgosh, & McDonald, 1997; Wilgosh, Scorgie, & Fleming, 2000) and crossnationally in Italy (Nota, Soresi, Ferrarai, Wilgosh, & Scorgie, 2003; Wilgosh, Nota, Scorgie, &
Soresi, 2004).

In addition, we have continued our qualitative research longitudinally and cross-

culturally, developing a model of the parent transformational process (e.g., Scorgie, Wilgosh, &
Sobsey, 2004), based on parents’ reports of how they have been transformed as parents of a child
with a disability. As the next stage in the research, we have explored whether our model of the
parent transformational process might have application to the lives of individuals with
disabilities (Wilgosh, Sobsey, Cey, & Scorgie, in press).
Based on the growing evidence, from research and personal reports, of positive
transformational outcomes for parents and others who have provided care for someone with a
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disability, as well as the growing evidence of positive transformational outcomes reported by
individuals with disabilities (e.g., spinal cord injury [SCI]; Sloan & Wilgosh, 2005), it was
reasonable to explore further the nature of the transformational outcomes reported by postsecondary students with disabilities, and to assess the extent to which such reports fit with the
types of transformational life changes reported by parents and caregivers, i.e., personal (changes
in who I am), relational (changes in how I relate to others), and perspectival (changes in how I
view life) (Scorgie et al., 1996). Therefore, the primary purpose of this study was to examine
the personal reports of post-secondary students with disabilities, for life management issues and
indications of positive personal, relational, and perspectival transformational outcomes. The
thematic analysis for the study (Wilgosh et al., in press) indicated five themes for the postsecondary participants, related to (1) pre-diagnosis and diagnostic issues (low self-esteem and
expectations, negative feelings pre- and following diagnosis, issues related to labeling and
disclosure, and raised hopes from having a diagnosis); (2) positive and negative challenges of
disability; (3) feelings toward disability and identity issues; (4) strategies and supports; and (5)
negative and positive changes with disability and transformational outcomes. The researchers
were cautious in suggesting that there were some apparent similarities in themes reported by
post-secondary students and parents of children with disabilities (e.g., Scorgie et al., 1996),
warranting further research.
Perceived quality of life has been linked to adaptation and positive outcome in research
with persons with disabilities. For example, in a study of adults with multiple sclerosis (MS),
Bishop, Stenhoff, and Shepard (2007) found that, despite fatigue and limitations of MS, many
respondents reported high perceived quality of life and well-being, suggesting that quality of life
is highly individualized and related to the perceived limitations of MS on domain areas that are
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important to the individual. Furthermore, individuals with high quality of life were able to make
appropriate goal modifications or substitutions that enabled them to accomplish valued life
objectives. Bishop et al. suggested that high perceived quality of life serves an adaptive function
to combat the difficulties of coping with chronic illnesses. Similarly, in a study of veterans with
spinal cord injury (SCI), Rintala, Robinson-Whelen, and Matamoros (2005) found that perceived
quality of life was positively related to the existence of effective social support systems and
negatively related to the experience of financial difficulties and physical limitations. Finding
personal meaning or positive outcome in situations of loss is associated with adaptation and
resilience (Boss & Couden, 2002).
Recently-reported research (Wilgosh, Lupart, & Scorgie, 2008; Lupart, Wilgosh, Scorgie,
& Tews, 2008) identified a number of general issues related to quality of life and empowerment
of individuals with disabilities, including friendships and socialization, family support, public
attitudes toward disability, accessing support services and appropriate programs for education
and employment, life transitions, and funding issues. This paper reports on an extension of the
Wilgosh et al. (in press) data analysis to include consideration of these quality of life issues and
concerns.
Procedures
The primary purpose of the study was to examine life management of individuals with
disabilities in attendance at a Western-Canadian university. After ethical approval for the study
had been obtained from the university, potential participants responded to campus-wide study
notices by telephone and were informed of the interview process and purpose, confidentiality of
their personal information and other ethical considerations. See Wilgosh et al. (in press) for
further procedural information.
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Eight individuals chose to participate in the audio-taped interview process and were
interviewed individually in a convenient location of their choosing. The interview format
involved further explanation of the study, collection of demographic information, and focus on
the main question: “Please tell me, in as much detail as feels appropriate and in whatever order
fits for you, how disability has or has not changed or transformed your life.”
After data transcription, a thematic analysis of the interviews yielded five themes, as
reported earlier. A subsequent analysis focused on the quality of life issues identified above.
Results and Discussion
First, a description of the eight interviewees is presented, excluding information that
would compromise their individual identities (e.g., pseudonyms were used). For further details
about participants, see Wilgosh et al. (in press). “Tia” (LD), an undergraduate, was diagnosed
with a learning disability in comprehension and math/reading problems in adolescence. “Jean”
(LD/ADD), an undergraduate, was diagnosed at university with a mild learning disability in
auditory processing and reading and attention deficit. “Anne” (Lup), a graduate student,
recently acquired Lupus. “Smart” (male) (JRA) was diagnosed with juvenile rheumatoid
arthritis, was symptom free for about 15 years, and now deals with symptoms of his illness as an
undergraduate. “David” (CP), an undergraduate, has had cerebral palsy from birth. “Elizabeth”
(LD) was diagnosed as a university undergraduate, with a verbal learning disability in the area of
math and memory. “Shakespeare” (female) (PPS), an undergraduate, has been diagnosed with
post-polio syndrome. “Sue” (blind), the eighth interviewee, has had a loss of sight, a challenge
in her undergraduate program. In summary, six women and two men were interviewed, ranging
in age from the early twenties to forties, with a range of disabilities (three with learning
disabilities, and five with physical disabilities), and with a range of age of onset (from birth to
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recent onset).
The following seven issues had been identified as important components contributing to
quality of life in the related research literature: (1) friendships and socialization; (2) family
support; (3) public attitudes toward disability; (4) accessing support and services; (5) accessing
appropriate programs for education and employment; (6) life transitions; and (7) funding issues.
These will be discussed in order, with focus on participant quotations to illustrate areas of
concern.
(1) Friendships and Socialization. All eight participants spoke at length about friendship and
socialization issues. The voices of the participants express the issues well. It should be noted
that many of the statements about friendship and socialization apply also to family and public
contacts. Therefore, a summative statement will be made at the end of presentation of the first
three issues.
Pain has curtailed Anne’s (Lup) social life and friendships with people who don’t
understand. “I’ve seen how it is cutting off friendship from others.” Anne tends not to reveal the
pain she experiences, tends to associate with friends who have the same physical status, and only
reveals her illness to friends with whom she feels safe: “I don’t talk of my problems with
somebody I don’t know. There are only two friends of mine who know in the (university)
class... they are real friends; because we have been taking open studies together I had to tell them
about me and that’s how I am feeling and ‘keep quiet... the class doesn’t know...’” However, she
retains fear of losing her friends because of Lupus (“Should I tell them I’m sick... Will they
understand or will they run away from me?”).
Jean (LD/ADD) reported that the label was disconcerting at first, and she struggled with
disclosure issues: “Having a label... it’s a bit disconcerting... the word ‘disability’... it’s now
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going through the next little while or for the rest of my life... being a little cautious as to who you
tell and how you tell it...” Jean has been creatively devising her own innovative strategies and
approaches, and her sister and friends have been helpful (... my sister... being understanding and
supportive... classmates... understanding and acceptance”).
Shakespeare (PPS) commented on loss of friendships, due to being too tired for activities;
“I’m just too tired to go to choir...” She noted that her mental functioning and memory were
affected; and that she experienced fatigue, frustration, and physical limitations (“... my body is
not as strong as it used to be and gets tired much quicker... ).
David (CP) reported that he has had to find out who his true friends are; “You see the
side of people that just doesn’t want to deal with anything... when they’re confronted with a
person who’s different... or you see a side of people that it really makes them think about... what
they can do to be helpful... really find out who our real friends are.” David reported positive
challenges having to break social barriers of pre-conceptions to make social contacts; “I’m
always the one who has to introduce myself as someone who is completely intelligent... to break
the barrier (of preconceptions) and that’s always created a challenge because it means that I have
to be outgoing which I’m not...”
Smart (JRA) reported many negative challenges, changes to his social life, loss of his
active athletic life and peer support group; “Those people that you go forward with aren’t there
any more.” He had feelings of being pushed aside because he couldn’t participate in sport and
other friendship activities. He believes that disability is part of him and he has to deal with it; he
has to schedule life around pain and it interferes with his socialization, and has resulted in loss of
friends. He dislikes dependence on others for his needs. Smart indicated having no family
supports; he has to rely on personal tenacity, but feels he can’t push too hard or use his friends
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too often. “There’s no relying on anybody else... if something has to get done, I either do it
myself or, hopefully, a friend is there for me. But then you have to be careful not to rely on
friends too much.”
Sue (blind) doesn’t feel that her disability is a part of her identity (“I never describe
myself as a person who is blind or visually impaired”) and doesn’t want to be distinguished as a
person with a disability. She reports feelings of discomfort toward her disability (“I think I’m
embarrassed of it a bit...”). Her parents, relatives, and close friends don’t treat her differently
and she is trying to be the same person and not let the disability make a difference (“I just try to
function normally and do what everyone else does and try to be the same person”). However,
she reports that her disability has narrowed the scope of her educational and career possibilities,
as well as her friendship base.
Elizabeth (LD) reported that she had to change her attitude to being positive about
disabilities; this was a conscious decision to change herself and her life ( “... [T]he most difficult
thing... was actually changing my attitude... but I did”). She describes herself as independent, a
survivor, and she had to learn to be forceful (“I had to learn to be more assertive... interact with
people... which was difficult...and I have”). The disability makes her push harder to prove
herself; “There’s a part of me... that I feel that I’ve always got to prove myself... that I’m not
stupid...”
Tia (LD) finds that relationships are different (e.g., with family and others) as a result of
her disability. People want to help, and to learn about LD; “... people really want to know and
when I tell them, they... understand a lot better.” Tia reports changes in the way she perceives
the world, in understanding her emotional states, and in feeling less anger. She has more
confidence, is more assertive (“I have no problems putting my hand up [in class]”), and has lots
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of supportive relationships.
Thus, the area of friendships and socialization is a complex area for all eight participants,
requiring personal effort to avoid isolation.
(2) Family Support. Again, all eight of the participants provided information related to family
support.
Elizabeth (LD) reported that she did “very poorly” in a university transfer program; “I
was working very hard at it and I wasn’t getting good grades at all.” Her family also had low
expectations for her, reinforcing her low self-esteem: “The family didn’t have much hope for me
being anything other than a waitress... they just could not believe I was university material.”
Shakespeare (PPS) has found her disability to be hard on family; they and others may
tend to deliberately misrepresent the seriousness of the condition so as not to worry her. “I’d say
to my husband, ‘You know I’m getting worse than what I was before,’ and he’d say, ‘No, no, no,
no, you’re not’... and I knew fully well I was...” Loss of physical and motor abilities has
affected her identity, and her inability to do family and household duties has led to alteration of
family relations (“... I’d be stuck in bed and my husband would have to even drive me...”). She
reports strong support from her husband and family.
As noted under issue 1, Sue (blind) reported that her parents and relatives don’t treat her
differently because of her disability, and she is trying to be remain unchanged by the disability.
Anne (Lup) reported life changes as a result of her disability, including loss of her
marriage and lack of sympathy from her children. Smart (JRA) also reported lack of support
from his family. In contrast, David (CP) has received strong support from his family regarding
his right to equal treatment. Also as noted under discussion of the first issue, Jean (LD/ADD)
reported that her sister and friends have been helpful (“... my sister... being understanding and
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supportive... classmates... understanding and acceptance”).
Tia (LD), as well, reported that relationships are different (e.g., with family and others) as
a result of her disability (see issue 1), but that she has lots of supportive relationships.
(3) Public Attitudes toward Disability. Again, all eight participants commented about public
attitudes toward disability and personal concerns relative to dealing with the public. They
reported that being labeled was a negative experience, initially, with reluctance to disclose the
diagnosis to others.
Jean (LD/ADD) had very low self-expectations. She would make a joke about her low
achievement before any one else did: “I’d rather... insult myself and call myself ‘dumb’ than
someone else so I... beat them to the punch.” For Jean, the fact that LD is an invisible disability
creates awkward situations, for example, “They say, ‘Well, you look fine... Society does... tend to
want to focus more on bad things...” She finds that she is oversensitive about things and this can
be debilitating; “Am I starting to use it as a crutch... because I don’t want to do that.”
Tia (LD) reported a negative challenge being in an LD (public school) class; “There was a
lot of stigma that I was in an LD class.” Under issue 1, it was noted that Tia has found that
people want to learn about LD and understand better when she has explained about her disability.
Sue (blind), who doesn’t describe herself as a person who is blind or visually impaired
(see issue1), believes she is significantly different from congenitally blind individuals; “Their
perspective on the world and the way things run is just different.” She holds the belief that you
must learn to be independent (“If you grow up always having to hold onto someone’s arm, always
having to get help from somebody, you never have an opportunity to develop as an independent
individual...”). With disability, Sue has found that a lot of things change, the way you think, the
way people think of you, and their attitudes. There is a dependence on others with loss of sight,
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and low expectations from others (“... other people telling you because they couldn’t do it, then
you wouldn’t be able to do it.”). She feels hostility to those with disabilities who appear weak;
“I’ve decided I don’t want to be like them... I don’t like to use the word ‘weak,’ but that’s what I
perceive...” She reported that the disability has changed her despite her resistance (“Well, I think
it has as much as I’ve tried for it not to”).
Shakespeare (PPS) believes that the disability is a part of her; “It’s very much a part of
me, yes... it’s not incidental.” She also expressed embarrassment about her disability and dresses
to avoid drawing attention to her disability, a concern about how she appears to the public, and
the public response to her disability.
David (CP) sees as impediments to his living with a disability that people with disabilities
are seen as asexual, and the perception that people see the wheelchair as denoting mental
disability, causing him to reject using a wheelchair. “When you are sitting in a wheelchair, you’re
not at eye level with people... it’s almost like you’re not on the same social level and people tend
to associate wheelchair with mental disability.” He believes that people with disabilities are
looked down on and even scare others. David finds it rewarding to have people recognize his
effort in living his life. He has become very organized, stubborn, and determined, with increased
self-esteem; “... being very, very determined is really important.” Earlier in his life, he avoided
people with disabilities, “... until I got to the age of 21 and went to community enrichment... it
really gave me a perspective on how far I have come and what I’ve tried in my life to make me
who I am and see that I am a worthwhile person...”
Smart (JRA) reports strong determination, describing education as his way of trying to get
away from assisted living. He has taken strength from comments such as a professor’s remark
that “... you’re a very remarkable person.” He states, “I’ve just got to keep going... to suck it up
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and try again.” He shows great persistence; “Appeal. I’m not dead yet; I wanted an appeal... I
just can’t give up... this perfect stranger (said), ‘Keep fighting.’ You shouldn’t have to, though.”
He has sat on boards and panels and become a self-advocate, and has learned strategies so he can
deal with his disability. He stated, “I can’t give up; what else am I going to do? I have to fight.”
Anne (Lup) wants to start a Lupus group for women. She finds that she appreciates life
more and takes less for granted (“I don’t take things for granted the way I used to before...”). She
states that she has greater appreciation for herself and others, as well as greater sympathy for
others. She takes each day as it comes and appreciates it. She also appreciates her world and
wants peace and harmony (“I’ve come to appreciate nature, environment... I just want peace and I
wish (we) could live in harmony...”).
Finally, Elizabeth, as noted under issue 1, reported that she has learned to be more
assertive in interacting with people, which has been difficult. The disability has made her push
harder to prove herself.
In summary of the first three issues, all of which are related to personal interactions with
people, i.e., friends, family and others, there are indications of concerns about relationships.
Those with disabilities have found their relationships somewhat curtailed due to disability
constraints, and they report having to extend greater effort into becoming more outgoing in order
to sustain their valued relationships. Clearly, these concerns may act as a possible impediment
when examining quality of life issues, but there is also strong evidence that being able to rise
above such impediments results in increased personal growth and empowerment.
(4) Accessing Support and Services. Generally, all participants offered extensive information on
formal and informal supports available to them, with the majority of their statements carrying a
generally positive tone, although there were also numerous examples of support systems that were
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less than adequate. There is clearly overlap among this and the following quality of life issues, all
of which cluster under the general topic of service provision (including support services,
education, employment preparation, and provision of funding). These will be summarized after
discussion of the remaining issues.
Elizabeth (LD) reported self-destructive behaviours as she struggled to understand her
disability: “I started drinking and other things... I didn’t really show that I was motivated towards
anything other than self-destructive behaviours.” Elizabeth found the assessment report and
diagnosis devastating: “It (the report) focused on how ‘below average’ I scored on all of the
subtests. I found it to be very cold and negative... So I had to believe I was stupid, that now it was
on paper.” Jean (LD/ADD) also reported that the diagnosis affected all aspects of life:
“Sometimes frustration level would be there and I wouldn’t know why... sometimes you tend to
be quite reactive to situations... hypersensitive... It has obviously impacted on my entire life.”
These comments suggest a lack of support for helping newly diagnosed individuals to understand
and adjust to their disability information and resultant feelings and confusion.
Smart (JRA), because he doesn’t look disabled, indicated that he is made to feel he doesn’t
deserve services: “And then they look at me and, ‘Well, maybe he doesn’t need... is he disabled
enough to... ?’” He also tends to pass on services because he believes it is not fair to others (i.e.,
he believes he would be taking services from others) and so he tends to tough it out. “I turn down
a lot of stuff because I don’t want to be the person (about whom) that’s said, ‘You got special
treatment.’” He struggles with the fact that he doesn’t appear to be disabled and this complicates
receipt of services. Smart reports negative experiences regarding supports, such as poor
assistive living supports (“Try living on eight hundred and fifty dollars a month”), unhelpful
counsellors, and narrow career choices (e.g., teaching is possible because it is not physical). For
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him, it has been a very difficult process getting help and support as a disabled person: “As soon
as you identify yourself as disabled to get a student loan..., you have to go see a career
counsellor..., that’s one more thing that we have to do that’s draining and takes time, instead of
making it easier...” There has been lots of “red tape” for obtaining services, such as grants,
counsellor support and equipment: “No one had a clue who was responsible... The student-loan
people said that I make too much money on AISH... I had to appeal five times... I didn’t get my
student loan til the end of October...” The resultant stress from support limitations caused
worsening symptoms (“... then the stress and the arthritis when through the roof”), and frustration
with the red tape (“... and you get teary... but then you kind of suck it up and try again”).
Sue (blind) reported that agencies were generally helpful (e.g., CNIB), but some agencies
don’t give enough support and tend to stereotype you (“That was one [agency] that might have
been a resource but wasn’t... sometimes they will stereotype you in a group too”). She often
devises her own coping strategies by trial and error; “I kind of make up my own strategies... I’m a
trial and error type of person.” Shakespeare (PPS) reported positive/supportive academics, very
helpful university support services such as note takers, counselling support for frustration and
depression, and strong support from family and husband. Her supports include
creative/unconventional deliberate strategies, e.g., a scooter for mobility. She has found lack of
support and understanding from some professionals, for example, doctors: “... the doctors would
say, ‘Oh no, it’s just you must get used to it and it’ll be all right.’” Her flexible program at the
university helps her manage her learning.
David (CP) received good support from a rehabilitation hospital ( e.g., community
enrichment program). Student services have also been helpful, but there is a lack of resources and
housing. There have been supportive people at school and university, for example, student
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services for the those with disabilities help with exams and contact professors when needed.
Anne (Lup) has found that experts are less supportive than others who have Lupus.
Tia’s (LD) grade 8 teacher noticed something was wrong; however, the coping strategy
used was wrong (e.g., “I’d just copy someone else’s work...”). Teachers and others have been
significant helpers and supports; she has a sizeable support network (“I get a lot of help that other
people don’t get and... lot of people could use that”). She was taught interventions such as time
management, coping strategies, and understanding of LD (“They [student services] teach you how
to understand your learning disability and how it affects your life”).
(5) Accessing Appropriate Education and Employment. It should be noted that there is a great
deal of overlap between topics 4 and 5 because the eight participants were all post-secondary
students, primarily focused on the post-secondary years of study.
Smart (JRA) reported strong determination, describing education as his way of trying to
get away from assisted living. As noted earlier, he has taken strength from comments such as a
professor’s remark that “... you’re a very remarkable person.” He states, “I’ve just got to keep
going... to suck it up and try again.” Furthermore, “I can’t give up; what else am I going to do? I
have to fight.”
Elizabeth (LD) found that employment services for individuals with disabilities were
good. At the university, she has learned coping techniques, e.g., taping lessons, color coding.
Specific individuals stood out as offering particularly important support, e.g., a family friend
referred her to disability services for diagnosis; as well as one professor (“He just took time to
really talk to me about my interests and that sort of thing”), and one person at disability services,
both of whom made her feel worthwhile and positive in her university program of study.
David (CP) values a university education as his biggest goal to enable him to live a life
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with dignity. “That’ll enable me to live my life in a way that’s dignified... without having to
worry about where the money is coming from.” See also his comments under topic 4. Here,
David is touching on the topic of life transitions, issue 6.
Jean (LD/ADD) reported that a professor suggested testing for LD and this became a
defining moment for her (“She continues to go out of her way to explain more things for me and
just getting a different perspective... knowing about the difference has improved things...”). She
has found numerous resources, university support staff have been very good (“... they are very
good at ...letting us... discover ... in our own way...”), providing, for example, extra exam time.
She feels gratitude toward her helpers and wants to do well (“I’ve got to do everything I can
because they’re making that time for me...”). She feels stress when things are not going well (“I
think I even... referred to myself as a fake...”). She has been creatively devising her own
innovative strategies and approaches. Jean reports that permission to do things differently, and
getting to know professors better have been important strategies. She finds she is more curious,
has more patience, empathy, a better sense of humor, is more detail oriented and self-reflective:
“... [B]eing self-reflective and ... in tune... to what I’m thinking and how I’m doing things... it
kind of helps me that I know what’s going on.” Knowing about LD and differences has also
helped to shape how she lives; “I know knowing about the difference has improved things...
learning certainly shapes a person as to... how they end up living.”
Teachers and others have been significant helpers and supports for Tia (LD); she has a
sizeable support network (“I get a lot of help that other people don’t get and... lot of people could
use that”). For her university studies, she was taught interventions such as time management,
coping strategies, and understanding of LD (“They [student services] teach you how to
understand your learning disability and how it affects your life”).
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Sue (blind) commented about those disability challenges that have made her more
resolute; “I think it’s made me a stronger person... you do have fight to through a lot of stuff...”
Some of that “stuff” has been a loss of employment and difficulty finding employment. She has
found that she must prove herself, prove her competencies, and disprove other’s stereotypes (“... a
lot of people have stereotypes or preconceived notions about what it would be like if you couldn’t
read...”). She now has a different perception on life; “... and now... you’re in that position, you
just get the opportunity to realize that they’re people that have disabilities... still real people...”
Sue noted that her disability has narrowed the scope of her educational and career possibilities, as
well as her friendship base.
See issue 4 for comments by Shakespeare (PPS) which also apply to issue 5, and issue 1
for some comments by Anne (Lup) related to disability and education.
(6) Life Transitions. This topic rarely came up for our eight participants, related to the fact that
the study purpose was a focus on life management and transformations for post-secondary
students during the university years.
(7) Funding Issues. A few comments about funding are interspersed in the above discussion. For
a few of the participants, funding issues appeared to be a major focus, as illustrated below.
For Anne (Lup), her disease and related disability have resulted in financial problems:
“Of course, financial problems will hit... I can’t now do a full time job... so that’s part to do with
the financial.”
David (CP) gets disability support for attending university and, therefore, can’t qualify for
student loans, which adds to his financial hardship. Accessibility and mobility issues and the high
cost of equipment are big concerns (“... it also affects me that my disability and the equipment
that I need costs a great deal of money...”).
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The greatest financial concerns were expressed by Smart (JRA). For Smart, a big concern
is poverty; “And then there’s the poverty aspect of being disabled... I’m on AISH (assisted living
support) so there’s not a lot of discretionary income.” As noted earlier, he views education as a
way to get out of assisted living and poverty; “I could do that (stay on AISH) and be miserable
and poor, or I could do something about it. And I’m trying to do something about it.”
In summary, the eight participants provided comments indicating that, for the most part,
support services have been very helpful, likely essential for success in their university programs, as
has been the support of helpful and understanding professors, all of which goes a long way in
contributing to improved quality of life. One area, funding, continues to serve as a serious
impediment for at least some students with disabilities, in pursuing their university education to
improve their life circumstances.
In conclusion, this re-analysis of data originally collected for another purpose, indicated
that dimensions of quality of life were addressed, often incidentally, by our eight participants.
These data must be viewed as only suggestive, going well beyond the purpose of the original data
collection. Certainly, this area of investigation warrants further follow-up related to postsecondary students with disabilities and examining a broader life span, including their earlier years
and future goals and ambitions.
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Introduction
The Bologna Declaration of June 1999 on the creation of a European Higher Education
Space is a pledge taken by 29 countries to reform the structures of their own higher
education system.

The new European Credit Transfer and Accumulation System (ECTS) implies to modify
the actual Spanish credit system based on the time that students are attending lectures
and seminars. One ECTS stands for around 25-30 working hours.

The aim of this work has been to adapt to the ECTS system the subject “Bromatology”,
currently lectured at in the University of Burgos with 140 presential hours of teaching.
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Materials
Focusing on the student, the following questionnaire was designed:
FOOD SCIENCE AND TECHNOLOGY DEGREE
STUDENT’S EFFORT QUESTIONNAIRE
Subject: BROMATOLOGY

Spanish credits: 14 (140 hours of presential teaching)

1.- Estimated student work time in hours
Less than 1 hour

1

1.5

2

2.5

Longer (How long?):

2.- In your opinion:
Are the lectures useful?
If not, please mention an alternative:
Should more lectures be given?:
If yes, please mention the most appropriate number of them:
3.- In your opinion: How do you learn more efficiently during the lectures? (please, indicate
the option/s that are more appropriate).
-With transparency films.
-With power-point slides.
-With the blackboard.
-With a combination of means.

II. SEMINARS
4.- Seminars:
Are they useful?: yes
How long should they last?

no

IV. INDEPENDENT AND PRIVATE STUDY
5.- If you have prepared and presented a review about any “Bromatology” related topic,
please, indicate if it has been useful for you to pass the subject:
yes
no
6.- In your opinion: Are the data processing network useful to prepare this subject?
yes

no

MANY THANKS FOR YOUR COLABORATION
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Results and Discussion

The questionnaire was answered by the 90% of the students registered in the subject.
Students commented that for the preparation of the exam they needed an average of 2.5
hours of study by each lecture’s hour received, and an average of 1 hour by each
laboratory practice’s hour received.

100% of the polled considered useful the lectures of this subject.

The Figure below shows the answers of the students with regard to the way they consider
the lectures are more efficient.

14%

7%

50%
29%

Combination of transparency films or slides, PowerPoint presentations and blackboard
Blackboard
Transparency Films
Power Point Presentations

50% of students indicated that they learned better when the lecturer used a combination of
transparency films, slides, power point presentations and blackboard, considering
essential delivering in advance the transparencies or slides projected. 29% of students
said that they learned more efficiently when the lecturer employed only the blackboard.
14% of students considered that transparency films were the best support for lectures.
Only 7% of students indicated that they learned better when the lecturer only used powerpoint presentations.

75% of students indicated that seminars would help them to pass the subject and would
facilitate the discussion of the themes.

71.5% of students thought that preparing reviews of “Bromatology” related topics were not
useful at all to contribute to pass the subject.

In relation to the use of the data processing network, that was positively valued by 64% of
students.
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Conclusion
In the new design of the subject “Bromatology” for the European Higher Education Space,
the current number of theoretical lectures and seminars should remain at least the same.
Theoretical lectures must combine the use of blackboard, transparency films and power
point presentations, teaching the students to learn and to value the formative possibilities
of the employment of the data processing network, and will be necessary to stimulate them
to carry out reviews of topics related with the subject and to present them in public.

Acknowledgements: Authors thank the Junta de Castilla y Leon (Spain) for financial
support by means of the project UB 16/04.
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Introduction
In the year 2002 the European Parliament assumed the pledge of the European Higher
Education Space.

The adoption on the part of the Spanish Universities of the European Credit Transfer and
Accumulation System (ECTS) implies the modification of the credits at present given,
based on the time that students are attending lectures and seminars at the University.

An ECTS corresponds with 25-30 working hours. The aim of this work has been to adapt
to the ECTS system to the subject “Nutrition and Dietetics” at present lectured at the
University of Burgos with 80 hours.
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Materials
Focusing on the student, the following questionnaire was designed:
FOOD SCIENCE AND TECHNOLOGY DEGREE
STUDENT’S EFFORT QUESTIONNAIRE
Subject: NUTRITION AND DIETETICS Spanish credits: 8 (80 hours of presential
teaching)
1.- Estimated student work time in hours
Less than 1 hour

1

1.5

2

2.5

Longer (How long?):

2.- In your opinion:
Are the lectures useful?
If not, please mention an alternative:
Should more lectures be given?:
If yes, please mention the most appropriate number of them:
3.- In your opinion: How do you learn more efficiently during the lectures? (please, indicate
the option/s that are more appropriate).
-With transparency films.
-With power-point slides.
-With the blackboard.
-With a combination of means.

II. SEMINARS
4.- Seminars:
Are they useful?: yes
How long should they last?

no

IV. INDEPENDENT AND PRIVATE STUDY
5.- If you have prepared and presented a review about any “Nutrition and Dietetics” related
topic, please, indicate if it has been useful for you to pass the subject:
yes
no
6.- In your opinion: Are the data processing network useful to prepare this subject?
yes

no

MANY THANKS FOR YOUR COLABORATION
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Results and Discussion
The questionnaire was answered by the 80% of the students registered in Nutrition adn
Dietetics.
Students commented that for the preparation of the exam they needed between 1 hour
and 3 hours of study by each lecture’s hour received.
100% of those polled considered useful both lectures and practical seminars.
The Figure below shows the answers of the students with regard to the way they consider
the lectures are more efficient.

5%

3%

92%

Combination of transparency films or slides,
Power-Point presentations and blackboard
Transparency films or slides
Other means

The 92% of students indicated that they learned more when using a combination of
transparency films or slides, Power Point presentations and blackboard. Students
considered strongly positive to deliver in advance the transparency films or slides
projected during the lecture. 5% of students valued as more appropriate to use only
transparency films, and the 3% of students said that their learning was more efficient with
other means.
75% of students indicated that seminars would help them to pass the subject and would
facilitate the discussion of the themes.
At the beginning of the academic year several reviews on “Nutrition and Dietetics” related
topics were proposed. 16% considered that this activity were useful.
83.3% of students valued as highly positive to use the data processing network.
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Conclusion
In the new design of the subject “Nutrition and Dietetics” for the European Higher
Education Space, the current number of theoretical lectures and seminars should remain
at least the same. Theoretical lectures must combine the use of blackboard, transparency
films and power point presentations promoting the wide possibilities of the use of the data
processing network. Finally it will be necessary to encourage students to make reviews on
“Nutrition and Dietetics” topics.

Acknowledgements: Authors thank the Junta de Castilla y Leon (Spain) for financial
support by means of the project UB 16/04.
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Abstract
This paper presents the outcomes of a PhD thesis that includes the design and
development of multimedia tools in order to develop Media Literacy levels in the
Region of Castelo Branco, Portugal. It also presents a research project whose main aim
is to help teachers and students in the production of on-line and/or printed school
newspapers.

1 - The urgent need of Media Education
In the knowledge society media assumes a fundamental role not only in politics,
economy, society and culture but also in the access to information.
Nowadays, almost all the information comes to us through media. So, media can not be
seen a window to reality but a vehicle constructed from that reality. It is, therefore,
urgent to develop Media Education so that individuals can: i) realize how the media
system works, ii) develop skills for the analysis of Media Education, as well as the
capacity of producing their own media messages and broadcast them through media.
Media Education is divided into three basic dimensions: access, critical analysis and
reflexive production of media messages. Media Education has underlined more the diet
of different individuals in relation to media and less the critical analysis and reflexive
production of media messages. The fact may be due to several factors among them the
fact that specific criteria in relation to the skills one must have developed in order to be
considered media literate do not exist.
However, researchers of countries where Media Education is high developed, such as
the United Kingdom and Canada consider it is necessary to develop research projects
that include schools and enterprises focused the production of media messages. The fact
it that the production of media messages contributes to the development of skills on
critical analyses of media messages.
Media Education activities also contribute to the increase of media literacy levels,
which is one of the objectives of the European Commission. In fact, in a communication
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issued recently, the European Commission (2007) demonstrated an important interest in
financially supporting an academic study, whose main aim is to define standards,
abilities or competencies that one person should achieve or develop to be considered a
media literate person.
As several authors alerted (Frau-Meigs, 2008, Reia-Baptista, 2008), that will be a very
difficult task. Buckingham (2008) stated there is no scientific evidence that Media
Education contributes to development of Media Literacy levels. However, he thinks that
really happens. Nowadays, several authors (Carlsson and Felitzen, 2006; Gonnet, 1999;
Hobbs, 2007; Thoman and Jolls, 2004; Santos, 2003;) considered that Media Education
has a lot of advantages for people at several levels. For instance, we consider knowledge
structures, Media Education contributes for the development in cognitive, moral,
aesthetic and emotional terms;
Also the relationship with the media increases the: i) active and critical consumption of
media messages; ii) technical and cultural abilities to media messages production; iii)
critical analysis of media role in political, economical, social and cultural levels;
As far as the relationship with the school we can state that there is an improvement in
writing and reading comprehension, a stronger motivation to the work, even by both
students with worst school results and students with special needs improve their selfesteem. The students also are able to understand different points of view about reality.
They also improve their abilities like group working, organization, delegation and the
capacity to use knowledge in newer situations (transfer);
In relation with society, a better comprehension of the others, of their needs and a
higher social participation, individual and collective, because individuals feel they are
heard; reflect about believes and attitudes; are not afraid to see his media productions
criticized by others. So we can infer that they are better prepared to work in the future.
As far as the relationship with society culture there is a reinforcement of the cultural
identity, because Media Education contributes to develop Education at the following
levels: Values, Sexuality, Consumption, Citizenship and cross-culture communication.

2 - Obstacles to Media Education
Academics of several countries stated that Media Education should start as early as
possible, at the nursery schools. They also think that Media Education projects must be
developed in regular schools, which is not easy because students but mainly teachers are
not prepared. Buckingham (2003) wrote that students have to learn a lot about media,
and recently, the European Parliament (2008) published a report about the quality
improvement of teacher’s preparation. In that report Media Education is considered a
priority in all the teacher’s preparation curricula.
Moreover, there a are a lot of obstacles to the development of media education, like:
a) The digital divide between: rich and poor countries; generations; students;
b) The conservative character of the educational systems;
c) The indefinition about the best way to insert Media Education in the curricula;
d) The low support politicians dedicate to Media Education;
e) Copyright questions;
f) The low interest media demonstrate about the media messages produced by
children and young people;
g) The lack of educational resources both in human and in technological terms;
h) The lack of cooperation between different knowledge areas, educative, social
and political actors;

2009 HICE Proceedings
Page 1923

i) The lack of evaluation of the projects developed, which is fundamental to give
visibility to these projects and also to good practices could emerge.

3 - A research centred in school newspapers
Nowadays we live in the Digital Media Age as the Internet, the cell phones or the video
games. Traditional media (newspapers, magazines, television, radio) are still on the
move. Lievrouw e Livingstone (2006) refer that in the information and communication
environments citizens accepted jointly paper, audio, still and moving images, television
as telecommunications and computers. "New media have not replaced older media, any
more than broadcasting replaced print in the mid-twentieth century" (p.1).
Our interest is in newspapers mainly school newspapers because we think that they can
have an important role introducing Media Literacy in the curricula. School newspapers
are nowadays published either in paper or on-line, being a link between traditional and
digital media. The school newspaper is to Pinto (1991) an easy and cheap media, an
important resource to develop critic sense, reflexive styles and habits and creativity,
respect for diversity of opinions and the interest in up to date news. He also states that
the newspaper can be used in the classroom as a meaningful pedagogical and didactic
help in several subjects.
Since 1990 the Week of the Press and Media in Schools, organized in France by the
Ministry of Education. More than 4 million of students from 13 thousand schools
participate in the event. The initiative has the help of professionals from the press and
audiovisuals that represent around 1000 enterprises (Breda, 2005).
In Portugal since 1991 there is the National Contest of School Newspapers promoted by
the daily newspaper Público (2005) and the Ministry of Education. Every year around
four hundred contestants participate either in paper or on-line. The National Curriculum
of Basic Education also points out actions to be developed by each teacher in order to
help students to develop skills like: i) bring together school and current life, with
particular emphasis on important issues; ii) help youngsters to decode media language;
iii) develop a critical approach; iv) encourage the school population to read newspapers;
v) guarantee a more active learning of the Portuguese language. Among those actions
there is one that foresees the need to establish a narrow link between school, media and
ICT (Ministério da Educação, 2001).

3.1 - The CD-Rom “Let’s Produce School Newspapers”
Having in mind this link between school, society, media and ICT we developed a
multimedia application that aims to help teachers and students to produce or to improve
school newspapers either in paper or on-line. Abrantes (1998) referring to the
production of school newspapers states that only a small number of teachers will feel
apt and secure to initiate a newspaper production. Domaille and Buckingham (2001),
Ayres (2004) e Mediappro (2006) underline the lack of training of teachers and
technical resources as limitating factors of Media Literacy.
That’s why we developed the CD-Rom “Vamos fazer jornais escolares” (Let’s Produce
School Newspapers), whose aim is to help 11-16 years old students and their teachers in
the production of school newspapers either printed or online.
At a specific level the CD-Rom aims to: i) training and motivation of students and
teachers to the pedagogical use of newspapers; ii) develop skills in students in order
they become critical readers; iii) develop skills in students that allow them to produce
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critical and reflexive media messages; iv) citizenship education. As far as the contents
the CD-Rom is organized in seven units: newspaper organization, writing to the
newspaper, newspaper production, newspaper analysis, from paper to the www,
resources and FAQs. In these units written text, audio, photos and videos are available.
It also includes a navigation map, a glossary, help and a section about the CD-Rom,
where the contents, objectives and types of activities are explained.
The CD-Rom was validated by multimedia and newspaper experts, and was tested by
104 students and four teachers in two Portuguese schools along a school year. Classes
were video and audio recorded and field notes were also taken. The results showed that:
1) for the first time, the two schools had about 50 students in the school newspaper
team, producing content for the newspaper;
2) before the students participated mainly with class work chosen by teachers, so they
didn’t write for an audience outside the classroom or school. But, after, the students
participated mainly with news stories expressly written to be published in the school
newspaper;
3) before the students’ contributions (apart from class work) were articles about: subject
matters; other school activities (i.e. study visits), or important dates. After the subjects
of the news stories written by the students were different because the students chose the
subjects, or negotiate them with the teachers;
4) before most students and teachers lacked journalism experience. After, in the
teachers’ opinions, the students improved their knowledge about journalism.

4 - The Project “Media Education in Castelo Branco region”
This paper also presents a three year research project that involved the testing of
multimedia materials in 29 schools of Castelo Branco region, having as a starting point
the improvement of the CD-Rom and the results of the PhD thesis. The Project also
developed a handbook to help teachers with pedagogical activities, a website and a
template to help teachers producing online newspaper.
The Project was funded by Fundação para a Ciência e a Tecnologia and European
Social Fund. It was called Media Education in Castelo Branco region and aims to: i)
allow students and teachers a better knowledge in relation to the several steps in the
production of a printed or online newspaper; ii) improve newspaper reading; iii)
contribute to students become critical decoders and reflexive producers of media
messages; iv) increase the use of digital media (DVD, Internet, ...); v) improve contents
and graphics of existing school newspapers in the region of Castelo Branco; vi)
approach schools to the educational community.

4.1 - The website of the Project
The website of the Project “Educação para os Média no Distrito de Castelo Branco”
underlines mostly the essential news to be developed during the three years of the
Project, the Project team and the vast number of people that are collaborating within the
Project. During the first months the news were mainly about the visits to schools and
the presentation of papers in international conferences as well as the partnerships as for
example with the Media Smart Project.

2009 HICE Proceedings
Page 1925

Project Website

From now on it will be a means to get in touch with the newspapers produced in
schools by students and teachers, having also a fundamental role – to enlarge the
relationships among the researchers, and the teachers of the participating schools.
Besides the support of members of the project in schools whenever necessary the
objective is to take advantage of new technologies. All the doubts and problems that
may arise may be solved through the creation of a forum in the project website that may
prevent travelling around the region and a waste of time.

4.2 - The template for the production of on-line newspapers
Although authors as Breda (2005) and Gonçalves (2007) considering that it is too soon
to what they call “ciber derive” of the school newspapers as they estimate that the
number of schools that edit a school newspaper does not reach more than 10 per cent,
we decided to create tools so that students and teachers could produce on-line school
newspapers on a regular basis, even without expertise in the field.

Template for on-line newspapers production

We created a platform, to be available to all participating schools during the first
semester of this school year, with the following characteristics:
i) each school can produce one or more newspaper, with different editions of each one;
ii) Titles, subtitles and contents are personalized, so sections and subsections are
defined by the newspaper editor;
iii) news can be in various formats such as text, images, audio, video, as well as files
with more than one format, i.e. multimedia;
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iv) image, audio, video or multimedia content can be inserted no matter the format or
the file of the file because the platform has a system that adapts the file to be visualized
on-line;
v) contents can be edited by school administrators, newspaper administrators, teachers
and students, however the contents produced by the students must be allowed by the
editor before being shown on-line;
vi) content insertion can only be done by registered users. The registration is done by
the editor of the newspaper and so users can only introduce news for the newspaper they
are registered in;
vii) the newspapers produced by the schools can be printed as the platform creates a
‘pdf’ version automatically;
viii) the platform has a system that allows news to be visualised in PDA cell phones
with internet.

Conclusion
The research process with the CD-Rom contributed to the development of skills in
Media Literacy and Citizenship Education of students. They trained skills at text
production level as well as production and comprehension of oral questions. This was
important because children and young people must be prepared to use media in a World
where the new concept of literacy implies the use and interaction with media either
digital and/or traditional.
The media resources of the project “Media Education in Castelo Branco Region” were
developed between October 2007 and June 2008 and are available to the schools since
October 2008. The goal is that students and teachers use these resources in the
production of school newspapers either printed or online.
The work is followed by the research team that involves experts from Portugal, France,
Italy and Argentina. In the Project also participates a Portuguese newspaper and a
software enterprise. The team of the project support teachers and students going
regularly to the schools and helping with the activities. The Project will finish in
September 2010 with a final assessment made by international experts in the field.
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Abstract
Uganda, like many other countries in the world has been in the forefront in making
efforts to provide education for all its citizens at all levels. This paper discusses the key factors
that are likely to contribute to the success or failure of implementation of the policy on the
provision of inclusive education for the girl child with special needs in the country. A sample,
comprising different categories of the girl child with special needs (those with visual impairment,
hearing impairment and mental retardation) (N=150) was randomly selected from ten (10)
schools within the suburbs of Kampala City. A survey method, involving administration of
questionnaires and interviews was used. A null hypothesis was thus, stated that school
management, attitudes, curriculum, methods of teaching, facilities and support have all equal
contribution to the successful implementation of the policy on the provision of inclusive
education for the girl child with special needs. Chi square analysis result indicates nonsignificant differences between the six stated factors. In terms of the importance attached, the
findings reveal that school management, attitudes, curriculum, methods of teaching, facilities
and support, respectively play crucial roles in effective implementation of education for the girl
child with special needs under inclusive arrangement. One of the conclusions is that school
managers are currently not fully engaged in the implementation of the policy on education of the
girl child in Uganda. It is further concluded that unfriendly attitudes among teachers and
ordinary students towards the girls with special needs still do exist. Another conclusion is that
the school curriculum remains rigid, favouring ordinary, but not learners with special needs. A
variety of teaching methods, facilities and adequate support for the different categories of
learners with special needs in schools are wanting. The following recommendations are hereby
made. All school managers ought to undergo basic training on the principles of inclusive
education. The primary school curriculum, which is currently examination oriented should be
revised to accommodate the needs of the girl child with special needs. All teacher training
colleges in Uganda should include in their curriculum, elements of inclusive education.
Adequate school facilities and amenities should be provided and modified, to meet the demands
of the girl child with special needs. All forms of support required by the girl child with special
needs should be provided in schools without any preconditions.
Introduction
Policy formulation may be one thing, while its implementation another issue altogether.
In Uganda, numerous educational policies have been in existence, but the one that has attracted
attention, and called for a close assessment in this study is that of the girl child with special
needs. It is a well known fact that from time immemorial, generally, education of the girl child
was given such a low opinion, compared to that of the boy child. In many, if not, in all the
cultures in Uganda, a girl child was treated as a special object that was to be owned for special
household assignments: such as cooking, fetching bride prices, bearing children, providing
labour and making men comfortable. For the parents who opted to provide education to their
daughters, especially in the cultures of the writers, the main goal was to raise standard of the
girls who would triple the bride prices. For example, the basic dowry price for a girl who never
entered a classroom was five heads of cattle, five goats, plus numerous gifts for the aunts, uncles,
grandmothers and grandfathers, name it. For a girl child with special needs, such as one with
visual impairment, hearing impairment, epilepsy, mental retardation, or cerebral palsy, her
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parents, or relatives’ initial pre-occupation would be to wonder what kind of omen, curse, or
bewitchment befell them to have such a child in the family! To have such a child taken to school
would be a distant dream. Through the efforts, however, of the disability movementists, such as
Christian Missionaries, and other philanthropists, education of children with special needs began
to take a centre stage. In its White Paper (1992), the Government of Uganda confessed of its
negligence to provide education to learners with special needs, but pledged to double its efforts
to assume full responsibilities to take over from where the non-governmental organisations
(NGOs) had reached. Being a signatory to international commitments, such as the World
Declaration of Education for All (Jomtien Conference, 1990) and Inclusive Education for
Learners with Special Needs (Salamanca Conference, 1994), Uganda began to intensify its
efforts to implement inclusive education at all angles. This determination is further noted in the
country’s new constitution of 1995, and the introduction of the universal primary education
(UPE) of 1997, where education of the girl child and persons with special needs was given top
priority, respectively.
Whereas there may be different theories that support education for human beings, in this
study, the inspiration is by Farrant (1980), whose theory states that education is a universal
practice, engaged by societies at all stages of growth and development. Human beings have to
increase in size and quality, so as to be able to reason, carry out activities for their well being and
to interact freely and productively alongside others in the society. Education, therefore, can be
regarded as a powerful tool that all people of whatever nature must be equipped with.
A girl child with special needs, in the first place, is a human being like any other human
beings. Due to impairment, or any form of barrier, the learning development needs of such an
individual may be hampered to certain degrees that without proper education provision, the
individual may not realise his/her potential to live independently and meaningfully (Pott,
Armstrong & Masterton, 1995). A number of advantages are available for a girl child with
special needs to learn under an inclusive setting. One such advantage is that the learner receives
social acceptance from the ordinary peers, and vice versa. Early acceptance by, and recognition
from either sides helps in shaping a better future for harmonious co-existence between
individuals with special needs and the ordinary peers/neighbours (Ainscow, 1997). Another
advantage is that it avails an individual learner with the opportunity to share and compete with
other learners. The world is a place where people share a lot in common, and compete, in order
to build their self esteem and self-actualisation (Booth, 1996).
By and large, a girl child with special needs has more to gain than to lose by receiving
education under an inclusive setting. It is apparent that the policies that support the education for
the girl child in Uganda are clear. Many a time, however, this category of learners, or their
parents, guardians, or advocates have been noted to raise concern about the improper attention
given to them in schools. These complaints are further reinforced by persistent dropping out of
school by the girl child with special needs.
Statement of the Problem
The rate of school dropping out by the girl child with special needs in Uganda is an issue
that cannot be ignored. This study seeks to find out what achievement of the goal of
implementation of provision of education for the girl child has been recorded in Uganda. It is,
hence postulated that different factors, such as school management, attitudes, curriculum,
methods of teaching, facilities and support, respectively play crucial roles in the effective
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implementation of education for the girl child with special needs. Any laxity or inadequacy in
executing each of thesefactors may be detrimental to the success of implementation of the policy
on the education of the girl child. Although important measures have been taken to issue out
clear policies on the education of the girl child with special needs, there still exist increasing
complaints that the girl child is inadequately catered for, as far as the provision of education is
concerned. It is for this reason that the researchers were compelled to carry out this study, so as
to identify the route cause of the complaint.
Purpose of the Study
The purpose of the study was to assess the level of success and challenges encountered in
the implementation of the provision of education for the girl child in Uganda.
Research Question
The following key research question was posed:
What was the key contributing factor responsible for the implementation of education for the girl
child with special needs in Uganda?
Null Hypotheses
The following null hypotheses were also formulated and tested in the study.
1. There is no significant difference in the role of school management in the implementation of
education for the girl child with special needs in Uganda.
2. There is no significant difference in the attitudes in the implementation of education
for the girl child with special needs in Uganda.
3. There is no significant difference in the current school curriculum in the implementation of
education for the girl child with special needs in Uganda.
4. There is no significant difference in the methods of teaching used in the
implementation of education for the girl child with special needs in Uganda.
5. There is no significant difference in the facilities used in schools for the implementation of
education for the girl child with special needs in Uganda.
6. There is no significant difference in the support provided in the implementation of education
for the girl child with special needs in Uganda.
Methodology
This study is a descriptive survey of the key factors that are likely to contribute to the
success or failure of implementation of the policy on the provision of inclusive education for the
girl child with special needs in Uganda. The schools were selected from Nakawa, Kawempe and
Makindye Divisions of Kampala District of Uganda. The researchers approached some school
headteachers, to have preliminary consultations about what the conditions of implementation of
the policy on inclusive education for the girl child with special needs was like. It was out of such
consultations that the key factors, namely: school management, attitudes, curriculum, methods of
teaching, facilities and support were established and eventually used to frame the research
question, null hypotheses, questionnaire and the interview guide.
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Sample
The parent population consisted of all government primary schools in the Divisions of
Kampala District. The sample population, however involved ten (10) government schools in
Nakawa, Kawempe and Makindye Divisions of Kampala District. At the time of the study,
available data indicated that Nakawa had 19 government primary schools, Makindye 16, while
Kawempe had 17 government primary schools, giving a total of 51 schools.
This being a survey research, 10 out of the schools in the study area were, thus selected,
using stratified sampling methods, as suggested by Van Dalen (1979), that between 10 – 15% of
the sample should be adequate. All the schools were semi-urban in nature.
A total of fifteen (15) participants was selected from each of the ten (10) schools. This
was to ensure that the schools in the divisions were adequately represented.

Research Instruments
Self-designed questionnaires and interviews formed the major data collection instruments
in the study. The questionnaire of both closed and open-ended in nature was used. A four point
Likert type scale whereby all responses favouring a statement were recorded as follows:
4=Strongly agreed; 3=Agreed; 2=Disagreed; and 1=Strongly disagreed. Respondents were also
asked to justify why they agreed with each of the statements they had chosen. This type of
questionnaire was preferred, because it involved getting straight forward answers, as well as
ensuring that the respondents went in depth, for the purpose of clarity. In this study clarity of
responses was vital if the findings were to be as convincing as anticipated. The questionnaire was
divided into nine sections; the first one was concerned with the background information. Section
two solicited information on respondents’ views on school management role in the
implementation of inclusive education for the girl child with special needs. The third section
sought information on respondents’ comments, regarding attitudes in schools towards inclusive
education. The fourth section sought information on respondents’ views on curriculum relevance
to the implementation of inclusive education. Section five solicited information on respondents’
views on the effects of teaching methods in the implementation of inclusive education. The sixth
section dealt with the views on relevance of facilities to the implementation of inclusive
education. In section seven, respondents were asked to give views, regarding the kinds of support
available for the girl child’s education under inclusive setting. In section eight respondents were
required to rank out of the six factors, in order of their contributing importance to the success, or
failures in the implementation of education for the girl child: school management, attitudes,
curriculum, teaching methods, facilities and the support provided for the girl child with special
needs. In section nine, respondents were asked to give suggestions for improvement.
Interviews
Interview guides with open-ended questions, and divided into seven parts, namely: school
management, attitudes, curriculum, teaching methods, facilities and the support provided for the
girl child with special needs and suggestions for improvement were used. The use of interview
was to help in probing issues in depth and augment the questionnaire instrument, to fill up some
gaps left as this is the role of triangulation in a research study (Amin, 2005). A cross section of
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the categories of respondents, viz: girls with special needs (comprising those with visual
impairment, hearing impairment and those with mental retardation) was selected. Whereas a total
of 150 respondents provided information through questionnaire, 25 of them were interviewed.
Reliability
Before carrying out the major data collection exercise, a pilot study, consisting of 34
participants had to be conducted in two primary schools (which were not to be used in the major
data collection). The purpose of the pilot study was to ensure the reliability and validity of the
questionnaire.
Amin (2005) points out that reliability has to be established if consistency and
dependability of the research instruments are ascertained, and if their ability to tap data that
conform to the study objectives are to be obtained. The Cronbach Alpha Coefficient was
computed, thereby yielding a result with α score of 0.74, indicating how high and acceptable
the inter- reliability was for the instrument to be used in the study.
Validity
An instrument must measure what it is meant to measure. Although face validity appeared
acceptable, it was necessary to give the questionnaire to some experts and colleagues to
scrutinise and recommend the suitability of the questionnaire’s content validity before it was
used to gather the data. The content validity index (CVI) was computed, whereby participants
were asked to rate each of the 24 items of the questionnaire. The CVI was thus found to be 0.76,
high enough to warrant use of the questionnaire in the study.
Data Collection
Appropriate assistance was provided to the respondents by research assistants at the time
of data collection, because majority of the them could not write, while some were only relying on
sign language interpretation. Some questionnaires were also transcribed into Braille for the
respondents with visual impairment.
Data collection through questionnaires was carried out first, lasting four weeks, then
followed by interview sessions which lasted three weeks. The respondents were approached from
their schools during the questionnaire administration and interviews sessions.
Data Analysis
Analysis of the data was based on each of the formulated research questions. Thus,
questionnaires with closed and open-ended items were constructed. Each of the items was
subjected to frequencies and percentages which reflect the distribution of respondents on each of
the six independent variables. Because each of the items were nominal data, all the null
hypotheses were analysed, using Chi-square Goodness-of-fit, a test appropriate for comparison
of an obtained distribution with frequencies expected to occur according to the hypothetical
distribution (Amin, 2005).
The data collected through interview method was categorised, interpreted and analysed
under their respective themes.
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Results
The research question focused on the extent to which the identified factors contributed to
the implementation of education for the girl child with special needs in Uganda. The results show
that all the factors, i.e: management, attitudes, curriculum, methods of teaching, facilities and
support, respectively play crucial roles in effective implementation of education for the girl child
with special needs. The details are provided in Table 1.
Table 1: The Extent to which different Factors affect Implementation of Inclusive Education
for the Girl Child with Special Needs in Uganda
Factor that has more Effect on
Implementation
Role of school management
Attitudes towards the girl child
Curriculum type
Nature of teaching methods
Types of facilities available
The kinds of support available for the
girl child with special needs
Total

Frequency score

Percentage Response

28
29
26
25
21

19.00
19.00
17.00
17.00
14.00

21
150

14.00
100.00

As noted in Table 1, the responses do not appear to have big differences, regarding which
of the variables contributes more, or less to the implementation of education for the girl child
with special needs. The role played by the school management (19%) is the same as that
indicated against the contribution by attitudes (19%) towards success of implementation of
inclusive education. The effectiveness of curriculum (26%) and teaching methods (25%), too, are
similar in the way they are perceived. Last, but not least, regarding the types of facilities (21%)
and support provided (21%) to the girl child, the ratings are the same. When the same analysis
was put to Chi-square tests, the results are as shown in Table 2.
Table 2: The Extent to which Different Factors affect Implementation of Inclusive Education
for the Girl Child with Special Needs in Uganda: Chi square Analysis
Factor that has more Effect on
Implementation
Role of school management
Attitudes towards the girl child
Curriculum type
Nature of teaching methods
Types of facilities available
The kinds of support available for the
girl child with special needs
Total

Observed value
28
29
26
25
21
21

Expected
Value
25
25
25
25
25
25

Chi-square Value
*0.36
*0.64
*0.04
*0.00
*0.64
*0.64
*2.32

*Not significant
The critical value of X2 with k – 1= 6-1=5df is 11.07 at the α = 0.05 level. The critical
value of X2 = 2.32, indicates that there is no significant difference in any of the six factors as far
as their contributions to the implementation of inclusive education for the girl child with special
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needs in Uganda is concerned. The null hypotheses are therefore upheld. Some of the findings
generated through interview means are presented in Table 3.
Table 3: The Extent to which Different Factors affect Implementation of Inclusive Education
for the Girl Child with Special Needs in Uganda: Interview Generated Responses
Factor that has more Effect
Responses
Frequency Scores
on Implementation
Role of school management
a) - Poor school management
9
b) - No proper prep. for students with sp. needs
6
c) - Examination good performance valued
6
d) - Ordinary students paid attention to so much
4
Total
25
Attitudes towards the girl child
a) - Negative attitudes towards studs with sp. needs
10
b) - Studs with sp. needs denied important activities
5
c) - Studs with sp. needs labelled/called bad names
5
d) - Studs with sp. needs called guests/those ones
5
Total
25
Curriculum type
a) - Rigid school curriculum
8
b) - Pre-occupation with passing examinations
7
c) - Studs with vi and hi better with curriculum
6
d) - Studs with m/retard. worst of with curriculum
4
Total
25
Nature of teaching methods
a) - Emphasis on teacher- centredness
9
b) - Huge class size; teacher :pupil ratio – 1: 90, plus
7
c) -Tendency to lecture (chalk and talk)
5
d) - Poor communication between some trs and studs
4
Total
25
Types of facilities available
a) - Inadequate facilities and equipment
8
b) - Broken Brailles not repaired
6
c) - Disability unfriendly environment
6
d) - Lack of science facility to aid learning
5
Total
25
The kinds of support available
for the girl child with special
needs

a) - A few concerned and caring ordinary students
b) - Majority of ord. studs not helpful
c) - Having no boyfriends, or ordinary friends hurting
d) - Loneliness not human for studs with sp. needs
Total

7
7
6
5
25

In Table 3, respondents have provided, through interview, detailed expression about what
they believe may be detrimental to successful implementation of inclusive education for the girl
child with special needs in Uganda. With respect to school management, respondents (9) have
say that the management attention to cater for the girl child’s successful education is poor. This
is followed by respondents who argue that there isn’t proper preparation for the girl child’s
education in schools. While some respondents (6) point out that schools are pre-occupied with
only students who perform well in examinations, there are those respondents (6) who claim that
the ordinary students are favoured at the expense of the students with special needs in schools.
Respondents have further expressed concern about the ordinary students and teachers
whom they accuse of being insensitive, because of their negative attitudes to them (students with
special needs). Respondents (10) also say that they are not only denied participation (5) in
important school activities, but that they are labelled, and called derogative names (5), such as:
“strange guests”, or “those ones” (5) in the schools.
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Concerning relevance of curriculum, respondents (8) have argued that the curriculum is
rigid, and favours the ordinary and students with visual impairment, while those with mental
retardation (4) are severely disadvantaged.
For the teaching methods, respondents (9) lament that teacher–centred method takes
precedent above all other, would be useful and suitable methods. Respondents (9) say that class
size is so huge, such that the ratio of one teacher is meant for 90, or more students (7). Some
respondents (6) accuse teachers of resorting to lecturing (talk and chalk) most of the time,
thereby disadvantaging students with visual impairment and mental retardation. Respondents (4)
also say that because of lacking skills in Braille, or sign language communication between such
teachers and students with special needs is usually poor.
As far as facilities are concerned, majority of respondents (8) say that generally, the
facilities are inadequate. This is followed by the respondents (6) who say that whenever some
facilities break down, no repair work is done on them. There are respondents (5) who report that
there are hardly any facilities for boosting learning of science for the girl child in schools.
Regarding support, respondents (7) report that few ordinary students are not mindful
about helping them in schools. Some respondents (6) say that they do not have boyfriends, or just
ordinary friends, so they find this very inhuman and strange.
Discussion
The study has indicated that different factors are virtually important in influencing
implementation of inclusive education for the girl child in Uganda.
School Management
With respect to the roles, school management plays, respondents have scored 19% as
indicated in Table 1. Although policy on education for the girl child is clear to all school
managers, including education officers, inspectors and school headteachers, some respondents
have reported that poor management still poses problem to the successful implementation of
inclusive education for the girl child. Respondents say that there are headteachers who do not
prepare their schools to conveniently accommodate all learners with special needs, pointing out
that in such schools only students who are physically fit and academically brilliant are valued.
The management of such schools, respondents, further point out, are pre-occupied counting on
good first grade performance in national examinations, while for them with special needs, who
cannot produce first grades, the school management does not want to help them, instead they are
excluded. This finding agrees with Warnock (2005) and Weiner (1994) who have noted that
inclusive education is indeed exclusive education, the way it causes confusion, and denies,
especially the girl child the opportunity to benefit from education on equal terms with ordinary
learners. In Uganda, today some schools are branded as “good”, while others as “bad” schools.
The reasons for calling certain schools particular names, arises because of struggle to maintain
high examination performance at all costs. Implementation of inclusive education for the girl
child under such school management becomes problematic.
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Attitudes
For some reasons respondents have also scored 19% on attitudes. One of their claims is
that implementation cannot be achieved easily, because of negative attitudes which teachers,
fellow students and school managers still harbour against learners with special needs in schools
in Uganda. Respondents point out that not only are students with special needs denied
participation in important school activities, like games and sports, but that derogatory names and
labels are used against them. Calling them, the “lame”, the “deaf”, the “blind”, the “foolish”, by
some of their peers and teachers, they say, is not helpful. Some teachers, the respondents add,
refer to learners with special needs in inclusive classes as “ strange guests”, while other teachers,
they say, refer to them as “those ones”. Respondents lament their being treated as different from
others by the very people whom they believe should help to promote inclusive education for
them in Uganda. According to the literature, attitude is something that cannot be eradicated in a
short time, whether by the help of legislation, or persuasion (Mooney, 1997; Myers. & Goldstein,
1997).
Curriculum Type
In Uganda, curriculum design and development is centralised, so it is a monopoly of the
Uganda National Curriculum Development Centre (NCDC). Respondents have reacted
differently to the curriculum issue. Many respondents with visual impairment, and who are well
versed with Braille reading and writing skills say they do not encounter much difficulty with the
current primary school curriculum. Respondents with hearing impairment who have mastery of
sign language also say that they do not find much difficulties with the current curriculum.
Respondents with mental retardation, however, express dissatisfaction with the curriculum. The
Ugandan Primary School Curriculum is designed in such a way that it requires primary school
students to cover certain contents in stages; from Primary One, Two, Three, Four, Five, Six,
Seven and to sit for the national examination, i.e, the Primary Leaving Examination (PLE). In
terms of ranking from the best performers to the worst, chances are that learners with visual
impairment are likely to perform best in PLE, followed by those with hearing impairment, and
worst by those with mental retardation. The current rigid curriculum in Uganda means that only
those students who are very academically potential have the chance to continue with education,
after PLE, to higher levels. The girl child with special needs, especially those with mental
retardation have formidable task to succeed in this kind of education system.
Nature of Teaching Methods
Still on Table 1, respondents (25%) have indicated that teaching methods can contribute
to the success or failure of implementation of inclusive education for the girl child with special
needs. While teaching methods may vary from chalk and talk, discussions, group work,
discovery, dramatisation, role play, to mention, but a few, in this study respondents have
lamented that teachers spend most of the time on chalk and talk, which is teacher-centredness.
This approach is more common, because of the teacher-student ratio, which respondents say is
incredibly overwhelming. Respondents say that in some cases, one teacher teaches 90, to 120
students, all mixed up (the ordinary, those with visual impairment, hearing impairment, mental
retardation, physical impairment, and the like). At their disadvantage, where a teacher is faced
with a big class size, the respondent say that teachers may have no choice, but to talk and talk,
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and in most cases pay attention to ordinary learners only (those without special needs). Some
respondents also say that there are teachers who do not have basic training to teach students with
special needs. Such teachers, the respondents, add that they make communication with learners
with special needs very complicated. Without proper communication, for example, through sign
language, or Braille, respondents point out that there is totally no learning. In view of that,
therefore, respondents conclude that implementation of inclusive education becomes a dream.
Teacher training for students with special needs has been going on in Kyambogo, but the rate at
which such teachers are produced is like a drop in the ocean, given the ever rising number of
students attending inclusive schools. Without adequately resolving the issues associated with
teaching methods, implementation of inclusive education for the girl child with special needs
may yet pause more challenges in future.
Types of Facilities Available
Respondents (21%) have reacted differently to the availability of facilities suitable for
effective implementation of inclusive education for the girl child with special needs. One of their
dissatisfactions is that there are inadequate important facilities and equipment to support teaching
of learners with special needs. In some schools, respondents say that one Braille machine is
shared among two to three students. Some of these facilities, the respondents say they break
down and are never repaired or replaced. Students who have physical impairment complain that
the environment in some schools are not disability friendly, pointing out that: ramps, hand rails
and different assistive devices are either inadequate or totally lacking. Some respondents have
raised the issue of being denied to learn science subjects, wondering why teachers are not
capable of preparing instructional materials for teaching them science subjects! In their views,
the respondents, argue that in no way should their having special needs be a reason to deny them
the chance to become scientists in future. This finding agrees with different authors (Miles, 2005;
Porter, 2001; Ayo, 2003; McGregor, Volsberg, 1998; Blanton, Griffin, Winn & Pugach, 1997),
who found that persons with special needs have the rights to receive education, so as to be
enabled to achieve the goals of what they wish to become in future.
The Kinds of Support Available for the Girl Child with Special Needs
Support may be provided to individuals with special needs in many forms: social,
academic, physical, moral, name it. In this study, respondents (21%) have mixed reactions. Some
respondents say that they receive support from a few ordinary students in their classes who are
very concerned and caring, to read for them, interpret, write notes, guide them and respond to all
their requests. On the contrary, other respondents say that nobody cares about them in schools,
arguing that they are on their own, struggling to find ways into their classes, setting their
equipment, and worst of all, they lament that nobody is interested to talk to them. As human
beings, they wonder why they cannot have boyfriends and ordinary friends, to care for them
while they are in school, and thereafter!
Conclusion
Given the above findings, the conclusions are made accordingly. One of the conclusions
is that school managers are currently not fully engaged in the implementation of the policy on the
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education of the girl child in Uganda. It is further concluded that unfriendly attitudes among
teachers and ordinary students towards the girls with special needs still do exist. Another
conclusion is that the school curriculum still remains rigid, favouring ordinary, but not learners
with special needs. A variety of teaching methods, facilities and adequate support for the
different categories of learners with special needs in schools are wanting. The following
recommendations are hereby made. All school managers need to undergo basic training on the
principles of inclusive education. The primary school curriculum, which is currently examination
oriented should be revised to accommodate the needs of all categories of the girl child with
special needs. All teacher training colleges in Uganda should include in their curriculum,
elements of inclusive education. Adequate school facilities and amenities should be provided
and modified, to meet the demands of the girl child with special needs. All forms of support
required by the girl child with special needs should be provided in schools without any
preconditions.
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Title:
Self-Exploration vs. Technique: Meeting the Emotional Needs of Adolescents
through Art Education

Abstract:
An art education curriculum that has an appropriate balance of self-exploration
and technique can address many of the social, emotional and cognitive needs of
adolescents. However, it appears that the majority of published art education
curricula emphasize technique. The national standards for fine art education’s
goals for secondary school art curricula include developing student’s knowledge
of the basic technologies and processes involved in printmaking, photography,
sculpture, painting, drawing, etc.; these goals seek to teach techniques and
aesthetic education, but do not address the psychosocial needs of students. The
purpose of our study was to understand the best balance of technique and selfexploration in art education for adolescents. We are two art teachers with a
combined 30 years teaching experience and a knowledge of adolescent
psychology and the importance of identity formation. Our research used three
methodologies including the analysis of 150 secondary school art lessons
published on the internet, interviews with 10 art teachers to study semester-long
art curricula, and critical reflection on our own art curricula and teaching.
Preliminary results are that about 10% of the published art lessons we studied
strongly emphasized self-exploration and adolescent identity development, about
70% strongly emphasized technique, and about 20% had a good balance
between technique and self-exploration. Preliminary results of evaluations of
semester-long curricula used by ourselves and the art teachers we interviewed
suggest a different pattern. Individual art lessons were often heavily weighted in
either technique or self-expression, but when the curricula were evaluated as one
unit, most curricula had balance of both. The results of this research will help
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teachers evaluate, improve, and adjust their art curricula to achieve a balance in
addressing the aesthetic education and the psychosocial needs of their students.
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“Alex and Jollean are friends and I think that says it all.”
Last year I revealed a relationship between Alex and Jollean. I really felt wonderful
when I saw my son Alex who has a developmental disability and his friend Jollean as they
talked about their relationship they developed in high school on the south side. They spoke
about how they both got so much out of their relationship, how they hung out and went
shopping together on Whyte Avenue, about a bunch of stuff they did together. One of the
things I remember is how Jollean said that he laughs at her corny jokes, and how he said
about how pretty and nice she is and so many other things about one another. What is so
cool is that when people ask if they still have a friendship, I can always say yes they do!
When their friendship was viewed from another person’s perspective she said: “Alex and
Jollean are friends and I think that says it all.” Please view the
video http://www.ualberta.ca/~jpdasddc/inclusion/video.html
However, again a young person who has a developmental disability and a peer who
is not disabled, this past summer, 2008 discuss their friendship. To add to our collection we
now have a look into the relationship of Aimee and Shani, as well as Brenda, the mother of
Aimee, who offer up interesting insights and very real perspectives on friendships. It is a
HD summer palette of fresh summer colors of what is friendship, from an insiders’ look,
from the backyard in Calgary, Canada on a somewhat beautiful, yet changeable summer’s
day. “Like we knew each other from somewhere in the past before we came to earth... “
Listen to Aimee and Shani as they talk about their friendship, how they struggled to make it
happen, and how it developed as all friendships do like a new flower emerges before your
very eyes.
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Abstract
Evidence suggests that American culture is moving towards globalization; a trend
that has been enabled by highly sophisticated modes and methods of communication (i.e.,
Web 2.0). To varying degrees, our schools, workplaces, and recreational outlets have
begun to utilize these tools. By consequence, the location, evaluation, and exchange
information has become a crucial component in 21st century citizenship. Unfortunately,
there are few educational examples that provide a context to study these phenomena.
However, there are many authentic examples in which participants regularly employ
sophisticated literacy practices. Using the World of Warcraft’s online forums, 98 posts
were randomly selected, coded, and analyzed with regard to 21st century literacy
practices. This proposed paper outlines the methodologies associated with online forum
research and provides an overview of the findings as they pertain to education.
Literature Review and Objectives
In the United States, data indicate that the use of resources like the World Wide
Web (WWW) has steadily increased over the past several years (see Pew Internet and
American Life, 2001; 2005; 2007). In 2004, 87% of American students regularly
accessed the Internet. By 2007, that statistic rose to 94% of students, the majority of
whom used it as a principal resource for school related research (Pew Internet and
American Life, 2007; 2008). Students are using the Internet to communicate, research,
and play (Pew Internet and American Life, 2005). Although there may be little formal
training for students to apply the skills involved (Apple, 2007; Gee, 2006; Schrader et al.,
in press), these data suggest that the Internet is becoming ubiquitous with this population.
The trends present in American education appear to mirror those in the globalized
workplace. Manpower, a world leader in the employment services industry, regularly
examines societal and global workforce trends. Data from a survey of more than 52,000
employers from 27 countries around the world indicated that companies are using more
technology and that there is a trend toward the virtualization of work and employees
(Manpower, 2007). From a global perspective, professionals are being hired based their
skills and abilities, rather than their geographic or geopolitical location. When asked
about their expectations for the next 10 years, most employers (87%) speculated that they
would conduct more interviews virtually and 81% anticipated that more people would
work from home on a regular basis (Manpower, 2007).
Whether for work or school, researchers assert that the ways users embrace and
leverage new technologies greatly influences the manner in which we communicate,
exchange ideas, collaborate, and work (Manpower, 2007). Social networking sites (e.g.,
Facebook), collaborative authoring tools (e.g., Wikis), and/or immersive environments
(e.g., Second Life) have created new opportunities to consume and produce information.
As digital natives (see Prensky, 2001; 2005/2006), students interact with and apply tools
seamlessly. Users create images, videos, texts, and more to work together on ideas about
all topics. As a consequence, greater emphasis is placed upon the skills associated with
reading, literacy, and the multiliteracies associated with virtual environments.
Collectively, the presentation, consumption, and production of information across
resources and modes have given rise to a wide array of educational challenges. Although
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17 million students in the United States regularly use the Internet in school (Pew Internet
and American Life, 2001, 2005), we know very little about the skills students’ require to
negotiate these information environments (Lawless & Schrader, 2008a). As a result, little
emphasis is placed on training students to become competent 21st century learners within
formal schools settings (Manning et al., 2008). Similarly, in Australia and the United
Kingdom, there is a similar push toward understanding multiliteracies and the associated
educational contexts (Kitson et al., 2007; New London Group, 1996). However, it would
seem that students are ill-prepared to overcome the complexities associated with
multiliteracies in the 21st century, at least formally (Apple, 2007; Gee, 2006; Leu, 2000).
This lack of attention to the complexities of multimodal learning in schools is not only
problematic for students, but also leaves researchers without an authentic context in
which to examine the emergence and development of these skills.
Fortunately, there are many informal environments (e.g., outside of school) in
which highly sophisticated multiliteracy practices are applied regularly. Specifically,
Massively Multiplayer Online Games (MMOGs) provide an authentic example of these
skills in practice (Schrader et al., in press). Within the game, players collaborate,
exchange resources, and interpret strategies from various sources. They accomplish this
by interpreting movement, images, sound, and text collectively. Outside the game,
players locate, evaluate, and synthesize a range of information for the purpose of play.
Similarly, the same culture is responsible for creating much of this information and they
do so in a variety of formats, including images, video, sound, and text.
Because MMOGs are designed to be open-ended and highly social, they offer
players an opportunity to participate in well-developed virtual communities. In these
communities, players interact in a myriad of ways. Players exchange ideas, post links on
forums, support one another, and collaborate. More importantly, players engage in these
communities because of shared interest and self-defined goals (i.e., playing/winning a
game) (Gee, 2003; McCreery, Schrader, & Lawless, 2008; Squire, 2006; in press; Young
et al., 2006). As such, MMOGs function as communities of practice (see Lave & Wenger,
1991) and provide a unique context in which public knowledge spaces are leveraged to
maximize engagement (Schrader, Lawless, & McCreery, 2007).
To be successful in the game, MMOGs require players to interpret social cues
regarding the authenticity and trustworthiness of information (Schrader, Lawless, &
McCreery, in press). Further, players must gather, analyze and comprehend information
from multiple sources, both internal (e.g. text-based communication and artificial
intelligence feedback) and external (e.g. forums and strategy pages) to the system
(Schrader et al., in press; Schrader & McCreery, 2006). The importance of developing
these new technological literacy skills in a post-typographic knowledge society is
undeniable (Goldman, 2004; Leu 2000; Leu & Kinzer, 2000).
Overall, MMOGs and their encapsulating culture provide a rich context in which
we might examine the authentic application of new literacies (Hayes, 2007; Schrader et
al., in press; Schrader & McCreery, 2007). As part of a larger project, this paper will
examine the nature these skills in a highly popular MMOG, the World of Warcraft
(WoW). Specifically, authentic exchanges found on the official WoW forums will be
used to address several questions related to players’ multiliteracy practices. In particular,
we are interested in the nature of posts, what information they contain, or how the
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information is presented to the community, and how the community responds to various
types of posts. As a result, the following questions were developed to guide this research:
RQ1: What is the flow of information on the forums?
RQ2: What is the nature of posts pertaining specifically to on-domain content?
RQ3: In what ways do forum participants use or reference external resources?
RQ4: Is there a relationship between the nature of the information within a post
(i.e., direction and source) and the number of views and replies?
Methods and Procedures
Data Collection and Coding
In order to address the research questions, data from the official World of
Warcraft (WoW) forums were collected using a random process. In general, a similar
process was repeated as the selection became more specific. For example, at the host
level, it was necessary to first select the forum (e.g., group of posts). After that, it was
possible to randomly select the content within that forum. In the case of this research, a
random sample of the “class” forums was targeted. A class represents the in-game role of
the player (e.g., magic user, physical damage dealer, healer, etc.). The scope of the class
forums extends beyond each server and includes all players of that particular class. They
are intended to provide a context for players to communicate and exchange ideas about
class-related issues.
In total, there are nine different classes in WoW. As a result, each class forum was
assigned a number and a random number generator was then used to select a single
number from possibilities. Each class forum contained multiple pages of threads. As a
result, it was necessary to repeat this random process to select a single page containing as
many as 50 threads. When the page was selected, each thread was numbered and selected
using the random number generator. By randomly selecting the forum and the thread, a
total of 98 initial posts (i.e., first post in the thread) were identified and recorded. In
addition to the post’s content, additional data pertaining to the poster’s identity and ingame characteristics, number of replies to the original post, the number of views, and a
link to the post were recorded.
Once collected, these initial posts were analyzed for themes related to the
exchange of information online. Because the players often used game-related language
and colloquialisms idiosyncratic to this population, it was necessary to have both literacy
and WoW content experts evaluate the posts. This team developed the following coding
criteria: purpose of the post (e.g., a rant, question, etc.), the audience, presence of reply
rules/format, source of the information, direction of information (i.e., pulling content
from the community or providing information to it), the form of the post (e.g., narrative,
command, belief, etc.), and the source of the information (e.g., facts, personal experience,
etc.). At this stage of the research, the level of coding was tied to the entire post,
holistically. As a result, it was possible to code a single post in more than one way.
Preliminary Results
RQ1
According to the data, there were three possible ways to interact with information
on the forums. A player might ask a question to the community, a moderator, or an
individual. This was coded as a “pull” post. Alternatively, a player might report a finding,
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a link, a guide or strategy, or provide some other form of unsolicited information. This
was coded as a “push” post. If a post was neither push nor pull, it was coded as neutral.
Often, purely social posts fell into this category. Analyses indicated that 18.6% of posts
were neutral, 28.9% of posts pushed information to the forum, and 52.6% of posts pulled
information from the forum. Further analysis revealed that there were significantly more
pulls than other types of posts [X2 (1, N = 98) = 17.711, p < 0.01].
RQ2
The data were also coded with respect to the nature of the content. Specifically,
posts were examined with respect to whether or not they pertained to game-related
content. Given the nature of these forums and the well-developed community, it is quite
possible for discussions to extend beyond the task at hand (i.e., WoW). However, the
results indicate that players remained focused on game content (81.4%) with very few
posts pertaining to off-domain ideas (e.g., routers, computers, etc.). This difference was
also significant [X2 (1, N = 98) = 38.361, p < 0.01].
RQ3
In addition to being open-ended and dynamic, MMOGs exist within a vast culture
of information that spans websites, databases, and various media (Hayes, 2007;
Steinkuehler, Black, & Clinton, 2005). When examining the data, several forms of multitext behavior were identified. Coded as intratextuality, players would sometimes
reference content within the WoW forums. Similarly, if players reference material
outside the WoW community, that was coded as intertextuality. Overall, the number of
players who reference other material in any way (62.9%) was significantly greater than
those who did not [X2 (1, N = 98) = 6.443, p = 0.01]. However, players appear to focus
primarily within the forums. A majority of posts (52.5%) reference material within the
WoW community while few players reference content external to the community (8.2%).
RQ4
To address research question four separate ANOVAs were applied to the data for
the variables pertaining to the structure of a post (i.e., information source and flow). In
each case, the number of replies and views served as the dependent factors. A significant
difference for information source was found for the number of replies [F (2, 95) = 3.251,
p = .015] and views [F (2, 95) = 3.728, p = .007]. Follow up analyses revealed that posts
relating external information received the highest number of replies and views. A
significant difference for information flow was found for the number of views [F (2, 95)
= 7.694, p = .001]. Follow up analyses indicated that posts providing information
received a greater number of views rather than those requesting information.
Discussion and Conclusion
As members of a community focused on achieving goals (i.e., defeating in-game
challenges), WoW players utilize many strategies to communicate and exchange
information. These exchanges reflect one of the most abundant data sources associated
with this population and a long-term record of this interaction can be found within the
official forums. However, more than 10 million users maintain active subscriptions to the
game and have access to post on the forums. As a result, the number of threads and posts
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is daunting, at best. The random selection process described here is one way to
intentionally select representative samples of these posts while maintaining an
appropriate research related rigor. Further, this process can be extended or adapted to
serve any hypotheses associated with forum data in general.
Overall the data reported here indicate a number of interesting trends as users
interact with one another in online forums. These data indicate that players use a variety
of methods to communicate information. They reference other sources regularly while
remaining on topic/domain. However, these data also suggest an interesting trend in
terms of how players utilize the information contained within the forums. Most often,
players appear to use the forums as a source of information rather than a context to
present new information or even ask questions. Sometimes termed “lurking,” this
behavior can become problematic. Too many lurkers can correspond to a net loss in terms
of the distributed information within a forum (Lawless & Schrader, 2008b). This
inference is supported by players’ response behavior. A significant number of players use
the forums to retrieve data (i.e., views) without contributing to the environment via posts
or replies.
In general, the forum behavior of WoW players is complex; they make posts for a
variety of reasons, do so using a variety of methods, and generally reference other
resources while doing so. While this population may be idiosyncratic to a game designed
for entertainment, recent trends in education have included the integration of similar
socially constructed, information rich tools such as blogs and wikis into all levels and
types of classrooms. As a result, understanding the nature of posts and replies in an
authentic community of practice like WoW will help inform our instructional decisions
and practices. By gaining valuable insights into the exchanges exhibited within these
complex spaces, researchers and practitioners alike can begin to more accurately target
the types behaviors indicative of those who successfully navigate an information-based
society.
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Abstract: The purpose of this workshop is to help educators reduce acts of violence
among children with social, emotional and behavioral issues. Participants will learn specific
strategies to enhance their current classroom management system via a character education
program that incorporates positive behavior modification.

Violence in schools is on the increase. One cannot listen to the news or read the newspaper
without seeing some degree of violence. Violence is portrayed in television, movies and video
games. In a nationwide survey of students’ ages twelve to nineteen, researchers found that 9
percent of students became crime victims over a six-month period in or around their schools.
Throughout the history of education teachers have struggled with various student behavioral
issues. Studies show that violence amongst children in the school setting has increased
(Hoffman, 1996; Kinnon, 1999; Whedon et al, 2000, Crockett, 2004, Smith & Sandhu, 2004).
Kopka (1997) states “as violent acts become increasingly prevalent in our nation’s schools,
violence among youth is now recognized as a major public health problem that must be addressed
by administrators, educators, family and community members, lawmakers, and health care
professionals”.
This workshop will provide teachers with a classroom management system that incorporates
character education and positive behavior modification that may improve both the educators’
ability to teach and lessen acts of violence by students. Integrating character education and
behavior modification may instill life long values instead of a traditional behavior modification
system of extrinsic rewards for a temporary improvement of behaviors, thereby improving longterm social skills and hopefully reducing violence among students in the classroom setting.
Children do not know the basics; they need to be taught what friendship is about, what it means to
have self-control and how to acquire it, what it means to be responsible and how to demonstrate
responsibility (Ryan & Bohlin 1999, Lockwood, 1997, Lickona, 1991).
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Stern-LaRosa and Bettmann (2000) examine hate, its origins and offers realistic tips to change
behaviors for the better. They point out that children between the ages of six-twelve are entering
the school environment and are beginning to develop a sense of self-worth. They state, “Kids of
this age group look to parents and other adults they admire for hope, guidance, and approval.
One of their primary motivations in learning at this stage is to master the skills and follow the
examples of the adults around them”. It stands to reason that if a child observes nonviolence as a
means to solve conflict they will use nonviolence themselves to address issues they face.
Semelin (2002) specifies that nonviolence is not passivity. He states, “It’s a way of being
and behaving which seeks to resolve conflicts, fight injustice, and build lasting peace”. Many
authors identify violence as a systematic problem that requires a systematic solution. Educators
can help students differentiate between violent and peaceful solutions while instilling life-long
values. Educators have the opportunity to teach, encourage and motivate students to take
responsibility for their own actions and improve coping strategies with the tools necessary to
function in a classroom setting. The most important goal of this workshop is to provide
information that will assist in the reduction of violence of children in the school environment.
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Abstract
The teachers’ enthusiasm and the students’ motivation to learn may be the critical
variables related to student learning and achievement at all levels (primary, secondary
and higher education). In this paper, the investigators report on their classroom
observations in U.S. and Chinese schools and universities. The dramatic differences in
the patterns identified may explain some of variance in national student achievement
levels in various subject areas and grade levels. It may be beneficial for Chinese teachers
and students to learn from some practices and attitudes from U.S. students and teachers
and vice versa.

Introduction
The research on teaching and learning indicates that teachers’ enthusiasm and students’
motivation to learn are among the most important variables in students’ learning and achievement
across all levels and disciplines. (Edmonds, 1979; 1986; Schmitt, 1989) There is also evidence
that teacher enthusiasm and students motivation are significant, not only in the USA, but also in
nations such as China with very different cultural, social and educational traditions. (Schleicher,
2006; Takanashi, 2004; Goyette & Xie, 1996) This pilot study aims to identify the similarities
and differences in teacher enthusiasm and student motivation in schools in the USA versus
schools in China.
The investigators interviewed teachers and observed classrooms in primary (elementary) schools,
secondary schools and universities in the metropolitan St. Louis, Missouri (USA) and in five
Chinese cities (Hong Kong, Shenzhen, Beijing, Shanghai and Qingdao). The paper reports on the
results of observations and interviews in schools of teachers and students at in the USA and in
China.
Literature Review
In a comprehensive review and meta-analysis, (Bransford, et. al. 2000) concluded that learning
involves multiple dimensions and variables including the students’ or learners’ prior knowledge
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and experience, engagement in the process, as well as the teachers’ sensitivity to individual
learner needs and their ability to guide students through the learning process.
In the 1970s and 1980s, the “effective schools research” identified the traits and processes that
contributed most to student learning. These characteristics appeared consistently in highperforming schools and were independent of student background. They include the following: (1)
an orderly and safe school climate, (2) strong instructional leadership from the principal, (3) high
teacher expectations for students to achieve, (4) clear purpose and goal for learning, and (5)
regular measures of pupil assessment (Edmonds, 1979; 1986; Schmitt, 1989).
Some studies (e.g. Schleicher, 2006; Takanashi, 2004) have identified differences in motivation
to learn, positive attitudes towards school and students' belief in their own academic abilities
(self-concept) between U.S. and non-U.S. students. Other studies (Breen & Lindsay, 2002;
Archer & Scevak , 1998) have further differentiated types of motivations needed for different
disciplines or different pedagogies. Maehr & Meyer (1997), for example, found that motivation
determines not only one’s reasons for and behavior in carrying out a task but also the individual’s
success or effectiveness in the task.
The socioeconomic status, family background as well as parents’ expectation enhance students’
motivation to learn and to achieve. (Goyette & Xie, 2002)
Synopsis of Chinese Education System
In China, children ages 3-6 attend kindergarten in their home district. Parents have the option of
enrolling their children in government-supported kindergarten, or a private kindergarten. Children
learn the basics of Chinese language and numbering system plus various other subjects, such as
drawing, dancing, singing, acting and behaving. Moral values and behavior is part of the
curriculum at all levels from kindergarten on. Children learn the values of truth, sharing, kindness
and beauty from their early years. To ensure a good start in early childhood education, Chinese
parents will often make financial sacrifices to ensure their kindergarteners to be enrolled to a high
standard kindergarten (known as a “key” preschool). Parents believe the key preschool will lay
the first step of a “golden stair”. At the kindergarten, homework is minimal and on a voluntary
basis.
The elementary or primary school education involves six years. The curriculum includes
fundamental mathematics, Chinese language, natural science, history and social science plus sport
and extra-curriculum programs. Moral education curriculum at the elementary level stresses the
importance of teamwork, selflessness and respect. The “key schooling” concept goes on with the
elementary school students. The idea is that the “key” preschoolers will have a better chance to be
selected into a “key” elementary school, which in turn will ensure another higher level “key”
school. Homework load increases as the grade level goes up. By grade 5 and 6, students usually
spend 3 hours for their daily homework. Group study and parent involvement are stressed and
encouraged in the elementary curriculum.
High school education consists of two stages: 3-year junior high or middle school and 3-year
senior high school program. (Some Hong Kong schools still follow the British model of 8 years
of primary school followed by 4 years of high school.) Mathematics, Chinese
Language/Literature and English are considered “the big 3”. Sixty percent of the class time is
allocated to those 3 subjects. Other subjects include physics, chemistry, biology as well as history
and geography. Physical education is very much encouraged in the current high school
curriculum. Students in the middle / junior high schools face other challenges in addition to heavy
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homework. These include extra-curriculum activities and pressure from the family; they have to
take an all around examination to be admitted to a more promising high school, ideally a “key”
senior high.
Senior high school is a continuation of junior high education with increasing academic intensity.
One of the major goals of senior program is to prepare students for the national entrance
examination for college. Homework load is dramatically increased to the maximum. Many
contents are organized annually in all subjects to encourage competition. The “Olympic Series”
are the most noticeable ones. Winners of the distinguished national competition will get a by pass
of the national entrance examination and be admitted by the prestigious “key” universities
directly. Besides the heavy work from school, many students also attend evening and weekend
tutoring classes to extend their knowledge and to reinforce the subjects. During the last year of
senior high, both high school students and their parents are under tremendous stress. As the
national examination day approaches, the pressure and nervousness is felt enormously in the
immediate and extended families of the examinees. Students are so scared to fail and the parents
are so afraid to “loose face”.
The enrolment in higher education institutions is limited. Approximately only one third of the
students who take the national entrance examination get admitted. Enrollment is determined by
the examination results and in the order of student’s choice of preference. Universities recruit
students based on three different quotas: The first quota admits students to national “key”
universities. The second quota can choose provincial “key” universities and the third will go to
regular universities. Other criteria for admission include moral characters and social behavior.
Students determine a major discipline before they are admitted. Once a major is decided it
normally cannot be changed. However the admitting university has the right to switch a student’s
major in order to satisfy the discipline balance and demand.
Methodology and sample
This study used a case method approach that included interviews with teachers and observations
of classroom lessons at each school. The following open-end questions were used in the teacher
interviews:
1. What teacher characteristics, traits or teaching methods account for the greatest learning
and achievement among your students? [Teachers may elaborate on their professional
background and expertise, their professional development and learning, their own
attitudes and dispositions, their pedagogy and teaching methods, or their curriculum.]
2. What student characteristics or traits account for the greatest learning and achievement?
[Teachers may elaborate on the student’s background, intelligence, personality, maturity,
support from parents, etc.]
In the observations of classroom lessons, the investigators gathered impressionistic notes on
teacher characteristics and student characteristics such as those listed in Table 1.
Table 1: Teacher and Students Characteristics Observed in the Classroom
Teacher Characteristics Observed
Student Characteristics Observed
1. student focus on learning task versus
1. teacher feedback and validation of
other distractions
student achievement / learning
2. collaboration with other students on
2. examples of professional self-concept
assignment tasks
and self-confidence
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3. Enthusiasm, passion in subject matter
or the students
4. Curiosity / interest in professional
development (personal learning)
5. Interest, motivation, persistence in
solving student learning problems
6. Interest, curiosity in research questions

3. eagerness to answer teacher questions
4. student initiative to ask questions
5. student initiative to discuss his / her
knowledge beyond the textbook or
lesson material
6. creative solutions in solving problems
or seeking answers

The investigators interviewed classroom teachers/college faculty and observed lessons in the
USA and in China. Table 2 shows the grade levels and subjects of classes observed in each
country.

Grade &
Subject
4
Mathematics
4
Science
5
Mathematics
8
Mathematics
8
Science
8
English
10
English
11
Computer
Science
College
Undergraduate
Computer
Science

Table 2: Classrooms Observed in USA and China
Classrooms Observed in China:
Classrooms Observed in USA:
City; Type of school
City; Type of school
Hong Kong SAR, PRC. urban semiSt. Louis, Missouri: suburban public
private (government subsidized) school school
[none observed]
St. Louis, Missouri: suburban public
school
Shenzhen, Guangdong, PRC: urban
[none observed]
public school
[none observed]
St. Louis, Missouri: suburban public
school
[none observed]
St. Louis, Missouri: suburban public
school
Shenzhen, Guangdong, PRC: urban
[none observed]
public school
Hong Kong SAR, PRC: urban, semi[none observed]
private (government subsidized) school
[none observed]
St. Louis, Missouri: suburban private
school
Fudan University; Shanghai, China
Jiao Tong University (laboratory
section), Shanghai, China
Shandong University (laboratory
class), Jinan, China
Qingdao University of Science and
Technology, Qingdao, China

St. Louis, Missouri: suburban private
university

Results
1. Classroom structure and pedagogy in China
Primary / elementary schools and secondary schools observed in Shenzhen and Hong Kong had a
uniform structure: The desks and chairs were lined in rows and columns. Most classes had 45-60
students per class, although certain specialty or advanced classes had as few as 5-10 students.
Each student was assigned a specific desk and used the same desk for the entire school year.
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Pedagogy was generally teacher-centered, although schools in Shenzhen recognized “master
teachers” who have integrated innovative Western teaching approaches such as student-centered,
collaborative and constructivist methods. In the traditional teacher-centered classrooms, students
were expected to sit quietly and listen attentively to their teachers. They did not speak unless the
teacher asks a question and called on individual students to answer or give a recitation. Lectures
were structured to cover material in a didactic manner. However, group projects and small group
activities were common, even in the most teacher-centered classrooms. In the more innovative
classrooms, teachers were observed using simulations, games or real-life problem solving,
stressing creative expression (oral, written, dramatic, artistic), and keying lessons on student
interest or students’ experiences.
Students in the elementary and secondary schools were generally well behaved, with classroom
management requiring minimal attention. However, teachers did feel challenged by (1) a few
“naughty” students; (2) students with low motivation to learn a particular subject or (3) slow
learners
In colleges, physical classroom setup varied based on the nature of the course and the class
enrollment. For general education classes and major core courses, class size was in the range of
150 – 300 students. For major required or elective courses, class size was 50 –80. Classroom
arrangement was more formal and structured with a raised podium and lined rows of chairs and
desks with no designated sitting. Some students were conversing with each other while the
instructor was lecturing. There were various students’ activities paralleling with the instructor’s
lecture; some male students were listening to the iPod; checking or typing messages on the
mobile phones. Female students were looking at mirrors and putting on make-ups; styling hair
and making conversations with neighbors. The instructor typically lectured with questions
directed toward selected students. Occasionally, the instructor engaged students in discussions,
group activities, or recitations involving the students’ own experiences. But most of the time, the
instructor used the lecture format and carried on their lecture appearing to ignore the students’
distracted activities.
2. Classroom structure and pedagogy in the USA
Class size in U.S. elementary and secondary schools ranged from 25-35 students for regular
academic classes. Classes for special needs or gifted students were usually smaller. The seating
may be in traditional rows of tables or desks, or in cluster or pod arrangement. Science
laboratories are optimized for individuals or small groups of students to conduct hands-on
experiments. Pedagogy at all levels varied. Most elementary and secondary school teachers use
mixed methodologies, including teacher-centered (lectures, discussions, textbook-based, quizzes
and examinations), student-centered and constructivist (project method, collaborative learning
groups, independent research, creative problem solving) approaches.
Undergraduate classes at private US universities also had small class sizes, typically 15-20
students. The seating arrangement was uniform, with traditional rows of desks or tables. In the
undergraduate computer science courses, each desk was equipped with an Internet-connected
computer. The instructor also had an internet-connected computer connected to a data projector.
The individual desks were movable in some classrooms, enabling small group projects and
discussions, but the undergraduate lessons observed did not involve moving the furniture. The
pedagogy observed among the undergraduate computer science courses was primarily teacher
centered, although opportunities for student-initiated projects and hands-on lab activities were
included.
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3. Patterns of Teacher Enthusiasm
Teacher enthusiasm varied among instructors in USA and in China. This variance may be based
on various factors such as individual personality differences, cultural differences, and morale
factors in the school context. Support, recognition and reward for teachers in the USA contrast
that for teachers in China. In the USA, teacher salaries (elementary and secondary schools) are
based on seniority (years of service) and degrees earned. Similarly, for university instructors,
salaries are based on academic rank and years of service. Professional development and research
support is limited in the elementary and secondary schools. Professional development and
research support for undergraduate instructors may be more common in US universities than in
elementary and secondary schools. Teacher burnout may dampen individual teacher enthusiasm
at all levels. Such burnout may be a result of individual circumstances and depression or
increasing demands for teacher accountability, record-keeping, threats of litigation, or schoolcontext problems (bullying, violence, discipline problems, school budget problems).
In China, primary/elementary and secondary school teachers’ salaries and promotion are based on
results of their students’ examinations across the grade level, the school, the district or the nation.
The admitting rate to the “key” senior high is decisive for junior high/middle school teachers’
promotion. Senior high teachers are recognized and rewarded by the number of their students
who are accepted by the “key” universities or regular universities. Professional development for
teachers is a high priority in China’s elementary and secondary schools. The typical studentcontact time for teachers is two hours per day; with the rest of day devoted to professional
development, curriculum development and research, lesson preparation, and faculty meetings.
The recognition and promotion for undergraduate instructors in China differs. Promotion is
determined by the instructor or faculty member’s research publications, research projects and
grants awarded. Teaching is an obligatory responsibility for faculty members at most universities.
There are two teams of faculty in some universities: teaching-oriented and research-oriented. The
base salaries for both groups are the same, but the interval between promotions varies and the
research teams get supplemental research grant subsidies.
In general, teachers at all levels in China enjoy higher public esteem, respect and recognition for
their professionalism and expertise than do their counterparts in the USA. This may be the basis
for teachers in China to show more enthusiasm than teachers in the USA.
4. Patterns of Students’ motivation to Learn
Compared to U.S. students, the Chinese students (K-12) showed more self-discipline and
consistent interest and motivation to learn. Teachers explained that there were high expectations
for children to be interested and motivated to learn from both the society or government and the
parents. Chinese parents believe motivation starts with “will”. “Will” stimulates “willing”,
“Willing” leads to an active self-learning. Parents aim to develop the child’s positive interest and
desire to learn as early as possible. An important part of the early education is talent fostering a
well-structured curriculum of diverse programs. (Ministry of People’s Republic of China, 2008)
Group-perception and peer pressure support conformity and competition among young children.
Children influence each other by measuring self-interest with group interest. This self-perception
plays a driving force in the context of learning and achievement.
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Practice and hard work are valued and recognized in the Chinese family and schools. Students are
expected and encouraged to make every effort in all school activities. Parents and schools
consistently praise and reward students for academic achievement.
The level of motivation and enthusiasm for the college students attenuates after they are enrolled
into college. Several factors affect this attitude change. These include (1) decrease in family
pressures; (2) decrease in critical examinations; (3) a sense of security about an “iron bowl”
(promising future), and (4) increasing freedom and autonomy for making life decisions.
Discussion
While some teacher fatigue and burnout was observed in both Chinese and U.S. schools, the
vitality, energy and enthusiasm in the overall school climate seemed to depend on the relative
youthfulness of the school faculty and the leadership tone set by the principal or headmaster. In
China, the priority on professional development for teachers at all levels with minimal classroom
contact hours and less teaching load, may explain the more consistent positive morale across the
schools.
For students, the motivation to learn varied from classroom to classroom. With the small sample
size and the case study methodology, it is not possible to determine whether the variance may be
explained by national cultural and educational factors, school and teacher factors, or individual
differences in the students cognitive, social or emotional development.
For elementary and secondary school students in China, the concern about passing entrance
examinations is a frequently cited factor to explain high student motivation to learn. In the USA,
the apparent higher motivation to learn among undergraduates may be explained by students
feeling greater freedom to choose and determine their own academic goals and career aspirations.
Motivation at the elementary and secondary school levels differs from that of students at the
university level in both the USA and China. The motivation shifts as education level changes.
What can Chinese schools learn from U.S. schools and what can U.S. schools learn from Chinese
schools? Chinese schools could benefit from using more student-centered and active learning
methods. Many U.S. schools could benefit from a more visibly structured curriculum, with an
emphasis on the mastery of core concepts, especially in math and science curriculum. U.S.
teachers could learn from their Chinese counterparts how to increase students’ “time-on-task” and
make class time more efficient. They could exchange time spent disciplining students with time
spent on teaching and learning. Compared to the Chinese, the U.S. students may know more
topics with less depth. U.S. students could benefit by spending more time studying, and Chinese
students could benefit by expanding the range of topics and interests they explore. Chinese
students could learn to enjoy some of the greater freedom both in-school and extra-curricular
activities enjoyed by U.S. students; and U.S. students could benefit from the stronger, perhaps
more controlling or authoritarian role that schools and families play in China.
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Abstract
Arts Integration through Professional Development: A Project Implemented Across the Curriculum in
Kindergarten through the Fourth Grade
This study was designed to research the transfer of professional development training in the use of arts
integrated instructional strategies to the everyday instructional practices of teachers. The study examined
the use of focused training in the arts in the instructional strategies used by classroom teachers in teaching
the core curriculum. The researcher sought to determine if an increase would be evident in the level of use
of arts infusion after teachers were trained to enhance their teaching strategies by integrating the arts into
the classroom through the core curriculum. The terms inclusive of arts-based teaching, the arts, arts
education, arts-infused education, and instructional strategies are used throughout this project as
interchangeable terms which refer to the use of the visual arts, drama, music, and movement/dance as
venues for teaching basic skills that are identified within the core curriculum.
The study was implemented in three phases. Teachers in Kindergarten through grade 4 were the subjects
for said project. Phase 1 included a survey to determine the participants’ knowledge level related to arts
infused education followed by focused training in arts integration. Phase 2 allowed for an implementation
period whereby participants were given the opportunity to apply what was gleaned through Phase 1
training. To determine levels of implementation, the researcher conducted random classroom visits, a
review of lesson planning by participants, a review of student artifacts related to arts integration, and
participant interviews. Phase 3 involved the administration of post-implementation surveys to determine
the outcomes of project implementation.
The intended outcomes sought to include application of arts-based instructional pedagogy that was
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integrated across the core curriculum, implementation of arts infused instruction that was independently
and routinely infused into everyday instructional practices, and development of positive skill and comfort
level by teachers when facilitating art experiences for students. An analysis of the data revealed that
teachers did exhibit enhanced use of arts integration in their everyday instructional practices after
experiencing training in arts based education and exhibited an increase in skill and comfort level when
facilitating art experiences for students. The desired outcomes would ultimately include student
achievement gains and teacher growth and development; however, those outcomes were not addressed in
this study.
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Abstract:

ARTS REACH AND TEACH STUDENTS

Arts Reach and Teach Students reflects on how art projects can provide a great bridge
between some students and difficult curriculum content. Imagine for a moment that you
are confronted with some problem or puzzling situation in your life. How do you
approach the situation? Did you ask yourself what part of this problem is Language Arts,
Reading, Science, Social Studies, Math, Art, or Music? Or, did you combine all of your
knowledge sources without drawing curricular lines to solve your problem? This
workshop will investigate the questions surrounding what art integration is and what it is
not. Processes for applying teaching and learning power across the core curriculum
through arts integration strategies will be discovered. Examples of core curriculum
delivery through dance, visual art, drama, and music will be explored. The variety of
possible art projects is endless. Arts-based hands-on projects, which may sometimes
appear to simply be fun, will be realized as an enrichment that uses the strengths and
multiple intelligences of students whereby their higher-level thinking skills are sparked
and their understanding of complex material is reinforced.
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Supervisory Needs of Counselors Working with Indigenous Students in Special Education
Debra Preston Russ, Ph.D.
University of Alaska Anchorage
3211 Providence Dr.
Anchorage, AK 99508
druss@uaa.alaska.edu

Alaska is a state with a significant portion of Indigenous children and adolescents
populating both urban and rural public schools. Alaska Native students comprise 31% of all the
students receiving special education services in the state. Academic preparation programs in the
state attempt to train future school counselors to work effectively with diverse populations
including Alaska Natives in many roles such as a special education consultant. The culminating
training experience involves a school-based internship wherein emerging counselors receive
supervision as they put their craft into practice. In this paper, the author will discuss the general
supervisory needs of counselors-in-training as well as their specific needs with regards to gaining
multicultural competence and effectively working with Alaskan Native special education
students. The author plans to use the information as a platform for a forum discussion with
practicing school counselors.
Supervisory Needs of School Counselors
Falvey (2002) espoused that supervisors must take care in their selection of supervisees
as the trainers are charged with protecting consumers (i.e., public school students). The role of
the supervisor is to provide the trainee with formative evaluation and critical feedback (Borders
& Brown, 2005). Supervisors must evaluate counselors’ fitness to serve the needs of students
receiving special education. The first area for evaluation is self-awareness. Moore, Henfield,
and Owens (2008) noted that school counselors must first have a congruent self that is steeped in
self-awareness. In addition to being an evaluator, the supervisor acts in many roles to complete
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their tasks including teacher, mentor, consultant, counselor, and adviser (Haynes, Corey, &
Moulton, 2003).
Special Education
National accrediting bodies have minimal standards for training future school counselors
to work with special education students (Milsom & Akos, 2003). Korinek and Prillaman (1992)
found that most training programs do not require training to work with students receiving special
education services. Studer and Quigney (2005) conducted a national survey of school counselors
and found that school counselors did not believe that they received adequate pre-service or inservice training for dealing with special needs students. However, school counselors are
expected to have knowledge and skills for dealing with a variety of student disabilities that
impact educational achievements. Studer (1998) studied the perception of rural counselors-intraining, practicing school counselors, and principals regarding school counselors’ role. She
found that principals believed that counselors should spend more time working with students
receiving special education services and that school counselors did not believe that they had the
proper training to perform services such as writing Individual Education Plans and performing
testing duties.
Supervisors will need to provide on-the-job training to fill the gaps in their supervisees’
academic experiences. A resource for supervisors to use to meet the needs of their trainees is
from the American School Counselor Association (ASCA). The resources of ASCA include
position statements on diversity and special needs students.
The 2004 ASCA position statement on students with special needs:
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The professional school counselor takes an active role in providing a comprehensive
school counseling program to students with special needs. Professional school counselors
advocate for all students and provide collaborative services to students with special needs
consistent with those services provided to students through the comprehensive school
counseling program (http://www.schoolcounselor.org/content.asp?contentid=218).

Supervisors should assist their supervisees in engaging in the following appropriate
interventions as suggested by ASCA:

• serving on the school's multidisciplinary team that identifies students who may need
assessments to determine special needs within the scope and practice of the professional
school counselor
• collaborating with other student support specialists in the delivery of services
• advocating for students with special needs in the school and in the community
• assisting with the establishment and implementation of plans for accommodations and
modifications
• providing assistance with transitions from grade to grade as well as post-secondary
options
• consulting and collaborating with staff and parents to understand the special needs of
these students
• making referrals to appropriate specialists within the school system and in the
community

• making decisions regarding placement or retention
• serving in any supervisory capacity related to the implementation of the Individuals
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with Disabilities Education Act
• serving as the Local Education Agency representative for the team writing the
Individual Education Plan
• coordinating the 504 planning team
• supervising of the implementation of the 504 plan

Frye (2005) noted that the evolution of the school counselors’ role in special education
has shifted from providing services such as social, personal, educational, and career counseling
on an adjunct basis to meeting the needs of students through full inclusion. Successful
counselors are ones who are steeped in knowledge and skills as collaborators. Counselors need
to be effective consultants and leaders in the creation and delivery of social skills curricula.
Consultation extends beyond the school boundaries to include families both through direct
contact and as a broker for teacher-parent collaboration.
Durodoye, Combes, and Bryant (2004) further contend that school counselors have the
duty to assist students with disabilities in attaining competencies in the area of personal/social
development as espoused by ASCA. The results of their ethnographic study revealed that school
counselors identified several themes that concerned them when working with special education
students. Counselors were concerned with their ability to deliver services such as advocacy,
counseling, collaboration, and leadership. Counselors also noted a need for assistance on how to
improve student social skills, work with principal priorities, manage time, and maintain current
with reform initiatives such as No Child Left Behind.
Diversity
Supervisors can also consult the ASCA position statements on diversity for guidelines to
use with their trainees. The 2004 ASCA statement on diversity:
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Professional school counselors have the responsibility of working to ensure that all
students’ needs are met. Having the skills necessary to collaborate with students, parents
and school personnel to identify attitudes and policies that impede the learning process,
professional school counselors foster increased awareness and understanding of cultural
diversity in the school and community. Professional school counselors strive to ensure
that all students have the opportunity to maximize their potential in a supportive
environment that encourages maximum academic, personal/social and career
development (http://www.schoolcounselor.org/content.asp?contentid=249).
Cohen (2004) noted that it is the supervisor’s responsibility to help the counselor develop
culturally competent relationship-building skills and attributes. Haynes, et. al. (2003) advocated
initiating a dialogue with the trainee that centers on exploring multicultural considerations such
as:
•

identifying ethnic self-identity

•

analyzing how the ethnic identity of the counselor impacts the relationship

•

rating the knowledge and comfort level of cultural issues

•

discussing the types of academic training received in the area of multicultural counseling

Native Alaskans
Almost one-third (31%) of all students in Alaska who are identified as having special
needs are Alaskan Native (First Alaskans Institute, 2006). Although a significant number of
youths live in rural (i.e., bush) areas, nearly half of the state’s population resides in the largest
city, Anchorage. The supervisory needs of new school counselors for working with Native
Alaskan students varies depending on the location of the school. Alaskan Native youths living in
rural areas often face uncertainly with regards to the future economic status. Native scholar,
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Paul Ongtooguk (n.d.) recalled his early years at a school in the bush as containing little
encouragement about his future. Most students were counseled to consider entering trades
instead of college. The ensuing hopelessness took its toll, as numerous youths contemplated
suicide as the answer. Supervisors of counselors seeking to practice in the bush can assist their
trainees by guiding them to consider the issues facing Indigenous students such as increased risk
for suicide and need for special education services.
Supervisors should assist newcomers’ entry into a rural school by considering several
suggestions espoused by Ray Barnhardt (n.d.) for entering a new culture including:
•

understanding that first impressions count

•

recognizing that learning about another culture will result in learning about your own

•

adapting your work to include the context of the students, school and the community

A phenomenon that occurred at the beginning of the 2008 school-year will impact
supervisors and their trainees. The energy crisis has driven gas prices to $11.00 a gallon in some
villages. The result of this situation has been an exodus of families from rural areas to the large
metropolitan area of Anchorage. Within two months of the school year, 500 additional students
entered the local school district (Education Week, 2008).
The influx of Native Alaskan students has increased the workload for school counselors
and their respective supervisors. Supervisors need to facilitate their trainees’ abilities to
enhance school counseling services for these students. In their writings Keefe (n.d.) and Metge
(n.d.) produced some suggestions for improving education wit Indigenous students. The overall
goal noted by Metge is to “make it possible for individuals of any ethnic origin to feel free to
associate with other cultural groups in ways they find acceptable” (p. 4). In order to attain this
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goal, several strategies should be put in play. The first is the understanding that change must go
beyond curriculum. The Native culture does not restrict learning to clinical settings in a school
but rather widens the circle to include the natural environment. Another policy change is to
commit to accepting our nation as consisting of many equal ethnic groups. Local Native and
ethnic groups of school communities should be consulted about decisions regarding education.
Perhaps one of the most important strategies to incorporate in schools focuses on
encouraging positive attitudes about cultural diversity. Metge suggested several innovations that
will support the goal of embracing diversity. Examples of such initiatives include:
•

developing an awareness of the nature and existence of ethnocentrism.

•

eliminating racism when it occurs.

•

ensuring that all local ethnic groups are fairly represented in the school’s decisionmaking bodies.

•

providing first-hand experience and knowledge of a t least one ethnic group other than
their own.

Ray Barnhardt (1989) also noted that curriculum needed to be culturally relevant. Supervisors
can help supervisees can create counseling program curriculum that:
•

has strong support and interest from the community

•

integrates culturally appropriate content rather than supplements existing curriculum

•

incorporates a holistic view of nature

In summary, supervisors are in the unique position to provide practical training for
emerging school counselors. There are several areas of practice that supervisors need to consider
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when providing their services including assisting counselors in gaining multicultural competence
and effectively working with students receiving special education. A suggestion for using the
information presented in the article is to arrange a forum with practicing school counselors to
explore the specific needs of the local school system.
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LEADERSHIP STYELS AND MANAGERIAL APPROACHES THAT ARE
EMPLOYED IN SELF-GOVERNING SCHOOLS
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Assoc. Prof. David T. Gamage
Faculty of Education and Arts, The University of Newcastle, Australia
And
Dr Jaratdao Suwanabroma
Faculty of Nursing and Education, Siam University, Thailand

Abstract: Objectives were to identify the best practices in leadership styles and managerial
practices adopted in self-governing schools or schools operating on school based management
(SBM) models towards developing effective schools.
Methodology adopted was a mixed methods approach with a review of research findings in
such contexts together with several joint and individual projects on school management in
Australia, England, Hong Kong, Thailand and Philippines together with leadership projects in
Australia, USA, Japan, Hong Kong, Sweden and Philippines; involving empirical surveys,
interviews and documentary analyses.
It is clear that since the 1990s, educational reforms in most school systems have enabled the
development of self-governing schools. In such contexts, the authority and responsibility for
the governance of a school came to be vested in a school governing body rather than the
principal or the school head making it a partnership. This model of school management has
resulted in a modified bureaucratic model with the governing body at the apex of the school
hierarchy emphasizing the need to build genuine partnerships with relevant stakeholders.
Hence, a school leader is required to operate on a democratic style of leadership moving on to
transformational, distributed and shared leadership styles; developing more inclusive
managerial practices with the flexibility to empower, motivate and energize the stakeholders.
A school leader is also expected to affect the development of a shared vision and a strategic
plan to achieve the goals in realizing the shared vision by utilizing the available means and
resources, efficiently and effectively. S/he needs to be internally driven understanding the
organizational context, including its nature, needs, and limitations leading to capacity building
and taping the potential of those involved within a collegial culture. In this context, all school
leaders have felt the need for professional development in leadership and management for
them and for prospective leaders. (300 words)
Introduction
In an historical perspective, the concept of leadership evokes images of leaders who
were powerful, dynamic and courageous. Some have been victorious in wars, building highly
influential empires while others have developed highly successful businesses yet some others
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who were charismatic and emotional and changed the course of nations. Indeed, often
leadership is regarded as the single most important factor in the success or failure of
institutions. In this context, this topic examines how a leader can make self-governing school
more effective. A common assumption in leadership being that it is a social process of
influencing the thinking and actions of others; it is critical to have a better understanding of
human nature, especially in the context of a social organization such as a school.
Here, a leader needs to make every possible endeavour to establish appropriate
relationships with his or her staff in leading and managing an organization. The key to this
relationship is the perception of the leader or manager about his or her staff in particular and
human beings in general. The context and the authority structures of a self-governing school
are different from a normal school as it is more a partnership with a modified bureaucratic
structure. In the case of a normal school, the authority for the total management of the school
is vested in the principal or head of the school but in a self-governing school the authority is
vested in a representative governing body and not in a single person. The focus of this topic
relates to notions of leadership and management which help develop effective schools. In this
process, emphasis is placed on developing a shared vision, entrepreneurship and political
acumen and getting the best out of people by creating collegial cultures.
What do we understand by Leadership?
Leadership continues to be an elusive, but a fascinating topic to students in
administration and management.

Many scholars have stated that during the last several

decades, the number of books and articles devoted to leadership attests to the prominence
given to the topic and the collective efforts that have gone into improving our understanding
of the concept. Leaders are important as they serve as anchors, provide guidance in times of
change and are responsible for the accomplishment of organizational goals. The terms "leaders
and administrators" refer to individuals who occupy positions in which they are expected to
exert leadership, which is a social influencing process. Every one knows the primary
importance of leadership for the success of any organization, including the smallest family
unit to the strongest nation in the world. Why do some schools, companies and teams, succeed
while others are failing? The credit or blame goes to the principal, manager or the coach.
The critical situational factors of educational leadership are environment,
organizational structures or organizational roles, nature and maturity levels of staff, and the
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characteristics of the organization. Gamage (2005) asserts that it is clear that while innate
characteristics influence the capacity to lead, many of the leadership qualities can be learned
or acquired. This fact adds credibility to the study of leadership and the importance of
programs similar to the Master of Leadership and Management in Education (MLMEd),
offered by the University of Newcastle in Australia. In 2004, amongst numerous appreciative
and positive comments made by the students who themselves were professionals emphasized:
‘a fantastic course’; ‘an excellent course’; ‘practically oriented course’; whereas one went t the
extent to indicate ‘how she was enthused and motivated in her 30th year of teaching to learn
more and more to improve her practice in leadership and management’ confirm the
importance of learning about the concepts of leadership and management in refining and
improving one’s practice (Gamage and Pang, 2006). National College of School Leadership
(NCSL) established in England in 2000 with a plan to educate and train 100,000 school
leaders; is one of the most significant milestones in recognizing the importance of education
and training for leaders towards the creation of effective schools (Bush, 2004).
Different Types of Leadership Concepts
Until now, numerous attempts to search for an accurate definition of leadership have
not been successful and it is unlikely to succeed in the near future. Even though some useful
insights have been found, no comprehensive theory of leadership has received universal
acceptance. Katz and Kahn (1978) identified three broad categories into which leadership
theories can be classified. These are:
♦ Leadership theories based on attributes of the position;
♦ Leadership theories based on the characteristics of a person; and
♦ Leadership theories based on one’s behavior.

A position in an administrative hierarchy provides an opportunity to exercise
leadership, but the position itself does not guarantee that the occupant will use that potential.
There are schools where persons, other than the one who occupies the principal-ship, exercise
leadership while the principal maintains the status quo. The idea that leadership is derived
from the possession of some personal characteristics has not been validated in research. A
large number of research projects have produced varying results leading to the conclusion that
any particular set of traits does not result in effective leadership in all circumstances. The
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contingency theory of leadership offers a more accurate explanation of the effects of specific
traits. Leadership behaviours and traits largely depend on the prevailing conditions of an
organization. However, it is important to note that certain traits and personal characteristics
are likely to become more highly valued than others.
Leadership theories, based on particular types of behavior, have been a more
appropriate approach in understanding how to exercise influence within organizations.
However, Stogdill (1974), in his studies did not find a consistent relationship between
behavioral styles and productivity in organizations which were structured along traditional
hierarchical lines. A more useful approach is to consider leadership as a function. According
to this view, leadership emerges as a responsibility shared and exercised by an individual or
individuals, within an organization who are able and competent to contribute under a specific
set of circumstances. This concept is most appropriate in the context of a participatory
management mode. This has been made clear in Ouchi's (1981) discussion on theory Z
organizations. In theory Z organizations, there are two key characteristics of management: the
sense of collective responsibility and the recognition that leadership is a function performed
by the person best qualified to do so. Leadership is the act of deciding, usually by consensus,
even though the ultimate responsibility may rest with a particular official. Under these
conditions, leadership becomes the exercise of influence; beyond the authority vested in an
organizational position. It is the increment of influence that moves members of a group
beyond mere compliance, which engenders the fullest commitment for organizational goals.
The approach to leadership has far reaching implications as to how individuals should
define their roles as administrators. Robert Greenleaf (1977) offered one of the most
provocative perceptions of leadership by proposing a concept of servant leader. He suggested
that the effective leader is first of all a servant with a prior commitment of service to the group
and that simple fact becomes the key to his/her greatness. The concept of servant-leadership is
in harmony with the Biblical admonition that anyone who wants to be a leader among you
must be your servant. In contesting general elections, a modern day political leader, often
repeat that s/he wants to serve the people, but does not hesitate to betray it, once elected to
office by repudiating the promise and assuming the role of a master. Leadership and/or
administrative positions are bestowed upon individuals, to serve the group or the organization
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whereas, the group can take away the bestowed leadership or administrative position, if the
service is not appropriately rendered.
With the spread of the concepts of school-based management (SBM) and selfgoverning schools (SGS) in the 1980s and 1990s; ‘Transformational Leadership’, ‘Moral
Leadership’, and contingencies theories have come into prominence (Burns 1978; Bass, 1999).
According to Harris (2004) and Gamage (1996b; 2006; 2008) the evidence suggests that
‘Distributed Leadership’ and/or ‘Shared Leadership’ can assist the capacity building within
schools which in turn contribute to school improvement. Gronn (2003) believes that
‘Distributed Leadership’ is a collection of roles and behaviours that can be split apart, shared,
rotated, and used sequentially and concomitantly. Currently, ‘Strategic Leadership’ is also
gaining prominence in self-governing schools while ‘strategy development’ as a field of
research has grown substantially in scope and influence over the last three decades
(Finkelstein & Hambrick (1996); Foskett, 2003; Boyd, Finkelstein and Gove, 2005).
Organizational Goals and Staff Motivation
In 1960, with the introduction of Douglas McGregor's Theory X and Y; Theory X
came to be identified with a softer Machiavellian approach, while Theory Y came to be
identified with a more humanitarian approach to leadership. If a leader believes in Theory Y
approach, then he or she needs to create an organizational environment that is likely to elicit
and support high motivation and high levels of effort that they find satisfying in their work.
Such an environment is growth enhancing and encourages the staff in their personal growth
and development, as well as organizational growth, where the staff seek Maslow's higher order
needs.
The goals of any organization, point towards a desired state or condition that has not
yet been accomplished. Because of the personality and value differences, some combinations
of leadership by consensus and traditional management methods could produce a better result.
Wise leaders are expected to ‘involve, motivate and energize the staff. However, motivation
remains a persistent concern in most organizations. Motivation can be considered as the level
of one's incentive to work. It comes from within the individual. If a staff member changes
his/her behaviour, perhaps, it is not because that person is motivated, but because his/her
perception relating to the organization has changed. The development of an environment
conducive to higher motivational behaviour must come from the leader, as individual
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motivation and organizational climate is significantly influenced by the leadership style of the
administrator. Experience has revealed that extrinsic motivation is generally effective in
controlling short-term behaviour. However, if we are to sustain long-term motivation, it needs
to be intrinsic. Research projects conducted by Gamage, Sipple and Partridge (1995 and 1996)
in the Australian Capital Territory (ACT), and Victoria suggest that participatory management
structures, [especially found in SBM schools] when appropriately operated, tend to make the
staff members intrinsically motivated leading to improved school and student achievements.
Based on a comprehensive review of literature undertaken by Leithwood, Harris, and Hopkins
(2008), have listed seven strong claims made by the researchers in general about the
successful leaders. These are:
1) School leadership is second only to classroom teaching as an influence on pupil
learning;
2) Almost all successful leaders draw on the same repertoire of basic leadership
practices i.e. i) Developing a vision & setting directions, ii) Understanding and
developing people, iii) Redesigning the organization, and

iv) Managing the

teaching and learning programs;
3) The ways in which leaders apply these basic leadership practices demonstrate
responsiveness to, rather than dictation by, within the contexts in which they work;
4) School leaders improve teaching and learning indirectly and most powerfully by
influencing on staff motivation, commitment and working conditions;
5) School leadership has a greater influence on schools and students when it is widely
distributed;
6) Some patterns of distribution are more effective than others; and
7) A small handful of personal traits explain a high proportion for the variation in
leadership effectiveness. It has been found that most successful leaders are open
minded and ready to learn from others, flexible, persistent in the pursuit of high
expectations of staff motivation, commitment and achievement for all, resilient and
optimistic in achieving the set goals (Adapted from Leithwood et al., 2008: 27-42).

Need for Flexibility in Leadership
Hersey & Blanchard (1969) and Hoy and Miskel (2008); and Gamage (1996a; 2006a)
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suggest that a successful leader needs to adopt leadership behaviours that would meet the
needs of the group. Like Reddin (1970), Hersey & Blanchard (1969), were of the opinion that
any of the styles can be effective depending on the situational and contextual factors. They
believed that some leaders are able to modify their behaviour to fit into an appropriate style,
while others utilize two or three styles. Reddin was also of the opinion that some leaders have
the ability to be flexible while some others have very little flexibility. The most successful
leaders have three important abilities i.e. a) ‘situational sensitivity’, ability to diagnose
situations; b) ‘style flexibility’, ability to match their style to the given situation; and c)
‘situational management style’, ability to change the situation to fit their styles. At the August
2008, Democratic Convention, Senator Hilary Clinton was able to adjust her style to suit both
(a) and (b) above in making a powerful speech in support of the winner even though she
fought a bitter battle for the nomination.
The model developed by Blanchard and colleagues (1987) provides for the greatest
flexibility of leadership styles. They believe that a leader must vary his or her style according
to the competence and confidence levels of the staff. The style needs to change not only from
person to person, but also, with each task assigned to the same person. In assigning each task,
a leader must choose between directing, coaching, delegating and supporting styles. They are
of the opinion that leader behaviour must vary to fit the "maturity" level of the staff. As the
staff becomes more able to operate on their own, they believe that leaders should be able to
change their styles. Similarly, Gates, Blanchard and Hersey (1976) believe that leader
behaviour must vary to fit the ‘maturity level’ of the followers. As followers become more
able to operate on their own, they believe that leaders should be able to change their leadership
styles allowing them freedom or autonomy in performing their duties and discharging
responsibilities.
Leadership as a Relationship with the Followers
Today, whenever a person wants to lead an organization, as the key person who
influences the organizational culture, the leader becomes part of the equation of organizational
behaviour. In this context, leaders need to be concerned, not only with the leadership styles
and techniques that they intend to use, but also with the quality and kinds of relationships with
staff. Leadership is about working with and through people to achieve organizational
goals. As against commanding obedience, an effective leader can empower, motivate, and
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energize the followers. Leaders need to relate to staff in ways to arouse their personal
commitments and motivate them towards the accomplishment of the shared vision. The leader
also needs to create an environment, which facilitates the realization of common goals.
Research findings on the perceptions of the school principals in Australia, Japan and the USA
also confirm the above position towards the creation of excellent schools (Gamage, 2005a).
The key to understanding leadership lies in understanding the leader’s own perceptions
of human nature and the staff, and how he or she relates to them. The distinction between how
leaders’ assumptions become clearer could be noted from a statement made by General
Schwartzkopf (1991, Cited in Hoy & Miskel, 2005) who commanded the coalition forces
against Iraq during the 1991 War. According to him, when a competent leader stands before a
platoon he sees only a platoon whereas a great leader sees a group of 44 individuals with their
own individual interests and aspirations. This statement expresses a very different view of
human nature than that expressed by Max Weber in his ideal bureaucracy. It clearly,
distinguishes between X and Y leadership styles.
Sergiovanni's Five Forces of Leadership
Fielder’s two dimensions of task and relationship orientation of leadership was
incorporated by Sergiovanni (1984), for advancing insights into the theories of leadership, and
dominated the debate by proposing the following five forces of leadership:
♦ Technical: by accomplishing the administrative tasks of the organization, such as
planning, organizing, coordinating, encouraging and controlling;
♦ Human: attending to personnel factors such as consideration of relationships
within the organization, morale and empowerment;
♦ Educational: getting involved in instructional or curriculum leadership, such as
addressing educational problems, developing and evaluating curriculum, and the
professional development of the leader and staff;
♦ Symbolic: involving him or her in creating, communicating, and gaining
commitment to the shared vision, by articulating the purpose, values and
significance of the future state;
♦ Cultural: building a strong organizational culture, enabling the staff to share
values, beliefs and have a strong commitment to the organization (Adapted from
Sergiovanni, 1984: 6).
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The role of Educational Leadership includes diagnosing and solving pedagogical and
curricular problems. The role of Symbolic Leadership includes communicating a vision,
purpose and values to all followers enabling them to personally commit themselves and share
and support the mission, values and vision of the organization. Cultural Leadership is focused
on developing a strong organizational culture. When the staff identifies personally with the
leader and/or the organization, they pledge their loyalty to the organization. Cultural leaders
devote time and energy to attend to customs, traditions, group norms, and daily routines,
which exemplify the best that a school has to offer.
In a recent research project involving 100 self-governing schools in Thailand with
school governing bodies (school boards) comprising of all relevant stakeholders, around 90%
of the participants amongst a group of 532 council members were of the opinion that the
members should support the principal to achieve the set goals. They also felt that the principal
should provide leadership to the school board and the school leaders need professional
development in leadership and management to perform the job effectively. The vast majority
of the principals asserted that they prefer to function as team players rather than leaders and
were very happy with the support and cooperation extended by the board members (Gamage
& Sooksomchitra, 2004).
Traits of Effective Leaders
Kirkpatrick and Locke (2008) point out that the evidence suggests that for effective
leaders traits do matter. The research reveals that there are six traits on which leaders differ
from non-leaders. These are 1) Drive, 2) the desire to lead, 3) honesty/integrity, 4) selfconfidence, 5) cognitive ability, and 6) knowledge of the core-business. Drive - here, the term
is used to refer to a constellation of traits and motives reflecting a high effort level. The key
aspects of drive include achievement motivation, ambition, energy, tenacity, and initiative.
Effective leaders have a relatively high desire for achievement. High achievers obtain
satisfaction from successfully completing challenging tasks, attaining standards of excellence,
and developing better ways of doing things. Effective leaders are very ambitious about their
work and careers and are keen to get ahead. They take active steps to demonstrate their drive
and determination. Ambition drives leaders to set hard, challenging goals for themselves and
their organizations. For high achievement to get ahead, a leader must have lots of energy.
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They work long days and intensive weeks for many years; a leader needs to have physical,
mental and emotional vitality. Tenacity means that leaders are better at overcoming obstacles
than non-leaders. They have the ‘capacity to work with distant objects in view’ and have a
degree of strength of will and perseverance. Leaders should persist on and follow their
programs. Effective leaders need to be pro-active and take the initiative. They have to make
choices and take action that leads to changes instead of just reacting to events or waiting for
things to happen.
Leadership Motivation – Leaders have a strong desire to influence and lead others.
This could be through winning an argument and/or bringing greater authority. They are
willing to assume responsibility, which seems to coincide with leadership motivation which is
frequently found in leaders. In 2008, it was interesting to watch the presidential election
campaign in the USA, by the Republican nominee John McCain and Democratic nominee
Barack Obama. Theses two candidates are competing with each other to win arguments for
their own projected visions and assume responsibility in order to convince the electorate for
winning the high office. The type of change that each one was proposing to introduce take
centre stage in trying to convince the people that each one is having a competitive edge to
occupy the position of high authority. However, it is important not to seek personalised power
for dominating others as such leaders assume dictatorial powers as it has happened in many of
the African countries, latest example coming from Zimbabwe where after 28 years in power
Robert Mugabe refused to accept defeat at the 2008 presidential elections. In contrast, a leader
with a socialized motivation seeks power to achieve the set goals and realize his/her vision.
Honesty and integrity – These need to be virtues in each and every individual but
assume special significance in case of leaders. Without these, followers won’t appreciate
his/her leadership. Integrity is the relationship of the words to the deeds while honesty refers
to being truthful or non-deceitful. These two, form a trusting relationship between the leader
and the followers. Successful leaders are open or transparent in their administrations and with
their staff or followers but also discreet and do not carelessly divulge potentially harmful
information. Kouzes and Posner (Cited in Pierce and Newstrom, 2008) have asked 1500
managers ‘What values do you look for and admire in your supervisors?’ The most frequent
answer has been ‘Integrity’ i.e. being truthful and trustworthy and having character and
conviction. The researchers have concluded:
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Honesty is absolutely essential for leadership. After-all if we are willing to follow
someone, whether it be into battle or into the boardroom, we first want to assure
ourselves that the person is worthy of our trust. We want to know that he or she is
being truthful, ethical and principled. We want to be fully confident in the integrity of
our leaders (Adapted from Pierce and Newstrom, 2008, 76).

Self-Confidence – Being a leader is a very tough responsibility requiring the gathering
and processing of a great deal of information in solving problems and making appropriate
decisions on a constant series of problems and issues. A leader also needs to convince the
follower to take specific courses of action to achieve the set organizational goals. In the
process, setbacks have to be overcome, competing interests amongst the staff have to be
satisfied, and challenges have to be confronted, taking risks in the face of changing situations
and environments. A person with self-doubt will never be able to take the necessary steps and
earn the respect of the staff or followers. Cognitive Ability – Leaders must gather, integrate
and interpret enormous amount of information. Today these demands are much tougher than
ever before in view of the rapid advancement of technology and globalization. Thus it is not
surprising that leaders need to be intelligent enough to formulate suitable strategies, solve
problems and make accurate decisions. In 2004, US President George Bush Jr. going to war
with Iraq on the basis of inaccurate information and bias interpretations, has brought the only
superpower in the world to a humiliating confrontation with terrorist groups and a protracted
war pulling the country and the world towards a recession. Leaders have been often
characterised as being intelligent, but not necessarily brilliant and as being conceptually
skilled. An effective leader needs to be of above average intelligence rather than being a
genius.
Knowledge of the core-business – Effective leaders have a high degree of knowledge
and understanding about the organization or the country they are going to lead. For instance to
be an effective school principal, one need to have a very good knowledge and understanding
of teaching and learning as well as leading and managing combined with experience in
teaching and administration. Technical expertise enables a leader to understand the concerns
of the subordinates on technical issues. Most successful leaders have knowledge and
experience in the relevant fields. In-depth knowledge of the particular organization and
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industry enables the leader to make well informed decisions and to understand the
implications of those decisions. Charisma, creativity/originality and flexibility are three
other traits with less clear-cut evidence of importance to leadership (Pierce and Newstrom,
2008).
Charismatic Leadership
Concept of charismatic leadership was heavily influenced by Max Weber.

It is

interesting to note that ‘Charisma’ is a Greek word, which means a divinely inspired gift, such
as the ability to perform miracles or predict future events. Weber (1947) employed the term
‘charisma’ to describe a type of influence which is not based on tradition or formal authority
but the staff’s or followers’ perception that a leader is endowed with exceptional qualities,
views or a philosophy. Weber believed that a charismatic leader can emerge out f a societal
crisis with a radical vision to offer a solution to the crisis; whereby the leader attracts
followers who believe in the vision as they experience some successes. This makes the
followers feel that the vision is attainable and they perceive the leader as an extra-ordinary one.
According to House (1977), a charismatic leader has extra-ordinary effects on followers who
believe that his/her beliefs are correct and there is no difficulty in obeying him/her. This
enables the followers to get emotionally involved with high performance to work towards the
achievement of organizational goals. Usually, such leaders are likely to have a strong need for
power even though their exceptions (E.g. Mahatma Gandhi) high degree of self-confidence
while having a strong conviction on the accuracy of their own beliefs and ideals (Yukl, 2006).
Charismatic leaders’ behaviour include 1) articulating an appealing vision, 2) using
strong expressive forms of communication in articulating the vision, 3) taking personal risks
and making self-sacrifices to attain the vision, 4) communicating high expectations, 5)
expressing high confidence in the followers, 6) role modelling of behaviours consistent with
the vision, 7) managing follower impressions of the leader, and 8) building identification with
the group, and empowering the followers (Adapted from Yukl, 2002: 244).
Charismatic leaders communicate emotional appeals to the followers with specific
contents and such messages that arouse motives relevant to the accomplishment of the vision.
It is interesting to note how charismatic leaders such as Gandhi exhorted love towards fellow
countrymen and united the Hindus, Muslims and Christians to accomplish the vision of
liberating the country from the British colonial rule through a struggle of non-violence.
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Military leaders often employ authoritarian symbols and evoke the images of the enemy and
arouse feelings to motivate the combat readiness and improve performance at the battlefield.
Industrial leaders and scientists emphasize excellence in performance as a measure of one’s
worth, thus arousing the need for achievement, a motive relevant to taking personal
responsibility, persistence and high quality. It has been shown that power is a strong factor
contributing to success when it is in conjunction with achievement (Pierce and Newstrom,
2008).
Transformational Leadership
Since the late 1970s, with better insights into human behavior in organizational
settings, new approaches have emerged that invoke inspirational, visionary and symbolic
leadership behavior. Burns (1978) made a clear distinction between transactional and
transformational styles of leadership providing a major shift in the thinking behind leadership
theory, particularly in connection with the moral dimensions of leadership. According to
Burns in terms or transactional leadership, the individuals negotiate their interests as opposed
to group interests, and come to mutual agreements with the leader. Sergiovanni and Staratt
(1988) point out that transformational leadership goes beyond exchanging favors as in the case
of transactional leadership by seeking common purposes, uniting the group to go beyond
individual interests to pursue common goals. Bass (1999) asserts that transactional leadership
forms the basis of a sustainable leadership system whereby the leader stand by the transactions
with the followers, over a period of time until the staff come to trust him/her. It is this higher
level of trust that leads to transformational leadership.
Today, where we face a challenging and demanding education climate of constant
change, it is believed that no single person can have all the answers to the problems
confronted by an organization. In such a situation, transformational leadership combines
capacities of all those within the organization in order to engage in effective leadership,
towards the accomplishment of organizational goals. Louis and Miles (1991), suggest that if
implementation of a vision is to be effective, power sharing becomes critical. Further, they
have found that leaders of successful schools have been able to support the initiatives of
others, without the fear of losing control. They facilitate the formation of teams and working
parties, by allocating funds for their initiatives, at the same time keeping in close contact with
the groups and monitoring progress.
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Fullan and Hargreaves (1992) noted that with the spread of leadership in the school,
the principal is free to take a more constructive role. Transforming the principal from that of a
meeting bound bureaucrat to an instructional leader, who can closely work with the staff in
developing and implementing educational goals. Telford (1996) is of the opinion that being a
leader in a modern school in particular, and organizations in general, is not a picnic. It needs
hard work, dedication and a firm desire to do the right things by putting heads together,
discussing, challenging, brainstorming and problem solving, through the issues, in a steadfast
and resolute manner. It is most likely that a school leader, or any other individual, no matter
how much an expert he or she is, may not have the answers to all the questions on how to
proceed and unlikely for anyone to have the combined wisdom and capacity to do the job of a
leader. In fact, the Australian Prime Minister (PM) Kevin Rudd who was elected to office in
November 2007 organized a committee of 10 eminent persons to nominate 1000 people who
are the best and brightest to develop a 2020 vision for the country with policies and strategies
in 10 key areas.

This act by the PM shows his reliance on the combined wisdom in

developing the country to have a competitive edge in a keenly competed global setting (The
Australian, Feb, 2008).

Figure I: A School Development Model
Challenges Faced by a School Leader
Collaboration

Human Resources Management

Allocation of resources

Leadership styles

Learning program

Empowerment

Participatory decision-making
Multiple ownership of policies
Developing loyalty to school
Orderly student & staff management
Staff and student development
Trust and confidence
Strategic planning
Global budgeting
Prioritizing
Transformational
Instructional
Situational
Programs to meet student needs
Programs for community
Peer and community support
New participatory structures
Delegation and empowerment
Theory Y approach to staff
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Non-traditional Roles

Governance

Entrepreurship

Skills

Collaboration with community
Commerce & industry relations
Negotiations for services
School council/board
Modified bureaucracy
Committee structure
Competitive school improvement
Innovative approaches to OD
School’s image & marketing
Inter-personal & communication
Negotiations & public relations
Conflict management & resolution.

(Source: Adapted from Gamage, 1996a: 1996: 197-198)
Research by Gamage, Sipple and Partridge (1995, 1996) in the Australian Capital
Territory (ACT) and Victoria, and by Gamage (1993) in New South Wales and a number of
overseas systems, have confirmed such findings. Their research suggests that the
empowerment of a range of stakeholders within a school community provides a combined
richness of educational thought and activity, in improving school effectiveness. Achievements
within such transformed institutions are superior to any that a principal alone has been able to
achieve. Leadership is at its best, when it is a shared venture, involving as many as possible
within a school, as it occurs in the case of self-governing schools. In an analysis of school
leadership, in an empowered environment operating within school-based governance, Gamage
(1996a & b) has developed a model with the types of skills that leaders need to possess in
facing new challenges as shown in the Figure I.
DuBrin (2000) asserts that the transformational leadership comprises of seven basic
principles, which are summarised below.
¾ Raising awareness of the people – the leader emphasising the importance of
certain rewards, taking pride in their work and possible achievements.
¾ Helping people to look beyond their self-interest – helping the staff to see ‘the
big picture’ i.e. the whole organization.
¾ Helping staff to search for self-fulfilment – encouraging his or her staff to see a
more holistic self-fulfilment and taking pride in their accomplishments.
¾ Helping staff to understand the need for change – the leader needs to help staff to
go through the changes showing them the benefits for the staff and the
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organization.
¾ Investing managers with a sense of urgency – transformational leaders need to
actively market the need for change, urgency and the benefits that would accrue
and it is important to reflect the changes in the organizational vision.
¾ Committing to greatness – leader should seek to achieve vast improvements not
only in terms of size, financial value but also in terms of quality of products and
services.
¾ Adopting a long range perspective while observing organizational issues from a
broad rather than a narrow perspective – this requires the leader to think
strategically and encourage the staff to do the same (Adapted from DuBrin, 2000:
76-77).

Bass (1990) developed the Multifactor Leadership Questionnaire (MLQ) to assess the
extent to which leaders exhibited transformational and transactional leadership and the extent
to which the followers were satisfied with their leader and believed their leader was effective.
According to Hughes, Ginnett and Curphy (2009), to date, over 300 studies have employed
MLQ to investigate transformational and transactional leadership across a wide variety of
situations. The results indicate that transformational leadership can be observed in all
countries, institutions, and other organizational levels, but it was more prevalent in public
institutions and lower levels of organizations. It is also reported that overwhelming evidence
suggests that transformational leadership is a significantly better predictor of organizational
effectiveness than transactional and laissez-faire leadership styles. Whether the leader under
discussion is a US President, CEO, school leader or a plant manager, it seems that a
transformational leader is more effective at driving organizational change. Avolio and Bass
(2000) argue that transformational leadership augments performance above and beyond what
is associated with transactional leadership
Moral/Ethical Leadership
Burns (1978) referring to moral leadership within the concept of transformational
leadership asserts that the relationship between the leader and staff should be based on a
genuine partnership. It should include a possibility for staff to take informed decisions,
regarding the understanding that is forged between the leader and the staff, and a commitment
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by the leader to honour what was negotiated. Thus, moral leadership is not mere preaching,
without putting them into practice, or insisting on social conformity.

Moral leadership

emerges from, and returns to, the fundamental wants needs, aspirations, and values of the
followers and followers consider the leader as a role-model for them to follow.
Distributed/Shared Leadership
Educational reforms place emphasis on the relationship between the school leadership
and school improvement. It is revealed that effective leaders exercise an indirect but a
powerful influence on the effectiveness of the school and the achievements of the students
(Leithwood and Jantzi, 2000). There is a growing body of evidence arising from school
improvement research which refers to the significance of capacity building as a means of
sustaining school improvement (Fullan, 2001).

It is argued that at the core of capacity

building are the ‘Distributed Leadership’ and ‘Shared Leadership’ leading to social cohesion
and building trust and confidence. Leadership from this perspective suggests the involvement,
motivation and energizing of human potential to be released within the organization. This is
what Gronn (2003) refers to as ‘an emergent property of a group or network of individuals
where members pool their expertise.
What is implicit in ‘Distributed Leadership’ is the leadership practices of teachers
either in informal or formal leadership roles such as deputy/assistant principals, heads of
faculties or departments, year coordinators, chairs or conveners of committees or working
parties as well as students, parents and community leaders who are empowered at selfgoverning schools (Muijs & Harris, 2003). Distributed Leadership is a collective agency
incorporating the activities of many individuals in a school who work towards mobilizing and
guiding others in the process of instructional change. It extends the boundaries of leadership
significantly to increase the levels of teacher involvement encompassing a variety of input,
skills and expertise. Harris and Lambert assert that the empirical evidence suggests that
successful leaders are those who distribute leadership, understand relationships and recognize
the importance of “reciprocal learning processes that lead to shared purposes” (2003: 7).
Participatory or Democratic Style of Leadership
A leader’s assumption on values and beliefs about power, and how he or she articulates
them, helps to shape the organizational culture. In the past, leaders and/or managers believed
that they should acquire all the power that is available and protect it vigorously. Nowadays,
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leaders, who harbor such primitive beliefs, are likely to relieve themselves of the ability to
influence the group. Griffiths (1959) considered power as a function of decision-making. A
person could be considered to have power if he or she can make decisions affecting the
direction of an organization, and also influence other decisions. In a broader definition, the
leader has the capacity to influence decisions, which advances organizational goals by
responding to the needs of its members. It is very important for the school leaders to offer their
staff wider participation in decision-making, which affect their professional practice, in order
to motivate and energize them intrinsically.
According to Gamage (2001; 2008) within the school systems in the ACT and
Victoria, the school leaders have empowered the staff and communities with a wide variety of
newly created structures in the form of committees covering most areas of school
management. Committees have been formed with relevant stakeholders who are not on the
school governing body but chaired by a member to deal with: Finance & Budgeting,
Curriculum, Buildings & Grounds, Student Discipline, Student Uniforms, Sports, Canteen,
and Fund-Raising etc. These committees undertake their own research, consult those affected
and interested, examine best practices and come up with appropriate recommendations for
consideration by the governing body enabling them to claim ownership of the decisions.
Strategic Leadership
The development of strategies was first adopted within the military establishments in
fighting battles and wars.

Rapidly increasing competition between business enterprises

pushed the business sector towards developing cutting-edge strategies to stay ahead of
competitors. In the 1990s with local management of schools (LMS) in England and Victoria
and the ACT in Australia started developing long-term strategic plans for school improvement
and student achievements. Leithwood, Jantzi, Earl, Watson, Levin, and Fullan (2004)
employed evidence from a four-year study of England’s National Literacy and Numeracy
strategy to illustrate the role of ‘Strategic Leadership’ as the type of leadership required for
large-scale educational reforms. This study illustrates that transformational practices are
widely shared or distributed throughout an organization enhancing their influence.

It is

obvious that strategic leadership is based on a capacity for designing improvements for the
whole school. Comprehensive and holistic school plans aim to develop strategies to achieve
the set goals and realize the shared vision.
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However, the development of strategies in the context of strategic planning and the
role of strategic leadership has gained currency as a result of the international trends towards
SBM and changing socio-political environments within which schools operate. Davies and
Davies refer to the strategic elements of leadership such as encompassing direction setting,
broad aggregated agendas, a perspective to view the future and a template against which to
evaluate current activities. They assert that the strategic leaders have organizational ability to:
1) Be strategically oriented; 2) Translate strategy into action; 3) Align people and
organizations; 4) Determine effective strategic intervention points; 5) Determine strategic
competencies; while displaying 6) A dissatisfaction or restlessness with the present; 7)
Absorptive Capacity; 8) Adaptive capacity; and 9) Wisdom (2004: 30).
The Passion of Successful Leaders
In an in-depth study by Day (2004) involving 10 successful experienced head-teachers
in a range of suburban and urban schools in England have identified the following
characteristics in student attainments:
1) A passion for achievement;

2) A passion for care;

3) A passion for collaboration;

4) A passion for commitment;

5) A passion for trust; and

6) A passion for inclusiveness.

It is important to note that these head-teachers were from schools with challenging
socio-economic environments, classified as the most deprived 10% with high unemployment.
The students had ‘low attainment at entry with some challenging behaviour problems’. But the
head-teachers have achieved good results with the cooperation of the teachers, non-teaching
staff, students, parents, school governors and the community. Some schools had 93% ethnic
minorities with 57 languages spoken and 87% speaking a language other than English at
home. The students of all ages have described good teachers as those who are helpful, fair,
encouraging, interested, and enthusiastic. One teacher providing an example of her headteacher’s response to emotional needs and her belief that a student’s education should not
suffer has stated:
An eleven year old girl had a baby, the head arranged child-care for the baby so the girl
could do her GCSE and … she was quite clear that this girl’s educational chances were
not going to be ruined and the school was going to facilitate that girl at all costs and
that is what happened (Cited in Davy, 2004: 429).

2009 HICE Proceedings
Page 1996

Another study by Harris (2004) based on a developmental project of a failing school in
England, entitled ‘Leading by heart’ explains how the ‘trust, autonomy and no-blame
innovations helped the school to overcome the declining student attainments and become an
improving school within a period of three years.
Is There an Ideal Style of Leadership?
Effective leaders also vary their styles in response to such factors as community
expectations, organizational climate and culture and certain aspects of the task such as
timeliness and availability of resources. All these views of leadership necessitate a choice.
Administrators must choose to make use of the theories that best fit their personalities,
experiences, situations, and, not just to depend on intuitive perceptions of themselves and
others. Many leaders and prospective leaders ponder over the question, ‘which leadership style
is most effective?’

They want to know the ideal way to approach leadership and ask

themselves whether they need to be subordinate centred or boss centred or the leadership style
should be based on Theory X or Theory Y. Whether they should concentrate on task or
relationship orientation or whether they should initiate changes or respond to others. Based on
research, most scholars believe that there is no ideal style of leadership that will work in all
situations. The best view of leadership style is which varies to fit the particular situation at
hand.
Conclusion
...
In an overview of the concept of leadership, in the final analysis, a leader needs to have
a shared vision i.e. a sense of what should be the future state of the organization, an effective
net work of communication, a well ordered plan, a design and strategy to get there with a
strategic plan, and a determination to get there. The leader should also be able to utilize all the
available means and resources, efficiently and effectively. She or he needs to be internally
driven to achieve the requisite goals while understanding the true picture of the organization,
including its nature, needs, and limitations of the staff.

Students in leadership and

management need to understand three basic guidelines. First, it is important to be doing the
right things rather than to worry constantly about doing things right. Second, the emphasis
should be on being effective as opposed to, being efficient. Third, the ability to be flexible in

2009 HICE Proceedings
Page 1997

the styles of leadership to suit the context, situation, maturity levels of the group, the task at
hand, and the time available for the completion are the best approaches as there is no
particular style that could be considered as ideal to suit all of the above. It is also important to
reflect on the key styles of leadership discussed in this paper in adopting a style to suit one’s
own situation and vary it depending on the changing circumstances.
It is evident that until 2002, it was only in the USA that qualifications in Educational
Administration had been made mandatory to the role of principal-ship (Baltzell and Dentler,
1983; Baron, 1990). But, facing the new challenges in rapidly changing environments, school
leaders in Australia, Hong Kong, Japan, Sweden, Thailand, the Philippines and the USA are of
the opinion that the practicing and prospective school leaders should undertake professional
development in leadership and management in creating better performing effective schools
(Gamage, 2005c; Gamage & Hansson, 2006; 2005; Gamage & Pang, 2004; Gamage &
Ueyama, 2004; Gamage & Sooksomchitra, 2004; Gamage & San Antonio, 2006; Su, Gamage
& Mininberg, 2003). Levin (2005) based on Canadian experience, supports the above views
by advocating that the school leaders should pay attention to capacity building in meeting the
new challenges by integrating professional development more strongly with school planning
and taking advantage of the growing attention to research.
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Abstract: The system of educational supervision over the government is the characteristic of
China’s educational supervision system, and it plays an important role in the educational reform.
However, there still exist such indistinct understanding about the system of educational
supervision over the government as the misunderstanding about the educational organization’s
qualification for the administrative body and its functions. This situation will influence the
improvement of China’s educational supervision mechanism and the exercise of the government’s
functions. The action of supervising the government is to exercise the functions and powers of the
professional supervision. It can make the higher authority understand the situation, take unified
measures, handle the relevant problems and promote the management effectiveness through
supervision, summaries, reports and circulars. To exercise the function of educational supervision
over the government does not mean to reject or deny the educational supervision’s function of
supervising the school and to confuse it with the decision-making function of the administrative
body.
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1. Introduction
The educational supervision system is one of the basic educational systems prescribed by the
Education Law of People’s Republic of China (It is short for Education Law below), and it is also
a basic system implemented in most
countries around the world. Compared with other countries, China’s supervision system is
characterized as follows: the supervision over the government is combined with the supervision over
the school, and the importance is laid on the former. The supervision over the school is in accordance
with the world’s educational supervision tendency, while the supervision over the government
presents its peculiarity. Owing to this peculiarity, there exit two deviations in China’s educational
practices. One neglects the supervising government function of the educational supervision and
regards the supervision as the equivalent of execution, which will narrow and limit the functions and
powers of the educational supervision. Whereas the other widens the supervising government function
of the educational supervision and confuses the special supervision with the professional supervision,
which will widen the function and power of the educational supervision and lead to its opposition to
schools. Both of these two practices have side effects on the advance of the responsibility government
system.
2. The legal basis of China’s educational supervision government system
From China’s legal perspective, the educational supervision organization of the state must have the
administrative qualification and must be legal in the procedure of setting up and the realization of the
administrative qualification. However, if the educational supervising organization wants to be legal in
the realization of the administrative qualification, it must have the power capacity and action capacity
in a legal sense. Namely, it can exercise the administrative power in its own name, including
exercising the power of supervising the government, and can shoulder all legal duties arising
therefrom independently. Furthermore, the legal right of the educational supervision organization
differs from the citizen’s right since it can’t be shirted or chosen. Therefore, the right of the
educational supervision organization is also its power as the administrative body. Hence, analyzing
whether the educational supervision organization has the administrative body qualification for
supervising the government needs from the following three aspects, that is to say, whether its setting
up procedure is legal, whether it has the right capacity for supervising the government and whether it
has the action capacity.
2.1 Whether the setting up of China’s educational supervision organization complies with the legal
procedure
The essence of the problem that whether China’s setting up of the educational supervision
organization complies with the legal procedure is whether it has the qualification for the functional
administrative body. Acquiring the qualification for administrative body requires the setting-up
process to comply with the legal procedure. As can be seen from the setting up of China’s educational
supervision organization, it completely complies with legal procedures. In August 1984, the State
Council approved that the Ministry of Education could set up the Supervision Office to make an
inspection tour, direct and help the educational universality around China (National educational
supervision system). In October 1986, the State Council approved that the Ministry of Education
could change the Supervision Office into the Supervision Department of State Education Commission
(National educational supervision system). In 1993, the Central Organizational Establishment
Commission approved to establish the Educational Supervision Delegation of the State Education
Commission, which is subordinate to the Basic Education Department (National educational
supervision system). On January 3, 2000,the Office of the Central Organizational Establishment
Commission issued “The Reply to the Renaming of the Former the Educational Supervision
Delegation of the State Education Commission ” and agreed to change its name into “the State
Education Supervision Delegation” (Zheng, 2000,p.159) .On January 26,2000, the Ministry of
Education printed and distributed “The Notice about transmitting ‘The Reply to the Renaming of the
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Former the Educational Supervision Delegation of the State Education Commission’ by the Central
Organizational Establishment Commission”, requiring to improve the construction of the educational
supervision organization and system at different levels (Zheng, 2000,p.158-159). These processes
show that China’s state educational supervision organization changes its name from the Supervision
Office of the Ministry of Education to the Supervision Department of State Education Commission
and finally to the State Educational Supervision Delegation. Every step is strictly implemented by the
supreme state administrative organization according to the three basic procedures (approving; putting
on file; announcing), which guarantees the procedure legality of the educational supervision
organization’s existence and supplies the necessary requirements for getting the administrative body
qualifications by these educational supervision organizations.
2.2 Whether the educational supervision organization as the functional administrative body has the
right capacity empowered by the state for supervising the government
The right capacity of the educational supervision organization should be the qualification that is
entitled by law to guarantee it to be the legal relation body and to have the rights and duties prescribed
by law. The right capacity of the educational supervision organization is prescribed in such laws,
administrative regulations and rules as the Education Law, the Vocational Education Law of
People’s Republic of China, Rules on the Implementation of the Compulsory Education Law of
People’s Republic of China (It is short for Rules on the Implementation of the Compulsory
Education Law below).
Article 24 of the Education Law prescribes“The state shall adopt educational supervision system and
educational evaluation system for schools and other educational organizations ”(Zhang,1995,p.194).
Article 35 of Rules on the Implementation of the Compulsory Education Law prescribes, “The
governments at or above the county level should set up the system to supervise, direct and inspect the
implementation of the compulsory education”(Zou, 1992,p.40). Interim Provisions for Educational
Supervision Article 1 prescribes：“In order to establish the educational supervision system and
enhance the administrative supervision over education, these provisions are stipulated”(Zou, 1992,
p.43).Article 2 prescribes：“The task of the educational supervision is as follows: supervising,
inspecting, evaluating and directing the educational work of the people’s governments at lower levels
and the work of the educational administrative departments at lower levels and schools so as to ensure
the implementation of China’s relevant educational guiding principles, policies, laws and regulations
as well as the realization of the educational goals ” (Zou,1992,p.43). Article 3 Clause 1
prescribes：“The scope of educational supervision at present is mainly the primary and secondary
education and preschool education as well as other relevant work ” (Zou,1992,p.43). Clause2
prescribes：“The organizations which can exercise the educational supervision power entrusted by the
governments or educational administrative departments at the corresponding level can supervise the
educational work except for the above prescriptions” (Zou,1992,p.43) .These prescriptions entitle not
only the right capacity but also the power to the educational supervision organizations.
In accordance with the prescriptions of the Legislation Law of the People’s Republic of China (It
is short for the Legislation Law below.), laws, administrative regulations and rules are all important
component parts of China’s judicial system and the powers entrusted to the educational supervision
organizations should be legally effective, which include the power of supervising the government. The
reasons are as follows: firstly, the Education Law prescribes that the educational supervision system is
a part of China’s educational system. Furthermore, Article 14 prescribes: “The State Council and the
governments at different levels should direct and administer the educational work in line with the
principles of administering at different levels and dividing labor with individual responsibility. Local
governments administer primary and secondary educations. The State Council and the governments at
the levels of provinces, autonomous regions and municipalities directly under the Central Government
administer the higher education ” (Zhang, 1995,p.193). Due to the judicial stipulations of the
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educational administration system, the educational supervision system must include the supervision
over the educational management of governments at different levels and the education and teaching of
schools; namely, the former is the educational supervision over governments. Secondly, the Interim
Provisions for Educational Supervision clearly prescribes that the task of the educational supervision
includes supervising the government and the school, the legal effect of it as the category of rules and
regulations is beyond any doubt. Because Article 71of the Legislation Law prescribes: “The ministries
and commissions of the State Council, People’s Bank of China, State Auditing Administration and
administrative organs directly under the State Council may lay down regulations within the limits of
their own authority in accordance with laws, administrative regulations, decisions and orders of the
State Council”. “The issues laid down in the departments’ regulations should belong to the execution
of laws or administrative rules and regulations, decisions or orders of the State Council” (Law Press,
2000,p.22). As can be seen from the prescriptions about the task of the educational supervision in the
Interim Provisions for the Educational Supervision, it does not violate the state’s educational
supervision system and should belong to the items of enacting the Education Law. Therefore, its legal
effect is beyond any doubt. Accordingly, the Interim Provisions for Educational Supervision not
only can be the foundation of the educational supervision, but also can be the reference for trying
administrative cases by the court. The Article 53 Clause 1 of the Administrative Procedure Law of
the People’s Republic of China prescribes: In trying administrative cases, the people's courts shall
take as reference regulations formulated and announced by ministries or commissions under the State
Council in accordance with laws, administrative rules and regulations, decisions or orders of the State
Council, and regulations formulated and announced, in accordance with the law and administrative
rules and regulations of the State Council, by the people's governments of provinces, autonomous
regions and municipalities directly under the Central Government, by cities where people's
governments of provinces and autonomous regions are located, as well as rules and regulations made,
in accordance with laws and administrative regulations of the State Council, by the larger cities
approved by the State Council ”(China Democracy and Legal Press, 1999,p.25).
In the author’s point of view, the word “reference” does not mean to weaken the legal effect of the
regulations but to strengthen the function of the regulations in enacting laws and rules. Since the
wording of the Article 53 Clause 1 in the Administrative Procedure Law shows that it is not an
optional empowered norm, but a compulsory norm. Hence, ”reference” does not violate the laws and
rules in handling administrative issues. However, it can guarantee the enforcement of laws and rules.
In the meanwhile, the Interim Provisions for the Educational Supervision prescribes that the task
of educational supervision is “supervising, inspecting, evaluating and directing the educational work
of the governments at lower levels and the work of the educational administrative departments at
lower levels and schools so as to ensure the enforcement of China’s relevant educational guiding
principles, policies, laws and regulations as well as the realization of the educational goals”, which
clearly prescribes the supervision powers of “supervising governments (governments and educational
administrative departments at lower levels)” and “supervising schools”, so it can not be doubted that
“supervising governments” is the power enjoyed by the educational supervision organization
according to law. Obviously, supervising the government does not belong to the scope of the entrusted
empowerment, because the Interim Provisions for the Educational Supervision have empowered the
educational supervision department with the educational supervision task. If we do not learn and
understand the state’s laws and rules accurately, there will be the bias of understanding the
educational supervision functions and powers one sided and lead to the phenomenon of widening or
narrowing the functions and powers of educational supervision. These administrative actions of
transcending or overlapping powers are not permitted by the modern administrative system.
2.3 Whether the educational supervision organizations have the action capacity for exercising the
power according to law
The action capacity is the qualification for participating in the legal relations with its own action
and exercising some powers or bearing some duties according to law. The educational supervision
organization needs not only to have the right capacity, but also to have action capacity, that is to say, it
needs to have the qualification for exercising some powers and performing some duties with its own
action. Only the coexistence of capacities for right and action can really make the educational
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supervision organization play the role as the administrative body. On the basis of legal analysis about
the educational supervision organization’s qualification for the administrative body and its right
capacity, it can be surely asserted that China’s educational supervision organization is set up
according to law and it is the organization which has the definite power limit as well as fixed and
relatively independent administrative fund resource. Furthermore, it is also the organization that has
the fixed personnel quota, staff, definite official condition and place and can bear the legal duties
independently. Therefore, China’s educational supervision organization has the action capacity and
can exercise certain powers and bear certain duties with its own action according to law.
3. The nature and significance of the professional supervision’s functions and powers within the
educational supervising government system
As is stated above, in China, the educational supervision organization has the power of supervising
the government as the administrative body. But from the perspective of China’s educational
management system, the supervising government system is quite complicated. From the direction of
supervision, whether supervising the government can include both the vertical supervision between
the subordinate organizations and the horizontal supervision between the corresponding
organizations? From the division of the administrative organizations and their functions and powers,
the administrative organization at the higher level can supervise the administrative organization at the
lower level by administrative orders, decisions and measures. Then, the educational supervision
organization at the higher level can supervise the government and such functional departments as
education at the lower level. However, whether the functions and powers of supervision can be
exercised between the corresponding administrative organizations, which do not have any orderobeying relations, is the key to analyze the educational supervision over the government, which is also
the fact that educational supervision organizations must face. In practice, the reason for the dissension
about the educational supervision over the government mainly lies in the disapproval or disagreement
about the administrative supervision between the corresponding organizations. However, from the
perspective of the administrative organization system, both the vertical and the horizontal
administrative supervision belong to the supervision within administrative departments. The
supervision within administrative departments can be divided into the special supervision and the
professional supervision by the criterion of the nature of supervision’s functions and powers. In order
to clarify whether the educational supervision organization can supervise the government, we can start
with clarifying the nature of functions and powers of the educational supervision over the government.
Accordingly, it is necessary to differentiate the special supervision from the professional supervision
within China’s administration.
3.1 The difference between the special and professional supervision
3.1.1. The roles of functions and powers between the special and professional supervision are
different
The special supervision is the supervision over the supervisee with the administrative supervision as
the special or main function of the administrative organizations. For example, the supervision over the
supervisee, which is conducted by the auditing or supervision organs, belongs to the special
supervision. The professional supervision is the supervision over the supervisee without the
administrative supervision as the special or main function of the administrative organizations (Pee and
Zhang, 2002,p.402) .For example, the supervision conducted by the people’s government at the higher
level over the people’s government at the lower lever and its functional departments belongs to the
professional supervision. Compared with the professional supervision, the functions and powers of the
special supervision body are single, that is to say, it only has the function and power of supervision.
While the functions and powers of the professional supervision body are multiple, in addition to
supervision, different bodies can exercise the functions and powers of direction, consultation,
suggestion and so on.
3.1.2. The natures of functions and powers between the special and professional supervision are
different
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Taking the supervision and auditing as the examples of the special supervision, according to the
Administrative Supervision Law of People’s Republic of China and the Auditing Law of People’s
Republic of China, the supervisory supervision and the auditing supervision are the supervision
conducted by the supervisory and auditing organs and their personnel in accordance with law by
exercising their supervisory functions and powers independently. Supervisory organs exercise their
functions and powers according to law and are not subject to interferences by other administrative
organs, social groups and individuals. They can perform such supervision either over the governments
at the lower levels or over the corresponding governments. Supervisory personnel perform official
duties according to law and are protected by law. Any organizations or individuals shall not obstruct
the lawful performance of official duties by supervisory personnel; they are forbidden to retaliate
against supervisory personnel. Whereas the professional supervision belongs to the working
supervision between the leader and the led when performed between the governments at higher and
lower levels, and it belongs to the functional supervision under the unified leadership when performed
between the corresponding governments.
3.1.3. The forms of exercising powers between the special and professional supervision are different
The special supervision can exercise its supervisory functions over the government departments at
the corresponding level or between the higher and lower levels through orders, decisions and
measures. The professional supervision can also be performed over the government departments at the
corresponding level or between the higher and lower levels through summaries, reports or circulars
instead of orders, decisions and measures so as to make the government at the higher levels
understand the situations and adopt the unified measures to handle the relevant issues. Under some
special circumstances, if entrusted by the government department at the higher level, the professional
supervision can adopt necessary measures to directly handle the relevant issues between the
corresponding organs within certain scope.
3.2 The educational supervision over governments belongs to the nature of the professional
supervision’s functions and powers
It can be inferred from China’s laws, regulations and the analysis above that the supervision over
the government by educational supervision organizations belongs to the professional supervision,
which can be carried out both at the higher and lower government organizations and between the
corresponding government organizations, but its roles and forms differ from those of the special
supervision. Owing to this, the Interim Provisions for the Educational Supervision prescribes that
supervision organizations or supervisors should conduct the supervision in accordance with the state’s
policies, laws and rules and exercise the following functions and powers: attending the relevant
meetings of the supervised units; asking the supervised units to supply the files concerning the
supervision and report the work; investigating the supervised units on the spot. Meanwhile, it also
prescribes that the supervision organizations or supervisors can exercise their powers to stop the
actions in violation of the guiding principles, policies, laws and regulations. The supervision
organizations or supervisors should report to the supervised units after they finish their supervisory
task. The supervised units must accept the opinions and suggestions that the supervision organizations
or supervisors put forward if they do not have any proper reasons and they should take appropriate
measures for improvement. The supervision organizations can reexamine when it is necessary. After
the supervision organizations finish their supervision tasks, they should report the supervision results
to the people’s governments and educational administrative departments at the corresponding level as
well as the educational supervision organizations at the higher level and put forward opinions and
suggestions, which can be published to the public. These prescriptions in the form of summaries,
reports and circulars clarify not only the supervising contents, functions and powers of the educational
supervision organizations, but also the working procedures and managing methods of the educational
supervision, which prove the professional supervision nature of the functions and powers exercised by
the educational supervision organizations once more. At present, China adopts the educational
supervision organization system at four levels of the central government, province, city and county. If
we cannot understand the function of educational supervision from the perspective of the nature of the
supervision’s functions and powers, it will be hard to guarantee the implementation of the educational
supervising government system.
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3.3. The significance of exercising the professional supervision’s functions and powers by the
educational supervision organizations
It should be said that the mechanism of China’s educational supervision at present is still weak,
while the educational supervision system may be regarded as the system which is relatively perfect in
organization, standard in procedure and notable in effect in the course of the formation of the
educational supervision mechanism. But, this does not mean to deny the problems in the operation of
the educational supervision system. Just as stated above, if the nature of the functions and powers of
the educational supervision cannot be orientated scientifically, it will widen or narrow the scope of the
supervision ‘s functions and powers and influence the educational policy and the execution of the
policy. Hence, it is necessary to understand the nature of the functions and powers of China’s
educational supervision organizations correctly.
Although the educational supervision organizations may exercise the professional supervision’s
functions and powers to supervise the educational work of the subordinate and the corresponding
government organizations, they still play an important role in maintaining the educational order,
promoting the educational development and supplying a reference for rewarding the good and
punishing the bad. Therefore, the aim of carrying out the supervision mechanism is not for sanction,
but for warning. The regular educational work needs more professional supervision in most cases, and
only in some particular cases, the special supervision can be needed. Emphasizing the professional
supervision nature of the educational supervision lies in the stress on the standardization of the
educational work and avoids the actions in violation of the regulations. In this sense, the professional
supervision within the educational organizations is more important than the special supervision. In
history, the reasons that China experienced several bitter lessons of educational decision-making
errors are partly due to that the functions and powers of the professional supervision cannot be given
full play and the government cannot get consultation, suggestion, supervision and evaluation from the
professional supervision departments. It will already be late when we correct or investigate and affix
the responsibilities for the erroneous decisions. The educational decision-making is a process and the
supervision is an important link in it. Furthermore, the professional supervision is the regular
supervision, so it is necessary to understand the functions and powers of educational supervision.
4. The strategies to improve the system of China’s educational supervision over government
4.1. Understand the functions and powers of the educational supervision correctly
4.1.1. Why the educational supervision system at present places the emphasis on the supervision
over the government
The important functions and powers of the educational supervision lie in the supervision, the scope
of which includes not only government departments, but also schools. But from the present situation,
the supervision over governments is in the important but hard-to-breakthrough plight .Why does the
educational supervision system show such a condition? Considering the development process of the
educational supervision system in developed countries, this is the inevitable course of development
and the inevitable result under particular historical conditions. The functions and powers of the
educational supervision in developed countries at an early stage also presents the condition of
stressing inspection and supervision over the governments. For example, in the middle of the 17th
century, the United States selected out some people in charge of some important educational issues for
the government, whose tasks include determining local revenues, employing teachers, regulating
salaries, deciding teaching cycle and so on. These people are regarded as the earliest supervisory
personnel in the United States, whose duties are mainly to supervise the government and administrate
the education from the perspective of their working contents (Campbell,Cunningham,Nystrandand and
Usdan, 1990,p.206) .Until the 19th century when the compulsory education was implemented, the
educational supervising government system still played an important role. Because of the educational
conditions at that time and the limitation to the people’s enthusiasm about accepting education, the
educational supervision over the government played an important role. After the thirties of the 20th
century, the booming of the education requires that the governments should transform their functions
and supervise the implementation of education without any means of mandatory orders. Moreover,
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schools and teaching staff also improve their teaching levels and ideas, which requires that the
educational supervision departments should improve their work to help them solve problems. For
these reasons, the main tasks of the education supervision transform from the supervision over the
government’s educational administration to the recommendation about the schools’ budget, plan,
location selection, appointment and dismissal of teaching staff and so on (Sharp and Walter,
2004,p.613). Hence, the functions and powers of supervising governments are gradually weakened,
and the functions and powers of supervising schools are gradually strengthened.
China’s education is still at the stage of development. At present, the nine-year compulsory
education has not been universalized, and the educational conditions such as educational funds and
school facilities are still not up to the standard. The unbalanced development of education has become
social problems and educational policy problems. Therefore, improving the supervision over the
government and strengthening the government’s responsibilities for running education are the
requirements of China’s present educational developing conditions and the historical developing
process of educational supervision system. After a period of time, China’s educational level will
improve a lot, then the educational supervision will inevitably stress the functions and powers of
supervising schools by means of direction and recommendation as the developed countries.
4.1.2. The professional supervision nature of the supervision over governments makes it impossible
to equate itself with the educational administrative policies
The educational supervision over the government of China’s educational supervision organizations
is the exercising of the professional supervision’s functions and powers, the basic point of which is not
decision-making but supervision. This kind of supervision action is the action that the educational
administrative body performs its official duties according to law. It cannot be equated with the
educational administrative decision-making action in theory or in practice, subjectively or objectively.
In the operation of decision-making, it needs a core of decision-making body to make the choice. The
educational core of decision-making body should be the educational administrative department, whose
actions of formulating the general or specific principles and educational policies and carrying out the
educational management are the important decision-making actions. While China’s educational
supervision organizations are only the organizations that can conduct the professional supervision
over the educational organizations of decision-making core, and they are specific administrative
functional departments. This kind of supervision gives counsels to the educational organizations of
decision-making core by means of investigations, reports, summaries, circulars, consultation,
evaluation and direction so as to help them improve their decision-making level and correct their
decision-making errors and promote the practical results. Thus, the functions and powers of the
supervising the government by the educational supervision organizations cannot be confused with
those of the educational administrative decision-making.
4.1.3. The professional supervision is also the important content that the responsibility government
performs its functions
China’s ongoing reform stresses that we should establish a mechanism for the exercise of powers
featuring reasonable structure, scientific distribution, rigorous procedures and effective restraint so as
to tighten supervision over powers in terms of decision-making, execution and other links and ensure
that the power entrusted by the people is truly exercised for their benefits, and make the decisionmaking process more scientific and democratic. In regard to major issues that are highly professional
and technical, the expert consultation, the technical consultation and decision appraisal must be
carefully carried out. In exercising the educational power, it is necessary to improve the supervision
mechanism. While the educational supervision is an indispensable professional supervision system in
improving the government’s administrative duties to education. In practice, this kind of system is the
self-organized supervision that is implemented by government departments, which is the
manifestation of performing their duties of their own will. It can facilitate the power supervision over
the links of educational decision-making and execution and it can also improve the effectiveness of
educational decision-making by means of the expert consultation, technical consultation and decision
appraisal. The professional supervision exercised by the educational supervision does not contradict
the supervision exercised by the organizations and departments such as the public and so on, whose
differences lie in the supervisory angels and bodies.
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4.2. Enhancing the sense of responsibility and key points of the educational supervision
organizations
Exercising the professional supervision by the educational supervision organizations as the
administrative body is the necessary requirements for exercising their functions and powers. To
achieve this goal, the educational supervision organizations must enhance their sense of responsibility
and make clear the key points of it. In view of the sense of responsibility, both the supervision over
schools and the supervision over governments are the requirements for educational supervision
organization’ s functions and powers and they are the powers that are entrusted by the state and the
duties that must be implemented by educational supervision organizations. As the educational
supervision organizations, there is no choice. But at different historical stages, owing to different
working emphases and problems, the emphasis on the educational supervision will also be different.
With a view to the particular conditions and stages of China’s weak developing foundation at present,
from the perspective of the supervisory objects, the emphasis should be put on supervising
governments; from the perspective of the supervisory means, supervising governments should apply
supervision and inspection, while supervising schools should apply evaluation and direction.
4.3. Enhancing the quality of the educational supervisory personnel and making the supervision
more scientific
Exercising the professional supervision’s functions and powers requires that the supervisors should
have high quality and master the basic management theory, educational policies and laws as well as
supervising skills and make the supervision more scientific. As far as the requirements for the
supervisors in developed countries are concerned, the practical basis and theoretical basis are two
inseparable requirements, and the starting point of the supervising training is relatively high. For
example, the United States requires that the supervisor should have the doctor degree and get
educational practical experiences for several years. Early in the tens of the 20th century, Ellwood P.
Cubberley and other two people conducted their doctoral dissertation research about the educational
finance in Chicago University, which laid a good foundation for the improvement of the educational
supervisors’ training and the educational supervision system (Callahan, R.E., 1962,p.180-181). Later,
Chicago University and Harvard University offered the course in educational management to train
educational administrators in such fields as educational supervision (Callahan, R.E., 1962,p.188-189).
Supervisors in France belong to the first grade and A category of the government office workers and
they need to experience strict examinations and should have doctor degrees (China’s Investigation
Group of National Educational Supervision, 2002).
In regard to the useful experiences of foreign countries, it is necessary for China to enhance the
qualities of educational supervisory personnel so as to raise the levels of academic credentials and
working capacities of educational supervisors and make them capable of undertaking the educational
supervision’s responsibilities in reality.
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Abstract:
Based on Vygotsky’s theory of social-cultural development, reciprocal teaching
(RT) was designed to promote poor comprehenders’ reading comprehension
(Palincsar & Brown, 1984). Teacher and students take turns leading a dialogue
concerning sections of a text.

Through this social interaction and the expert

scaffolding that the teacher provides, the students gradually learn to use four reading
strategies (predicting, questioning, clarifying, and summarizing) to analyze meanings
in texts and to monitor their own thinking processes. Previous studies found RT to
be effective for children of diverse abilities, for children from the fourth grade on, for
group sizes ranging from 2 to 23, and when it is combined with direct instruction
(Hart & Speece, 1998; Rosenshine & Meister, 1994; Takala, 2006).
In Taiwan, the traditional elementary literacy instruction has long been criticized
for its focus on the training of decoding skills. Comprehension-oriented instructions
are called for by local researchers and RT is one of the instructions which is strongly
recommended.

However, the relatively large class size of Taiwanese elementary
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schools (25-35 pupils) could become a problem when we introduce RT into the
Taiwanese elementary classroom.

With that many pupils in one classroom, some

students, especially those with reading difficulties, might have little chance to get
involved in the social interactions.

Modifications to accommodate RT to the

Taiwanese school context are obviously needed. The purpose of this study, therefore,
is to adapt RT for the Taiwanese elementary classroom and to examine its effects on
strategy use and comprehension of sixth graders with different reading abilities.
The modified RT in this study consisted of three stages: direct instruction of
strategies, small group RT, and whole-class RT.

In the first stage, the teacher

introduces the four strategies, explains why, when and how to use them explicitly, and
models the mental processes when he or she reads by thinking aloud. Then several
high-ability students are invited to follow the teacher’s example to lead the dialogues
with teacher scaffolding provided. It is designed to make sure that there are enough
students who are familiar with the RT procedure and are able to take the leading role
of the small group in next stage.
formed.

In the second stage, heterogeneous groups are

Each group consists of 4-5 students with diverse abilities and at least one

student in each group has been trained in the first stage.

In each group, the trained

“teacher” leads the dialogue at the beginning, but as the other group members become
familiar with the strategies, they start to take turns assuming the leadership role.

The

teacher circulates throughout the room to visit each group’s discussion and to provide
feedback and facilitation when it is needed. Finally, in the whole-class RT stage, all
students join the class discussion and take turns leading the dialogue.

The teacher

fades into the background to monitor and provide feedback.
To examine the effects of this modified RT, this study employed a
quasi-experimental pretest-posttest control design.

The participants were students

from two sixth-grade classes in an elementary school in Kaohsiung County, Taiwan.
One of the classes was randomly assigned to RT group (N=25) who received RT
instruction. The other class was assigned to the control group (N=26) who received
traditional teacher-centered reading instruction. The intervention lasted for 7 weeks,
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3 sessions per week, for a total of 21 sessions. The students in each group were
further divided into high- and low-ability group according to their scores on a
standardized comprehension test.

Tests of reading comprehension and the use of the

four reading strategies were administered before, right after, and 3 weeks after the
instruction.
Two 2 (instruction) x 2 (reading ability) ANCOVAs were conducted to examine
the posttest and delayed posttest effects on strategy use.

The main effects of

instruction and reading ability were both significant on the posttest as well as the
delayed posttest, but the interaction effects between instruction and reading ability
were not significant.

These results indicated that after the variance of pretest score

was accounted for, RT group had performed better than the control group and the
high-ability students scored higher than the low-ability students in strategy use right
after the intervention and 3 weeks after the intervention, while the effects of RT on
strategy use did not differ for the two reading ability groups.
Another two 2 (instruction) x 2 (reading ability) ANCOVAs were employed to
examine the posttest and delayed posttest effects on reading comprehension.

The

main effects of instruction were significant on the post-test as well as the delayed
post-test, but the main effects of reading ability and the interaction effects between
instruction and reading ability were not significant for both posttest and delayed
posttest. The results suggested that, after the variance of pretest was accounted for,
RT group performed significantly better than the control group on the comprehension
posttest and delayed posttest, and the effects of RT did not differ for the high and low
ability groups.
In summary, after the RT intervention, no matter how well the children read at
the beginning of the intervention, the sixth graders in this study learned to use the four
strategies more effectively than before and they gained deeper understanding of the
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text meanings.
discussed.

Based on the results, educational implications of this study were
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What Great Principals
Do Differently

Based on the Work of Dr. Todd Whitaker

Author: Jan Gibson Miller, Ed.D.
Co-Author: Denise Knight, Ed.D.

What Principals Do When
No One is Looking
by Jim Grant and Irv Richardson

What Do Great Leaders
Do Differently?




Think about a great leader in
your life – What is it about that
person that makes them great?
Share your thoughts – Think,
Pair, Share
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What Great Principals Do Differently
5 Things That Matter Most!!
 Great vs Good
 It’s People, Not Programs
 Treat Everyone with Respect,
Every Day, All the Time
 The Principal is the Filter
 Teach the Teachers & Hire
Great Teachers

Great vs Good





We often hear that we can learn
from anyone
Studying Effective Principals
Effective Principals do many
things other principals do not
What we really need is for all
principals to be like the best
principals!
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How do they lead people to
accomplish the important work of
the school?

It’s People, Not Programs





Outstanding principals know that
if they have great teachers, they
have a great school; without
great teachers, they do not have
a great school!
School Improvement is Easy!
Two Ways to Improve Our
Schools



Get Better Teachers
Improve the Teachers you have

Treat Everyone with Respect,
Every Day, All the Time


Effective principals treat people
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with respect!
The real challenge is to treat
everyone with respect every day
– and great principals do!
We never forget that one time?!
Perception becomes Reality –
One Way or Another
Take a Positive Approach Each
Day
Too Much Nice???? Never!

The Principal is the Filter







Effective principals understand
that they are the filters for the
day-to-day reality of the school.
How is your day going?
The angry parent
Raise Those Test Scores!
When the principal sneezes, the
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whole school catches a cold!

Teach the Teachers &
Hire Great Teachers






The most important people in the
school are the students!
However, outstanding principals
know that their primary role is to
teach the teachers and hire great
teachers!
Great principals focus on
students – by focusing on the
teachers.
The only ways a principal can
improve a school are to hire
better teachers or to improve the
teachers who are already there!

Teach the Teachers &
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Hire Great Teachers










Teachers Do the Best They
Know How
The Test Score Dilemma
The Poor Lecturer
We Can’t Teach from the Office
Get Teachers into Each Other’s
Classrooms
The Talent Exchange
The Great Principal’s Goal
Wanted: Leaders
Hire for Talent

What Great Principals Do
Differently


“The position of principal requires
people to exhibit exceptional skills in
being all things to all people all the
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time” – Dr. Karen Dyer, JSD – Spring
2008.
Principals who are effectively leading,
managing, and having a daily impact
on their school communities are quite
talented at the “professional juggling
act”.
Ordinary People doing Extraordinary
Things! http://www.teachertube.com/vi
ew_video.php?viewkey=21197b7b7b
e3c0867861&page=1&viewtype=&cat
egory=

Thank You!
What will you do to be great?


Contact Information:




Dr. Jan G. Miller
jmiller@uwa.edu
205-652-3445 work 601-527-0551
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cell
Dr. Denise Knight
dknight@uwa.edu
205-652-3801 work 601-616-1175
cell
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The 2nd Year Study on the Current Statues of Preschool Bilingual Education in Taiwan
Chwen Chyong Tsau, ¹ Chu Ling Li, ² Chia Hua Hao³
Abstract
Since English has become global language, learning English has become a matter of great
concern to many parents of young children in Taiwan. In 1997, our Ministry of Education
(MOE) also made it a practice that English as a compulsory subject should be started at the 5th
grader. As this new policy began to take effect, more and more parents saw it a matter of
urgency to send their young children to the preschools which offer Bilingual education in order to
let their children receive English education at a very early age. But, to stop this new wave of
English learning fever, the government meanwhile began to ban the teaching of English at
preschools, though, ironically speaking, it was the government that had started all this English
frenzy. Hence has raised the hot debate of the appropriateness to have young children learn
English. In fact, even scholars’ and educators’ opinions concerning the issue in question have
remained divided. This three-year research, therefore, aims to tackle issues of bilingual
education in preschools and to explore the effect of bilingual learning on children’s language
abilities, language development, and their academic achievement.
And from the 1st year report, we found the curriculum and teaching practice in Taiwan
showed diversified but became systematic, higher qualified native teachers for English teaching
were also emphasized in order to follow certain education policy and to integrate into all Chinese
teaching activities yet still needed improving. Besides, there were no statistically obvious
differences among all kinds of bilingual education or English teaching model as well as all kinds
of difference preschool education models.
This 2nd year study was to clarify the influences of bilingual education on young children’s
Chinese and English abilities, and to understand the influences among different English teacher’s
qualification background. Purposive sampling was chosen to invite the preschools that willingly
be tested for 4 kinds to language test and be observed during English lessons. Pre-and-post
experimental design, observational analysis, and half-structured interview were adopted, data was
analyzed through one-way ANOVA, descriptive statistic analysis. The results showed that the
experimental group (3 preschools, 151 pupils) had better scores on Chinese perceptive ability
（PPVT-R）than the contrasting group (3 preschools, 76 pupils). Their Chinese expressive ability
scores were slightly worse than the contrasting group, and showed no obvious statistic-difference.
Their English abilities scores on PPVT-4 （English perceptive language ability）and EVT-2
(English expressive language ability) showed that foreign teacher’s teaching and class-group
learning style were advantageous for young children to learn English, yet Chinese teachers and
small group learning style were benefit for young children’s Chinese language development.
Further class-observation analysis has been continuing currently in order to understand deeply the
differences of the influences of English teacher’s qualification background on young children’s
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Chinese and English language abilities.
Key words: bilingual education, English teaching for young children, teacher’s qualification
background, teaching strategies, teacher-student interaction
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Abstract
Employers, educators, governmental agencies and others have expressed concern that a
substantial number of employees do not have the literacy skills needed to be successful in the
workplace. Therefore, the purpose of this paper was to describe the importance of literacy skill
development within career education curricula. More specifically, a discussion of the philosophy
of career education and a literacy instructional model applicable to career education are
presented.
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Career Education Through Literacy Skill Development
By: Frederick W. Polkinghorne, Ph.D. (ABD) and Sally Arnett, Ph.D.
INTRODUCTION
Career education, like most of the education establishment, has been in reform for well
over 20 years (Lynch, 2000). Career education in the United States first garnered federal support
with the passage of the Smith-Hughes Act (1917). The underlying philosophy for business and
technology education was to provide society with workers with the types of skills needed at the
time (Prosser & Allen, 1925). Wirth (1971) reported the philosophical foundation for career
education should change in perspective to meet the current needs of a nation and its people.
Career education rapidly expanded in the United States after the federal government
appropriated funds for the development of career education. In 1934, George Counts
hypothesized the rapid expansion and excitement surrounding the beginning of career education
in the United States occurred without a clearly formulated plan. Counts (1934) believed the
education system, to assist in economic development, would need to be fully developed in both
method and content. Given that career education was developed to meet the economic needs of
the United States in the early 1900’s, the questions that arises are, what are the current needs of a
global society and is a philosophical foundation change for career education needed?
PURPOSE OF CAREER EDUCATION
To answer if a philosophical change is needed in career education, an examination of the
economic foundation is needed. The interconnectedness of the global economy is becoming
quite apparent. The recent financial crisis, resulting from monetary factors in the United States
has impacted the economy of all countries. Given the economic foundation for the
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interconnected workforce of the world, an emphasis on the comprehension of written and
symbolic language is increasingly necessary.
Former United States Federal Reserve Board Chairman Alan Greenspan at the 2000
National Skills Summit suggested workers are being encouraged and required to strengthen their
learning skills (Greenspan, 2000). This change in the workforce requires learners to
continuously further their education (Judy, D’Amico & Geipel, 1997). In addition, the culture of
the workforce has shifted from providing a stable employment, reasonable wage and fringe
benefits to a highly competitive global era of employee lay-off, plant closure, and streamlined
manufacturing process (NASWB, 2002).
In the United States today, less than 20 percent of the workforce are in jobs classified as
unskilled (such as assembly line operators), 60 percent are in skilled occupations, and 20 percent
in professions (Lynch, 2000). Given these statistics, Carnevale and Fry (2001) indicated
employers will soon have to make a difficult choice between investing in the least skilled and
most skilled workers (p. 6). In the early 1900’s, manufacturing was the industry for which the
greatest numbers of high school graduates were trained in the early development of career
education. However, the most sought after jobs in the 21st century are technical jobs, which is a
shift away from manufacturing positions (Imel, 1999; Judy, D’Amico & Geipel, 1997).
In the current decade of increased global competitiveness the need for highly skilled
workers with both technical and academic skills is igniting a new philosophical debate in career
education. This debate is centered on the idea of an integrated curriculum. The philosophy of an
integrated curriculum is much like the foundation suggested by Eugene Davenport (1909), then a
professor of agriculture education at the University of Illinois, who indicated the education
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system must be designed to meet the needs of both “learned professions” and “train[ing] for
common things” (p. 1).
It is suggested the key to remaining economically competitive in is the ability to
distribute education and training in schools (Carnevale & Fry, 2001). In response to the decrease
in number of high-wage low-skilled manufacturing jobs, the international workforce is
increasingly requiring schools to shift their curriculum to an integrated approach where students
acquire both literacy and career skills (Judy, D’Amico, & Geipel, 1997; Plucker, Zapf, &
Spradlin, 2004).
Business leaders have criticized the educational system for producing graduates deficient
in literacy skills (Santaniello, 1990). In fact, the literacy skills of the United States secondary
school population were so poor that only 8% of sophomores were able to demonstrate an ability
to make complex inferences or evaluative judgments in reading (Ingels, Burns, Chen, Cataldi, &
Charleston, 2005). In addition, The Nation’s Report Card ™ shows that overwhelmingly the
United States is reporting a decline in the number of students scoring in the advanced reading
proficiency category and an increase in the number of students scoring in the basic reading
proficiency category in the eighth grade as compared to the achievement of fourth graders (Perie,
Grigg, & Donahue, 2005).
As a result of declining skills in literacy, an increasing number of employers are
assessing foundational skills, primarily in literacy, prior to hiring employees (Saterfield &
McLarty, 1995). Some career educators blame teachers in the pre-collegiate schools for not
preparing students with adequate literacy skills; however, blaming pre-collegiate teachers does
not solve the problem for workers who lack adequate literacy skills. One solution, espoused by
Dupuis and Merchant (1993), is to integrate literacy in career education courses. The drawback
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to this approach is that it requires that career educators have the ability and desire to teach
literacy skills in their courses. With the emphasis on testing students’ basic skills such as literacy
in all levels of education and training, academic teachers as well as career educators are being
asked to emphasize basic skills in their courses.
To help address that problem, some people have recommended the integration of basic
skills across the entire curriculum. The intellectual framework that supports career education
through literacy skills development was espoused by Stone, Alfeld, Pearson, Lewis, and Jensen
(2006), researchers who tested the effect of such integration of basic skills. Their study validated
the fact that students’ exposed to an integrated academic curriculum increased basic skills
achievement without having a loss in content comprehension.
LITERACY SKILL DEVELOPMENT THROUGH CAREER EDUCATION
It was reported that literacy instruction integrated into career education courses
contextualizes broad academic concepts. Literacy instruction in career education may occur in
one of two methods: implicit or explicit. However, research had reported the development of
reading comprehension skill did not develop adequately without explicit instruction. Based on
research from the National Reading Panel and the International Reading Association, explicit
literacy instruction is identified as the best choice for effective integrated curricula (Kamil, 2004;
Moore, Bean, Birdyshaw, & Rycik, 1999).
Explicit literacy instruction requires career educators to tell learners how and why to
read. Only when career educators empower learners with the rational for literacy will an impact
on the literacy performance of learners be recognized. The remainder of this paper provides a
model for literacy skill development through literacy education. The literacy instructional model
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utilized is the KWL instructional strategy (Ogle, 1986; (see Figure 1)). Ogle developed the KWL
method in 1963, and it is still widely used as an instructional model today.

Figure 1: KWL Instructional Model Graphic Organizer
K-W-L Chart
K

W

L

What I Know

What I Want to Know

What I Learned

The KWL is an acronym for know, want to learn, and learned. The KWL is a three step
process (a) career educators activate learners' prior knowledge by asking them what they already
Know, (b) then learners set goals specifying what they Want to learn, and (c) after reading
learners discuss what they have Learned.
For example, in one instructional plan students could be asked to reflect on how to locate
client data. Then, the learner would be asked to identify what they already (K)now about locating
client data. The next step in the process is for learners to indicate what they (W)ant to learn about
locating client data. Finally, learners utilize written materials to answer the questions listed in the
(W)ant to learn step of the KWL model. The final activity in the plan is for learners to
summarize the content learned and subsequently share with other what they have learned.
As a result, students apply higher-order thinking strategies which help them construct
meaning from what they read and help them monitor their progress toward their goals.
Following the instructional model learners would understand how they locate client data, utilize
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instructional material to determine other methods of locating client data, and finally demonstrate
their understanding of locating client data. This method has been empirically shown to increase
both literacy and career education skills.
CONCLUSION
In a relatively short time, the world has evolved from an industrial economy to a
knowledge-base economy. As the demands and the needs of the economy have shifted, a new
method of preparing the workforce is needed. Career education is a key to ensuring that students
obtain the necessary skills that employers need to compete in the 21st century. One of the most
concerted concerns among employers is that candidates lack appropriate literacy skills. Literacy
skills are needed in every aspect of every occupation- through reading manuals, communicating,
and listening.
Career education curricula provide students with the opportunities to apply essential
literacy skills into a relevant context. Building a cadre of educators who understand the process
of literacy integration in a contextual course is required to prepare learners for the workforce.
Empowering career educators with the rationale of literacy integration and providing a literacy
instructional strategy, is a step towards meeting America’s workforce needs.
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For years experiential education has been utilized in wilderness education programs and a variety
of experiential methods have been used in medical and health education practices such as
pharmacy. With the emerging healthcare issues more universities are developing health sciences
educational programs. Due to the amount of required education, experience, and specializations
needed by employers, experiential programs are being created in the health sciences area in order
to produce professionals and pre-professionals with more knowledgeable experience. Health
Sciences encompasses many facets of healthcare education; anywhere from pre-therapy degrees
to pharmacology degree programs. By creating experiential education programs for health
sciences degree programs, students are able to shadow, research, and have hands on working
experience while working with healthcare practitioners, researchers, and administrators in the
healthcare setting. By learning from experiences, students are able to comprehend skills in real
life settings from professionals in their chosen field.
What is experiential learning? John Dewey first proposed an educational design of a theory of
experience (Kolb & Kolb, 2005). He made it clear that by experiencing something there is a
linking process between action and thought (Beard, 2006). Many authors have since written
about the connection between experience and learning. Beard (2006) defines experiential
learning as the sense-making process of active engagement between the inner world of the person
and the outer world of the environment. In the Experiential Learning Theory (ELT) model,
learning can be defined as the process whereby knowledge is created through the transformation
of experience (Kolb & Kolb, 2005). In a sense, it can be thought that experiential learning is
done by one’s self through experiences. However, it is important that the students are exposed to
an educational setting pertaining to their scope of practice; therefore, experiential personnel are
needed. In an experiential program, teachers and/or experiential directors are accountable for
their students; therefore, programs are being developed where students can be monitored by
educators (preceptors) within their chosen field. Much like didactic education that incorporates a
clinical aspect; students are going out to real life situations and experiencing the true meaning of
their job. Off-campus field experiences are becoming part of schools’ educational curricula
(Gochenour, T., 1993), thus making it so actual educational programs dealing completely with
“hands on” active learning are being created.
What model is the best for creating an experiential educational program? David A. Kolb and
others created an Experiential Learning Theory model that consists of four elements
continuously cycling: concrete experience, observation and reflection, forming abstract concepts
(conceptualization), and active experimentation (Kolb & Kolb, 2005). Kolb stated that this is a
learning cycle that can begin at any one of the four points and should be a continuous spiral. The
entire theory is built on six propositions. The six propositions can be summarized as: learning is
a process that includes feedback; learning is relearning; learning requires the resolution of
conflicts through reflection and action and feeling and thinking; learning is a holistic process
requiring thinking, feeling, perceiving, and behaving; learning occurs from transactions between
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people and the environment; and finally, learning is a process of creating knowledge (Kolb &
Kolb, 2005).
How can this model be applied to a Health Sciences degree program? As previously stated, there
are many different types of health sciences degree programs and there may be no cookie cutter
way to create an experiential program. However, by using Kolb’s model and incorporating
courses within the program that utilizes experiences in and out of the classroom to enhance
classroom information, students will be more prepared than students that take only the courses.
Experiential programs can incorporate activities such as service learning projects, cooperative &
collaborative learning, cooperative education, internships, study abroad programs, and outside
presenters/roundtable discussions in conjunction with programmatic courses where students can
reflect on the experiences through writing and course discussions. This in turn will allow the
students in a health sciences degree program to have a more knowledgeable understanding of the
healthcare setting as it is evolving today.
Health Sciences Experiential Education Overview Model
The following is a model incorporating Kolb’s theory, as well as incorporating a yearlong senior
capstone experience in a health sciences setting.
The Experiential Education Program consists of a five-semester sequence of courses that along
with other semester experiences prepares students for a yearlong senior capstone experience in a
healthcare or research setting. The series of five courses, Issues in Health Sciences, engage
students in both experiential and didactic work to develop the knowledge base, skill sets, and
professional experiences necessary for success in a health sciences related field.
The senior capstone experience allows each student to demonstrate the capacity to bring
information, skills, and ideas to bear on one significant project. The Capstone Experience for a
Health Sciences program will depend on the track that has been chosen (pre physical therapy
versus healthcare administration). The Issues in Health Sciences courses within the curriculum
along with other experiences will lead up to their chosen capstone. Prior to starting a capstone
experience students will be engaged in small shadowing and reflective assignments in
conjunction with their Issues in Health Sciences Courses in order to introduce students to the
healthcare system and the issues within it, allow students to network with potential capstone
preceptors, aid in the development in clinical practice skills, and to provide a better
understanding of what their senior capstone could entail.
The capstone experience will consist of students completing 2 semester experience courses
where they must obtain 150 hours each (300 total for two semesters) of project work with a
healthcare practitioner, researcher, or administrator. Weekly reflection papers about the
experience will be written by the students. Capstones will take the form of research projects or
another type of project developmental idea such as a healthcare marketing tool. At the end of the
final semester students must write a brief description of their project and conduct a formal
presentation of the capstone experience.
Possible capstone experiences include working with those involved in pharmaceutical and
biotechnology research and development, hospital and health services administration,
rehabilitation and therapeutic services, diagnostic services, and other medical based practices
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such as dental, optometry, podiatry, orthopedics, and general medicine. Capstone experiences
and other experiential learning can be conducted by using components such as mentoring
programs, service learning programs, cooperative and collaborative learning, internships, and/or
cooperative education programs.
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Abstract
Graduate teacher education programs focus on developing professional teachers’ pedagogical skills and
professional knowledge, however they may also require a thesis. The thesis requires that graduate students
have an understanding of research methodologies that are often not well understood by teachers nor are they
an inherent part of a teacher’s work. Many graduate programs employ a step-by-step approach in developing
an understanding of research beginning with reading and evaluating scholarly research, progressing to
writing synopses of related research, then evaluating and understanding research methods employed, before
finally producing original research.
This longitudinal international study came from a collaboration established at the International Society of
Teacher Education (ISTE) 2007 in Stirling, Scotland. The study describes the evolution of professional
teachers in graduate education programs as they become researching teachers. The progress of the
understanding of the role of research in education of professional teachers in a graduate teacher education
program in the western United States is described. The study describes the increasing the sophistication of
the students’ understanding of the role research can play in their professional life.
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The purposes of graduate study in education vary across programs and locations. Often, graduate education
programs focus on developing inservice teachers’ professionalism and pedagogical skills, however they may
also require a thesis or research project. The goals of individual students pursuing graduate degrees in
education also vary, with some students seeking understanding of research methods while others focus more
on advanced pedagogical knowledge. Graduate programs in education often offer multiple pathways for
many different types of students to meet their goals by offering a wide range of options for graduate projects
and theses. All of these projects require that students develop an understanding of research methodologies,
whether they participate as a critical consumer or a creative producer of research. It is therefore essential that
there is an understanding of the development of an understanding of educational research to enable faculty to
proactively guide their students to a mature understanding.
Transition to Teacher as Researcher
Graduate programs in education serve many purposes. For some, the program is a stepping stone to further
academic pursuits. For others, it is an opportunity to learn more about the craft and art of teaching. Still
others desire increased opportunities and remuneration associated with advanced study. Universities offering
graduate programs may struggle with the tension between developing inservice teachers’ pedagogical skills
and their understanding of research. The goals of being an effective teacher frequently conflict with the
objective stance of a researcher. “The primary goal of research is to understand; the primary goal of teaching
is to help students learn” (Wong, 1995a, p. 23). Therefore the teacher researcher is often faced with the
quandary of whether to merely observe or to try to change student behavior (Wong).
Some educational researchers have successfully resolved this tension. Wilson (1995) found that as a teacher
researcher she was more apt to consider questions such as “What might it take to help students learn in
meaningful ways?” and “Are my students learning?” (p. 20). This stance of a teacher researcher is more
progressive than traditional pedagogy and is more compatible with goals of educational research as a
reflective practitioner (Wong, 1995b; Reis-Jorge, 2005).
In a graduate program, in-service teachers are, in fact, expected to learn a body of knowledge about
meaningful inquiry and develop an understanding of criteria for quality research in order to be better
consumers. Wilson (2006) acknowledged the need for educators to become critical consumers and gain
research literacy. However, there is also a need to balance the depth and breadth, research and teaching,
disciplinary knowledge and knowledge of education. Wilson asserts that a “well-educated professional is
someone who appreciates, understands, consumes, and uses research that comes out of many disciplinary and
interdisciplinary traditions” (p. 316).
However important it is for the faculty in graduate programs to provide a broad perspective, Reis-Jorge
(2007) reported that teachers who had conducted both an informal mini-research study using data collection
methods likely to be used in their classroom practice (think alouds, observations, tally sheets) and a formal
study with more traditional methods much preferred the informal, practical approach. It is likely that in spite
of providing a broad perspective, teachers will view formal, systematic research as impractical. While
teachers were willing to conduct informal studies to understand their students and their own practice better,
most did not see themselves conducting formal research beyond the requirements of the program. Yates
(2004) asserts that the value of a thesis can be obscured by the process. However, those who go on to
academic positions have learned valuable skills. Those who do not go on certainly can investigate valuable
and practical research in the thesis form.
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The transition of graduate students from “passive consumption to active production” (Bean, 1987, p. 87) is
handled differently in various programs. Reis-Jorge (2007) identified three distinct conceptions of teacherresearch that can be used to define current programs or approaches. The first describes the traditional
university-based approach in which methodological and ethical standards are applied and teachers are
expected to adopt and be well-grounded in the basic and applied science research paradigms. Eisenhart and
DeHaan (2005) describe the elements of doctoral programs that meet this call, all firmly rooted in the
traditional science research methodologies. The pressure is certainly present for continuing and building such
graduate programs, even for inservice teachers. As consumers of research, teachers can benefit from being
well versed in this tradition (Yates, 2004).
The second approach defined by Reis-Jorge (2007) is reflective practice, contained within the classroom and
not necessarily shared. This type of activity is viewed by teachers as conducted for assessment and problem
solving purposes, rather than for research.
Finally, Reis-Jorge (2007) defines a new genre for teacher researchers that has a systematic approach, but
may not be confined to the conventions of university research. Methodologies are emerging and the audience
is certainly different. This “grass roots phenomenon” (p. 2), includes exploratory teaching, practical inquiry,
and focuses on questions derived from practice. The methodological criteria are grounded by the teachers’
expertise in interpreting information collected about students and do not rely on evaluation by academic
standards. Certainly the difference in expectations illustrates the difficulty teachers have in developing into
researchers; “the exigencies of teaching created a tension with the practice of research” (Wong, 1995a, p.
25). This tension is at the heart of the issue of practitioners conducting research.
In working with teaching professionals, there are factors which make the transition from teacher to teacherresearcher easier. Typically the students are adults with several years of professional experience upon which
to draw as they learn new concepts. Graduate students also are dedicated to education as evidenced by their
commitment to graduate study. On the other hand, these same focused professionals can encounter
difficulties making the transition from a personal to an intellectual perspective and from concrete experiences
to educational theories (Labaree, 2003). However, “good research and good teaching are both characterized
by inquiry and reflection” (Wong, 1995b, p. 23).
Development of an Understanding of Research
Reis-Jorge (2007) described an in-service B.Ed. (Honors) degree involving nine overseas teachers attending a
higher education institution in Britain. Development of an understanding of research proceeded through three
modes: reading, formal tuition, and immersion. Reading mode was characterized by researching and reading
literature. Formal tuition included formal instruction in research methods. The research methods focused on
question generation, use of questions as a vehicle for exploration of methods as well as library search skills.
The methods included observation, talk aloud and recall protocols, transcribing, coding and analyzing talk.
These skills were put to use in a small-scale research project involving designing, administering and
analyzing questionnaires, and developing and using observation schedules. Finally, the immersion mode was
a culminating experience in which participants were required to submit a substantial report of a small-scale
empirical study on a topic related to their specialist area.
In an investigation of understandings of research among 90 post-graduate preservice teachers in England,
Taylor (2007) found that students could be separated into three categories in terms of their understanding of
research. First were preservice teachers who were receivers of information about research who perceived
themselves as novices waiting to be taught by the expert teacher educators. The preservice teachers felt that it
was important to be informed about research if it gave them “up-to-date knowledge about educational policy”
(p. 7) and if it related to their area of interest and an identified grade. The second group of preservice teachers
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were those who viewed research as a collection of experiences about their own practice. The information
received in training classrooms from the professors was more likely to be evaluated as to how it related to
practical experience. One preservice teacher stated
It’s (research) but it needs to be analysed . . . it may not be directly applicable to
your classroom . . . so what you are doing on a day to day basis in the classroom
is sometimes more informative. (p. 9)
The final group of preservice teachers were the “critical engagers”, those who viewed “knowledge as
constructed and contestable, subject to modification and change through purposeful practitioner enquiry, in
order to raise questions, examine assumptions and suggest alternatives” (p. 10). The iterative relationship
between research and practice was understood and valued by these preservice teachers.
The purpose of the current ongoing longitudinal study is to investigate the development of the concept of
educational research among students, primarily professional teachers, pursuing a Master’s degree in
education. The research courses within the graduate program have been designed following Reis-Jorge’s
(2007) progression of reading, formal tuition, and immersion. The study further investigates the possible
relationships among Taylor’s (2007) categories of received research, research as experience, and critical
engagement.
Methodology
The current report is of the first year of a four-year longitudinal study investigating the evolution of the
teacher researcher based on work by Taylor (2007) in the United Kingdom; however, the participants in the
current study were mainly experienced teachers.
Participants
The participants were 81 students pursuing a Master’s of Education degree from a public university in the
western United States. Of the participants, 58 were females and 23 were males with an age range from 21 to
57 years old (X=35.48, S.D.=10.12). Three of the participants were preservice teachers while 55 were current
K-12 teachers (26 in K-6, 29 in 7-12), 13 were affiliated with the university, and 9 had other employment.
Instrument
The Concepts of Educational Research questionnaire (see Appendix) was adapted from Taylor’s (2007)
Becoming a Researching Professional questionnaire. Adaptations were made to make it applicable to the
current university setting and to align with educational organizations in the United States.
Procedure
The Master’s of Education Program at Weber State University has a four course, nine credit research strand.
The courses consist of
• Fundamentals of Graduate Study (MED 6000, 2 credits). The focus of the course is to develop critical
consumers of educational research through reading, critiquing and writing. Reading (Reis-Jorge,
2007)
• Conducting Educational Research (MED 6080, 3 credits). The focus of course is to develop an
understanding of the methods of educational research. Formal Tuition (Reis-Jorge, 2007)
• Developing a Project Proposal (MED 6085, 1 credit). The main objective for this course is to develop
a proposal for a project addressing a significant educational question that has usefulness and
applicability. Formal Tuition (Reis-Jorge, 2007)
• Master’s Project (MED 6090, 3 credits). The student, under direction of the project committee chair,
completes the project and writes up the results and discussion. Immersion (Reis-Jorge, 2007)
The questionnaire was administered during the first class session of the semester in the first three courses and
during the final project defense meeting for MED 6090. The current data set does not yet include any final
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project questionnaires as they will not be administered until the students have completed the research strand
progression.
The data were transcribed and coded according to existing themes in the data. Subsequent data will be added
to the data set as students progress through the Master’s program.
Results and Discussion
The survey queried participants about conducting, valuing, and using research. The results of this baseline
data indicate that few differences exist between students just beginning the program (enrolled in MED 6000)
and those who have completed approximately half the program (enrolled in MED 6080). Areas in which little
difference was seen included the responses pertaining to who values and uses research. When asked who
should value research, the vast majority (90% or more) of respondents agreed that research is a benefit to
stakeholders ranging from teachers to lawmakers (see Table 1).
In today’s educational climate in the United States, there is a great deal of emphasis on using scientificallybased research practices in the classroom. Most of the graduate students in the program understand the value
of research to a broad array of stakeholders in the educational landscape. They also see the usefulness of
research in many areas of their practice. Due to the focus on research-tested strategies, today’s teachers are
comfortable with the idea that educational research should be conducted, valued, and used to improve
practice.
Some differences were observed in responses pertaining to who conducts research and the impact of research
on practice. Most students saw that research is conducted by local, state, and national education leaders.
However, by MED 6085, respondents saw a wider variety of people as those who conduct research. Although
most respondents recognize academic publications as a source of research there was an increase in
recognition of other sources as respondents progressed through the program. For example, government
publications, professional development and peers were seen as research sources by more MED 6085 students
than others.
An important finding is the percent of respondents who view research as having a direct impact on their
work. In the more advanced courses, respondents reported a greater impact of research and described more
specific changes made. While one-third of MED 6000 students described a specific change to their practice,
nearly half of MED 6085 students described specific research-based changes to classroom practice (see Table
2).
As students progressed through the Master’s of Education program, they seemed to become even more aware
of the many people who conduct research and where reports of research can be found. It may be that the
continual exposure to research in the graduate classes leads students to view the world through the eye of the
critical consumer of research, recognizing the evidence of research in many different areas. As students
become more mature learners, they see the applicability of research in many more areas of their practice.
They also see how research can impact their role as a classroom teacher. Students read and apply educational
research for more specific purposes and recognize the need to change their classroom practice based on
current research.
The description of research conducted by students gets more sophisticated as they progress through the
program. Students in 6085 who have conducted some research have a concept of research that is beyond
novice. This practical experience leads to an increased understanding of the purposes and processes of
educational research This progression will become clearer as additional data is gathered including responses
from students as they complete their Master’s research project. As the current project progresses and more
students move through the full progression of research courses, it will be interesting to evaluate the
individual journey of each student.
Taylor’s (2007) categories of novice, practical experience, and critical engagers were used as a guide as the
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respondents’ explanations of the meaning of educational research were evaluated. Some similarities were
seen but also some differences, primarily due to the fact that the current respondents were experienced
teachers while Taylor’s participants were preservice teachers. The responses from the current study regarding
the meaning of educational research indicated groups of students who had a (a) novice understanding, (b) an
understanding focusing on practice or use, and (c) a view of research as a way to gain knowledge. There was
little difference by course (see Table 2).
Fewer than 15% of respondents in any course expressed novice ideas about research. The following is an
example of a novice explanation.
“I don't know but I would assume the method for conducting research would be the same or similar to
other research.”
Most respondents expressed the meaning of research as a process or use, a more advanced conception than
described above, but still not focused on gaining knowledge. Examples of practical explanations include the
following:
“to form a hypothesis statement or question - put the hypothesis to a group and track the data - have
the study repeated with similar results - put through peer reviews and published”
“to investigate using careful methodology and controls what creates the best probability for learning in
students”
The most advanced meaning of research, gaining knowledge, was expressed by approximately 25% of
respondents, regardless of course.
“you try a new teaching method to see if it is more effective. Ideally you can have a control group and
an experimental group and you are able to control the variables. Sometimes it is a little less formal but
you are still looking to see if you can get improved results.”
“it is a process which defines the standard of professional growth in any department or line of employment. It
is systematic and detailed accumulation of information and opinions concerning questions regarding topics
that will enhance processes or create new processes of thought and procedure”
These preliminary results reveal little about the evolution of teacher researchers. In evaluating the 10
participants who had completed more than one course in the progression during the year, some students’
responses moved to more complex conceptions (research as a means of gaining knowledge) while others
moved to more simple concepts (processes and use of research). It is unclear if this will continue to hold true
as data continues to be collected. If this is the case, the characterizations of the levels of understanding may
need to be re-examined.

2009 HICE Proceedings
Page 2049

References
Bean, J. P. (1987). An advanced research seminar in higher education. Teaching Education, 1(2), 8790.
Eisenhart, M. & DeHaan, R .L. (2005). Doctoral preparation of scientifically based education researchers.
Education Researcher, 34 (4), 3-13.
Labaree, D. F. (2003). The peculiar problems of preparing educational researchers. Educational Researcher,
32(4), 13-22.
Reis-Jorge, J. M. (2005). Developing teachers’ knowledge and skills as researchers: A conceptual
framework. Asia-Pacific Journal of Teacher Education, 33(3), 303-319.
Reis-Jorge, J. (2007). Teachers’ conceptions of teacher-research and self-perceptions as enquiring
practitioners – A longitudinal case study. Teaching and Teacher Education, 23, 402-417.
Taylor, A. (2007, June). Pre-service teachers’ views of research: A U.K. case study. Paper presented at the
annual seminar of the International Society for Teacher Education, Stirling, Scotland.
Wilson, S. M. (1995). Not tension but intention: A response to Wong’s analysis of the
researcher/teacher. Educational Researcher, 24(3), 19-22.
Wilson, S. M. (2006). Finding a canon and core: Meditations on the preparation of teacher educatorresearchers. Journal of Teacher Education, 57, 315-325.
Wong, E. D. (1995a). Challenges confronting the researcher/teacher: Conflicts of purpose and
conduct. Educational Researcher, 24(3), 22-28.
Wong, E. D. (1995b). Challenges confronting the researcher/teacher: A rejoinder to Wilson. Educational
Researcher, 24(8), 22-23.
Yates, L. (2004). What does good education research look like? Berkshire, UK: Open University Press.
Table 1
Users, Value, and Source of Research
Course
6000
N=35
n
Users of Research

6080
N=34
%

n

6085
N=24
%

n

%
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University Faculty

35

100.0

33

97.1

23

95.8

District Staff

29

82.9

26

76.5

21

87.5

State Agency Staff

33

94.3

28

82.4

21

87.5

US Department of Education

32

91.4

29

85.3

21

87.5

Myself (student)

35

100.0

32

94.1

23

95.8

All Educators

35

100.0

32

94.1

23

95.8

School Administrators

34

97.1

31

91.2

22

91.7

District Administrators

34

97.1

31

91.2

22

91.7

Policy Makers

35

100.0

31

91.2

23

95.8

University Faculty

34

97.1

32

94.1

23

95.8

Lawmakers

34

97.1

31

91.2

22

91.7

General Public

33

94.3

30

88.2

22

91.7

Academic Journals

25

71.4

30

88.2

20

83.3

Practitioners Journals

14

40.0

21

61.8

13

54.2

Value for Research

Source of Research
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Books

21

60.0

29

85.3

18

75.0

Government Publications

16

45.7

19

55.9

14

58.3

University Courses

24

68.6

27

79.4

20

83.3

Professional Development

22

62.9

23

67.6

19

79.2

Peers

26

74.3

23

67.6

15

62.5

Table 2
Research Experience, Impact and Conception of M.Ed. Students
Course
6000
N=35
n

6080
N=34
%

n

6085
N=24
%

n

%

Conducted Research
Novice

3

8.6

3

8.8

1

4.2

Literature Review

8

22.9

7

20.6

6

25.0

Project for Classwork

5

14.3

6

17.6

5

20.8

Action Research/Work Related

6

17.1

11

32.4

9

37.5

Research Impacts Practice
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Should/Could if Impact
Impacts Policies
Impacts Classroom Practice

12

34.3

7

20.6

1

4.2

4

11.4

9

26.5

8

33.3

17

48.6

14

41.2

11

45.8

3

8.6

5

14.7

2

8.3

22

62.9

16

47.1

15

62.5

9

25.7

9

26.5

6

25.0

Meaning of Research
Novice Concept
Process/Use
Gain Knowledge
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Appendix: Concepts of Educational Research Questionnaire
1. Have you had any experience conducting research? Yes No
If yes, describe
2. What does it mean to conduct educational research?
3. Who conducts educational research? (mark all that apply)
____ University faculty
____ School district administrators
____ State Office of Education employees
____ U.S. Department of Education employees
____ Other (specify) ___________________________________________
4. For whom is educational research valuable? (mark all that apply)
____ Me
____ All educators
____ School administrators
____ District administrators
____ Education policymakers (State Office and U.S. Department of Ed.)
____ University faculty
____ Lawmakers
____ General public
____ Other (specify) ___________________________________________
Explain your responses:
5. Do you think educational research impacts your work as a professional teacher?
Yes No
Please comment on your answer:
6. Have you changed your educational practice based on the results of educational research? Yes No
If yes, please describe:
7. How do you learn about the results of educational research? (mark all that apply)
____ Academic journals
____ Practitioner journals
____ Books
____ Government publications
____ University courses
____ Professional development
____ Peers
____ Other (specify) _______________________________________
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Toddler collaboration in early childhood settings.

Abstract
A considerable body of research has linked working collaboratively with others to
positive learning and interpersonal outcomes for students. Research exploring the
development of intersubjectivity between infants and their mothers has suggested that
infants are able to participate in mutual engagement with others at a very early age.
The focus of this review of literature, published in English language journals, is
toddler collaboration in early childhood settings. Literature is considered in relation to
five themes: social play, peer routines, play with objects, social pretend play and
greetings. Implications for the New Zealand context are briefly discussed.

Introduction
Lisa (22 months), Betty (27 months) and Ken (31 months) are climbing up and
jumping down from the little chairs, placed in a line by Ken in advance. After
having looked at the two other children making two jumps each, and ready for
her second jump herself, Lisa hums “Ali ali ali” in a singing, smiling manner.
She repeats this singing three times before she “counts” “fije-fem” (four-five)
and then makes her second jump too. Having landed, she laughs and exclaims
“Atti!” (fun!). “Ikke dutt” (don’t push), she says to Ken, before she radiantly
sings “ali ali ali” once more. Betty laughs at Lisa. Lisa laughs too and repeats
”Atti” (Lokken, cited by Lokken, 2000a, p.533).
This example from a Norwegian barnehage (daycare) seems to provide support for
Johnson and Johnson’s (1999, p.5) view that “[t]he human species seems to have a
cooperative imperative: We desire and seek out opportunities to operate jointly with
others to achieve mutual goals. Cooperation is an inescapable fact of life. From cradle
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to grave we cooperate with others in family, work, leisure and community by working
jointly to achieve mutual goals”. Significant numbers of children under three years of
age attend early childhood centres regularly. Therefore, one might hypothesise that
spending time with familiar toddler peers would provide opportunities for
collaborative interactions to develop.

Research over the last thirty years has emphasised the importance of collaborative
processes to learning and development (e.g. Johnson & Johnson, 1999; Rogoff, 1990,
1998). Nevertheless, research relating to very young children has largely focussed on
their collaboration with mothers (e.g. Rogoff, Mosier, Mistry & Goncu, 1993) and
their siblings (e.g. Dunn, 1988). Toddlers’ interactions with their peers seem less
often to have been the subject of research. This literature review examines how
research has informed our understanding of ways toddlers engage jointly with each
other in early childhood settings. Toddlers are defined according to Te Whāriki, the
New Zealand early childhood curriculum, as children between the ages of one and
three years (Ministry of Education, 1996).

Collaboration and learning
In agreement with Rogoff (1998), my definition of collaboration is the shared
thinking of people engaged in shared endeavour. Rogoff suggested that a central
notion of collaboration is “a focus on shared meanings in which people engage in
common” and that “collaboration does not imply harmonious relations but rather
some degree of shared thinking and effort” (p.726).
According to Greenfield (2002, p.50) “research indicates that negotiation of shared
understanding tends to follow a similar pattern at all age levels – formation of a social
bond, communication to share meanings, joint management by partners and reciprocal
contribution”.

Theory

and

research

relating

to

cooperative

learning

and

intersubjectivity have contributed to explanations of this process and links to
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children’s/students’ learning and development. In the following section I examine
these two concepts.

Cooperative learning
Johnson and Johnson (1999, p.5) have defined cooperative learning as follows:
Cooperation is working together to accomplish shared goals. Within
cooperative situations, individuals seek outcomes that are beneficial to
themselves and beneficial to all other group members. Cooperative learning is
the instructional use of small learning groups so that students work together to
maximise their own and each other’s learning [italics in original].
There has been considerable support for the view that working together in a
cooperative way results in higher levels of achievement than working individually or
competitively with others (e.g. Crook, 1998; Johnson & Johnson, 1999). However, it
seems group learning must be organised according to particular conditions for these
positive benefits to occur. Crook (1998) has emphasised the importance of this aspect
by commenting that little spontaneous collaboration happens in school classrooms.
Johnson and Johnson (1999, p.204) have identified the essential characteristics as
“clearly perceived positive interdependence, considerable, promotive (face-to-face)
interaction, felt personal responsibility (individual accountability) to achieve the
group’s goals, frequent use of relevant interpersonal and small-group skills, and
periodic and regular group processing”.
Johnson and Johnson (1999) maintained that the theoretical and the demonstration
research have affirmed the effectiveness of cooperative learning. “The research results
consistently indicate that cooperative learning will promote higher achievement, more
positive interpersonal relationships and greater psychological health than will
competitive or individualistic efforts” (p.218).
According to Crook (1998), three explanations of these positive outcomes have been
proposed. Firstly, that the organisation of the tasks means that group members need to
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articulate their thinking; secondly, that the process of negotiating consensus when
there are conflicts of views has positive benefits in enhancing understanding and,
thirdly, that the process allows for co-construction within the collaborative problem
solving. These explanations relate to three different theoretical perspectives that have
sought to explain the success of cooperative learning strategies. These theoretical
perspectives are “social interdependence, cognitive-developmental and behavioral
learning theories” (Johnson & Johnson, 1999, p.186).
Crook (1998, p.240) has argued the outcome oriented studies that have been used to
research this area have not illuminated the “social dynamic of ‘learning together”.
Consequently, he has proposed three important characteristics of collaborative
engagement: a sense of intimacy, provision of a rich supply of external resources and
the quality of prior interpersonal relations among group members. These
characteristics might conceivably be part of the shared engagement of toddlers. While
we know little about the prior interpersonal relations between Lisa, Betty and Ken a
sense of intimacy and the opportunity to use the furniture in creative ways are evident
in the episode reported.
While Johnson and Johnson (1999) have argued that the effectiveness of cooperative
goal structures has been established for all ages, other researchers have suggested that
younger children find this difficult (see, for example, Brownell & Carriger, 1998).
Crook (1998, p.143), on the other hand, has pointed to very young children’s
enthusiasm for engaging with others and “ask[ed] instead if there is very much early
learning that is not collaborative”.

He and Goncu have maintained there are

significant continuities between the intersubjectivity developed between infants and
caregivers and mutual engagement with peers (Crook, 1998; Goncu, 1998). This is
important because it provides confirmation of the view that toddlers are able to
engage collaboratively with others.

Intersubjectivity
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According to Rogoff (1990), intersubjectivity is “[t]he mutual understanding that is
achieved between people in communication […] emphasizing that understanding
happens between people; it cannot be attributed to one person or the other, in
communication” (p.67). While research on intersubjectivity has largely focused on
that occurring in mother-child interaction, it has also been discussed in relation to peer
interaction (Goncu, 1998; Rogoff, 1990).

Adult-child intersubjectivity
Trevarthen (1998) has proposed a theory of innate intersubjectivity. “[He] called the
expression of individual consciousness and intentionality subjectivity” and suggested
that “in order to communicate, infants must also be able to adapt or fit this subjective
control to the subjectivity of others: they must also demonstrate intersubjectivity”
(p.27). He has argued “[t]he idea of infant intersubjectivity is no less than a theory of
how human minds, in human bodies, can recognize one another’s impulses intuitively
with or without cognitive or symbolic elaborations” (p.17).
According to this view, during the prelinguistic stage of life sharing takes place only
within the context of affective expression in mother-child interaction. Trevarthen
(1998) has called this primary intersubjectivity. After about 9 months a
transformational shift occurs. With the development of language, the mother-child
pair is now able to share experiences about other people, objects and events. This has
been called secondary intersubjectivity. Other scholars have suggested instead that
adults act as if human infants were achieving some form of communication (e.g.
Kaye, cited by Rogoff, 1990). This view argues adult responses add meaning to
infants’ initially non-social behaviours (Braten, 1998; Rogoff, 1990).
Rogoff (1990) further suggested the point at issue between the two perspectives
appeared to be whether or not babies’ actions are “truly social” (p.76). She argued that
babies use a range of strategies flexibly to participate in meaning. “We should not
require babies to be able to explain themselves reflectively in order to credit them
with participating in meaningful exchanges, for that confounds reflection and action”
(p.76) and also “it is not necessary for very young babies to intend to communicate in
order for them to actually communicate” (p.82). Additionally, Rogoff (1990)
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ascertained that it is useful to consider the deliberateness with which infants
contribute to mutual engagement with others. She has suggested it is a characteristic
of intersubjectivity that is present from the beginning and develops over time.

Nevertheless, Rogoff (1990) asserted that assuming that intersubjectivity is innate
does not mean it does not change over time. In agreement with Trevarthen (1998),
Rogoff suggested that there are changes about the topic on which meaning is shared.
First partners share meaning about emotions and mutual engagement and later events
and objects separate from themselves. Then “[w]ith the availability of formal
language come possibilities for shared meaning in regard to events and objects that
are not present, and with increases in children’s knowledge and perspective come
engagement that is less closely supported by their partners and more tuned to the
skills and understandings of their society” (p.78).
Another perspective has been offered by Meltzoff and Moore (1998, p.49) who
maintained that early intersubjectivity grows through imitative games between infants
and others. They proposed that “the imitation of human actions is the first bridge
between the infant and others, and that imitation serves the dual functions of
differentiating the broad class of others into individuals and providing an early means
of communication with them” (p.49). Through participation in this mutual imitation
they have argued that infants develop a view of others first as persons with whom I
can share actions and later as persons with whom I can share goals and intentions.
Some authors have indicated that intersubjectivity also exists between peers (Goncu,
1998; Greenfield, 2002; Rogoff, 1990).

Intersubjectivity with peers
Goncu (1998) discussed intersubjectivity between peers in relation to social pretend
play. He has drawn similarities between the development of intersubjectivity between
mother and infant and its development within social pretend play. In seeking to
explain the development of intersubjectivity in shared pretend play he has drawn on
the argument that construction of a shared world is accomplished through a process
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called prolepsis (Rommetveit,1979; Stone, 1993; Stone & Wertsch, 1984 cited by
Goncu, 1998). Prolepsis entails two related presuppositions by participants in a
dialogue. In relation to the first presupposition presuming that the dialogue is sincere
is essential to the social pretend play to take place. With reference to the second, that
others share their knowledge, he argued that “ [d]oing so obliges children to make and
test assumptions about what their partners mean, thus creating intersubjectivity”
(Goncu, 1998, p.121).
Earlier play theory argued that pretend play only became social after three years of
age (Fein, 1986; Rubin, Fein & Vandenberg, 1983 cited by Goncu, 1998). Goncu
(1998) has asserted instead that between 18 months and 3 years children use non
verbal exchanges to communicate with each other in pretend play. He maintained that
“[w]hat may happen at about age 3 is not the emergence of intersubjectivity, but a
change in the prominence of different communicative means by which
intersubjectivity is constructed” (p.127). Goncu’s argument, therefore, is that toddlers
can and do collaborate with each other within social pretend play. The episode of
Lisa, Betty and Ken’s play described earlier suggests toddlers can and do collaborate
in other forms of play as well. This proposition will be explored further in the next
section.

Collaboration between toddlers
My review of research, which has been reported in English language publications,
indicated that toddlers’ joint interactions with peers have been studied regularly,
although not extensively from the 1970s in the United States, France, Italy, Norway,
and New Zealand (e.g. Brenner & Mueller, 1982; Brownell & Carriger, 1998; Corsaro
& Molinari, 1990; Greenfield, 2002; Howes & Unger, 1992; Lokken, 2004; Musatti
& Panni, 1981; Vandell & Mueller, 1980; Verba, 1994). These studies were
considered in relation to five themes: social play, peer routines, play with objects,
social pretend play and greetings.
The studies relating to the first of the themes, social play, include some from the
United States (Brenner & Mueller, 1982; Mueller & Brenner, 1977) and Europe
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(Musatti & Panni, 1981; Stamback & Verba, 1986). Examples of joint interactions
include: the giving and taking of objects (Brenner & Mueller, 1982; Musatti & Panni,
1981) curtain running, run-chase and run-follow (Brenner & Mueller, 1982; Musatti
& Panni, 1981) and joint play around large objects in the environment (Lokken,
2000a; Musatti & Panni, 1981: Stamback & Verba, 1986). Musatti and Panni (1981)
also described the way toddlers engaged in physical contact with each other, caressing
another child’s face or hands, or brought their own face close to the other child’s,
pushing or pulling parts of the other child’s body. They described the way these
actions were combined with smiling, vocalising, singing or exaggerated movements
apparently trying to console an upset peer.
The group of studies, which describe peer routines as defined by Corsaro (1997),
provide examples of the way joint play episodes can sometimes develop into routines
that are produced, repeated and embellished by toddlers. They report the results of
qualitative ethnographic studies that have identified peer routines developed by
toddlers in Italian and Norwegian daycare settings (Corsaro & Molinari, 1990;
Lokken, 2000; Musatti & Panni, 1981). These examples demonstrate toddlers’ ability
to participate jointly in routines they have developed themselves. An exuberant
emotional tone, as in the ‘chair routine’ described earlier, appeared to be a key
feature.
The third theme is play with objects. Two of the three studies were carried out in
French daycare settings (Verba, 1994; Verba, Stambak, & Sinclair, 1982), and
described toddlers playing together with toys and other small play equipment. The
third involved pairs of unfamiliar peers, in a laboratory setting in the United States,
trying to jointly work a specially constructed toy (Brownell & Carriger, 1998).
Brownell and Carriger (1998) have argued that there is a clear progression with age in
toddlers’ ability to collaborate with each other in problem solving. Conversely, Verba
(1994) maintained that the same interactional patterns (observation-elaboration,
guided activity and co-construction) were found for each age group between 13
months and 4 years.
The fourth theme is social pretend play. This group includes studies from the United
States in late 1980s and early 1990s (Howes, 1985; Howes & Unger, 1992; Howes,
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Unger, & Seidner, 1989), as well as two more recent studies one from Norway
(Lokken, 2000a) and one from New Zealand (Greenfield, 2002). They all involved
familiar toddler peers in early childhood settings (Greenfield, 2002; Howes, 1985;
Lokken, 2000a) or in their homes (Howes & Unger, 1992; Howes, Unger, & Seidner,
1989). The studies from the United States (Howes, 1985; Howes & Unger, 1992;
Howes, Unger, & Seidner, 1989) used a mixed design. The two most recent studies
(Greenfield, 2002; Lokken, 2000a) are examples of qualitative ethnographic studies.
This may account for the significantly different interpretations that, verbal recruitment
strategies appeared to be more effective than non-verbal recruitment or imitation
(Howes, 1985) and, in contrast, Greenfield (2002) and Lokken (2000a) both
emphasised the importance of the non-verbal cues. It seems possible that in the
process of categorising and quantifying the data collected in the mixed design, the
subtlety of some non-verbal gestures may have been missed.
The fifth theme is greetings. Only one study provided examples of toddlers
collaborating outside the bounds of what could be described as play (Lokken, 2004).
This was a qualitative study which focused on children’s greetings completed in one
Norwegian daycare setting. For me, one of the most striking aspects of this study is
the very different picture it presents of toddlers engaged in learning social courtesy
behaviours from that presented in Valsiner and Hill’s (1989) study of toddlers
learning to say goodbye. From the descriptions given the Norwegian toddlers
appeared interested and engaged in this everyday occurrence, confident in their own
knowledge and skills, and able to adapt to the needs of particular peers. In contrast,
the American toddlers seemed to lack knowledge and skills and be almost indifferent
to what was happening. Again, the nature of the study may provide an explanation for
the differences. Saying goodbye to a stranger (Valsiner & Hill, 1989) must surely
seem less meaningful to a toddler than greeting one of the nine other toddlers with
whom you spend five days a week (Lokken, 2004).
All the studies reported here provide clear evidence that toddlers do collaborate with
each other in early childhood settings. However, they appear to paint two different
pictures of the toddler, on one hand a child lacking in skills, on the other a socially
competent individual. Braten (1996 cited by Lokken, 2006) has described a paradigm
shift that has occurred in the view of the child since the 1970s. He attributed this
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change to a view of a socially competent child, at least partly, to that body of research
on the development of intersubjectivity in first year of life between children and their
adult caregivers, which was briefly referred to earlier.

The American research (Brenner & Mueller, 1982; Brown & Carriger, 1998; Howes,
1985, 1987; Howes & Unger, 1992; Howes, Unger & Seidner, 1989; Mueller &
Brenner,1977; Vandell & Mueller, 1980), completed largely from a Piagetian
theoretical perspective, has argued that collaborative skills develop over time thereby
depicting an unskilled toddler waiting for collaborative skills to develop. Much of this
research has focussed on identifying the sequence in which these skills emerge.
Inherent in this view is the argument that toddlers are unable to collaborate in the way
that older members of their communities do because their collaborative skills have yet
to develop.
Alternatively, except for the earliest French study (Verba, Stamback & Sinclair,
1982), the European research (Corsaro & Molinari, 1990; Lokken, 2000a; Lokken,
2000b; Lokken, 2004; Lokken, 2006; Musatti & Panni, 1981; Stamback & Verba,
1986; Vandell & Mueller, 1980; Verba, 1994; Verba, Stamback & Sinclair, 1982) has
been completed within a sociocultural frame, focussing on the activity in which the
toddlers are engaged as the unit of analysis. This research has revealed that toddlers
engaged with peers they know well, in activities of their own choosing in an openended and familiar context, demonstrated rich examples of collaboration. This view of
the toddler has been reflected in examples of toddler collaboration reported in some
New Zealand studies (Cowie & Carr, 2004; Greenfield, 2002; Wright, 2003).
In my view, there is more support in the research reported here for the view that there
are functional continuities between toddler collaboration processes and those of older
peers and adults. I am in agreement with Greenfield’s (2002) view that collaboration
follows similar patterns at all ages. However, it is apparent that the skills toddlers use
in this process are largely non-verbal. As indicated earlier, Goncu (1998) maintained
that what changes is not the ability to negotiate shared meaning but the
communication skills that children use in the process. Lokken (2000a, 2000b, 2004,
2006) has argued that a “toddling style” can be seen as toddlers’ distinctive form of
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communication and asserted that this style is recognisable in childcare settings in
toddlers’ “varied ways of running, jumping, trampling, twisting, bouncing, romping
and shouting, falling ostentatiously, laughing ostentatiously” (p.5).
Lokken (2000b) has applied an interpretation of these actions from the view of a
French phenomenological philosopher, Merleau-Ponty. She has suggested that a
possible interpretation from this view is “that through intentional bodily actions, the
toddler immediately understands him/herself and the world he/she is in without
having to reflect or talk about it” (Lokken. 2000b, p.531). She has maintained that the
most meaningful form of toddler peer play is based on physical motion rather than
cognitive fantasy play (Lokken, 2004) and that these toddler ways of being have a
role in the construction of games, rituals or routines, enhancing peer culture, peer
relations and community. This argument would appear to receive support from the
qualitative studies reported here.
Throughout the descriptions provided in the qualitative studies reported here, the level
of joy, enthusiasm and excitement was compelling. Another key feature was the
sympathy apparent for another’s feelings (Lokken, 2004; Musatti & Panni, 1981;
Wright, 2003). As indicated earlier, two important characteristics of collaborative
engagement according to Crook (1998) were a sense of intimacy and the quality of
prior relations among group members. These seem apparent in the toddler
collaborations revealed in these qualitative studies.

Some implications for the New Zealand context
Despite the developmental focus of some of the studies, the lasting impression is of
“competent and confident” friends (Ministry of Education. 1996, p.9) energetically
and enthusiastically engaged in joint endeavour. Their interpersonal relationships are
“up close and personal” (Wright, 2003, p.179). Wright identified such interpersonal
relationships between the caregivers and children and among the children themselves
as a key feature of the home based settings she studied.
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Other authors (Crook, 1998; Krechevsky & Mardell, 2001) have also underlined this
important aspect of group endeavour. Krechevsky and Mardell (2001, p.285) have
defined a learning group as a “collection of persons who are emotionally engaged in
solving problems, creating products and making meaning – an assemblage in which
each person learns autonomously and through the ways of learning of others”. The
toddlers, described in the studies reported here, appear to be members of such
learning groups.
However, the implications that can be drawn from my review for the New Zealand
context must be limited for a number of reasons. First, these are all Western studies
and therefore may not be relevant to other national or cultural groups. As Rogoff,
Mosier, Mistry & Goncu, (1993) have demonstrated, guided participation between
toddlers and mothers differed for different cultural groups. It seems logical to assume
that relationships between peers may also vary. It may be, therefore, that different
patterns of toddler collaboration occur, for example, in Kōhanga Reo or A’oga Amata
settings.
Second, many of the studies have an ethnographic qualitative design. While these
have yielded much rich data about toddler collaboration, qualitative studies cannot
be generalised beyond the setting in which they were completed. There has also been
little research within the New Zealand context. I believe there are a number of
different features in the New Zealand context to be considered. For example, only one
of the studies reviewed was completed in a mixed-age centre and yet that is quite a
common experience for toddlers in New Zealand.
Third, some of the studies are more than twenty years old and this raises questions
about their current applicability. Nevertheless, the striking similarities between
examples of collaboration described in some older and more recent studies would
suggest that the former continue to have some relevance for toddlers and their
teachers today. Finally, while toddlers are very apparent in this review, their teachers
are not. The review provokes careful consideration of the role of the early childhood
teacher. This, along with the limitations discussed above, would all seem to offer
fruitful areas for future research in the New Zealand context.
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Conclusion
The purpose of this review was to explore research literature around toddler
collaboration in early childhood settings. What has been revealed are toddlers who,
like Lisa, Betty and Ken in the episode described earlier, collaborated with joy,
enthusiasm, excitement and empathy for each other. Lokken’s (2000b) perspective
has been particularly illuminating not only in considering her own studies but also in
considering the earlier qualitative studies. Goncu (1998) has argued that what changes
is not the ability to collaborate but the communication skills used in the process.
Much of the research reviewed here demonstrated toddlers’ sophisticated use of nonverbal gestures and large body actions to engage in shared meaning and joint action
with their peers.
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Abstract
TEACHERS' USE OF DATA TO IMPROVE INSTRUCTION AND STUDENT
ACHIEVEMENT

The purpose of this paper was to determine the
effectiveness of training on increasing teachers’ use of
data to improve instruction and student achievement.
Results from a district questionnaire on data analysis
indicated that teachers did not use or understand data. As
well, standardized test scores fluctuated between the years
of 2003 to 2008. Community changes in demographics and
population caused the scores to decrease over time. Another
significant need was the achievement gap that existed among
subgroups.
The researcher sought to answer the following research
questions:
1. How did participating teachers analyze and use
standardized test data in their classrooms before the
training?
2. Did teachers demonstrate changes in teaching after
participating in the focused professional development
on data analysis?
The study was conducted over a 3-month period with weekly
training. The training included the use of a pretest to
determine baseline data and a series of workshops combined
with the use of focus groups, study teams, interviews, and
classroom visits. The study concluded with the
administration of a posttest used to determine the
effectiveness of training.
Based on the results of the score differential on the
pretest and posttest, teachers at the target school gained
a great deal of growth in using and understanding data.
Teachers made changes in classroom strategies and practices
to ensure that all students were successful.
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A Case Study of Case Studies Developed by Educational
Leadership Students
For over half a century the case method, borrowed from
the fields of medicine, law, and business
administration, has been employed in the preparation of
educational leaders. The ever-increasing demands on
educational leaders call for preparation that includes
multiple opportunities to apply theory and conceptual
knowledge to practice. What happens when graduate
students are asked to write and present their own cases
based on their own observations and experiences in the
field? This study brings a nested “ case ” approach as
it (1) describes case method as pedagogy, (2) provides
samples of case studies created by educational
leadership students, and (3) uses case study
methodology to examine the experience and learning of
the professor leading this case work. The process of
abstraction observed by the professor and reported by
leadership students as they engaged in the design and
discussion of their cases has potential to prepare
leaders to use a rational-analytical model in their
decision making (Kowalski, 2008).
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Abstract/Proposal
Intervention with low performing students in public education has shifted from a Student
Study Team process framed by a wait to fail model to the new mandates of No Child Left
Behind (NCLB) and Individuals with Disabilities Education Improvement Act 2004
(IDEIA) to a Response to Intervention (RtI) model. The emphasis on scientific researchbased intervention (SR-BI) is the current mandate in public education to support students
who do not meet state standards. As a result of NCLB and IDEIA 2004, higher education
teacher preparation programs are faced with the responsibility of instituting courses that
effectively prepare teacher practitioners to integrate RtI with cognitive neuropsychology
research as it applies to low performing students in the classroom. Well-prepared teacher
candidates will be able to provide the complete teaching necessary to ensure success for
low performing students. Just as RtI requires a strong link between research and practice,
effective teaching requires the same link; this link now needs to be incorporated into the
teaching preparation/practices culture.
Historically, child neuropsychology has not had a strong interface with education. In the
late 1990s, an interface between child neuropsychology and school psychology began to
emerge as evidenced by the establishment of the American Board of School
Neuropsychology in 1999. Based on the mandates of NCLB and IDEIA 2004, there is a
need to infuse the constructs of cognitive neuropsychology that have become part of the
higher education preparation programs for school psychologists into higher education
teacher preparation programs as teachers are the frontline interventionists under the RtI
model. In the past students were identified for interventions/services based on normreferenced assessment (administered by school psychologists). The new mandates require
students be identified for intervention utilizing a tiered model based on curriculum-based
assessments (typically administered by teachers). The challenge this presents to teacher
preparation programs is the shift from norm-referenced assessment to curriculum-based
assessments as the basis for effective determination, implementation and evaluation of
interventions. This shift makes it crucial for teachers to understand the brain-based
connections between assessment data and the development of effective scientific
research-based interventions.
This workshop will provide the participants with (1) a description and rationale for the
paradigm shift; (2) a basic framework of cognitive neuropsychology constructs as they
apply to reading, math and written language disorders; (3) examples of scientific
research-based interventions; and (4) a model higher education teacher preparation
program.
Theoretical Framework
The theoretical frameworks that guided this collaborative effort include constructivist,
teacher transformation, and self-efficacy. The practitioners facilitating this workshop
believe that, in order to effectively intervene with low performing students, higher
education must prepare teacher practitioners to integrate RtI practices with cognitive
neuropsychology.
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Objectives
(1) Increase awareness of paradigm shift for intervention with students based on
current legislation
(2) Increase knowledge base of child neuropsychology as it relates to reading, math
and written language disorders
(3) Provide linkage between cognitive neuropsychology and Response to Intervention
mandates
(4) Provide examples of current scientific research-based interventions
(5) Present a model higher education teacher preparation program that merges the
cognitive neuropsychology with effective teacher assessment/intervention training
per the mandates of NCLB and IDEIA 2004.
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What Are L2 Learners Thinking about
While Performing a Speaking Task?
Naoko Ozeki
Meiji University
Tomohito Hiromori
Ehime University
Ryusuke Yamato
Kyoto Sangyo University

Abstract
This study attempts to investigate psychological factors that affect accuracy,
complexity, and fluency of speech performed in L2 under unplanned and pressured
condition. Although a number of studies explore the effects of different lengths of
planning time on speech performance in L2 (e.g., Ellis, 2005; Foster, 1996; Foster &
Skehan, 1996; Mehnert, 1998; Ortega, 1999; Yuan & Ellis, 2003), almost no study has
discussed what kind of factors influence L2 learners’ speech performance under
unplanned and pressured condition. It is hypothesized that some psychological factors
rather than language proficiency affect speech performance of L2 learners in particular
under unplanned and pressured condition because speech performance even in L1
varies among individuals under such condition in spite of fairly equal competence as
native language.
Addressing this problem mentioned above, this study which has two phases was
conducted. At the first phase, a questionnaire was developed in order to clarify
psychological factors that might be closely related to speech performance under
unplanned and pressured condition. Speech performance of 17 Japanese university
students while performing a speaking task was videotaped. Right after they completed
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the task, they were interviewed about what they were thinking about while performing
the task. The video was used to help them recall their thinking processes during the
task. Then, based on the interview results, questionnaire with 20 questions was
developed. At the second phase, the analysis of the questionnaire results was
conducted to identify the impact of psychological factors on speech performance.
Speech performance of 33 Japanese university students under unplanned and
pressured condition was measured by the following three criteria, accuracy (e.g., ratio
of errors to total words produced, ratio of errors per AS-unit), complexity (e.g., ratio
of clauses to AS-units, verb forms (tense, modality, voice), standardized type/token
ratio), and fluency (e.g., the number of syllables per minute, rate of pauses).
The results showed that not only linguistic factors but also cognitive and affective
factors were found to be related to speech performance of L2 learners. This finding
suggests a possibility that L2 learners will be able to improve their speech
performance by controlling cognitive and affective factors.
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A STUDY ON THE RELATIONSHIP BETWEEN CLASSROOM
COMPUTER TECHNOLOGY AND STUDENTS’ ACADEMIC
ACHIEVEMENT
Eissa Alsafran, Kuwait University (eisa@kuniv.edu.kw)
David Brown, University of Tulsa (david-brown@utulsa.edu)

ABSTRACT
The main objective of this research project is to investigate the relationship between
computer technology in classrooms and students’ academic achievement.
The
investigation of the relationship comes in two fold, namely the direction and significance
of the relationship, and the universality of the relationship.
Therefore, the
technology/achievement relationship was investigated in two countries, USA and
Singapore. Additional objective is to study the nature of the relationship through
investigating intermediate factor(s) that may influence the relationship, such as the way
technology is used in schools.
TIMSS-R 1999 data is used in this study to investigate the research questions.
Statistical/empirical analysis was carried out including descriptive statistics, Pearson
correlation coefficient, ANOVA and MANOVA.
Significant observations were made in this study from which several conclusions
are drawn. The technology/achievement relationship in USA is statistically insignificant
and negative. Further investigation revealed that the computer technology in USA school
is improperly used which was illustrated by the rare use of computers for math and
science instruction by students or teachers.
On the other hand, the
technology/achievement relationship in Singapore schools shows significant positive
relationship. Further investigation for how computer technology is used in Singapore
schools indicated more proper use than USA. Therefore, the relationship was found to be
non-universal, but depends on how technology is used in schools. A technology use
comparison between USA and Singapore yielded that the difference in how each country
uses the technology is classroom is statistically significant. Therefore, the technology use
was found to be an important intermediate factor in the technology/achievement
relationship which influences the relationship drastically.
1. INTRODUCTION
1.1. Statement of Problem
Does the use of computer technology in classrooms enhance students’ learning and
academic achievement? Is it a universal relationship? Is there an intermediate factor
that influences the relationship? Specifically, this study investigates the relationship
between the use of computer technology in USA schools and the students’ academic
achievement in math and science. To investigate the universality of the relationship, this
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study compares the technology/achievement relationship in USA with the
technology/achievement relationship in Singapore, the highest ranked country in math
and science achievement among the 36 countries surveyed in TIMSS-R 1999. In
addition, to understand the nature of the technology/achievement relationship, the study
investigates whether the how technology is used in schools is an important intermediate
factor that influences the relationship or not.
1.2. Research Questions
The general above statement of problem led to the specific following research questions:
1. Is there a significant relationship between computer technology in classrooms and
students academic achievements in the USA schools?
2. How this relationship compares between USA and Singapore? If it is different,
what is the reason?
3. Is the way technology is being used in schools an important factor that influence
the technology/achievement relationship?
1.3. Theory
The theory behind this study is the interconnection between the effectiveness of the
instructional tools and the school outcome in term of student academic achievements.
Among several instructional tools, computer technology is investigated in this study.
Atkinson (1968) and Suppes (1968) are among the first investigators to study the
computer technologies as enhancement tool for learning and understanding. The view
that computer technology plays a major role in students’ academic achievements grew
significantly, especially with the dramatic growth of computer technology (US
department of education, 1994). On the other hand, other investigators argue that
computer technology will enhance learning if it is used appropriately (Cognition and
Technology Group, 1996). The focus of this study is to investigate the relationship
between the classroom computer technology and students’ academic achievement in
USA, which will be compared with the relationship in Singapore. Furthermore, the study
shed some lights on the nature of the relationship through studying the way technology is
being used in both countries to provide a rational for the non-universality of the
relationship. In other word, the study will elaborate on whether the relationship is direct
or indirect, i.e. through an intermediate factor (the appropriate use of technology). Figure
1.1 depicts the model that represents the above theory.
Students’
Academic
Achievement

Computer
Technology

Figure 1.1: The investigated theory
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1.4. Analytical Approach
Statistical/empirical approach will be carried out in this study including descriptive
statistics, Pearson correlation coefficient, Analysis of variance (ANOVA) and
Multivariate Analysis of Variance (MANOVA). MANOVA is used when there are more
than one dependent variable. Using multiple ANOVA’s for multivariate problem may
cause two problems, namely inflation of Type I error, and neglecting the correlation
within the dependent variable.
1.5. Propositions and Hypotheses
Hypotheses development requires refining the constructs stated in the research questions
(i.e. computer technology, student academic achievement, and technology use) to
measurable indicators. Then these indicators are used as building blocks of the
hypotheses. Table 1.1 summarizes the investigated constructs and their corresponding
indicators. The indicators were selected based on their suitability to measure the
corresponding construct and based on the questionnaire of TIMMS-R 1999.

Table 1.1: Constructs and indicators
Construct
Indicator
Computer Technology
The number of computers available for
students and teachers as instructional tools.
Students’ academic achievement
1. Math test scores
2. Science test scores
Computer Technology use
1. How often students use computer in
math lessons.
2. How often teachers use computer in
math lessons.
3. How often students use computer in
science lessons.
4. How often teachers use computer in
science lessons.
From the above indicators of the investigated constructs, we form the hypotheses that
will be tested in to his study to investigate the significance the relationship under
investigation.
1. The lack of computer availability for students and teacher leads to low Math and
Science test scores.
2. The increase and decrease of math and science test scores as a function of the
number of available computer in non-universal relationship.
3. Even with high computer availability in school, the improper use of computer
technology by teachers and student leads to low Math and science scores.

3
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1.6. Data
In this study, TIMSS-R (The Third International Mathematics and Science Study) 1999
data is used to investigate the research problem and questions. This data is available online to the public. TIMSS 1999 is the second assessment in the series of IEA studies to
measure trends in students' mathematics and science achievement. TIMSS 1999 was
conducted by the International Study Center at Boston College and included 38 countries.
The 1999 assessment measured the mathematics and science achievements of eighthgrade student (ages 13 and 14 years) and collected extensive information from students,
teachers, and school principals about mathematics and science curricula, instruction,
home contexts, and school characteristics and policies. Of the 38 participating countries,
26 also participated in the 1995 TIMSS assessment, which enabled these countries to
measure trends in their children's mathematics and science achievement and in schools
and home contexts for learning. The next TIMSS assessment will be conducted in 2003.
In this study, the school and student data of USA and Singapore were used only.
1.6.1. TIMSS Questions
1.6.1.1. Computer Technology
For the computer technology construct, question # 15c (BCBGCMP3) of the school
background questionnaire is selected which reads as follows:
1. How many total numbers of computers that can be used for instruction purposes
by either students or teachers.
1.6.1.2. Math and Science Academic Achievements
For the academic achievement construct, math and science scores of the students
background questionnaire is selected, these are the following:
1. First plausible value in mathematics (BSMMAT01)
2. First plausible in science (BSSSCI01)
1.6.1.3. Computer Technology Use
For the computer technology use construct, question # 26g (BSBMCOMP), 26t
(BSBMIDEA), 31g (BSBSCOMP), and 31v (BSBSIDEA) of the students background
questionnaire is selected which reads as follows:
1. How often do the students use computers in their mathematics lessons?
a) Almost always (1)
b) Pretty often (2)
c) Once in a while (3)
d) Never (4)
2. How often does the teacher use computers to demonstrate ideas in mathematics in
mathematics lessons?
a) Almost always (1)
b) Pretty often (2)
c) Once in a while (3)
d) Never (4)
3. How often do the students use computers in their science lessons?
a) Almost always (1)
b) Pretty often (2)
c) Once in a while (3)
d) Never (4)
4. How often does the teacher use computers to demonstrate ideas in science in
science lessons?

4
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a) Almost always (1)
d) Never (4)

b) Pretty often (2)

c) Once in a while (3)

2. LITERATURE REVIEW
The computer technology and internet is growing significantly in businesses,
homes and schools. From October 1994 to July 1995 about 30,000 new users came
online each day (Mckinney, 1995). In late 1996 about 65% of U.S.A educators have an
access to the internet in their school, and 14% have the internet access in their classrooms
(Heaviside, Riggins, and Farris 1997). By the turn of this century there were 800 million
e-mail users online (Quarterman, 1997b). More than 20 millions children and teens use
internet from their homes (Jupiter Communications, Inc. 1997).
Although the general romanticized view of technology is that it enhances the
student learning and achievement, other views argues that the money spent on technology
and the student and teacher time is a waste of resources. (Education Policy Network,
1997). A more balanced view suggests that technology will enhance school achievement
if used properly (Cognition and Technology Group at Vanderbilt, 1996; President’s
Committee of Advisors on Science and Technology, 1997; Dede, 1998).
Technology can be used in several ways in schools, here we summarizes only
three ways. First, bringing exciting curricula based on real-world problems in
classrooms; second giving students and teachers more opportunities for feedback,
reflection, and revision, and third building local and global communities (National
Academy Press, 1999). Learning through a real-world environment is a very important
element of students’ understanding and knowledge building. Technology is a powerful
tool that could be used by educator to create a real life learning environment to solve a
real life problem. Because many technologies are interactive, students can learn by doing
things and receiving feedback and refine their understanding and build new knowledge
(Barron et al., 1998, Bereiter and Scardamalia, 1993, Kafai, 1995). A wide range of
technological tools available for this purpose, for example video-based problems,
computer simulations, electronic communications systems, and telefieldtrips to museums,
historical sites, parks and zoos (Barron et al., 1995.)
Feedback and reflection for better understanding is an important instructional
tool. Technology cuts time in half for teachers to provide feedback on their students’
work (Cognition and Technology Group at Vanderbilt, 1997.) Furthermore, technology
provides opportunities to interact with working scientists to learn from their feedback and
experience. Classroom communication technology, such as Classtalk, promotes
classroom interaction which provides peers feedback. In Classtalk the instructor prepares
and demonstrates a problem. The students (as individuals or groups) enter their solution
using hand held input device, the technology collects, analyzes and display the different
proposed solution in histogram format. This provides feedback for the students and
teachers which reflect the students understanding of the concept behind the problem
(Mestre et al., 1997.) Other technologies including internet engage students in dialogues
that integrate information and contribution from different perspectives and resources to
produce a new knowledge (Scardamalia and Bereiter, 1993).
A major advantage of technology is connecting the classroom with communities
including homes. Schools are important part of communities from which they need the

5
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support for development. Parents are an important constitute of community as well. New
technologies help in establishing a continuous communication with parents to share
important information regarding assignments, students’ behaviors and school calendar
(Bauch, 1997). Furthermore, technology provides the chance for classrooms to
communicate with electrical communities of scientists, authors, and other practicing
professionals (Riel and Levin, 1990).
Technology deployment in schools led to transformation of teachers’ roles in
classrooms. Instead of being the source of information, teachers now are facilitator and
coaches to their students. Furthermore, telecomputing teachers’ role changes from
lessons planner to instructional designers. With technology in classrooms, student can
access huge amount of information which should be used to generate knowledge. The
teacher role comes to help the student to generate the knowledge from his or her
information search. Teachers’ role, in the age of information, is more to help the student
to focus on specific purpose and goal to guide their search to be a purposeful and
targeted. There are five teacher-directed purposes for students’ information searching,
namely to practice information-seeking skills, to learn about a topic or answer a question,
to review multiple perspectives on an issue, to solve an authentic problem or to publish
information overviews for other students to use (Harris, 1998).
3. DATA ANALYSIS AND DISCUSION (USA SCHOOLS)
3.1. Computer Technology
The computer technology is this study is measured by the number of computers available
for instruction for students and teachers. The following descriptive statistics (Table 3.1)
describes the number of number of computers in each USA school.
Table 3.1: USA computer technology descriptive statistics
Mean
Median
Mode
Standard Deviation
Kurtosis
Skewness
Range
Minimum
Maximum
Sample No. (N)

78.92
55
30
79.43
14.78
3.24
600
0
600
173

Graphically, Fig. 3.1 illustrates the data in histogram form, which shows that the
data is highly left (positive) skewed, with a mode of 30 available computers in each
school. Since the data is skewed, the mode may be the best central tendency
representative.
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Figure 3.1: Number of available computer in USA schools histogram
Academic Achievement
Academic achievement of students is measured by the math and science test scores of
each student. Table 3.2 summarizes and compares the math and science test scores of
USA students. Table 3.2 lists the important statistical parameters of math and science test
scores. Furthermore, the data is presented graphically illustrated in histogram to illustrate
and compare the math and science achievement scores as in Fig. 3.2.
Table 3.2: USA academic achievement descriptive statistics
Parameter
Mean
Median
Mode
Standard Deviation
Kurtosis
Skewness
Range
Minimum
Maximum
Sample No. (N)

Science
504.74
509.86
467.56
97.11
-0.15
-0.14
769.07
131.34
900.41
7818

7

Math
495.14
497.16
525.61
85.54
-0.04
-0.07
626.16
212.16
838.32
7818
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Fig. 3.2: USA math and science achievement
Figure 3.2 shows that both math and science test scores are normally distributed
with slightly higher science scores mean than math. Since this is a test score data,
percentile representation of the data may be desirable and suitable. Figure 3.3 is
Whisker-Box plot which presents the data in percentiles form and use the median as
central tendency representative and the Inter Quartile (IQR) to represent the data
dispersion. The median is the middle score or the 50th percentile which is represented in
the line in the middle of the box. The lower side of the box is the 1st quartile (25th
percentile) and the upper side of the box is the 3rd quartile (the 75th percentile). The IQR
is the difference between the 1st quartile and 3rd quartile (the box thickness). The
outliners are identified based on the inner fence and outer fence. The outer fence is
located at the 3rd quartile +3(IQR) and the 1st quartile-3(IQR). Any data point exceeds
this range is identified as extreme outlier (not observed in this data). Similarly, the inner
fence is located at the 3rd quartile +1.5(IQR) and the 1st quartile-1.5(IQR). Any data
point falls between inner fence and outer fence is identified as an outliner (filled circles).
1000
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Test Score

700
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200
100

Sci. scores

Math score

0

Figure 3.3: USA academic achievement data Whisker-Box plot
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Figure 3.3 connects the medians of both samples for comparison reason. The
medians are very close to one another, with slightly higher median in science scores. The
IQR of the science score sample is also slightly higher than math scores IQR as the box’s
thickness indicates.
3.3. Technology/Achievement Correlation
Our primary objective in this study is to investigate the relationship between technology
and academic achievement. Pearson correlation coefficient (R) is used in this study to
investigate the relationship. The Pearson correlation coefficient is a dimensionless
parameter and always lies between -1 and +1. A positive correlation coefficient indicates
a direct relationship while a negative correlation coefficient indicates an inverse
relationship. The square of the correlation coefficient is the proportions of the total
variation in the academic achievement explained by the technology. To carry out the
calculation of correlation between technology and achievement, the mean of the
academic achievement in each school is determined first, then correlated with the number
of computers available in each school. Table 3.3 summarizes the correlation coefficient
results.
Table 3.3: USA technology/achievement Pearson Correlation
Math Mean
Sci. Mean
Total # of Comp.

Math Mean
1.000

Sci. Mean
Total # of Comp.
0.920
-0.052
1.000
-0.104
1.000

The correlation coefficient between technology (total # of computers) and math
(math mean) and science (Sci. mean) test scores is negative. This indicates that math and
science achievement decreases, as the number of available computers for students and
teachers for instruction purpose increases. Although this result may be unexpected, there
may be theoretical basis to it as will be explained later in this chapter. The next step in
the correlation analysis is to investigate the significance of the correlation. This is carried
out by calculated P-value to test a null hypothesis of the significance of the relationship.
The following null (H0) and alternative (Ha) hypotheses are tested with 5% significance
level (α = 0.05).
H0: there is NO significant relationship between the number of computer in a school
(technology) and the math and science academic achievement of the students in that
school.
Ha: there is significant relationship between the number of computer in a school
(technology) and the math and science academic achievement of the students in that
school.
Table 3.4 summarizes the P-value of the Pearson correlation between the
investigated variables.
Figure 3.4: USA technology/achievement correlation P-values
Math Mean
Math Mean
Sci. Mean
Total # of Comp.

Sci. Mean
Total # of Comp.
0.000
0.493
0.173
-
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The P-values between total # of computer (technology) and math and science
scores (achievement) are both greater than 0.05, leading to insignificant probability, thus
the above null hypothesis (H0) is accepted (P-value>0.05). Therefore, although the
relationship is negative, it is insignificant relationship, meaning there is no correlation
between technology and achievement.
3.4. Technology Use
One explanation of the findings of insignificant relationship between technology and
academic achievement in USA schools is the inefficient use of technology in schools
which leads to waste of student time and school resources (Education Policy Network,
1997). In this study we investigate how the technology is used in USA school to explain
the insignificant relationship found between technology and achievement. Furthermore,
we are interested in understanding the nature of the relationship in term of whether how
the technology is being used in schools is an intermediate factor that should be included
in the relationship.
Figure 3.4 is a histogram that shows the distribution of the data on how the
computer technology is being used in the classrooms by the student and teachers. This
data pertains to the questions listed in section 1.6.1.3. The histogram illustrates that most
of the data is clustered around the inefficient and misuse of the computer technology, i.e.
“Never” category. It is about 63% of the data fall in “Never” category while only 37% of
the data is distributed among the “one in a while”, “pretty often” and “almost always”
categories. This phenomenon explains the insignificant negative correlation coefficient
between technology and achievement in USA schools.
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3

Never
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Students comp. use in math lessons
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Students comp. use in sci. lessons
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Figure 3.4: Technology use in USA schools
To study whether the insignificant negative correlation between technology and
achievement in USA schools is universal of case specific, similar analysis is conducted
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on Singapore school systems. The specific selection of Singapore is related to its lead in
math and science achievement in TIMSS-R 1999 data, which makes its school system a
role model for other school systems around the world.
Exploring the
technology/achievement relationship in Singapore may be useful for other country to
learn from.
4. DATA ANALYSIS AND DISCUSION (SINGAPORE SCHOOLS)
A similar analysis of Chapter III is carried out on Singapore schools in this chapter. The
reason of the selection of Singapore is its highest rank worldwide in academic
achievement which makes it a benchmark for other countries including USA. In this
chapter we will investigate the technology/achievement relationship in Singapore schools
and then compare it with the findings of USA school in the next chapter. This
comparison will not only give more insight on the technology/achievement relationship
in term of its universality, but also will help in understanding the importance of the use of
technology as an intermediate factor in the relationship.
4.1. Computer Technology
Similar to USA analysis, the computer technology in Singapore schools is indicated by
the number of computers available for instruction for students and teachers in each
school. The following descriptive statistics (Table 4.1) summarizes the computer
technology data in Singapore schools.
Table 4.1: Descriptive statistics of number of available
computers in Singapore schools
Mean
Median
Mode
Standard Deviation
Kurtosis
Skewness
Range
Minimum
Maximum
No. of sample (N)

126.66
110.50
90
66.07
2.43
1.41
350
10
360
142

Graphically, Fig. 4.1 illustrates the data in histogram form, which shows that the
data is slightly right (positive) skewed, with a mean of approximately 127 computers.
Unlike USA technology (number of computers) data distribution, Singapore data is fairly
normally distributed.
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Figure 4.1: Number of available computers in Singapore
histogram
4.2. Academic Achievement
Academic achievement of Singapore students is measured by the math and science test
scores of each student. The following descriptive statistics summarizes and compare the
math and science test scores of Singapore students. Table 4.2 lists the important statistical
parameters of math and science test scores. Furthermore, the data is graphically
illustrated and compared by a histogram as in Fig. 4.2.
Table 4.2: Descriptive statistics of math and science achievement in Singapore
Parameters
Mean
Median
Mode
Standard Deviation
Kurtosis
Skewness
Range
Minimum
Maximum
No. of sample (N)

Science
563.47
569.27
591.04
95.49
0.22
-0.38
699.91
150.90
850.81
4884

12

Math
599.28
602.51
590.21
77.37
0.19
-0.30
518.57
315.33
833.90
4884
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Figure 4.2: Math and Science achievement histogram in Singapore
The distribution of the math and science scores is fairly normal distribution with a
slightly higher mean of math scores unlike the USA achievement data. Since this is a test
score data, Whisker-Box plot is a suitable graphical tool to better illustration and compare
the median (for central tendency), the Inter Quartile (IQR) (for dispersion) and outliers of
each sample.
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Math scores

200
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100
0

Figure 4.3: Achievement Whisker-Box plot in Singapore
Figure 4.3 shows that the median of both samples are very close to one another,
with slightly higher median of math scores. The IQR of the science score sample is also
slightly higher than math scores IQR.
4.3. Technology/Achievement Correlation
Similar to the USA analysis, Pearson correlation coefficient (R) is used in this study to
investigate the technology/achievement relationship. To carry out the calculation of
correlation between technology and achievement, the mean of the academic achievement
13

2009 HICE Proceedings
Page 2095

in each school is determined first, then correlated with the number of computers available
in each school (see Appendix A for data). Table 4.3 summarizes the correlation
coefficient results.
Table 4.3: Correlation Coefficient Matrix
Total # of Comp.
Math Mean
Sci. Mean

Total # of Comp. Math Mean Sci. Mean
1.000
0.378
0.383
1.000
0.973
1.000

The correlation coefficient between technology (total # of computers in a school)
and math (math mean) and science (Sci. mean) test scores is positive. This indicates that
math and science achievement in Singapore increases as the number of computers in
Singapore schools increases. This result is completely in disagreement with the negative
correlation found in USA analysis. The next step in the correlation analysis is to
investigate the significance of this correlation. This is carried out by calculated P-value
to test a null hypothesis of the significance of the relationship. The following null (H0)
and alternative (Ha) hypotheses are tested with 5% significance level (α = 0.05).
H0: there is NO significant relationship between the number of computer in a school
(technology) and the math and science academic achievement of the students in that
school.
Ha: there is significant relationship between the number of computer in a school
(technology) and the math and science academic achievement of the students in that
school.
Table 4.4 summarizes the P-value of the Pearson correlation between the
investigated variables.
Table 4.4: Correlation coefficient P-value
Total # of Comp. Math Mean
Sci. Mean

Total # of Comp. Math Mean Sci. Mean
0.000
0.000
0.000
-

The P-values between total # of computer (technology) and math and science
scores (achievement) are both less than 0.05 significance level, leading to the rejection of
the above null hypothesis (H0). Therefore, the relationship between the number of
computers and achievement in Singapore schools is significant relationship. To
understand this relationship deeper, a brief analysis of the use of computer technology in
Singapore will be presented. This will explain the significant relationship found between
technology and achievement.
4.4. Technology Use
One explanation of the findings of significant relationship between technology and
academic achievement in Singapore schools is the efficient and proper use of technology
in classrooms (Education Policy Network, 1997). The following analysis investigates
this explanation which will also assist in understanding if the proper use of technology is
an important intermediate factor in the relationship between technology and achievement.
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Figure 4.4 is a histogram that shows the distribution of the data on how the
computer technology is used in the classrooms by the student and teachers in Singapore.
This data pertains to the questions listed in section 1.6.1.3. Unlike USA data, Fig. 4.4
illustrates better distribution of the data among the four categories, although the major
cluster is still on the “Never” category. In Singapore data, 54% of the data is distributed
among the “almost always”, “pretty often” and “once in a while” categories, while 46%
of the data fall in “Never” category. This fair distribution in Singapore technology use
data is related to the positive significant relationship between technology and
achievement in Singapore schools. This analysis shows that the efficient and proper use
of technology is an important intermediate factor in the relationship between technology
and achievement. This finding emphasizes the importance of the efficient use of
technology in order for the technology to enhance the academic achievement.
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Figure 4.4: Technology use in Singapore schools
In the next chapter, a comparison between USA and Singapore data will be
presented to explain the discrepancy in the technology/achievement relationship between
the two countries. This comparison will give insights on the nature of the relationship
and provide guidelines for technology deployment in schools.
5. COMPARISON STUDY BETWEEN USA AND SINGAPORE SCHOOLS
In the previous two chapters, the data analysis revealed two different phenomena, namely
no significant technology/achievement relationship in the USA schools and significant
technology/achievement relationship in Singapore schools. Further analysis on how the
computer technology is used in the two countries showed that Singapore schools use
computer technology more properly than USA schools. The objective of this chapter is
to compare the findings in both countries to investigate whether this difference is
significant or not. Also, the chapter is focused on analyzing the difference of technology
use variable between the two countries and to determine whether the difference is
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significant of not. This analysis is important in finding the main reason behind the
insignificant and significant relationship in USA and Singapore, respectively.
5.1. Technology Comparison
One way ANOVA is conducted to investigate the difference in means of number of
available computer (technology) variable in USA and Singapore. The following null
hypothesis is tested:
H 0 : µ USA = µ Singapore

H a : µ USA ≠ µ Singapore
Table 5.1 summarizes the results of ANOVA calculated using SPSSTM (See
Appendix A for detailed output).

Table 5.1: Technology comparison ANOVA
Variation Source
Between Groups
Within Groups
Total

Sum of Squares
177719.98
1700625.8
1878345.8

df
1
313
314

Mean Square
177719.98
5433.309

F
32.709

P-value
<0.0001

The ANOVA breaks down the total variation into two groups, namely between
group and within groups variations. Then it calculates the sum of squares of deviations
for each group. Using the sum of squares of deviation and the degrees of freedom of
each variation source the mean square error in obtained. The F-value is the ratio of
between groups to within groups’ mean square errors. SPPSTM also calculate the
corresponding P-value which is the area under the F-distribution curve that corresponds
to the F value of 32.709. This area under the curve represents the probability of the null
hypothesis to occur just by chance. Adopting a significance level of 5%, we reject the
null hypothesis in favor of the alternative hypothesis since the obtained P-value is less
than the 0.05 significance level. Descriptive statistics is presented in Table 4.2 to provide
more insight of the investigated data.
Table 5.2: USA and Singapore number of computers descriptive statistics
USA
Singapore
Total

Mean
79.92
126.66
206.58

Standard Dev.
79.43
66.07
145.5

N
173
142
315

ANOVA results and the descriptive statistics show that the number of computers
in Singapore is significantly higher than in USA. To ensure the accuracy of ANOVA
results, a brief check on ANOVA assumption is carried out by SPSSTM. ANOVA
assumptions are as follows:
1. Random Sampling
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2. Homogeneity of variance
3. Normal populations
4. Samples independence
5. Interval or ratio dependent variable
From TIMSS data collection design, assumption 1, 4 and 5 are fulfilled (TIMSS
handbook). SPSS output in appendix (A) shows that assumption 2 and 3 are fulfilled.
5.2 Academic Achievement Comparison

μ

μ

The achievement construct is measured by two dependent variable, namely math and
science test scores. Consequently, a Multivariate Analysis Of Variance (MANOVA) is
carried out to compare the means of the dependent variable of each country. The
investigated means of dependent variable in MANOVA are vector means because they
represent the means of all the dependent variables. This is indicated by the bold faced
symbol of means (µ) which indicate a matrix of means. Furthermore, MANOVA
accounts for the correlation between the dependent variables as well. In this analysis, the
math and science are the dependent variables and USA and Singapore are the
independent variables. The following null hypothesis is tested:
H0: the centroid of math and science of USA and Singapore are equal ( USA = Singapore )

μ

μ

Ha: the centroid of math and science of USA and Singapore are unequal
( USA ≠ Singapore )
In MANOVA analysis, the Wilks Lambda (Λ) is selected to represent the ratio of
within variance to total variance. Wilks Lambda (Λ) in MANOVA is as F-value in
ANOVA. SPSSTM calculates Λ = 0.684 and the corresponding P-value less than 0.0001
(detail SPSS output is available in appendix A). Selecting α=0.05, we reject the above
null hypothesis in favor of the alternative hypothesis, i.e. the USA students achievement
mean and Singapore students achievement mean are significantly different. To find out
which mean is higher, Table 5.3 summarizes the achievement descriptive statistics of
both countries.
Table 5.3: USA and Singapore achievement means
Sci.
Math
Sci.
Math

USA
Country
Singapore

Achievement
Mean
504.73
495.14
563.5
559.27

MANOVA results and descriptive statistics show that Singapore achievement
mean is significantly higher than the USA achievement mean.
5.3. Technology Use Comparison

So far the comparison results of both technology and achievement shows that Singapore
technology and achievement is significantly (α=0.05) higher than USA technology and
achievement. However, none of the above comparison results explains the reason of this
significant difference. In sections 3.3 and 4.3 of this report, a brief descriptive analysis of
17
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μ

μ

technology use is presented to explain the reason of the insignificant and significant
technology/achievement correlation in USA and Singapore, respectively. In this section,
a comparison between the USA use of technology and Singapore use of technology will
be carried out to verify that the significant correlation in Singapore and the insignificant
correlation in USA are related to how technology is use of in both countries’ schools. In
other words, the purpose of the following analysis is to investigate whether the
technology use is an intermediate variable in the relationship between technology and
achievement.
In following analysis, MANOVA is used because there are four dependent
variables and one independent variable. The four dependent variables are the items listed
in section 1.6.1.3, and the independent variable is the country. The tested means in
MANOVA are vectors which include several means of the dependent variables. The
following hypothesis will be tested.
H0: the centroid of technology use items of USA and Singapore are equal
( USA = Singapore )

μ

μ

Ha: the centroid of the technology use items of USA and Singapore are unequal
( USA ≠ Singapore )
The calculated Wilks Lambda (see Appendix A for SPSSTM output) is 0.972 and
the corresponding P-value is less than 0.0001. With α of 0.05, the above null hypothesis
is rejected in favor of the alternative hypothesis (P-value<α), i.e. there is a significance
difference in the means of technology use variable between the two countries. Table 5.4
summarizes the means of each item and shows that USA overall mean is higher than
Singapore mean indicating that more USA data fall in “Never” category than Singapore
data.
Table 5.4: USA and Singapore technology use variable means

Country

Student comp. use in math
Teacher comp. use in math
USA
Student comp. use in sci.
Teacher comp. use in sci.
Student comp. use in math
Singapore Teacher comp. use in math
Student comp. use in sci.
Teacher comp. use in sci.

Technology Use Mean
3.44
3.62
3.24
3.31
3.33
3.43
3.37
3.30

This result illustrates that computer technology in Singapore is more properly
used than in USA, which explains the insignificant technology/achievement correlation in
USA and the significant technology/achievement correlation in Singapore.
6. CONCLUSIONS AND RECOMMENDATION
6.1. Conclusions

Following are the general conclusion of this study:
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•
•
•
•
•
•
•

In USA, there is no relationship between technology in classrooms and students
academic achievement.
The reason of the zero technology/achievement correlation in USA is the
improper use of technology as instruction tool in math and science classrooms.
In Singapore, the relationship between technology in classrooms and students’
academic achievement is positive significant relationship.
The reason of this significant relationship is the proper use of the technology for
instructional purposes in the classrooms.
There is significant difference in how technology is being used in USA and
Singapore which led to the different technology/achievement relationships in both
countries.
Technology/achievement relationship is not universal, but it is controlled by an
intermediate factor of how the technology is used.
A general model of technology/achievement relationship is proposed which
include technology use an intermediate factor. The model is depicted as follows:

Computer
Technology

Computer
Technology
Use

Academic
Achievement

6.2. Recommendations

For future research in this topic I recommend the following:
• Investigate the technology/achievement correlation for different age groups (e.g.
4th graders and 8th graders) to study the importance of technology in conceptual
development with respect to age groups.
• Include more than two countries in the analysis to develop more general
technology/achievement model.
• Investigate other intermediate factors that may influence the relationship.

19

2009 HICE Proceedings
Page 2101

REFERENCES

Atkinson, R., (1968): ‘Computerized Instruction and the Learning Process.” American
Psychologist 23-225-239.
Barron, B., Vye N., Zech L., Schwartz D., Bransford J., Goldman S., Pellegrino J.,
Bauch, J., (1997): “The Bridge Project: Connecting Parents and Schools through Voice
Messaging.” Report on the Pilot Projects. Vanderbilt University of Work/Family
Direction, Inc., Nashville, TN.
Bereiter, C., and Scardamalia M. (1993): “Surpassing Ourselves: An Inquiry into the
Nature and Implications of Expertise.” Chicago and La Salle, IL: Open Court
Publishing.
Cognition and Technology Group at Vanderbilt (1997): “The Jasper Project: Lessons in
Curriculum, Instruction, Assessment, and Professional Development. Mahwah,” NJ:
Erlbaum.
Harris, J., (1998): Design Tools for the Internet-Supported Classroom. Prentice-Hall Inc.
Heaviside, S., Riggins T., and Farris E. (1997): “Advanced Telecommunications in U.S.
Public Elementary and Secondary Schools,” Fall 1996 (E.D. TABS Publication No.
NCES 97-944). Washington, D.C.: U.S. Government Printing Office.
Jupiter Communications, Inc. (1997). The 1997 Online Kids Report [Online].
Kafai, Y.B.: “Minds in Play: Computer Game Design as a Context for Children’s
Learning. Hillsdale,” NJ: Erlbaum.
McKinney, E. (1995). “How Many People Join the Internet Each Day?” Matrix News 5,
10:1.
Mestre, J., Gerace W., Dufresne R., and Leonard W., (1997): “Promoting Active
Learning in Large Classes Using a Classroom Communication System,” Pp. 10191036 in The Changing Role of Physics Departments in Modern Universities:
Proceedings of the International Conference on Undergraduate Physics Education.
Woodbury, NY: American Institute of Physics.
Morris J., Garrison S., and Kantor R. (1995): “Creating Contexts for Community Based
Problem Solving: The Jasper Challenge Series. Pp. 47-71 in Thinking and Literacy:
The Mind at Work, C. Hedley, P. Antonacci, and M. Rabinowitz, eds. Hillsdale, NJ:
Erlbaum.
Quarterman, J., (1997b). “1997 Users and Hosts of the Internet and Matrix,” Matrix
News 7, 1:4.
Riel, M., and Levin J., (1990): “Building Global Communities: Success and Failure in
Computer Networking.” Instructional Science 19:145-169.
Scardamalia, M., Bereiter, C., and Lamon M. (1994): “The SCILE Project: Trying to
Bring the Classrooms into World 3. Pp. 201-228 in Classroom Lessons: Integrating
Cognitive Theory and Classroom Practice, K. McGilly, Cambridge, MA: MIT Press.
Suppes, P., and M. Morningstar, (1968): “Computer-assisted instruction. Science
166:343-350.
TIMSS, School contexts for Learning and Instruction.

20

2009 HICE Proceedings
Page 2102

7th Annual Hawaii International Conference on Education

Honolulu, Oahu, Hawaii
January 4 – 7, 2009

Title of the submission:

Between a Rock and a Hard Place:
Leadership Dilemmas in New Zealand Early
Childhood Education and Care Centres and
Kindergarten Settings

Topic Area:

Early Childhood Education

Category:

Research Paper – Paper Presentation

Author:

Dr Bronwyn Reynolds
Senior Lecturer in early Childhood Education
School of Education
University of Tasmania
Locked Bag 1307 Launceston
Tasmania 7250 Australia
Telephone: +61 3 6324 3909
Fax: +61 3 6324 3048
Email: Bronwyn.Reynolds@utas.edu.as

2009 HICE Proceedings
Page 2103

Between a Rock and Hard Place: Leadership Dilemmas in New Zealand
Early Childhood Education and Care Centres and Kindergarten Settings
Dr Bronwyn Reynolds
University of Tasmania
Abstract
Few people would argue that effective leadership is the cornerstone of any
successful organisation and that it is imperative in securing high quality early
childhood education programmes in New Zealand, and elsewhere. To
achieve this feat, however, involves some rather specific skills and particular
dispositions, one of which is the courage to confront relational concerns that
manifest as leadership dilemmas. These dilemmas reflect a tension between
the needs of the organisation and the needs of the individual, and create the
most challenging problems for leaders (Reynolds & Cardno, 2008). The
studies reported here are to establish the incidence of, and the nature of
dilemmas, and how 15 Early Childhood Education and Care Managers and
16 Kindergarten Head Teachers in the Auckland metropolitan area responded
to these. Both studies were qualitative and employed the same questions
either through a structured interview or a questionnaire, respectively.
Comparative findings, from both studies, indicate that these leaders certainly
do have to contend with dilemmas. In a general sense, organisational
dilemmas are evident, and leadership dilemmas in particular. These leaders’
account of their responses to leadership dilemmas reflect similar responses
noted in the research base. Interestingly, significant features of dilemma
avoidance are illuminated in this research, which shows that the inability to
recognise dilemmas could be a problem, in itself. Irrespective of the numbers
in both studies being small, the results suggest that professional development
and options for further research are needed for these leaders to develop their
capability to recognise and resolve ‘leadership dilemmas’.
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student engagement
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Hsiao-Chi Chang
Ph.D. student, School of Education,
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Abstract:
In Taiwan, quality of higher education is evaluated by standard such as the
institution’s reputation, resources— students’ average test score on college entrance
exams, faculty publications, number of students who continue to graduate school, and
so on. However, students may be surrounded by affluent resources but not engage
themselves in authentic learning. According to Wiley and Sons (1993), the
relationship between the quality of student learning and that of teaching is direct,
although not exclusive. Therefore, effective pedagogy is probably the most
promising way to engage students in learning. Namely, the quality of teaching may
influence student engagement. The purpose of this study is to examine what, if
teachers’ pedagogy has directly, although not exclusively effect on student
engagement. What considered to be the most effective pedagogy to have positive
influence upon students’ engagement? Analysis of Variance (ANOVA) is used to
compare overall means of student engagement and whether pedagogy did affect
student engagement. If the pedagogy does have a positive effect on student
engagement, then how can educators promote a learning environment to engage
students in authentic learnings.
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Exploring Critical Issues in Computer Ethics Education
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Abstract
As computers are ubiquitous in every aspect of our daily lives, we cannot overemphasize a need to
teach computer ethics to every user of the computer not to mention computer professionals. In this
paper we explore some critical issues involved in teaching ethics to students majoring in the broad
field of computing. As we believe that the importance of ethical judgments can best be taught first by
close analyses of some established philosophical ethical foundations, we present a comparative
analysis of two rather contrasting philosophical viewpoints: Deontology and Utilitarianism, followed
by a reconfirmation of our own belief. Then we explore two important issues in computer ethics
education which we believe are (1) judicious utilization of the Fair Use clause of copyrighted software
and (2) ethical and fair resolution of conflicts of interest. We firmly believe that by thoroughly
digesting these established philosophical foundations students can strengthen their belief in the need
for ethical decision makings whenever situations dictate and that by realizing deep insights into some
subtle yet critical issues they foster added inspirations for decision making for the most ethical
professional conducts.

A. Philosophical Ethical Foundations
Software engineers are those who contribute to the analysis, specification, design, development,
certification, maintenance and testing of software systems. Because of their roles in developing
software systems, software engineers have significant opportunities to do good or cause harm, to
enable others to do good or cause harm, or to influence others to do good or cause harm. To ensure
that their efforts will be used for good, software engineers must commit themselves to making
software engineering a beneficial and respected profession. Because of this, students majoring in
Computer Science or Information Science need to learn ethical foundations in general and
professional ethical codes in particular.
In many aspects, human conducts are regulated by existing regulations and statutes of the society
and the country. However, these regulations and statutes certainly do not cover all possible
situations and cases that can occur for many reasons including the reason of our human’s inability
to foresee or predict all possible cases. Because of this, our conducts need to be controlled by our
notion of ethical judgments in more cases than otherwise especially where relevant laws or
regulations lack or where existing laws and/or regulations conflict. In order to exercise our
judgments accordingly, we must constantly teach ourselves the principle of behaving according to
our ethical judgments. I believe that teaching ourselves the importance of ethical behaviors can be
best enhanced by understanding what exactly ethics is and why it is important in determining what
to do or not to do in certain situations.
Deontology pioneered by such great philosophers as Immanuel Kant and George Wilhelm Hegel
teaches us that humans have the blessing of being capable of deciding what is right to do out of
our coherent sense of duty to do the right things. Therefore, as long as one keeps track of one’s
duty to do the right things and as long as one does not lose one’s mind, ethical conducts are
natural consequence anticipated with regard to almost nothing else. [1,2,3,4]
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On the other hand, utilitarianism advocated by British philosophers such as Jeremy Bentham, John
Stuart Mill and H. Sidgwick teaches us that it is the consequence of actions that decides what is
right or wrong. And in this case, the consequence of actions is by and large measured by the total
happiness or pleasures that are brought by the result of one’s action. [5,6]
Although these two schools of thought are rather contrasting, at least they both have the common
aspect of universalism in that there are some general universal principles that guide the
determination of what is right and what is wrong which do not change from time to time or from
one society to another. And, more importantly, they can be combined for us to come up with a
unified list of universal principles for guiding our ethical judgments as they can complement each
other only if we exercise a little of wisdom in objectively applying some guiding principles to real
life situations.
We believe that we need to teach students who aspire to become computing professionals that
as computers are getting used more and more in every aspect of our life now they will face more
and more situations where they need to make ethical decision making and that they can make the
best such decisions when they focus on both their sense of duty in getting a job done in the right
way and overall benefit of the society.

B. Some characteristics of Professions
Broadly speaking, a profession is any occupation that provides a means to earn a living. However,
more precisely in our case, though, professions are those forms of work involving advanced
expertise, self-regulation and autonomy, and concerted service to the public general. [2,7,8]
1. Advanced Expertise and Efficacy.
Professions require sophisticated skills and theoretical knowledge in exercising judgments
that are not entirely routine or susceptible to mechanization, which is the source of
professional efficacy to be able to affect the way we live. This power of efficacy requires a
corresponding responsibility to ensure appropriate exercise of the efficacy for the overall
benefit of the general public.
2. Self-Regulation and Autonomy
Well-established societies of professionals are allowed by the public to play a major role in
setting standards for admission to the profession, drafting codes of ethics, enforcing standards
of conduct, and representing the profession before the public and the government.
3. Service to Public General.
The occupation serves some important aspect of the public good such as medicine directed
toward promoting health, law toward protecting the public’s legal rights and software
engineering toward software solutions to solve problems or promote the quality of our life.

C. Fair Use and Conflicts of Interest
C.1 Definition of Fair Use [11,12]
One of the rights accorded to the owner of copyright is the right to reproduce or to authorize
others to reproduce the work in copies or phonorecords. This right is subject to certain
limitations found in sections 107 through 118 of the Copyright Act (title 17, U. S. Code). One of
the more important limitations is the doctrine of “fair use.” Although fair use was not mentioned
in the previous copyright law, the doctrine has developed through a substantial number of court
decisions over the years. This doctrine has been codified in section 107 of the copyright law.
Section 107 contains a list of the various purposes for which the reproduction of a particular
work may be considered “fair,” such as criticism, comment, news reporting, teaching,
scholarship, and research. Section 107 also sets out four factors to be considered in determining
whether or not a particular use is fair:
1.

the purpose and character of the use, including whether such use is of commercial nature or
is for nonprofit educational purposes;
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2. the nature of the copyrighted work;
3. amount and substantiality of the portion used in relation to the copyrighted work as a whole;
and
4. the effect of the use upon the potential market for or value of the copyrighted work.
The distinction between “fair use” and infringement may be unclear and not easily defined.
There is no specific number of words, lines, or notes that may safely be taken without
permission. Acknowledging the source of the copyrighted material does not substitute for
obtaining permission.
The 1961 Report of the Register of Copyrights on the General Revision of the U.S. Copyright
Law cites examples of activities that courts have regarded as fair use: “quotation of excerpts in a
review or criticism for purposes of illustration or comment; quotation of short passages in a
scholarly or technical work, for illustration or clarification of the author's observations; use in a
parody of some of the content of the work parodied; summary of an address or article, with brief
quotations, in a news report; reproduction by a library of a portion of a work to replace part of a
damaged copy; reproduction by a teacher or student of a small part of a work to illustrate a
lesson; reproduction of a work in legislative or judicial proceedings or reports; incidental and
fortuitous reproduction, in a newsreel or broadcast, of a work located in the scene of an event
being reported.”
Copyright protects the particular way an author has expressed himself; it does not extend to any
ideas, systems, or factual information conveyed in the work.
C.2 Judicious Utilization of Fair Use clause
Computer Software Protection Act of 1980 amended the Title-17 to include software among
works to be protected. The unique characteristics of software makes its unauthorized copying
so quick easy and hardly noticeable. In addition, those in teaching profession may find it very
tempting to make unauthorized copying of software under the false pretense of Fair Use as
teaching is specified as one of the purposes for which Fair Use is applicable. For example,
copying a software and having the copied software installed in just one computer and letting that
computer be used by a unspecified group of students may not be qualified as a fair use even if it is
strictly for educational purposes because it may violate the factor #4 given above: that is doing so
may exceed the reasonable extent as far as the effect of the use upon which the potential market
for or value of the copyrighted work is concerned. We believe that in this case it is more
appropriate to restrict the access to this one computer that has copied software installed to a
specified group of students rather than to any students by adopting a controlled access system such
as a logon procedure allowed to registered user accounts only. As an another example, when
multiple copies are made and distributed to students in a class, the instructor should make every
possible effort to assure that those students who get a copy are not going to let others access or use
the copy they are given by the instructor. For this to become an assurance, mutual trust and respect
between the instructor and students cannot be overemphasized.
It is noteworthy that The Association of Computing Machinery (ACM) Code of Conduct
[Appendix F.1] reinforces our belief on Fair Use as its General Moral Imperatives 1.5 says “Honor
Property Rights including copyrights and patents” and 1.6 says “Give proper credit for intellectual
property.”
C.3 Ethical and Fair Resolution of Conflicts of Interest
We believe that conflicts of interest are more often than otherwise the hidden source of rather
intentional unethical decision makings. And, needless to say, the adverse effects of such
intentional unethical decisions will propagate for the worse as once having made such decisions
one may try to camouflage ill-advised motivations behind such decisions. We believe that the best
policy here is to avoid any real or perceived situation where one may have to face conflicts of
interest at all including a nepotism, to begin with. And, appropriately enough, IEEE Code of
Ethics Imperative-2 [Appendix F.2] says “Avoid real or perceived Conflicts of interest” while
General Moral Imperative-1.4 of ACM Code of Ethics says “Be fair and take actions not to
discriminate.”
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The next best policy includes (1) declining a task assignment when a possible conflicts of interest are
foreseen (2) putting higher priority and weights (a) on the society and public interest than on the
employers as well as on oneself, (b) on the employers and clients than on oneself and (c) on clients
than on oneself, by all means in all of these cases, (3) educating oneself on enhancing ability to analyze
real-life situations in grasping key elements affecting ethical decision making especially when facing
any kind of conflicts of interest. We believe that the most critical key to success in the fair and ethical
resolution of conflicts of interest in most cases is putting one’s own interest and one’s family
members’ interest away from the whole process of decision making for the resolution.

D. Conclusion and Further Study.
In this paper we explore some critical issues involved in teaching ethics to students majoring in the
broad field of computing. As we believe that the importance of ethical judgments can best be taught
first by close analyses of some established philosophical ethical foundations, we present a comparative
analysis of two rather contrasting philosophical viewpoints: Deontology and Utilitarianism, followed
by a reconfirmation of our own belief. Then we explore two critical issues in computer ethics
education which we believe are (1) judicious utilization of the Fair Use clause of copyrighted software
and (2) ethical and fair resolution of conflicts of interest.
We believe that conflict of interest is more often than not the hidden source of unethical professional
conducts. Therefore, unbiased and fair resolutions of conflicts of interest will lead to ethical
professional conducts in many situations. As copyright law provides cases of “Fair Use” of
copyrighted work including software as exceptions to copyright infringements, very often it can be
abused. In this regard, there is an added need for professionals’ prudent decision makings when it
comes to taking advantage of “Fair Use” exceptions so as not to abuse the legislative spirits behind
these exceptions.
We firmly believe that by thoroughly digesting these established philosophical foundations students
can strengthen their belief in the need for ethical decision makings whenever situations dictate and that
by realizing deep insights into some subtle yet critical issues they foster added inspirations for decision
making for the most ethical professional conducts.
US copyright laws distinguish between the expressions of ideas and ideas themselves as these laws
protect the former but not the latter. However, this intended distinction is not always that clear. And
software is no exception in this regard. It will be very instructive and also interesting to explore some
recent trends in court decisions regarding this somewhat subtle or even ambiguous distinction when it
comes to copyright protecting software or more precisely the way software is expressed.
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F. Appendix:
F.1 Association of Computing Machinery (ACM) Code of Conduct
1. General Moral Imperatives
1.1 Contribute to society and human well-being
1.2 Avoid harm to others
1.3 Be honest and trustworthy
1.4 Be fair and take action not to discriminate
1.5 Honor property rights including copyrights and patents
1.6 Give proper credit for intellectual property
1.7 Respect the privacy of others
1.8 Honor Confidentiality
2. More Specific Professional Responsibilities
2.1 Strive to achieve the highest quality, effectiveness and dignity in both the process and products of
professional work
2.2 Acquire and maintain professional competence
2.3 Know and respect existing laws pertaining to professional work
2.4 Accept and provide appropriate professional review
2.5 Give comprehensive and thorough evaluations of computer systems and their impacts, including analysis of
possible risks
2.6 Honor contracts, agreements, and assigned responsibilities
2.7 Improve public understanding of computing and its consequences
2.8 Access computing and communication resources only when authorized to do so
3. Organizational Leadership Imperatives
3.1 Articulate social responsibilities of members of an organizational unit and encourage full acceptance of
those responsibilities
3.2 Manage personnel and resources to design and build information systems that enhance the quality of
working life
3.3 Acknowledge and support proper and authorized uses of an organization's computing and communications
resources
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3.4 Ensure that users and those who will be affected by a system have their needs clearly articulated during the
assessment and design of requirements. Later the system must be validated to meet requirements
3.5 Articulate and support policies that protect the dignity of users and others affected by a computing system
3.6 Create opportunities for members of the organization to learn the principles and limitations of computer
systems
4. Compliance with the Code
4.1 Uphold and promote the principles of this Code
4.2 Treat violations of this code as inconsistent with membership in the ACM

F.2 IEEE Code of Ethics
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.

Accept responsibilities: in making engineering decisions consistent with the safety, health
and welfare of the public, and disclose factors endangering the public or the environment.
Avoid real or perceived Conflicts of interest.
Be honest and realistic in stating claims or estimates based on available data.
Reject bribery in all forms.
Improve understanding of technology and potential consequences.
Improve our technical competence and undertake technological tasks for others only if qualified
or after full disclosure of pertinent limitations.
Seek, accept and offer honest criticism of technical work and credit properly the contributions
of others.
Treat fairly all persons regardless of race, religion, gender, age or national origin.
Avoid injuring others, their property, reputation or employment by false or malicious action.
Assist colleagues and co-workers in their professional development and support them in
following this Code of Ethics

6
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Prospects and Feasibility of a Computer Aided Education in
Diabetes in an Urban Area in Malaysia: Valuable Inputs from
Doctors, Patients and Health Managers
Jasni M. Zain and Abdul R. M. Fauzi, Member, IEEE

Abstract— Diabetes Mellitus is a serious concern in
Malaysia, both the clinical costs in terms of mortality and
morbidity as well as the socioeconomic burden to the society.
Our diabetic patients present late with numerous complications
and the lack of proper education largely contributes to the
current situation. Computer aided education will help but
requires identification of the target population. This approach
has been around for a while but the uptake locally is very
scant. As a nation, the government is embarking on a very
ambitious program on IT and computer ownership as well as
literacy. Despite the widespread nationwide program to
increase computer access and IT a survey is required to assess
feasibility of such a program and practitioner’s readiness. We
found that such a package should be hospital based, patient
friendly and interactive. Healthcare practitioners and
managers responses were also encouraging and support the use
of computer aided education.

I. INTRODUCTION

T

HERE is increasing interest in the application of
information technology in diabetes [1]. The rationale
underlying this interest is the hope that computer systems
may offer a way of improving the therapy offered to patients
with diabetes-permitting more patients to be managed more
intensively, in line with the experience of the diabetes
control and complications trial [2]. In addition to database
system and decision support prototypes [3], an area of
clinical diabetes care in which computers may have a great
deal to offer is education. Is diabetes education already not
widely available? The simple answer is ‘no’. In a survey of
over 2400 patients to determine the proportion of the adults
with diabetes in the USA who had received diabetes
education, it was found that over 41% of patients with
insulin type 1 [type 1] had never attended a class or a
program for diabetes mellitus. [4] Furthermore it is a
common experience the even when education is made
available physicians tend to offer the advise rather than
what is required for patients to manage the disease [5], there
is therefore room for improvement and maybe IT can help
[1,3,]
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There are many different aspects to diabetes education
however learning facts is only one of them. The ability to
gain experience is also of great importance. It is well
recognized that it is not ideal for patients to learn diabetes
control solely from real life experiences because of long
timeframes involved, asides from the very real dangers of
hypo and hyperglycemia [6]. For this reason it has been
suggested that the interactive simulation of a diabetic patient
might offer a solution [6]. Education can be difficult if based
on only verbal and written presentations of dry facts [6]
therefore teaching materials using multimedia presentation
may provide a partial solution. However, the aim should also
be to intuitively teach diabetes self management in an
interactive and enjoyable way so that the knowledge can be
enduring.
Malaysia is a fast developing country in Southeast Asia
and has embarked on an ambitious nationwide program to
incorporate IT into health services. [7] Flagship IT hospitals
located in key locations in the country was created to
harness IT potential into healthcare. The effort is felt by all
healthcare practitioners and coupled with widespread media
coverage and education the general public has also latched
on to IT revolution in the country. [7] The most obvious
impact is the rise in the percentage of internet access and
availability of personal computer (PC) among the general
public.[8] Through schemes such low interest rate loan and
Employment Provident Fund (EPF) withdrawal scheme, one
of the mandatory retirement option plans, the government
has created means to make it easier for people to acquire a
laptop or a PC. [9] Available data shows that the internet
access however is mainly concentrated in highly urbanized
area such as the Klang Valley. [9] This is the same too with
computer ownership and IT literacy.
To benefit the IT revolution in health by providing a
computer aided education in diabetes, it is crucial to target
where such a package will be implemented to take account
of this discrepant IT access distribution. This study is to
assess computer knowledge among our diabetic patients and
the infrastructure to implement a CAE in our population in
an urban area in the east coast of Malaysia, regarded as less
developed than the west coast. We also aim to explore their
wishes and expectations and to get feedback from health
care practitioners and managers to judge their willingness to
support CAE program. This information is important to

2009 HICE Proceedings
Page 2112

devise a suitable package to implement CAE within our
patient population.
II. METHODOLOGY
This was an outpatient hospital-based questionnaire
survey done in 2007 over a period of one month in Hospital
Tengku Ampuan Afzan (HTAA) which is located in
Kuantan, the capital city of the state of Pahang, the largest
state in the peninsular of Malaysia. Agreement to complete
the questionnaire was taken as the consent to participate in
the study.
Malaysia is a fast developing country with 13 states under
a federal government. Some states especially in the west
coast have acquired infrastructures and systems compatible
with developed country status but the state of Pahang is
gradually moving to that.
This survey concentrated on three groups; diabetic
patients, healthcare practitioners (equal number of doctors
and nurses) and hospital managers. The questionnaire
contained items on computer access, computer knowledge
and expectation of CAE on diabetes from both patients’ and
healthcare practitioner’s perspectives. Each question has
either a yes or a no answer.
All the respondents were given the survey to be
completed in their own time and the research assistant would
then collect the completed form. They could ask the research
assistant for clarification if they wish. Any vague responses
will be immediately relayed back to the respondent to seek
clarification if this was possible.
Kuantan is a city with a population of approximately half
a million served by a 600 bedded tertiary government
teaching hospital (HTAA) affiliated to a medical school.
There are numerous public polyclinics around the city, 3
private hospitals and about a hundred private general
practitioner’s clinics. Majority of diabetic patients coming
for review in HTAA are from Kuantan, the rest is from all
districts in Pahang. Kuantan was chosen as it is the site
where a pilot CAE study will be undertaken once the CAE
package on diabetes is completed. The results of this survey
would guide the development of the package.
III. RESULTS
A total of 150 respondents, 50 from each group, were
given the questionnaire and 124 were returned complete for
analysis. They were from 50 diabetic patients, 45 health care
practitioners and 20 hospital managers. The numbers for
doctors and nurses were 16 and 29 respectively and all
practitioners were working in specialties related to internal
medicine. Majority of the hospital managers were ward
sisters (15) and the rest was clinic managers.
The mean age of diabetics was 50.6 years (SD + 8.3),
range of 34 to 72. Majority of the patients were ethnic
Malays and came from Kuantan district. There were from
mixed employment background (see Table 1). Respondents
from the healthcare group were mostly nurses and the

hospital managers were predominantly ward sisters in
charge of running the ward, termed in this study as ward
managers. Clinic managers similarly referred to nurses in
charge of the medical outpatient clinics.
TABLE I
DEMOGRAPHIC DETAILS OF ALL THE RESPONDENTS FROM THE 3 GROUPS
Parameters
N (%)
Patients (n=50)
Mean age (years)
50.6 + 8.3
Sex
Male
32
Female
18
Ethnic groups
Malay
42
Chinese
6
Indians
2
Employment
Self employed
3
Government
20
Private firms
8
Teachers
3
Laborers
12
Professional
2
Others
2
Healthcare practitioners (45)
Doctors
Consultants
Registrar
Medical officers
House officers
Nurses
Working<5 years
Working>5 years
Managers (20)
Ward managers
Clinic managers

0
1
7
9
12
17

15
5

Only about 16% of diabetic patients had undergone a
formal diabetic education session conducted by the diabetic
resource nurse about diabetes either as inpatient or
outpatient as shown in Table II.
Access to computer among the patients was 34%. About
40% of the patients claimed to know how to operate a
computer and 80% would be willing to use CAE to help
manage diabetes if appropriately taught and coached. The
rest cited computer illiteracy as the main reason for
declining to participate in any future CAE.
All patients agreed that CAE should be given at the
hospital or outpatient clinic setting and about a third was
willing to try it at home. They also felt that CAE could help
manage diabetes. Interactive option in the package could
help but they were worried if it would be difficult to use or
confusing.
All health care practitioners agreed that CAE could
improve delivery of diabetic education and felt probably
could improve control. They would also be willing to
participate in such an exercise and regarded it as routine
clinical work and felt that it should not necessarily add more
time spent on patient care.
An ideal CAE package would have the following
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characteristics: Uses a CD; lasts a maximum of 30 minutes;
uses pictures or diagrams; minimal notes and interactive in
nature as shown in Table III. From the point of view of the
patients, it was also preferable that the CAE be responsive to
inquiries regarding diabetic control in terms of blood or
urine investigation results as well as symptoms.
TABLE II
RESPONSES TO GENERAL QUESTIONS REGARDING DIABETES EDUCATION
AND COMPUTER
Patients
Health
Managers
(N=50)
practitioners
(N=20)
(N=45)
Formal diabetic
8/50
NA
NA
education
Computer
17/50
NA
NA
Access
Computer
20/50
NA
NA
literacy
Agree to
38/50
NA
NA
Diabetic CAE
Willing to use
40/50
NA
NA
CAE
If no, state
Literacy in
NA
NA
reason
10 answers
Place for CAE
NA
NA
Hospital
50/50
NA
NA
Home
13/50
NA
NA
CAE helpful
45/50
43/45
20/20
Agree with
NA
43/45
20/20
CAE
Willing to
NA
43/45
20/20
participate
Time
NA
23/45
5/20
consuming
TABLE III
FEATURES OF A PACKAGE FOR COMPUTER AIDED EDUCATION IN DIABETES
Patients*
Healthcare
Managers
(N=50)
practitioners
(N=20)
(N=45)
Duration
(minutes)
<5
0
0
0
5 to < 15
2
3
2
15 to < 30
46
41
18
> 30
2
1
0
Interactive
47/50
43/45
20/20
Responsive
46/50
43/45
20/20
Uses CD
45/50
43/45
20/20
Uses Internet
43/50
39/45
20/20
Application
Hospital
50/50
43/45
20/20
Home
13/50
43/45
17/20
Features
Pictures
48/50
44/45
20/20
Diagrams
50/50
45/45
20/20
Notes
46/50
38/45
20/20
*10 patients required the help of the research assistant to answer this section
of the questionnaire

IV. DISCUSSION
Data on the delivery of education to diabetic patients is
not encouraging. In the best centers in developed country
such as USA, the figure has been quoted at around 41% [5],
in our small cohort, only 15% admitted to a previous formal

diabetic education session but this could be an
underestimation. The low percentage of formal education in
patients in our study however could be postulated to be due
to several reasons, lack of resources or practitioners.
Resources may refer to actual infrastructure to conduct such
and exercise. It would be interesting to study this further and
perhaps find out if increasing resources may improve the
situation. This may not be so judging from the study which
was conducted in the USA [5] where it is well known for
abundance of medical resources comparatively.
Diabetes in Malaysia is a phenomenal health problem.
[10] In the 1960s, the estimated prevalence of this disease
was about 0.65% and had increased to around 2% in the 80s
[10]. In 1996, a nationwide health and morbidity survey
showed the prevalence had risen to 8.3% [10] and now it is
very likely to be higher. A third similar nationwide survey
has been recently been completed and this could throw more
light on this. As a direct consequent, the economic and
health burdens are similarly enormous.
Data have shown that our diabetic patients present late
with multiple complications. [11] This increases morbidity
and costs in treatment including prolonged hospital stay
[11]. This is partly explained by the lack of diabetic
education with regard to control and development of
complications. [11] As the result, patients are less motivated
or they simply fail to recognize the need to be self vigilant.
The clinical and economic impacts of this disease warrant
the clinicians to look at new ideas on how the management
of this disease can be improved. Diabetic education is one
fundamental area that is pivotal to improve diabetic care.
Malaysia is a fast developing country and Malaysia
Highway Super Corridor or the widely known acronym of
MSC has been an audacious attempt by the government to
implement information technology in many aspects of our
life. There are many related themes that are incorporated
into the MSC project and health is one of the major themes.
Among the key projects implemented are intelligent
hospitals that utilize IT in health care. [12]
We are encouraged by the report from UNESCO that the
computer literacy rate in developing countries is 70.4
percent and where Malaysia is concerned, the literacy rate is
83.5 percent has been quoted. We can postulate that the
literacy will be higher in the urban areas compared to rural
and it remains to be seen whether the rate will be spread
across equally among different sectors of the population if
based on the types of employment. [12] Our respondents
from the patient group came from a varied employment
background which reflected the level of income and
education that they had received. It is probably fair to
assume that computer access as well as literacy may be
variable. In fact majority of those who declined to
participate in CAE were laborers and all of them had no
computer access.
We designed this study to ascertain the existence of basic
infrastructure necessary among the patients in a typical
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urban area outside Klang Valley in Malaysia and the
willingness of the health care practitioners to implement
CAE to supplement care in diabetes. Klang Valley
represents the most developed part of Malaysia
economically and technologically although it only contains
less than a fifth of the total population of Malaysia of about
26 million. Other states lag behind somewhat and the federal
government is bridging the gap gradually. The types of
respondents would provide a comprehensive view of the
infrastructure and feasibility of CAE. The responses from
the patients indicated that computer access is still quite low
despite urban residence and therefore any program to
introduce home based CAE in diabetes education must be
carefully targeted to the patients that will most likely be
beneficial. Perhaps this is reflected by the type of
employment of which a quarter of the patients is in the low
income bracket. Hospital based CAE is the most applicable
in our setting as the response on this was both favorable and
encouraging. Both healthcare practitioners and managers
were supportive of such a program and deemed CAE as a
help rather than a burdensome exercise. This is probably a
reflection of the widespread understanding that CAE could
help, perhaps they themselves extensively use computer and
IT in their daily activities.
The typically useful CAE package in our setting would be
a hospital based program using a CD that lasts maximum of
30 minutes. Interactive portion to patient queries is useful so
is the ability to interpret specific blood investigation results,
perhaps patients seeking to allay their fears or respond to
their nagging concerns of the disease.
These features from this study should guide us on how to
prepare a useful CAE on diabetes in our healthcare setting.
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V. CONCLUSION
An ideal package for CAE in diabetes in our part of the
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Abstract─Most online courses utilize the online communication venues to form collaborative discussions among
learners. This research proposes that online collaborative learning be built over a pedagogical framework comprising of
3 domains, namely, personal knowledge, collaborative sense‐making, and articulation of knowledge. This paper will
discuss the personal learning space, an e‐book, for the students to put their ideas in perspective for individual reflection
and brainstorming. This is a cognitive tool for the individual student, to be used in conjunction with the synchronous
communication venue, which is a public discussion area. We will study how collaborative interactions among the
students develop over time and familiarity. Students’ knowledge will be tracked and mapped into themes or categories
to see the evolution of students’ knowledge within the 3 domains specified, i. e. from the personally‐held, to the
construction of shared knowledge, and finally, to the personal articulated new knowledge. We will also look for points of
emergence of students’ new ideas and perspectives, points of students’ agreed/disagreed knowledge, and finally,
students’ application of new knowledge in a different individual assignment.
Keywords─collaborative learning, online discussions, personal reflection

I

INTRODUCTION

Online collaborative learning have been widely reported to be a successful learning environment (Stacy, 1999; Harasim,
1990) as students acquire rich knowledge through an online interactive social process. Students’ with varied personal
views, unfold them out to discuss with their learning peers and collectively derive new shared perspectives
(Puntambekar, 2006). Diverse views, strategies and approaches in learning concepts, put together form a rich
environment of knowledge for students to collaboratively work with (Garrison, 1993; Hiltz, 1994). A student with scant
understanding of a concept, enters a collaborative discussion and acquires collective hypothesis, then may emerge to
have deeper comprehension of it, and, be able to separately use it to solve a related problem. This learning shift from
the inadequate to the adequate personal understanding through collaborative discussions need to be documented and
analyzed to rationalize its importance in fostering deep learning, as mentioned.
1
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In this paper, we propose the pedagogical framework comprising of 3 knowledge domains, namely, prior knowledge,
collaborative knowledge, and constructed knowledge, for the online collaborative students. Prior and constructed
knowledge domains occur in the personal learning space. Collaborative knowledge domain occurs in the public
collaborative learning space. We will study the transformation of a student’s concepts in these knowledge domains,
through responses made from the time of personal learning preparation, responses made during collaborative
discussion, and, personal articulation of the students experience and understanding afterwards.

II

KNOWLEDGE DOMAINS

The three knowledge domains designed together form the learning environment, and is shown in Figure 1.
The instructor will pose a problem for students to solve through the personal and social learning processes. Problem
solving has always been regarded as a constructive activity that can promote deep learning (Oh & Jonassen, 2007).
Research also showed that students acquire deep comprehension of concepts when solving ill‐structured real‐world
problems with multiple solutions (Jonassen et al, 1998). Students are provided with tools for individual and collaborative
learning, an e‐book and Web Board respectively, which become cognitive tools to facilitate collaborative knowledge‐
building and reflection.
Constructivists (Honebein et al, 1993) asserted that meaningful learning occurs when students work with authentic tasks
and supported by social interactions. Students in this research will work in a constructivist and networked environment
using web resources, exchanged information as well as text books, which are essentially diverse learning sources for
constructivist problem‐solving.
The learning activities specified in the three knowledge domains constituting of brainstorming, collaborative discussions,
collective meaning‐making and reflecting on reviewed work, are constructivist features, and also learning processes in
problem‐solving, vital for deep comprehension of concepts.
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Fig. 1 Prior, Shared and Constructed Knowledge Domains

III

COGNITIVE TOOLS

We will have each student use an e‐book as personal learning space, which will help students explore, generate and
analyze ideas in preparing their responses before posting for discussion with peers. Instructors will also be able to post
suggestions in students’ books to help them prepare their responses. Perkins (2005) suggested that reflection on
problem solutions that focuses on understanding abstract concepts indicate improved learning. In conjunction to this,
students will be able to write ideas, edit previous entries, create and organize materials, tag them, and store for future
review. It was also suggested that better learning take place when students articulate thus reviewing their
understanding. Reflective articulation will be an important function of this tool, allowing students to write down, review
and revise their prior concepts appropriate to responses they receive from the collaborative discussions. Concept
transformation may occur and may be discerned upon comparison to prior concepts recorded in earlier personal
brainstorming.
Debate and discussions will take place on the Web Board will open in a separate window so that students can move
between the Web Board and the book. This will be the online tool obtained commercially, which will engage students in
online discussions. Instructors will be able to post conferences, and students will be able to post questions, ideas, ways
and perspectives to solve problems posted earlier.

IV

EXPECTED FINDINGS

Since the transformation of students’ concepts in the course of their online learning will be studied, identifying and
categorizing students’ responses will be the major task in this research. Selected individual students’ learning responses
will be categorized into their prior, shared and constructed knowledge. We will examine for any change or richness in
students’ concepts or ideas, their attitudes and/or perceptions during the whole course of collaborative learning. This
may also be materialized in the form of students’ reflective articulation, or, compositions written in their e‐book.
Students will write in their own way about what they have learned from the collaborative discussions and compare with
their prior thoughts about the concepts of the learning content. Instructors will prompt in each student’s e‐book to cast
students’ awareness about the changes in their learning.
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Teacher Efficacy Beliefs and Student Teaching Performance of Filipino Teacher
Education Students: A Preliminary Study*
Research on teacher education underscore the importance of teacher efficacy beliefs
in relation to teaching performance, job satisfaction, and career commitment (Knobloch &
Wittington, 2003; Hoy & Spero, 2005). Because “efficacy may be most malleable early in
learning,” it is vital that teacher education programs develop a strong a sense of teacher
efficacy among its students. This research sought to determine the level of teacher efficacy
among pre-service Filipino students both before and after their student teaching experience
and identify factors that contributed to their sense of efficacy.
The study sought to answer the following questions:
1. What are the pre-service students’ beliefs about teacher efficacy?
2. Is there a difference in their teacher efficacy beliefs prior to, and at the completion
of their teaching experience?
3. Is there a relationship between teacher efficacy and performance in student
teaching?
4. What factors in the student teaching experience contributed to their sense of teacher
efficacy?
Two cohorts of about 100 junior and senior students enrolled in the Bachelor of
Science in Education program at a private university in the Philippines were administered (a)
Teacher Efficacy Scale by Woolfolk and Hoy (1990), a revised form of the scale developed
by Gibson and Dembo and (b) an information sheet on their demographic characteristics and
motivation for entering the teaching profession. The Teacher Efficacy Scale was first
administered to the students two trimesters before they were scheduled to take student
teaching to obtain a baseline of their efficacy beliefs.
The first cohort of around 45 students began their student teaching in mid-September
this year for a period of about three months (corresponding to the second trimester of the
school year). The second cohort will have their student teaching in the third trimester (first
three months of next year). A description of the baseline efficacy beliefs was obtained for
the two cohorts. However for the purposes of this research report, only the data on the
relation between teacher efficacy and performance in student teaching for the first cohort
will be presented during the conference. Ratings from the evaluation tool for assessing the
teaching performance of the students as observed by their critique teachers and final grades
for the practicum course served as measures of teaching performance.
Data from the teacher efficacy scale for the first cohort were analyzed by means of a
t-test to determine whether teacher efficacy beliefs had significantly improved at the end of
the student teaching program as compared to their perceived efficacy prior to the teaching
experience. Correlations between efficacy scores and ratings in student teaching were also
obtained. Relevant material from the practicum portfolio were used to supplement the
quantitative results.
_____________________
* Abstract of paper presented by Marikita Tirol-Evangelista of the Educational Leadership
and Management Department, College of Education, De La Salle University, Manila for the
Hawaii International Conference on Education, January 2008.
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Impacts of Experiential Learning on Undergraduate Students in Research and Entrepreneurial
Internships
Abstract
This paper examines the experiential learning impacts on students that result from their
participation in an internship program with research and entrepreneurship tracks. The Discovery
Park Undergraduate Research Internships (DURI) program at Purdue University places students
with diverse backgrounds in interdisciplinary research projects, while Interns for Indiana (IfI)
matches students with entrepreneurial internships at local high-tech start-up companies. Interns
in both programs attend a professional development seminar series that encompasses the
“discovery to delivery” continuum of translational research. Reflective journals, pre- and postprogram surveys and open-ended questions, and end-of-semester projects show that engagement
of students in meaningful research and entrepreneurial experiences promoting application of
academic knowledge has impacts that include, 1) increased comprehension of the interaction
between research and entrepreneurship, and 2) increased awareness and interest in career
opportunities in research and entrepreneurship. These programs also have the benefit of
enhancing university research programs and stimulating economic growth through the positive
contributions of highly-qualified students on local startup companies.
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Abstract
What are the Impacts of Partnerships Between Visiting Scientists and Middle School Math and
Science Teachers? Results of a Multifaceted Assessment of a GK-12 Program.
The purpose of this paper is to examine how middle school math and science teachers
collaborated effectively with visiting scientists over the course of a year as part of the NSFfunded Indiana Interdisciplinary GK-12 program. This program pairs eight doctoral fellows in
STEM disciplines with eight local middle school math and science teachers to develop and
institute inquiry-based instruction with interdisciplinary themes. The specific goals are 1)
enhance the quality of middle school STEM education; 2) provide training and mentoring for
doctoral fellows as they progress toward STEM faculty and professionals; 3) offer professional
development for middle school math and science teachers; and 4) foster continuing partnershps
between the university and local school corporations. Fellows answered open-ended questions,
provided reflective journals, conducted interviews with their assigned teacher, attended biweekly
fellows meetings, and participated in periodic focus groups. Teachers answered open-ended
questions and participated in periodic focus groups. Both groups reported that the length of
partnership duration correlated to collaboration success. Fellows reported enhanced
understanding of curriculum development for the specific K-12 audience as well as an overall
increased ability to teach to an audience with diverse learning styles. Teachers reported
increased confidence in science and math content matter and greater willingness to work with
outside content experts. Implications for graduate student education include increased skills in
communication and mentoring as well as greater understanding of K-12 education. Fellows may
become advocates of K-12 science and math education and possibly seek out opportunities for
future K-12 collaborations.
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Abstract

The purpose of this study is to present a series of procedures that enable
beginners in business administration to learn the basic methods of
collecting

and

processing

information

pertaining

to

business

administration. Merely learning theories on business administration is
insufficient for acquiring a sense of business administration. It is
important to know whether these theories are actually applied in
corporations and the manner in which they are used. For this purpose, it
is necessary to obtain information on the functioning of actual
corporations. Newspapers are suitable media for promptly determining
the prevailing trends in actual corporations. In today’s world, a
sophisticated information and communication environment exists that
facilitates the collection and processing of articles in newspapers from
online databases. This study shows how undergraduate students who are
beginners in business administration studies learn the basics of the
subject. For this type of learning, it is crucial to observe the cases of
various corporations; moreover, the consolidation of an information and
communication environment supports this purpose.
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Abstract
The purpose of this paper is to investigate students’ generalization regarding solving two quadratic
sequences, two representations (pictorial and numerical contents) of the same pattern. The participants
were 40 fifth and sixth graders in Taiwan. The conclusions drawn from this study are as follows. (1)
Students might create new sequences with different structures from the original ones while
immediately translating pictorial to numerical sequences. (2) Students would have the potential for
developing far generalization (e.g., the 100th term of a sequence) and to construct algebraic
knowledge, if they applied a geometrical approach along with cognitive perception. The cognitive
aspect of perception is that students recognize a structure (or property) in relation to the shape or
number. It is hoped that the results of this exploring research will contribute to a more rigid study with
a larger sample in the future.
Keyword: geometrical approach, generalization, pattern, quadratic sequences.

Introduction
Mathematics can be thought of as a search for patterns and relationships (Biggs & Shaw, 1985) or can
be described as a science of pattern and order (National Research Council [NRC], 1989). Patterns can
be expressed in a similar way as structure (van Hiele, 1986). Furthermore, van Hiele denotes that the
structure, organization and relationships within mathematics are apparently visible in the form of a
pattern. Patterning activities (e. g., English &Warren, 1999; van De Walle, 2004) directly develop a
sense of pattern and regularity and they provide students with practice in the skills of searching for
patterns, extending patterns, and making generalizations. These processes will involve in variable and
the concept of function. Thus, patterning activities play a significant role in the primary grade to
establish the foundations of algebra (Herbert & Brown, 1997).
Patterns involve a step-by-step progression. In technical terms, these are called “sequences” (van De
Walle, 2004). According to the suggestions of Frobisher, Monaghan, Orton, Roper and Threlfall
(1999): a pattern is relative to order, repetition regularity and symmetry in and between mathematical
objects (e.g., physical and geometry situations as well as numbers); a sequence involves a set of
mathematical objects ordered based on some rule. Linear patterns/sequences are those in which the
difference between successive terms is constant, while quadratic patterns/sequences are those in
which the difference of the differences (i.e., the second difference) is constant. On the other hand, a
linear sequence is relative to additive approach, while a quadratic sequence is relative to the
multiplicative approach. In textbooks, linear patterns are the type of patterns used most often.
“Expressing generality” is described as one of four different roots of algebra (Mason, Graham, Pimm,
& Gowar, 1995). There are several kinds of generalizations, due to different contents or level of
difficulty. Stacey (1989) refers to two kinds of generalization, that is, near generalization (e.g., the
20th term) and far generalization (e.g., the 100th term). The need to generalize about the given terms
might have two meanings (Hargreaves, Threlfall, Frobisher, & Shorrocks, 1999). One is “a pattern
generalization” which is to see more in the set of numbers than is given. The other is “a sequence
generalization” which is to go beyond the set of numbers. A description in words or a formula,
through which an individual can find any further term for the given sequence, will lead him/her to
achieve a sequence generalization. Ma and Wu (2006) show that in the process of expressing
2

2009 HICE Proceedings
Page 2130

generality, most 10-11-year-old pupils in Taiwan are unaware of linking patterns to algebraic concepts;
what they have done is only “a pattern generalization.” A few can obtain the concept of a function that
describes the relationship between any object and its position in a sequence; what they have done is “a
sequence generalization.” As a result, a student achieves a pattern generalization when s/he
accomplishes near generalizing tasks; s/he achieves a sequence generalization when s/he accomplishes
far generalizing tasks (Ma, 2007).
The same pattern can be presented in many forms such as physical and geometry situations as well as
numbers (van De Walle, 2004). Different forms of patterns can help students see regularities in
different way. The school practice involving generalization in algebra often starts from pictorial and
numerical sequences. Ma (2002) investigates forty 10-11-year-old students’ preference for pictorial or
numerical sequences. She finds that 84.4% students prefer the sequences with pictorial contents, while
only 15.6% like numerical contents. The reasons for the preference for pictorial contents are easiness,
novelty and interest, or the fact that these sequences contain more hints.
There are three methods of translating a picture to a numerical representation. The first method is to
count the objects (e.g., dots, circles, sticks, etc.) for each shape presented in the task, then immediately
converting the shapes into numbers. The second method is to look at how many more objects are
required in each new shape. The third method is based on “seeing the shapes” (Orton, Orton, & Roper,
1999). However, there are possibilities for demonstrating different structures of sequence while
switching from one to the other. Van Hiele (1986) denotes that a rigid structure with sufficient parts;
anybody who follows the rule can continue the structure. On the contrary a feeble structure loses its
rigidity if the rule is not given; it is possible to be continued in more than one way according to the
rules an individual developed.
It cannot be ignored that patterning activities may offer a meaningful introduction to early algebraic
ideas, but they present difficulties for students who have some types of weaknesses. Thus, a lot of
young adolescents experience difficulties with the transition to patterns as functions (Stacey &
MacGregor, 1995; Warren, 2000), and certainly have difficulties in making the transition from
arithmetic-based programs to algebraic ideas (Greenes & Findell, 1999). The fifth and sixth graders
who have not received the formal algebra instruction are in the arithmetic-algebra transition. They,
unlike the middle school students with didactic contract (Brousseau, 1997) related to algebraic
methods, would be possible to exploit alternative methods except what the teacher expects them to
know. The upper graders would be the suitable candidates to exploit alternative strategies, which then
provide them the potential for developing generalization.
For deeper comprehension of students’ approaches to the patterns they less met, this study focused on
fifth and sixth graders’ generalization and process approaches to quadratic sequences. Children need
to realize that there are two (or more) representations of the same pattern, and need to enable to switch
from one to the other (Ursini, 1991). Thus, the sequences were given in two representations (pictorial
and numerical) of the same pattern. Thus, the specific research questions are:
1. Which method would students adopt and what corresponding sequences might students create when
translating pictorial to numerical sequences?
2. Which approach (geometrical or numerical) would students have the potential for developing a far
3
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generalization while they dealt with quadratic sequences?

Method
1. Design of the study
The participants in this study carried out the patterning activities via an Internet discussion board. It
will be a pedagogy innovation that mathematical activities accompanied with the teacher’s guidance is
shifted to Internet to carry out. Several pedagogical strategies may be used, including anonymous user
name and giving students sufficient time to generate and explore their own ideas. Students would be
interested in learning under the internet environment (Chang, Li, & Parnes, 1989; Chang &
Tavakolian, 1989). An Internet discussion board which function is as Bulletin Board Systems is easily
learned and used, even the fifth and sixth graders are familiar with the usage of it. Working on
mathematics via the Internet can motivate students’ interests and gain low-achievers’ confidence in
grades five and six content (Ma, 2000, 2004, 2005). It can be viewed as another channel for
supporting upper graders to work on mathematics (Ma, 2005).
Each participant had a specific account and password to enter the board. S/he was free to develop
generalization under a non-threatening environment of Internet. Besides word typing and recording of
an Internet discussion board, new functions such as basic summation and figures and tables pasting,
enable students to express themselves more effectively. At the same time, students’ data would be
conveniently collected according to the functions of the board. Figure 1, for example, shows a
screenshot on the Internet discussion board.

Figure 1: A screenshot on the Internet discussion board

2. Participants
The subjects were forty upper-grade students in Taiwan. They were twenty-eight 11-year-old pupils of
grade six and twelve 10-year-old pupils of grade five. There were 16 boys and 12 girls in grade six
and 6 boys and 6 girls in grade five. They had basic computer skills and used the Internet regularly.
Each participant was anonymous but had fixed codes. Three codes or four codes (adding “m” in front
of three codes) represented the sixth and fifth graders respectively. Among three codes, the first
4
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symbolized the sex (b: boy, g: girl), the second symbolized the mathematics achievement (h: high, m:
middle, l: low), and the last was only serial number. For example, bh1 represented the first (1) highachieved (h) boy (b) from grade six, mgl2 represented the second (2) low-achieved (l) girl (g) from
grade five (m).
Four researchers were involved in this study. Two elementary school teachers have been teaching in
the participants’ schools more than five years. They were responsible for posing problems on the
Internet and executing the patterning activities. The other two on the research team are mathematical
educators who have been teaching at the university level more than ten years. One of them was the
author who designed the study and analysed the participants’ data from the Internet work and the
interviews. The other one was responsible for follow-up discussions and crosschecking of data.
3. Instrument
Eight problems involving pictorial and numerical sequences that were to be generalized were given to
the students. These problems were revised by the researchers, who considered reference material such
as numerical sequences of the Assessment of Performance Unit (undated), Orton and Orton (1999),
and Hargreaves et al. (1999), as well as pictorial sequences of Orton, Orton, and Roper (1999).
Among these eight problems, five are quadratic sequences, and the rest are a linear sequence (problem
5), a geometric sequence (problem 2) and the Fibonacci sequence (problem 4). Problems 1, 3, 5, and 7
were presented with pictorial contents, while problems 2, 4, 6, and 8 were presented with numerical
contents. They will be shown as Figure 2. Problems 1 with pictorial contents and problem 6 with
numerical content are quadratic sequences, which are two representations of the same pattern. These
two problems will be discussed in this paper.

Figure 2. The eight problems of the instrument

4. Procedures
In the patterning activities, the students were asked to search for a pattern, extend the pattern, and
develop a generalization for the pattern. They were advised to solve the problems by themselves,
because what they did had nothing to do with their academic achievement; their own methods were
the best. The teachers posed a problem on the Internet once two to three weeks. The students worked
5
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on the problems at lunch time or after school in the computer room of their schools. They were
allowed to solve a problem based on their own perception over and over again. Many students
expected to work on new problems combined with enjoying the pleasure surfing the net. This activity
lasted six months.
After having completed the posing of the problems on the Internet, students who had demonstrated
unclear ideas or had much better performance on this activity were subsequently interviewed
individually by their teacher. This methodology enabled the researchers to match the methods and
processes students used when responding to the problems. For example, bl1 wrote down “I add 2 on 4.
6 times 5 is 30. There would be 30 dots in the fifth.” To ensure that the expressions bl1 generated
were from his perception, his teacher asked him “Why did you add 2 on 4 ?” The student bl1 then
needed to explain his ideas. Thus, data relating to students’ understanding of patterns was collected in
two forms: one was the written form to which students responded on the Internet discussion board,
and the other was in oral form by interviewing students on a one-to-one basis.

Results
Problem 1 (pictorial content) and problem 6 (numerical content), two representations of the same
pattern, are presented above in Figure 2. The pupils were asked to calculate the number for the next,
fifth, 10th, and 100th terms in the sequence and that of the nth term if possible. The students were only
asked to solve the 10th term rather than the 20th in this study. Thus, a student who accomplishes the
10th term achieves a near generalization, and s/he who accomplishes the 100th term achieves a far
generalization. Students could use geometrical (G) or numerical (N) approach to develop
generalization for problem 1 and 6. A student recognizes the structure or property in relation to the
shape (or number), which is associated with cognitive perception, while s/he sees the shape (or
number) as a simple object in itself, which is relative to sensory perception (Dretske, 1990).
The analysing about students’ responses was conducted through a case study on a qualitative basis in
this paper. Data for analysing how students approach the two quadratic sequences needed to satisfy
three conditions. First, students needed to leave a rich trace of what they were thinking as they
progressed. The trace included both the written form and the interviews. Second, responses generated
by these students needed to depend on their own perception. Third, students needed to find a rule
associated with the pattern at least. Twenty nine of totally 40 students generated responses which
satisfied all three conditions. Six of 29 students, bl1, Mgl2, gh1, bh2, gm4, and bm1, clearly presented
what processes would be involved. Also the data from their written forms on the Internet and the
interviews provided access to many understanding of generalization. These were the reasons why their
responses were chosen as an interpretive paradigm.
29 students’ approaches used in these two problems are shown as Table 1. 17 students used geometric
(G) approach in dealing with the pictorial sequence and numerical (N) approach in dealing with the
numerical sequence. Six students used geometric (G) approach in dealing with the two sequences,
whereas another six use numerical (N) approach in dealing with the two sequences. It was noted that
no one applied numerical approach in dealing with pictorial sequence and geometrical approach in
dealing with numerical sequence.
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Table 1: The approaches of twenty-nigh students
The number of student

6

17

6

Approach : Problem 1 (pictorial)

G

G

N

N

Approach : Problem 6 (numerical)

G

N

N

G

Students chosen in this article

bl1,
Mgl2

gh1, gm4,
bh2 bm1

0

The approaches six students (bl1, Mgl2, gh1, bh2, gm4, and bm1) responded to the two problems are
shown as Table 1. In particular, gh1 who used two numerical methods and bh2 who used a numerical
and a geometrical method approached problem 6. Here the author labels bl1 and Mgl2 as G-G
approach, gh1 as G-N1N2 approach, bh2 as G-NG approach, and gm4 and bm1 as N-N approach. Six
protocols from these six students direct quotes from the Internet posting, which are chosen as
examples in this article.
For convenience, the author will use the following method to code the responses. The first code is P or
N, representing problem 1 (pictorial contents) or problem 6 (numerical contents) respectively. The
second code was number 1, 2, or 3, which represented the order in which certain student responded.
The last three or four codes identifies a specific student (e.g., gm4 or Mgl2). For example, “N-2 gm4”
represents the second (2) response to numerical contents (N) of gm4. Within protocols, the author
used the sign “...” to symbolize tediously or similar responses of student.
Protocol 1: G-G approach
P-1 bl1: I add 2 on 4. 6 times 5 is 30. There would be 30 dots in the fifth….. There would be
110 dots in the tenth, because 11 times 10 is 110.
N-1 bl1: 1x2=2. 2x3=6. 3x4=12. 4x5=20. 5x6=30. …10x11=110.
The student bl1 preferred a geometrical approach, which he combined with analytic thinking. For
example, bl1 described “30” as “6 times 5 is 30” (P-1) and “5x6 = 30” (N-1). In the interview, bl1 said
that the row and the column respectively required one more dot from shape 1 to shape 2, and required
two more dots from shape 3 to shape 5. Thus, his method was based on “seeing the shapes” before
converting the pictures to numbers (P-1). He showed flexible thinking in creating given sequences
(problem 1 and 6) through cognitive perception. However, he could only find a few terms in a
sequence such as the fifth and the tenth. He did not try to do far generalizing tasks (e.g., the 100th
term). The individual interviews surfaced the fact that his arithmetical incompetence could be a factor
interfering with his performance. In both problem formats bl1 noticed the method, instead of the
answer. He had potential for developing far generalization although he only did near generalizing
tasks.
Protocol 2: G-G approach
P-1 Mgl2: 2, 3+3, 4+4+4, 5+5+5+5, 6+6+6+6+6. Thus, there would be 30 dots in shape 5.
P-2 Mgl2: It would be 101 dots. It requires one more dot from shape 99 to shape 100.
7
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N-1 Mgl2: Term 1 is 2, term 2 is 6, term 3 is 12, term 4 is 20, and term 5 is 30.
2+4+6+8+10+12+…+30+…. Keep accumulating them and you will get term 100.
Student Mgl2 preferred a geometry approach, which she showed the analytic thinking. For example,
she viewed “20”as “5+5+5+5” (P-1) or “2+4+6+8” (N-1). Her method was based on “seeing the
shapes” before converting a picture to numbers. In the interview, she said that the fourth shape
contains four rows and that each row includes five dots; thus it would be “5+5+5+5” (P-1). She also
said that the first four numbers add up to the fourth term and each number is even; thus it would be
“2+4+6+8” (N-1). Again from the interview, she said that each row of shape 100 includes 101 dots
because each row of the third shape contains five dots and the fourth shape contains five dots. She
made a correct verbal statement “It would be 101 dots (P-2), although she did not continue to work
out the number of dots for the hundredth shape. She focused on component parts of shapes and on the
method itself. In both representations, Mgl2 recognized the structure (or property) in relation to the
shape and number. She showed flexible thinking in creating given sequences (problem 1 and 6)
through cognitive perception. The individual interviews revealed that she could not deal with a huge
number (i.e., 101+101+…+101). She only achieved near generalizing tasks because she applied
additive methods to approach the two problems.
Protocol 3: G-N1N2 approach
P-1 gh1: 2 dots plus 4 dots equals 6 dots, and 6 dots plus 6 dots equals 12 dots. They go up in 4,
6, 8, and 10. 12 dots plus 8 dots equals 20 dots. 20 dots plus 10 dots equals 30 dots.
There would be 30 dots in the fifth....There would be 110 dots in the tenth.
P-2 gh1: There are 900 dots in the 99th shape . I add 200 dots to the 99th shape. There would be
1100 dots in the 100th shape.
N-1 gh1: 2+4=6....They go up in 4, 6, 8, 10, 12, …, 20. 30+12=42. 42+14=56. …90+20=110.
Term 10 is 110.
N-2 gh1: 2, 6, 12, 20, 30. 6/2=3, 12/2=6, 20/2=10, 30/2=15. (3, 6, 10, 15). They go up in 3, 4,
and 5. (3, 4, 5). They keep adding 1.
The student gh1 was affected by the different representations of the patterns. In the pictorial sequence
gh1 used a geometrical approach. Her method of converting pictures to numbers was to look at how
many more dots required in each new shape (P-1). She could see how the addend was related to the
position of the term, for example, “adding 200 dots to the 99th shape” (P-2). Finally she could not get
the number of the 100th shape, because she merely mentioned a wrong assumption “900 dots in the
99th shape” (P-2). She relied on a recursive approach and only produced a local rule (i.e., a
relationship between successive terms within the pattern itself).
In the numerical sequence, gh1 used numerical approaches. She used two methods to extend the
numerical sequence. One was “…30+12=42. 42+14=56. …90+20=110. Term 10 is 110” (N-1), which
led her to accomplish near generalization. The other was “6/2=3, 12/2=6, 20/2=10” (N-2), which was
a different way. That is, the successive quotients (i.e., 3, 6, 10) were the numbers between each term
and the first term (i.e., 6/2, 12/2, 20/2) rather than between successive terms (e.g., 6/2, 12/6, 20/12).
This unpredictably personal method led gh1 to generate another quadratic sequence 3, 6, 10, 15 (N-2).
Finally, she was unable to finish it. She had a fixation on a recursive approach in extending a pictorial
or numerical sequence (P-1, N-1). In both representations, gh1 was used to looking for a local rule
8
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rather than a global rule (i.e., a relationship between the pattern and its position).
Protocol 4: G-NG approach
P-1 bh2: 3 dots in the left would be width and 4 dots in the bottom would be length, if we
viewed shape 3 as the rectangular arrays of dots. Thus, 3 plus 2 equals 5, 4 plus 2
equals 6, and 5 times 6 equals 30. There would be 30 dots in shape 5.
P-2 bh2:

P-3 bh2: Frame 1: 1x(1+1). Frame 2: 2x(2+1).
Frame 3: 3x(3+1). Frame 4: 4x(4+1).
Frame 5: 5x(5+1), 5x6=30 (dots),
Frame 100: 100x (100+1) = 10100 (dots). Frame n: n x (n+1).
N-1 bh2: Term 1 is 2. I add 4 on term 1. 2+4=6. I add 6 on term 2. 6+6=12. Keep adding even
numbers and you would get the hundredth.
N-2 bh2: It will be easy to count, if we convert numbers to pictures. The way is the following.

Student bh2 was influenced by the different representation of patterns, but he could only benefit from
a geometrical approach. His method was based on “seeing the shapes” before converting pictures to
numbers (P-1, P-2). He did the far generalization (e.g., Frame 100: 100 x (100+1) = 10100), because
he could see how the numbers of width and length of rectangular arrays were related to the position of
the term in the sequence (P-3). He focused on the broad structure, which is related to cognitive
perception.
Student bh2 used two methods to extend the numerical sequence. One is a numerical method (N-1);
the other is to switch to a figure (N-2). He illustrated the notion of equivalence with visual materials,
in which each number switches to two lines of dots and each new shape is required to add 4, 6, 8, and
10 dots more respectively (N-2). He created a new form of representation (a new problem). Student
bh2 made a creditable attempt at an approach to the figures, but what he did was just like his
numerical method. He only recognized the recursive nature of the pattern, and thus only produced a
local rule (N-2).
9
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Protocol 5: N-N approach
P-1 gm4: 2, 6, 12. 6 are 3 times 2. 12 are 6 times 2. There would be a sequence 3, 6, 9, and 12.
2x9=18. 2x12=24. There would be 24 dots in the fifth.
P-2 gm4: There are 24 dots in the fifth, 100 divided by 5 equals 20, and then 24 times 20 equals
480. There would be 480 dots in the hundredth.
N-1 gm4: The second term is 2 plus 4, the third term is 6 plus 6, the fourth term is 12 plus 8,…,
and the tenth term is 90 plus 20. It would be 110 in the tenth.
N-2 gm4: The tenth term is 110, and 100/10=10. It would be 1100 (110x10) in the hundredth.
Student gm4 preferred a numerical approach. For example, gm4 immediately translated the shapes
into numbers by counting the dots, and got the sequence 2, 6, 12 (P-1). She subsequently adopted
idiosyncratic methods unpredictably (i.e., a quotient relationship) to extend the pattern such as 2x9=18,
2x12=24 (P-1). She created a new sequence which has a different structure from the original one. Her
numerical approach also appeared in dealing with the numerical sequence 2, 6, 12, 20. For example,
the second term is 2 plus 4… It would be 110 in the tenth (N-1). Such an approach led her to
accomplish near generalization. However, gm4 did not perform a far generalizing task correctly,
because she became fixated on a short-cut method for far generalization after finding more terms in
the sequence. For example, A100=A5x20=24x20=480 (P-2), and A100=A10x10=110x10=1100 (N-2).
Protocol 6: N-N approach
P-1 bm1: 2 dots, 6 dots, 12 dots. 2x3=6, 6x2=12, so the rule is “x3, x2, x3, x2,…. 12x3=36.
36x2=72. 72x3=216. There would be 216 dots in the fifth shape…. There would be
15552 dots in the tenth shape.
N-1 bm1: The first number is 2. The second number is 6 (2+4). The third number is 12 (6+6).
The fourth number is 20 (12+8). The fifth number is 30 (20+10)… The tenth number
is 110 (90+20). The addends add 2 continuously. They go up in 4, 6, 8,…
N-2 bm1: Term 100 = term 99 + 2x100. Term n = the preceding term of term n + 2xn.
Student bm1 preferred a numerical approach. For example, bm1 immediately translated the shapes
into numbers 2, 6, 12 (P-1). He subsequently adopted idiosyncratic methods unpredictably (i.e., x3, x2,
x3, x2,…) to extend the pattern such as 2x3=6, 6x2=12, 12x3=36, 36x2=72 (P-1). He created a new
sequence which has a different structure from the original pictorial sequence respectively. His
numerical approach also appeared in dealing with the numerical sequence. For example, the second
number is 6 (2+4).…The tenth number is 110 (90+20) (N-1). Such an approach led him to accomplish
near generalization. He could see how the addend was related to the position of the term, for example,
“Term 100 = term 99 + 2x100” (N-2). He relied on a recursive approach and only produced a local
rule. Finally bm1 could not get the 100th number.

Discussion
This article is an extension of the author’s previous work (Ma, 2007), so some sections of the results
are taken from that work.
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(1) Corresponding sequences students might create when they translate pictorial to
numerical sequences
N-N-approach students who counted the dots and immediately converted the shapes into a numerical
sequence might create new sequences, if the quantity of shapes presented in the task were not enough.
Such new sequences might be different structures from the original pictorial sequence. For example,
gm4 and bm1 (N-N approach) immediately translated three shapes of the pictorial sequence (problem
1) into three corresponding numbers by counting the dots. They got the sequence 2, 6, 12. The
pictorial sequence shown in Figure 2, as van Hiele describes it (1986), is a rigid structure with
sufficient parts. Anybody who follows the rule can continue the structure. The structure is that the row
and the column respectively required one more dot from one shape to next shape and the dots of the
row were one more than that of the column. That is, frame n: n x (n+1). However, the sequence 2, 6,
12, as van Hiele describes it (1986), is a feeble structure. Everyone continues it according to his
perception. Therefore, it could be continued in more than one way. The sequence 2, 6, 12 may be
continued with 18, 24, 30, just like the representation extended by gm4, with 36, 72, 216, just like the
representation extended by bm1, or with 20, 30, 42, just like the representation expected by the
researchers. As a result, the sequence 2, 6, 12 may be different from the pictorial sequence and from
the numerical sequence 2, 6, 12, 20.
(2) Approaches with potential for developing a far generalization
G-approach (G-G and G-N) students will have potential for developing a far generalization, if they
apply geometric approaches along with cognitive perception. Certain geometric approaches appear to
be a possible precursor to the emergence of analytic thinking in the learning of algebra (Bednarz,
Kieran & Lee, 1996). It is consistent with the work of Becker and Rivera (2006), that is, that sixth
graders who are mainly figural in their strategies are more likely to succeed while performing
generalization involving a linear pattern. Two aspects are discussed here.
(a) Students who used the shapes to solve problems by focusing on the broader structure, not by
seeing each shape as an entity in itself, could do far generalization. Using this approach, students
recognized a pattern through cognitive perception. For example, bh2 (G-NG approach) could make
the transformation from numerical symbols, e.g., 5 x (5+1), to variables, e.g., n x (n+1), by working
with the structure of the shape and establishing a multiplicative strategy. His global recognition of the
pattern structure was the dot numbers of width and length of the rectangular array relative to the
position of the term in the sequence, such as Frame 5: 5 x (5+1). This may prove the assumption of
Orton, Orton, and Roper (1999), that is, that a pictorial representation adds meaning to the task.
(b). Students who used geometric approaches but were not yet aware of seeing a relationship in the
patterns might easily progress from an additive approach to a multiplicative approach. This could be
for two reasons. First, the way that these students recognized a pattern is through cognitive perception.
Students focused on the broader structure of shapes to discern the pictorial sequence and went beyond
the set of numbers to solve the numerical sequence. Second, they considered strings of numbers and
operations in arithmetic as mathematical objects, not as procedures for arriving at answers.
For example, Mgl2 and bl1 (G-G approach), lower achievers, showed flexible thinking in developing
given sequences (problem 1 and 6). Their thinking about the methods of arithmetic and what they
11

2009 HICE Proceedings
Page 2139

might mean will be a possible precursor to establishing the algebraic foundation. Mgl2 saw the
pictorial sequence as 2, 3+3, 4+4+4 and the numerical sequence 2, 6, 12, 20 as 2, 2+4, 2+4+6,
2+4+6+8. She conceived of the adding processes she was using relative to the method of showing all
the addends, not just the last result plus the new amount: 2, 2+4, (2+4)+6, (2+4+6)+8,
(2+4+6+8+10)+12. She might easily make progress from such an additive approach to a multiplicative
approach such as 2x1, 3x2, 4x3, or 2, 2+2x2, (2+2x2)+2x3, (2+2x2+2x3)+2x4, while she could
understand multiplication as repeated addition (e.g., 4+4+4=4x3). These multiplicative numerical
expressions will be the foundation for algebraic expressions. The student bl1 saw both patterns as 1x2,
2x3, 3x4, 4x5, which will also be the basis for algebraic expressions. Therefore, these approaches
might afford Mgl2 and bl1 to find algebraically useful patterns and to accomplish the generalization.
It was a pity that arithmetical incompetence prevented them from reaching a far generalization.

Conclusion
The case study demonstrated some results which contribute to our comprehension how students
develop generalization in quadratic sequences. The two conclusions from this research were drawn as
follows.
(1) Students who counted the dots and immediately converted the shapes into numbers might create
new sequences. Such new sequences might be different structures from the original ones given in a
pictorial representation. A pictorial sequence with only three shapes presented can be expressed as a
rigid structure with sufficient parts. Students immediately translated the pictorial sequence to a
corresponding numerical one. This numerical sequence with only three numbers presented was not
sufficient for students to discern a pattern. There will be more than one rule developed for such a
feeble structure. Thus, there are possibilities for different continuations.
(2) Students will have potential for developing far generalization, if they apply geometrical
approaches with cognitive perception. The cognitive aspect of perception is that students recognize a
structure (or property) in relation to the shape or number. Two aspects are identified. First, students
who used the shapes to solve problems by focusing on the broader structure, not by seeing each shape
as an entity in itself, could do far generalization. Second, students who applied geometrical
approaches but were not aware of seeing a relationship between the patterns may easily make progress
from a recursive approach to an explicit one. Two useful strategies are for a student to recognize a
pattern through cognitive perception rather than sensory perception, and to consider strings of
numbers and operations in arithmetic as mathematical objects rather than as procedures for getting
answers.
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Abstract
The purpose of this paper was to analyze the solid cone illustrated by elementary school
students in Taiwan, and to compute the distributions of students’ drawing results with
Mitchelmore’s stages of representation of regular cone.
The participants were 1,423 elementary school students across grades 1 to 6, 708 males
and 715 females. The numbers of students for each grade, from 1st to 6th, were 241, 242, 244,
240, 225, and 231, respectively.
The conclusions were drawn as follows. (a). Based on 1,423 elementary students’
drawings collected from this study, compared to the sample drawing given by Mitchelmore
two decades ago, elementary school students in Taiwan seemed to have more representations
of a cone. (b). The overall percentage that the students were assigned to each stage of
representation of a cone, from Stage 1 to Stage 4, were 29.8% (Stage 1), 16.2% (Stage 2),
3.7% (Stage 3A), 22.8% (Stage 3B), and 27.5% (Stage 4) respectively. It seemed that most of
students were assigned to Stage 1, followed by Stage 4, and Stage 3B.
Keywords
cone, developmental stages, Mitchelmore, representation, concept, geometry
1. INTRODUCTION
Mathematics is a powerful tool for solving practical problems and a highly creative field
of study. One of the reasons is that ideas can be expressed with symbols, charts, graphs, and
diagrams (Van de Walle, 2004). Symbols, graphs, and charts, as well as physical
representations such as counters, fraction bars, and Cuisenaire rods are also powerful learning
tools. Representations in the broadest sense, according to Kaput (1985), is something that
indicates something else, and so must essentially involve some kind of relationship between
symbol and referent, although each may itself be a complex entity. Moving from one
representation to another is an important way to add understanding to an idea. In addition,
different representations of mathematics ideas could be transformed with each others (Van de
Walle, 2004). See Figure 1.
Representation has been one of the focuses of the mathematics education. It is one of
five procedure standards in Principles and Standards for School Mathematics (NTCM, 2000).
Representation refers to “the act of capturing a mathematical concept or relationship in some
form and to form itself” (p. 67). Students should be able to “create and use representations to
organize, record, and communicate mathematical ideas” (p. 67), “select, apply, and translate
among mathematical representations to solve problems” (p. 69), and “use representations to
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model and interpret physical, social, and mathematical phenomena” (p. 70). It helps people to
understand mathematical ideas, and to use these ideas. When students develop flexibility with
a variety of representations for mathematical ideas, not only do they add to their own
understanding, but also obtain skill in applying mathematical ideas to new areas and
communicating ideas to others (Van de Walle, 2004).

Picture

Manipulative
Models

Real-world
situations

Written
symbols

Oral
language

Figure 1. Five different representations of mathematical ideas (Van De Walle, 2004,
p. 30)

Representation has also been one of the research interests (Goldin, 1998, 2000, 2003;
Goldin & Kaput, 1996; Lesh, Post, & Behr, 1987; Mitchelmore, 1973, 1974, 1975, 1978,
1980, Monk, 2003; Wu & Chen, 2004; Wu, Ma, & Chen, 2006; Wu, Ma, & Li, 2007; Wu &
Ma, 2008). Among these research studies, Mitchelmore (1978, 1980) investigated 80
Jamaican elementary and middle school children regarding their 3D representations.
According to Mitchelmore, children’s representation of regular solid figures includes four
stages: plane schematic, space schematic, prerealistic, and realistic stages. During the plane
schematic, the child draws the solid figure as a single face, or by a general outline. In the
space schematic stage, more than one orthoscopical faces are shown, or hidden faces are
included. The drawings in the prerealistic stage attempt to represent the view from a single
viewpoint and illustrate depth. During the last stages, parallel edges in spaces are represented
by near-parallel lines.
Mitchelmore’s set of development stages (Mitchelmore, 1978, 1980) has been the focus
of researchers interested in students’ 3D drawings. However, this set of stages was developed
based on Jamaican students’ responses more than 20 years ago. Since then, the environment
has been changed dramatically, and students today have many different ways to acquire
information. It would be interesting to conduct a new investigation on students’ drawings of
solid figures.
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2. PURPOSE OF THE STUDY
The purpose of this paper was to analyze the solid cone illustrated by elementary school
students in Taiwan, and to discuss the distributions of students’ drawing results with
Mitchelmore’s stages (Mitchelmore, 1978, 1980) of representation of regular cone.
3. METHODS AND PROCEDURES
3.1. Participants
This study was conducted during spring semester, 2004. The participants were 1,423
elementary school students across grades 1 to 6, 708 males and 715 females. The numbers of
students for each grade, from 1st to 6th, were 241, 242, 244, 240, 225, and 231, respectively.
The distributions of the participants are listed in Table 1.
Table 1. The distributions of the participants based on grade and gender
Grade
Gender

1

2

3

4

5

6

Total

Girl
Boy
Total

126
115
241

106
136
242

118
126
244

133
107
240

126
99
225

106
125
231

715
708
1,423

3.2. Instrument
During an art class, students were assigned into 6 groups, sitting in a line. Each group
was given a cone, placing it on their left front side. (See Figures 2 and 3.) All students could
observe three planes of the cone, and each student would have a similar view of the cone as in
Figure 3. Students were asked to draw that figure on paper. Students were also instructed not
to copy others’ images, or to discuss their thinking with others.

Cone

Student
Figure 2. Seat arrangement

Figure 3. Cone from
students’ view
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4. RESULTS AND DISSCUSIONS
The distributions of each stage are shown in Table 3 and corresponding bar chat
displayed in Figure 4. The drawing results were arranged according to Mitchelmore’s theory.
The examples of each stage are illustrated in Table 2 (See Appendix).
Table 3. The distributions of each stage
Stage
1
2
Frequency
Percent

424
29.8%

230
16.2%

3A

3B

4

Total

53
3.7%

324
22.8%

392
27.5%

1423
100%

Cone

30

25

Percent

20

15

10

5

0
1

2

3

4

Cone
Figure 4. Distributions of each stage

5
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4.1 Stage 1 – Plane Schematic Stage
The results of this study indicate that there were 29.8% of participants in this category.
Elements in the plane schematic stage remained the same. Students used a plane rectangle to
represent a cone.
4.2 Stage 2 – Space Schematic Stage
Mitchelmore (1978, 1980) describes the drawing in this stage as three visible were
shown, but the majority of people might think it is a 2-dimentional figure, rather than a 3dimentional figure. There were 16.2% of participants in this category.
4.3 Stage 3A –Prerealistic Stage A
According to Mitchelmore, in stage 3A, only 3 visible faces are shown, the edge of two
adjacent faces is represented by a single line, and the faces are distorted from their actual
shape to show depth. However, during stage 3A, not all elements will be shown. The students
had incomplete spatial perceptions. There were 3.7% of participants in this category.
4.4 Stage 3B –Prerealistic Stage B
Mitchelmore describes students in this stage should meet all three criteria in stage 3A.
The differences between this stage and stage 4 were whether all parallel edges were illustrated
by parallel lines. There were 22.8% of participants in this category.
4.5 Stage 4 – Realistic Stage
According to Mitchelmore (1978, 1980), students in this stage illustrate all parallel edges
by parallel lines, and represent a face orthoscopically only if it is in the frontal plane. It
indicates that the student has established a Euclidean frame of reference to represent 3dimentional spatial relations. In addition to the stage criteria described by Mitchelmore, the
participant in this stage illustrated a cone with all perspective drawing correctly. There were
27.5% of participants in this category.
5. CONCLUSIONS
The conclusions were drawn as follows. (a). Based on 1,423 elementary students’
drawings collected from this study, compared to the sample drawing given by Mitchelmore
two decades ago, elementary school students in Taiwan seemed to have more representations
of regular cone. (b). The overall percentage that the students were assigned to each stage of
representation of cone, from Stage 1 to Stage 4, were 29.8% (Stage 1), 16.2% (Stage 2), 3.7%
(Stage 3A), 22.8% (Stage 3B), and 27.5% (Stage 4) respectively. It seemed that most of
students were assigned to Stage 1, followed by Stage 4, and Stage 3B.
Based on students’ drawings collected from this study, elementary school students in
Taiwan seemed to have more representations of regular cone, compared to the sample
drawing given by Mitchelmore two decades ago. This finding might provide educators a new
direction of geometry curriculum development, and to plan lessons suitable for students’
representation abilities. These finding will be analyzed by grades and gender in the near future,
in order to study the stages for each grade by majority.
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APPENDIX
Table 2. Different representations of regular cone based on Mitchelmore’s stages
Stage 1 – Plane Schematic Stage: Students used a plane rectangle to represent a cylinder.

Stage 2 – Space Schematic Stage: Mitchelmore [11] describes the drawing in this stage as three
visible were shown, but the majority of people might think it is a 2-dimentional figure, rather than a 3dimentional figure.

Stage 3A –Prerealistic Stage A: According to Mitchelmore, in stage 3A, only 3 visible faces are
shown, the edge of two adjacent faces is represented by a single line, and the faces are distorted
from their actual shape to show depth.

Stage 3B –Prerealistic Stage B: Mitchelmore describes students in this stage should meet all three
criteria in stage 3A. The differences between this stage and stage 4 were whether all parallel edges
were illustrated by parallel lines.
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Stage 4 – Realistic Stage: students in this stage illustrate all parallel edges by parallel lines, and
represent a face orthoscopically only if it is in the frontal plane.
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Abstract
The Missouri Assessment Program’s (MO MAP) required yearly assessment was
compared with the computer-adaptive Northwest Evaluation Association’s Measures of
Academic Progress (NWEA MAP) test to determine if the NWEA MAP was a good predictor of
the MO MAP assessment. Bivariate and multiple regression analyses suggested that both the
subtests and overall RIT scores of the NWEA MAP were good predictors of the MO MAP
communication arts and mathematics assessments. Of the NWEA MAP subtests, data and
probability was the best predictor of the MO MAP mathematics assessment, strategies of reading
process of the NWEA MAP reading test and forms and types of writing of the language usage
test were the best predictors of the MO MAP communication arts assessment.
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Introduction
High-stakes testing in the United States has been evolving for more than 20 years with
states attempting various techniques and programs in order to raise the scores on the statemandated tests required by the No Child Left Behind legislation of 2001. In Missouri, the state
mandated test (Missouri Assessment Program, MAP), the standards that directed the test, and the
grade level expectations used to evaluate student scores were developed by teachers in
cooperation with CTB/McGraw-Hill over a period of years beginning in 1986 (CTB/McGraw
Hill, 2006). Several districts in Missouri have now added another high-stakes test to their
repertoire, the Northwest Evaluation Association’s computer-adaptive Measure of Academic
Progress (NWEA MAP). The NWEA MAP test has been popular throughout the nation because
of the ease of administration and timeliness of scoring (French, 2003). But has this test enhanced
student learning or enabled teachers to predict scores on the Missouri Assessment Program (MO
MAP)?
In 1983, the publication of A Nation at Risk (National Commission on Education) was the
catalyst for the beginning of the reform movement which would lead to the high-stakes testing

2009 HICE Proceedings
Page 2155

and accountability era in which educators now found themselves (Vogler & Virtue, 2007). The
No Child Left Behind (NCLB) legislation of 2001 required the restructuring of state laws,
making districts and schools accountable for meeting the standards created by each state (Guthrie
& Springer, 2004). These reforms were known as the standards-based systemic reforms
(Massell, Kirst, & Hoppe, 1997). Missouri’s accountability system developed along the same
lines as other states, beginning in 1985 with the Missouri Excellence in Education Act and
continuing in 1993 with the Outstanding Schools Act. The Outstanding Schools Act called for a
new assessment system for Missouri that was primarily performance-based, titled the Missouri
Assessment Program (MAP). This new assessment system would test not just what the student
knew, but how they could apply that knowledge. NCLB (2002) revamped Missouri’s MAP
program initiating Grade Level Expectations (GLE) to replace the standards. The stakes were
high with the new measures for accountability holding teachers, administrators, districts, and
states liable for student performance on state tests. Some school districts in Missouri adopted a
second test published by Northwest Evaluation Association Measures of Academic Progress
(NWEA MAP) hoping to address some of the problems of the Missouri Assessment Program.
The United States has been testing its children more than any other industrialized nation
in 30 years (Kohn, 2000). Would adding one more test to a district’s repertoire of tests have a
benefit for student learning or for district accountability? Or was the NWEA MAP test pulling
the district on a tangent, redundant to reaching the target of improved Missouri MAP scores?
Review of Literature
In order to understand the current high-stakes testing under the No Child Left Behind Act
(2001), an examination of the history of the movement that produced it was appropriate.
According to Amrein and Berliner (2002b), the educational assessment movement began with
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the 1957 launch of Sputnik. Journalists and politicians reasoned that because the Russians won
the race to space, there must be something wrong with American schools. Schools began giving
high priority to science. Achievement levels for some American schools rose to an all-time high
in the next ten years (Guthrie & Springer, 2004).
Even though public education was a constitutional responsibility of state government, up
unto the 1970s, the states had delegated this responsibility to the districts within the states,
especially in the areas of curriculum and instruction. The school district turned over the
responsibility to the teachers and textbook publishers. In this decade, there was few district staff
in charge of instruction (Massell, Kirst, & Hoppe, 1997; Walker, 1990). As a result, teachers
were independent and for the most part, set their own curriculum. Teachers went in their rooms,
shut their doors, and taught what they wanted to teach.
In 1983, the National Commission on Education published the report A Nation at Risk.
This report was written in an inspirational style and called for, among other things, an increase in
the rigor of the curriculum and standardized testing of students at regular intervals in order for
schools to provide remediation and enrichment. The report declared public education to be a
failure (Guthrie & Springer, 2004). The report recommended that school districts should increase
the time students spend at school and upgrade the textbooks being used. Groves (2002) called A
Nation at Risk (1983) the beginning of the “excellence movement”: Amrein and Berliner (2002b)
called it the “standards movement.” During the late 1980s, states’ policy makers began their first
venture into curriculum and design with three key reforms. The first reform was instituting
challenging academic standards for all students. This was named the First Change Wave by
Guthrie and Springer. It included longer school days and years, more required courses, especially
in math and science. The rate of change was rapid within this time. On the first anniversary of
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the NAR, three fourths of all states were considering reforms that were recommended by NAR
(Guthrie & Springer).
Alignment of testing, teacher certification, and the accountability programs to the
standards was the second wave which lasted from 1990-2000. During the 1990s, all states began
educational initiatives that formed educational standards and challenged content (Goertz &
Duffy, 2003; Guthrie & Springer, 2004). These reforms were characteristic of the Clinton
administration’s educational policies (Sloan & Kelly, 2003), although he also called for the
design of a single national test to be used in all states (Sloan & Kelly). The ball was set in motion
as former President G. H. W. Bush met with the NGA (National Governors Association) in 1989
to identify a common set of educational standards for schools and set standards-based reform as
a priority for states (McDermott, 2003). This first Educational Summit in Charlottesville,
Virginia identified six national educational goals that were later expanded to eight goals by
Congress. Political leaders from both parties met and reached consensus on the nation’s highest
educational priorities for the first time in the history of American education.
And, lastly, the third wave of change was the restructuring of state laws to make districts
and schools accountable for meeting the standards of the first reform. It was characterized by the
measurement of outcomes. The No Child Left Behind Act was the beginning of this wave that
continues today (Guthrie & Springer, 2004). NCLB was the reauthorization of the 1965
Elementary and Secondary Education Act passed in 1965 by President Lyndon Johnson. These
reforms were known as the standards-based systemic reform (Massell, Kirst, & Hoppe, 1997).
This standards based reform had lasted 24 years and become entrenched within the national,
state, and local education systems. As it evolved, educators and politicians have given it time to
mature into good educational policy.
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In 2001, with the new amendment No Child Left Behind (NCLB), signed by George W.
Bush in 2002, more importance was given to state assessment. The new law increased state
testing to every child, every year in grades 3-8, and once in high school, for reading and
mathematics by the year 2005-2006 and testing in science once per grade span by 2007-2008.
The tests were required to align to state standards. “Adequate yearly progress” of students and
schools were tracked with the goal of all students meeting state mandated proficient levels by
2013-2014 (Goertz & Duffy, 2003).
NCLB expanded testing. The federal government committed money for developing the
assessments but the states were to absorb the administration and scoring costs (Goertz & Duffy,
2003). NCLB took seriously that many schools were not meeting the standards already identified
by the states. The schools, districts, administrators, and teachers began to feel the pressure of
accountability. This standards-based accountability system “shifted the focus of accountability
from education inputs to educational outcomes and from school districts and students to schools”
(Goertz & Duffy, 2003).
History of Missouri Assessment
Two years after the report A Nation at Risk (1983) was published, Missouri’s 83rd
General Assembly passed the Missouri Excellence in Education Act (MEEA) with the purpose
of expanding opportunities to all students and increasing “equality of outcomes” (Missouri
Department of Elementary and Secondary Education, 1986). Section four of the MEEA included
a list of Core Competencies and Key Skills. The assessment written to accompany the Missouri
Core Competencies and Key Skills was the Missouri Mastery and Achievement Test. The test was
a battery of multiple choice tests, criterion referenced, and based on the core competencies
(Osterlind, n.d.).
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In 1993, Governor Mel Carnahan signed the Outstanding Schools Act which called for a
new assessment system for Missouri schools. The new assessment, to replace MMAT, was to be
primarily performance-based. The MAP test, in conjunction with CTB/McGraw-Hill, was
designed with 3 parts; a constructed response part, a performance event, and a selected part.
Tests were to be developed by teachers and content specialists and would be aligned with content
standards also to be developed by teachers and content specialists. The first tests were given
in1997 (Massell, Kirst, & Hoppe, 1997).
In January, 2002, President George W. Bush signed into law the No Child Left Behind
Act (NCLB) as an amendment to the reauthorization of the Elementary and Secondary Schools
Act of 1965. The goal of this act was for all public schools to “achieve academic proficiency in
basic skills—communication arts, mathematics, and science—by 2013-2014” (Primont &
Domazlicky, 2004, p. 3). This act was to bring about changes to Missouri’s MAP program. One
change was that students would be tested every year, beginning in 2006, in Mathematics and
Language Arts instead of every three years. Buy the year 2008/2009, the science test was to be in
place. This test would have a three year rotation. Schools must make adequate yearly progress
(AYP) or face sanctions. The old MAP assessments were revised and reworked. Since the test
development was a continuing process, the groups of teachers working on test development were
just redirected (Primont & Domazlicky).
Advantages of High-Stakes Testing
Although high-stakes assessment was not perfect, a variety of good things for education
have come from the high-stakes testing movement. A Nation at Risk (1983) began the search in
earnest for increased rigor in curriculum and accountability in the form of testing and reporting.
Its inspirational style touched educators and politicians alike. The United States should be a
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leader in education as it had been in commerce and war. The status of the United States as a
world leader might slip if its educational status were not reaffirmed.
NCLB aggressively tackled two of the recommendations of A Nation at Risk: high
performance standards for every student with high-stakes testing, and highly qualified teachers in
every classroom (Lee, 2006). Raising student accountability and learning was the purpose of the
NCLB assessment regulations (Carnoy & Loeb, 2002). Even with all of its detractors, Sloan and
Kelly (2003) found that the majority of students in a high-stakes testing situation worked harder
and had higher gains in learning. “When teachers saw that their students were succeeding, their
expectations were raised, providing fuel they needed on their uphill climb” (Goycochea, 1997,
Fueling incentive section, ¶ 3).
Disadvantages to High-Stakes Testing
With a major educational emphasis on accountability in recent years, leading to the highstakes testing movement, change brought feelings of insecurity and with that came scrutiny that
lead to criticism. Criticisms included that the tests were given at the end of the school year and
results were not available until into the next school year. A year’s teaching strategy could not be
based on testing from the year before. Too few questions on each topic were given to be of any
diagnostic use (Amrein & Berliner, 2002a; Sloan & Kelly, 2003). Because the test was typically
given a month before the end of the year, the school year was virtually shortened by that month.
Students were aware that the curriculum taught after testing was not as important as that taught
before testing (Kuhm, 2007), so the learning year basically ended with the testing. Time spent on
instruction in tested areas increased a great deal, with less time on non-tested content (Abrams,
Pedulla, & Madaus, 2003). Feeling pressured to match classroom activities to tested curriculum,
for teachers “the test becomes a teacher’s filter for making instructional decisions. . . . even
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though they may know other materials will better prepare students for success in the world”
(Steeves, Hodgson, & Peterson, 2002, p. 231). Non-tested curricula were ignored in favor of
tested curricula from September to March (Abrams, Pedulla, & Madaus, 2003; Shepard, 2002).
Missouri students are required to take the Missouri MAP and students, teachers, schools,
districts are all judged by this assessment. These are conditions made the MO MAP test “highstakes” (Joles, 2003). With the curriculum of schools narrowing to focus on the assessed
standards and broadening to include standards formerly not covered in curriculum, schools had
no time for extraneous methods that do not meet curricular needs set out in Missouri’s state
standards. The NWEA MAP test promised to meet many of the shortfalls of the Missouri MAP:
timeliness of reporting, scores based upon a RIT scale, relief of the boredom of testing because
each student’s test was personalized, and subscores to be used as a diagnostic tool. Could it be
used along side of the Missouri MAP to increase student learning and thus affect scores?
Methods
Statistical analysis consisted of bivariate and multiple regression analysis on data from
two tests: the state mandated Missouri’s Missouri Assessment Program (MO MAP) test, given in
the spring of each year and the Northwest Evaluation Association’s Measure of Academic
Progress (NWEA MAP) test. The population chosen to study was the sixth, seventh, and eighth
grade classes from a rural middle school in Missouri that has been administering NWEA MAP as
an added test for three years. The study included scores for two of those years.
Simple and multiple regression analysis allowed the researcher to look for variables that
predict success on the dependent variable. The two dependent variables (criterion variables) were
taken from the results of the MO MAP test and the independent variables (predictor variables)
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were subscores taken from the NWEA MAP test. This study was undertaken to discover if there
were predictors in the NWEA MAP test that envisage success on the MO MAP test.
Research Questions
There were three basic research questions addressed in this study:
1. How well do RIT scores on the mathematics test of the NWEA MAP test predict
scores on the Missouri MAP mathematics assessment?
2. How well do RIT scores on the NWEA MAP reading test predict scores on the
Missouri MAP communication arts assessment?
3. How well do RIT scores of the language usage test of the NWEA MAP test predict
scores on the Missouri MAP communication arts assessment?
The four-five subtests within each NWEA MAP test formed the predictor variables of the
regression analyses with the MO MAP mathematics and communication arts assessment forming
the criterion variables.
Population
The population chosen was a three grade range of students over a period of two years.
The grades considered were the sixth, seventh, and eighth grades of one rural district in Missouri.
Missouri MAP was administered yearly to every grade 3-8 in mathematics and language arts,
then once again in high school. NWEA MAP was given in the fall and spring every year for all
grades, in mathematics, reading, and language usage. This was a convenience nonrandom sample
of one rural, medium sized school district in Missouri to be generalized to all Missouri school
districts.
The instruments used for comparison were the Missouri Assessment Program’s MAP
assessment (MO MAP) and the Northwest Evaluation Association’s Measure of Academic
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Progress (NWEA MAP). The tests within the MO MAP assessment that were used for analysis
were the communication arts test and the mathematics test. The NWEA MAP is a computer
adaptive test, or sometimes called a value-added test, designed to measure general knowledge in
language arts, reading, and mathematics. Because the tests were given and scored on the
computer, they could be given up to four times a year and could be used to measure academic
growth over time of an individual student. Students were scored with a Rasch Interval Scale
(RIT), a scaled score whose numbers always means the same thing if a student were in 3rd grade
or eighth grade (Northwest Evaluation Association, 2003). Three tests of the NWEA MAP were
used by this Missouri school district: reading, language usage, and mathematics. Each test had
several subscales. Reading was divided into: skills for reading process, strategies for reading
process, comprehend/analyze literature, and comprehend/analyze non-fiction. Language usage
was divided into apply the writing process, capitalization and punctuation,
speech/spelling/sentence structure, and forms and types of writing. Mathematics contained
algebraic relationships, geometric relationships, and measurement data and probability.
The analyses were conducted on the statistical program SPSS following a three-step
process:
1. bivariate scatterplots to determine linear relationships between the overall predictor
variable and each subscore of the predictor variable with the two criterion variables,
2. bivariate regression to determine the predictive power of each of the subscores
individually on the corresponding criterion variable,
3. forward multiple regression to determine the predictive power of each of the subscores,
controlling for the effects of the other subscores.
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In the next section, the results of the multiple regression analysis on the data looking for
predictor variables from the NWEA MAP test on the MO MAP test is presented. All of the
research questions are addressed. The last section includes a discussion of the data, singling out
the predictors if there were any, and implications for practice. There will also be a look ahead as
to what questions this research has created and what research is still needed to determine if
NWEA MAP is any value to teachers preparing students for MO MAP.

Results
Step 1: Bivariate Scatterplots
For all three research questions and the subtests within each question, all scatterplots of
one predictor variable and the corresponding criterion variable indicated a positive, linear
relationship for each individual predictor variable.
Step 2: Bivariate Regression
Both the initial research questions and their subscores proved to be good predictors of the
two criterion variables.
Step 3: Forward Multiple Regression
All subscores were included in the forward multiple regression, added one at a time,
beginning with the best predictor. Each addition of predictor variable increased the prediction
power of the regression model on the criterion variables.
Question 1
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The question asked in research question one was “How well do RIT scores on the
mathematics test of the NWEA MAP test predict scores on the Missouri MAP mathematics test.”
There were five questions within the first research question corresponding to the subtests of the
NWEA MAP mathematics test, finishing with the final question of “Which RIT scores on the
mathematics test of the NWEA MAP are the best predictors of the Missouri MAP mathematics
test. The bivariate scatterplot indicated that all the predictor variables had a positive linear
relationship i.e., as the independent variable increased, the dependent variable increased.
The bivariate regression illustrates that based on R of .822 and the standard deviation of
14.35, the NWEA MAP mathematics test was a good predictor of the MO MAP mathematics
assessment. Table 1 illustrates the mean, standard deviation, r, r2, and standard error of the
estimate of the overall mathematics RIT score correlated to the MO MAP mathematics score.
Table 1
Bivariate Linear Regression for Overall Mathematics RIT Score
Predictor

Mean

R

(sd)
NWEA MAP Mathematics RIT Score

223.51

.822

R

Std. Error of

Square

the Estimate

.676

20.625

(14.35)
Note. Dependent variable: MO MAP mathematics score. N=867.

The bivariate linear regression analyses were conducted to determine the predictive
power of each of the subscores of the NWEA MAP mathematics test. Table 2 presents the
bivariate linear regression of each of the predictor subscores with the criterion variable, the MO
MAP mathematics score. Table 2 displays the mean, standard deviation R, R 2, and standard error
of the estimate of the predictor subscores. The table shows the data and probability subscore
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explained 55% of the variance (R2 = .548) of the criterion variable, the MO MAP mathematics
score at a 95% confidence level. Considered as separate predictors, measurement explained 54%,
geometric relationship 53%, number and operation 52%, and algebraic relationship 49% of the
variance of the criterion variable.

Table 2
Bivariate Linear Regression for NWEA MAP Mathematics subtests RIT score
Predictor

Number & Operation subtest RIT

Mean (sd)

R

R

Std. Error of

Square

the Estimate

222.51 (16.61)

.722

.521

25.053

Algebraic relationship RIT score

224.71 (16.07)

.702

.493

25.761

Geometric relationship RIT score

222.82 (16.12)

.731

.534

24.705

Measurement RIT score

220.62 (16.18)

.733

.538

24.614

Data and probability RIT score

227.19 (16.18)

.741

.548

24.325

score

Note. Dependent variable: MO MAP mathematics score. N= 860

To determine what best predicted the criterion variable, a forward multiple regression
analysis was used with the score on the mathematics test of the MO MAP assessment as the
criterion variable, and subtests of the mathematics portion of the NWEA MAP test as the
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predictor variables. All nonordered subtest predictors were entered with a forward regression
performed. Every variable was found to be a good predictor of success on the criterion variable.
Data and probability was the best predictor, followed by measurement, geometric relationships,
number and operations, with algebraic relationships coming in last.
Results indicated a significant regression model that explained 69% of the variance in the
mathematics score of the MO MAP assessment (R2 = .687) after all variables have been entered.
Table 3 presents the model summary with Pearson product-moment coefficient (R) above the .5
level determined as a large coefficient and the standard error of the estimate determined as small
compared to the actual scores. With each added predictor variable, the change in R2 was smaller,
indicating that the predictor variable, data and probability, in model 1 produced the largest effect
and the variable added in model 5, algebraic relationships, produced the smallest effect on the
criterion variable. Although all predictors demonstrated large correlation (R), data and
probability was suggested to be the best predictor with 74% of the variance of the criterion
variable explained at a 95% confidence level.
Table 3
Model Summary for Subtests of NWEA MAP Mathematics Test and MO MAP Mathematics
Assessment

Model

R

R

Adjusted R

Standard Error of the

R Square

Square

Square

Estimate

Change

1

.741

.548

.548

24.325

.548

2

.798

.636

.635

21.847

.088

3

.816

.665

.664

20.971

.029
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4

.825

.681

.679

20.480

.016

5

.829

.687

.685

20.295

.006

Note. Dependent variable: MO MAP mathematics score.

In Table 4, the B values suggested data and probability to have the largest influence on
the criterion variable. All predictor variables were significantly related to the criterion variable
p = <.001).

Table 4
Regression Coefficients of NWEA MAP Math Subtests and MO MAP Mathematics Score
Model
1

(Constant)

t

p

1.730

.054

237.997

11.822

1.047

.068

.448

15.434 <.001

.970

.068

.416

14.317 <.001

220.313

11.534

Data & Probability

.791

.072

.339

11.030 <.001

Geometric Relationships

.674

.074

.289

9.151 <.001

Measurements

.643

.075

.277

8.573 <.001

209.186

11.393

(Constant)

Geometric Relationships

4

Beta

12.274

Data & Probability

3

Std. Error

299.137

Data & Probability
2

B

(Constant)

(Constant)

24.372 <.001
.741

32.144 <.001
20.132 <.001

19.101 <.001

18.360 <.001
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5

Data & Probability

.636

.074

.272

8.594 <.001

Geometric Relationships

.522

.076

.224

6.906 <.001

Measurements

.529

.075

.228

7.024 <.001

Number & Operations

.473

.073

.206

6.497 <.001

202.218

11.420

Data & Probability

.569

.075

.244

7.579 <.001

Geometric Relationships

.437

.078

.188

5.629 <.001

Measurements

.486

.075

.210

6.450 <.001

Number & Operations

.398

.074

.173

5.343 <.001

Algebraic Relationships

.299

.073

.129

4.066 <.001

(Constant)

17.708 <.001

Research Question Two
“How well do RIT scores on the NWEA MAP reading test predict scores on the Missouri
MAP communication arts assessment?” was raised in Question Two. The four questions within
the second research question corresponded with the subtests of the NWEA MAP reading test,
finishing with the final question “Which RIT scores on the reading test of the NWEA MAP test
are the best predictors of the Missouri MAP communication arts assessment?”
A bivariate linear regression analysis was conducted to determine the predictive power of
the overall NWEA MAP reading RIT score on the MO MAP communication arts score. The
bivariate scatterplot indicated the predictor variable and criterion variable had a positive
correlation. Table 5 displays the descriptive data from the bivariate linear regression for the
overall reading RIT score of the NWEA MAP test against the MO MAP communication arts
score. Based on the R2 value of .632, the NWEA RIT reading score accounted for 63% of the
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variance on the MO MAP communication arts tests at a 95% accuracy rate. The NWEA reading
assessment was a good predictor of the MO MAP communication arts score.
Table 5
Bivariate Linear Regresson for Overall Reading RIT Score of NWEA MAP Test
Predictor

NWEA MAP Reading RIT score

Mean (sd)

217.82 (12.40)

R

.795

R

Std. Error of

Square

the Estimate

.632a

18.708

Note. Dependent variable: MO MAP language arts score. N= 874.

The bivariate linear regressions conducted to determine the predictive power of each of
the subtests of the NWEA MAP reading tests indicated the strategies for reading process
explains 51% of the variance in the MO MAP communication arts test (R2 = .511) with a 95%
confidence rate. All of the predictor variables had a large Person product-moment correlation
coefficient. Comprehend/analyze literature explained 49.6% of the variance in the MO MAP
communication arts score (R2 = .496) at a 95% confidence level. Comprehend/analyze nonfiction
explained 48% of the variance of the MO MAP communication arts score (R2 = .480). Skills for
reading process explained 48% of the variance of the MO MAP communication arts score (R2 =
.479). Using the R value, all predictors exhibited a large correlation coefficient. Table 6 presents
the bivariate linear regression of each individual subtest of the NEW MAP reading RIT scores
against the MO MAP communication arts score.
Table 6
Bivariate Regressions for Subtests of NWEA MAP Reading Test RIT Scores
Predictor

Mean (sd)

R

R

Std. Error of
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Square

the Estimate

Skills for reading process RIT score

216.99 (13.75)

.692

.479.

22.275

Stategies for reading process RIT score

218.16 (14.32)

.715

.511.

21.59

Comprehend/analyze literature

218.52 (14.46)

.705

.496.

21.91

Comprehend/analyze nonfiction

218.51 (14.05)

.693

.480.

22.26

Note. Dependent variable: MO MAP language arts score. N= 874.

Multiple Regression of Subtest RIT Scores
For the forward multiple regression analysis, the subscores for the MO MAP
communication arts assessment were: skills for reading process, strategies for reading process,
comprehend/analyze literature, and comprehend/analyze nonfiction. All nonordered subscores
were entered with a forward regression performed. Table 7 displays the descriptive statistics of
the regression output.
Table 7
Descriptive Statistics of the Forward Multiple Regression of Subtests of NWEA MAP Reading
Test on MO MAP Communication Arts Assessment
Mean

Std. Deviation

N

683.24

30.850

874

NWEA MAP Reading --Skills for Reading Process 216.99

13.754

874

NWEA MAP Strategies for Reading Process

218.16

14.324

874

NWEA MAP Comprehend/Analyze Literature

218.52

14.459

874

NWEA MAP Comprehend/Analyze Nonfiction

218.51

14.048

874

MO MAP Communication Arts Scale Score
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All subtest scores were found to be good predictors of success on the criterion variable;
the regression model showing that all predictor variables were entered, none were left out of the
regression. Results indicated a significant regression model that explained 63% of the variance in
the communication arts score of the MO MAP assessment after all variables had been entered.
No predictor variables were removed by the analysis; all variables were high predictors. Table 8
represents the regression output. All predictor variables in the reading test were well over the .5
level for large correlation coefficients (R), with strategies for reading process being the most
highly correlated. With each added predictor variable, the change in R2 was smaller, indicating
that predictor variable, strategies for reading process, in model 1 produced the largest effect and
the variable added in model 5, analyze/comprehend nonfiction, produced the smallest effect on
the criterion variable. Although all predictors demonstrated large correlation, strategies for
reading process was suggested to be the best predictor with .51% (R2 = .511) of the variance of
the criterion variable explained at a 95% confidence level.
Table 8
Model Summary of NWEA MAP Reading Subtests and MO MAP Communication Arts
Assessment
Model

R

R

Adjusted R

Standard Error of the

R Square

square

square

Estimate

Change

1

.715

.511

.510

21.590

.511

2

.765

.585

.584

19.891

.074

3

.784

.615

.613

19.185

.029

4

.794

.630

.628

18.808

.015

Note. Criterion variable: MO MAP communication arts score.
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In Table 9, the B value also suggested strategies for reading process to have the largest
influence on the criterion variable. Each predictor variable added in the successive models
increased the predictive power of the equation. All predictor variables were significantly related
to the criterion variable (p = <.001).

Table 9
Regression Coefficients of Subtests of NWEA MAP Reading Test

Model
1 (Constant)

B

Std. Error

347.436

11.153

1.539

.051

286.527

11.372

Strategies for Reading Process

.973

.065

Skills for Reading Process

.850

.068

269.318

11.169

Strategies for Reading Process
2 (Constant)

3 (Constant)

Beta

t

Sig.

31.151

<.001

30.172

<.001

25.196

<.001

.452

14.917

<.001

.379

12.503

<.001

24.112

<.001

.715
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Strategies for Reading Process

.673

.073

.312

9.220

<.001

Skills for Reading Process

.640

.070

.285

9.089

<.001

Comprehend/Analyze Literature

.587

.072

.275

8.147

<.001

256.166

11.167

22.940

<.001

Strategies for Reading Process

.519

.076

.241

6.836

<.001

Skills for Reading Process

.518

.072

.231

7.192

<.001

Comprehend/Analyze Literature

.481

.073

.225

6.605

<.001

Comprehend/Analyze NonFiction

.441

.073

.201

6.014

<.001

4 (Constant)

Note. Criterion variable: MO MAP communication arts assessment.

Research Question Three
Research question three posed the question “How well do RIT scores on the NWEA
MAP language usage test predict scores on the Missouri MAP communication arts test?” There
were four questions within the third research question corresponding to the subtests of the
NWEA MAP language usage test, finishing with the final question of “Which RIT scores on the
language usage test of the NWEA MAP test are the best predictors of the Missouri MAP
communication arts assessment?”
A bivariate linear regression analysis was conducted to determine the predictive power of
the overall NWEA MAP language usage RIT score on the MO MAP communication arts score.
The bivariate scatterplot (see Appendix B) indicated that the two variables had a positive linear
relationship: as the independent variable increases, the dependent variable increases. Based on
the R2 value of .632, the NWEA RIT language usage score accounted for 63% of the variance of
the MO MAP communication arts assessment at a 95% accuracy rate. The NWEA language
usage RIT score was a good predictor of the MO MAP communication arts score since the R was
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above .50 which is considered a large correlation coefficient. Table 10 illustrated the mean,
standard deviation, R, R2, and standard error of the estimate of the overall language usage RIT
score correlated to the MO MAP communication arts score.
Table 10
Bivariate Linear Regression for Overall Language Usage RIT score of NWEA MAP Test
Predictor

Mean

R

(sd)
NWEA MAP language usage RIT score

217.39

.795

R

Std. Error of

Square

the Estimate

.631

18.705

(10.85)
Note: Criterion variable: MO MAP Language Arts score. N= 893.

The bivariate linear regression conducted to determine the predictive power of the
subtests of the NWEA MAP language usage test indicated that the writing process subtest
explained 63% of the variance in the MO MAP communication arts test (R2 = .631) at a 95%
confidence rate. The capitalization and punctuation subtest explained 47% (R2 = .474) of the
variance in the MO MAP communication arts score. The parts of speech/spelling/sentence
structure subtest explained 47% of the variance in the MO MAP communication arts score (R2 =
467). The forms and types of writing subtest explained 50% of the variance in the MO MAP
communication arts score (R2 =.499). Table 11 presented the bivariate linear regression of each
individual subtest of the NWEA MAP language usage test against the MO MAP communication
arts test.
Table 11
Bivariate Regressions for Subtests of NWEA MAP Language Usage RIT Scores
Predictor

Mean (sd)

R

R

Std. error of
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Apply writing process subtest RIT score

218.33

square

the estimate

.795

.631

18.705

.689

.474

22.429

.684

.467

22.576

.706

.499

21.900

(12.09)
Capitalization and punctuation subtest RIT

217.39

score

(12.68)

Parts of speech/spelling/sentence structure

216.16

RIT score

(11.97)

Forms and Types of Writing

217.65
(12.89)

To determine what best predicted the criterion variable, a forward multiple regression
analysis was used with the score on the communication arts test of the MO MAP assessment as
the criterion variable, and subtests of the language usage portion of the NWEA MAP test were
used as predictor variables. These subtests were: apply writing process, capitalization and
punctuation, parts of speech/spelling/sentence structure, and forms and types of writing. Table 12
presents the description statistics of the regression output.
Table 12
Description Statistics of the Multiple Regression of Subtests of NWEA MAP Language Usage
Test Against MO MAP Communication Arts Assessment
Mean

Std.

N

Deviation
MO MAP Communication Arts Scale Score

683.34

30.917

886
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NWEA MAP Language Usage--Apply Writing Process

218.33

12.088

886

NWEA MAP Language Usage--Capitalization & Punctuation

217.77

12.680

886

NWEA MAP Language Usage--Parts of

216.16

11.967

886

217.65

12.894

886

Speech/Spelling/Sentence Structure
NWEA MAP Forms & Types of Writing

All nonordered subtest predictors were entered with a forward regression performed.
Forms and types of writing was the best predictor, followed by apply writing process,
capitalization and punctuation, with parts of speech/spelling/sentence structure coming in last.
Results indicated a significant regression model that explained 63 % of the variance of the
criterion variable, communication arts assessment (R2 = .632) after all variables have been
entered. Table 13 presents the model summary with Pearson product-moment coefficient (R)
above the .5 level determined as a large coefficient and the standard error of the estimate
determined as small compared to the actual scores. With each added predictor variable, the
change in R2 was smaller, indicating that the predictor variable, forms and types of writing, in
model 1 produced the largest effect and the variable added in model 5, parts of
speech/spelling/sentence structure, produced the smallest effect on the criterion variable.
Although all predictor variables demonstrated large correlation (R2), forms and types of writing
was suggested to be the best predictor with 50% of the variance in the criterion variable
explained at a 95% confidence level.
Table 13
Model Summary of NWEA MAP Language Usage Subtests and MO MAP Communication Arts
Assessment
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Model

R

R square Adjusted R square Standard error of the estimate R Square Change

1

.706

.499

.498

21.900

.499

2

.765

.585

.584

19.950

.086

3

.787

.620

.619

19.089

.036

4

.796

.634

.632

18.748

.014

Note. Criterion variable: MO MAP communication arts assessment.

In Table 14, the B value suggested forms and types of writing to have the largest
influence on the criterion variable. Each predictor variable added in the successive models
increased the predictive power of the equation. All predictor variables were significantly related
to the criterion variable p = <.001).

Table 14
Regression Coefficients of NWEA MAP subscores
Model
1 (Constant)
Forms & Types of Writing
2 (Constant)

B
314.763
1.693
235.787

Std. Error Beta
12.448

t

Sig.

25.286 <.001

.057 .706 29.661 <.001
12.759

18.480 <.001

Forms & Types of Writing

1.001

.073 .418 13.708 <.001

Apply Writing Process

1.052

.078 .411 13.503 <.001
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3 (Constant)

207.481

12.600

16.467 <.001

Forms & Types of Writing

.730

.076 .304

9.599 <.001

Apply Writing Process

.778

.080 .304

9.679 <.001

Capitalization & Punctuation

.676

.074 .277

9.081 <.001

4 (Constant)

190.728

12.710

15.006 <.001

Forms & Types of Writing

.612

.077 .255

7.913 <.001

Apply Writing Process

.632

.083 .247

7.618 <.001

Capitalization & Punctuation

.540

.077 .221

7.034 <.001

Parts of Speech/Spelling/Sentence Structure

.480

.083 .186

5.778 <.001

Note. Criterion variable: MO MAP communication arts assessment.

In order to determine the best predictors of scores on the MO MAP assessments of
mathematics and communication arts, bivariate linear regression analyses and multiple
regression analyses were conducted with the mathematics and reading tests and subtests. Data
and Probability was the best predictor of the mathematics score of the MO MAP assessment. The
reading and language usage test scores were both correlated with the MO MAP communication
arts scores. The reading test scores had higher correlation, between .693 and .714, with the
communication arts scores. The strategies of reading process subscore had the highest correlation
and therefore was the best predictor. The language usage scores had the lowest correlation, but
were still highly correlated with scores from .684-.795. The apply writing process of the
language usage test was the most correlated with .795 and was therefore the best predictor.
However, the other variables and the overall RIT score were also good predictors.
DISCUSSION
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There were three research questions, each with four/five questions within the main
question. The three main research questions corresponded to three sections of testing with the
Northwest Evaluation Association’s Measures of Achievement computer adaptive test. Scores on
those three tests were compared with scores on the Missouri Achievement Program’s
mathematics and communication arts assessment. The four/five questions within each main
question corresponded to subscores within each NWEA MAP test. These were all regressed with
the corresponding score on the MO MAP assessment.
In question one, the scores of the NWEA MAP mathematics test were compared to the
MO MAP mathematics test, looking for predictive value of the former on the latter. The bivariate
regression suggested that data and probability was the most predictive subscore, accounting for
55% of the variance of the criterion variable. Measurement was the next best predictor,
accounting for 54% of the variance, geometric relationship the next accounting for 53%, number
and operations accounting for 52%, and lowest was algebraic relationships, accounting for 49%.
The overall score, which was a combination of all of the subscores, accounted for 68% of the
variance of the criterion variable. The forward multiple regression showed that the addition of
predictor variable, beginning with data and probability increased the predictive value on the
criterion variable. The regression did not exclude any variable. The regression suggested that
data and probability had the highest predictive value and algebraic relationships had the lowest.
Predictive value is also addressed in Question Two. The overall score and subscores of
the NWEA MAP reading test were compared with the MO MAP communication arts scores. The
overall score explained 63% of the variance of the MO MAP score. The strategies for reading
process explained 51% of the variance, comprehend/analyze literature explained 50% of the
variance, comprehend/analyze explained 49.6% of the variance, and skills for reading process
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explained 47.9% of the variance of the MO MAP communication arts score. The forward
multiple regression showed increased predictability with the addition of each predictor variable,
strategies for reading process, skills for reading process, comprehend/analyze literature,
comprehend/analyze nonfiction. The regression did not exclude any variable. Although all
predictor variables were significant, the regression model suggested that strategies for reading
process had the highest predictive value and comprehend/analyze nonfiction had the lowest
predictive value.
In looking for predictive power of the NWEA MAP language usage scores and subscores
on the MO MAP communication arts scores, question 3 was answered in a similar way as the
other two research questions. The bivariate scatterplots showed a positive linear relationship. The
bivariate regression showed that the overall language usage score accounted for 63% of the
variance of the MO MAP communication arts score. The subscores, apply writing process
explained 63% of the variance, forms and types of writing explained 50% of the variance,
capitalization and punctuation explained 47.4% of the variance, and parts of
speech/spelling/sentence structure explained 46.7% of the variance. The forward multiple
regression did not exclude any of the predictor variables. All variables were significant and
increased the predictive power as new variables were added to the regression. The regression
suggested forms and types of writing to be the most predictive, with parts of
speech/spelling/sentence structure as the least predictive.
Limitations
This study was limited to one, rural, medium sized school district. Even though N=800900 for each regression, studies in the other five districts in Missouri who have adopted the
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NWEA MAP test are needed to confirm the results. Larger and smaller districts cannot be
assumed to have similar results.
The district studied has a large fluctuation in population. About 20% of student data was
not utilized because testing had not been completed for both tests. Two reasons explain this:
students move in or out during the school year, and diligence to require students to complete
testing after an absence is not always present. Nothing can be done about students who move in
and out, but more diligence can be applied to require students who are in the district to complete
the entire battery of tests.
Implications for Practice
Since NWEA MAP was given in the fall and MO MAP was given in the spring, the
NWEA MAP could be used as a diagnostic tool for curriculum planning to increase student
learning as measured by the MO MAP. But does the cost of the computer adaptive testing
balance the predictive power of the test?
The cost of the test does not stop with the purchase of the test from the Northwest
Evaluation Association. There was the cost of the computer labs needed to give the test. One of
the drawbacks of using more than one test to measure student achievement was that the
combined testing takes so much time out of the actual classroom learning time (Kuhm, 2007).
At least one computer lab with enough computers for a whole class to take the test at one time
would be a necessity. Two computer rooms would be even better. Otherwise, the time involved
for testing would be extended. Many districts are feeling the economic crunch and must consider
the hidden cost of this test carefully.
Another hidden cost is the cost of computer training for students. In order for students to
be comfortable with a computer adaptive test, students must be experienced on the computer
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(Olson, 2002). Even though it is hard to imagine students in this computer age without exposure
to computers, there are students, especially in elementary and middle school who do not have a
computer at home and need computer instruction at school.
Students with disabilities might be at a disadvantage because of the sight tracking of
questions on the computer screen. Students who are not comfortable with a computer might be at
a disadvantage in taking the test and not score as well as they could with the more common paper
and pencil test (Olson, 2002).
With the desire to enhance a school district’s curriculum, adopting a computer adaptive
test must be balanced with the obvious and the hidden costs of the test. Some districts are further
ahead at providing computer services and training for their students and so the additional
diagnostic information made available by the NWEA MAP test may be a good choice. Other
districts may find the costs prohibitive.
Implications for Research
This study has utilized two years worth of data from grades six, seven, and eight. The
NWEA MAP test is a consistent test. Questions that have been entered into the test bank that
spans the K-12 grade levels, so that each time a student takes the test, the student answers
determine the next questions the test presents. The MO MAP assessment changes each year and
each grade level have different questions. The state of Missouri is constantly employing teachers
to write questions (“Missouri Assessment”, 2006). As a result the test was bound to change in
emphasis occasionally, even though it was guided by the Grade Level Expectations. Because the
MO MAP is not a static test and changes every year, more research needs to be conducted to
ensure the predictive power of the NWEA MAP test on the MO MAP assessment. Since NWEA
MAP is fairly new in Missouri, research across grade levels would be more productive than
research across years.
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Questions raised for further research are: Since the MO MAP changes from year to year,
does the predictive power hold up when each grade level across the state for one year are
compared? Are teachers in the five Missouri districts that have implemented this computer
adaptive test using the test as a diagnostic tool to enhance student learning? Do similar studies to
this one, but conducted in different years or different grade levels support these results?
The NWEA MAP is a popular test in states other than Missouri (Woodfield, 2003). All
states have required annual testing (Goertz, 2005). NWEA conducts alignment analysis to see if
their test meets state standards (Northwest Evaluation Association, 2005). However a research
study such as this one guarantees that results from both the NWEA MAP and required state tests
are correlated. Knowing which subtest is the best predictor gives both district and state
information to guide curriculum to better prepare students for the required tests. If student
learning can be measured by the required state tests, then knowing in September in what areas a
teacher needs to direct curriculum then student learning can definitely be influenced by the
NWEA MAP tests.
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Air Quality Activities for the Middle and High School Science Classroom
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The Science center for Teaching, Outreach, and Research on Meteorology at the
University of Northern Iowa (The STORM Project) has sponsored a one-week
course on air quality for science teachers during the summers of 2006, 2007, and
2008. The target audience has been middle and high school science teachers.
In 2008, teachers from 12 states participated in the course. Topics covered
included the National Ambient Air Quality Standards; sampling and analysis of
gases, particulates, and odors; the Clean Air Act; the planetary boundary layer;
components of dispersion; and modeling of pollution dispersion. Modeling tools
used in the course were the Gaussian plume model, the box model, and gradient
transport techniques. Operational dispersion models explored during the course
included CAMEO, HYSPLIT, and AERMOD. All course participants have
developed classroom activities on air quality that will be refined and field tested
for eventual dissemination to educators nationwide. Components common to the
activities include the incorporation of relevant National Science Education
Standards and the “5 E” model (Engage, Explore, Explain, Extend, and
Evaluate). Activities developed by past participants will be reviewed during the
presentation. The course will be offered again during the summer of 2009. The
STORM Project has been funded by the National Oceanic and Atmospheric
Administration since 2000.
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Group learning has been around for many years. There are many forms of group learning, but
what is the best form to utilize in the classroom? Cooperative learning has been found to be a
very effective form of group learning in all grades (Slavin, et al, 2007). Over the last three
decades cooperative learning has benefited students through academic gains across diverse
subject areas, has been associated with the feelings of improved competence and self-esteem, has
developed positive social relationships, and has been a successful teaching strategy to help
children manage conflict (Gillies & Boyle, 2005). However, many educators believe that they
are using cooperative learning within their classroom when in fact it is only collaborative
learning. Yes, there is a difference! While the two are used together, collaborative learning can
occur without cooperative learning.
What is cooperative learning and what makes it different from collaborative learning?
Cooperative learning is a method in which students work in small groups to help each other learn
course material. Students in cooperative learning groups must make sure that everyone within
the group understands the concepts being taught and they all work toward a common goal
(Yamarik, 2007; Cooper, Robinson, & McKinney, 1994). Panitz (1997) stated that cooperative
learning can be defined as a set of processes which help people interact together in order to
accomplish a specific goal or develop an end product. The two features that can distinguish
cooperative learning from other forms of small group learning are positive interdependence and
individual accountability. Once the members of the group all know and understand the
information, the group may be evaluated; but with cooperative learning, students are individually
evaluated as well. In collaborative learning, groups tend to be evaluated as a whole and include
a variety of group learning experiences such as group discussions, group reports or presentations,
or consensus groups; therefore, cooperative learning can be thought of as a subset of
collaborative learning (Cooper et al, 1994) where groups are more structured and focused (Millis
& Cottell, 1998).
Cooperative learning can be traced back to John Dewey when he emphasized education as a
vehicle for teaching citizens to live cooperatively in a social democracy. It was found in
research conducted in1989 by Johnson and Johnson that cooperative learning approach was more
effective than more traditional forms of classroom instruction (Cooper et al, 1994). Cooperative
learning in the classroom has been associated with creativity improvement, better ideas,
enhancement of critical thinking, and higher content retention (Sirias, 2005)
In order for cooperative learning to be utilized; there are five elements that are essential for
successful learning groups. They can be summarized as Positive Interdependence: members
understand that they must learn together to accomplish a goal; Promotive or Face to Face
Interaction: students interact face to face in groups; Individual and Group Accountability:
members are responsible for their own contribution to the group’s success; Group Processing:
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members reflect on their collaborative efforts and decide on ways to improve effectiveness; and
Development of Small-group Interpersonal Skills such as constructive feedback, that involves
each member reaching a consensus (Yamarik, 2007).
How is cooperative learning used within the classroom? Cooperative learning does not take the
place of teacher instruction, however; with cooperative learning the teacher is more of a manager
of the learning process. Faculty members should include a clear explanation about the purpose
of cooperative learning in their course syllabus. Students must also understand the grading
methods and policies of the cooperative learning assignment (Millis, 1998). It is important that
all members of the cooperative learning group feel a sense of responsibility and although
students are working in groups, there must be a form of individual grading (individual
accountability) (Cooper et al, 1994).
There are many different types of cooperative learning strategies. Some of the strategies can be
utilized together. One example of cooperative learning is the jigsaw method. In this method, the
teacher assigns different mini-topics to each member of a small group. Students research the
topics then meet in “expert” groups with members of other groups with the same mini-topic to
discuss it in further detail. Once an understanding of the topic is reached, students go back to
their original group to teach their topic (Cooper et al, 1994).
Regardless of the type of cooperative learning that is utilized in the classroom, it is important to
remember that individual accountability must be utilized. Students will individually earn their
grade for the project. By utilizing cooperative learning in the classroom, students will show
academic gains, show improved competence, develop positive relationships with peers, and will
gain an understanding of a subject matter.
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Abstract:
Most of the research on cultural or ethnic identity development has been done in the
United States. The basic assumption of this research is that in late adolescence or early
adulthood the process of identity development leads a person towards identification with
one or possibly two ethnic/cultural groups. This study explored the self-defined,
ethnic/cultural identity of 134 university students attending an international university
with a home campus in Saint Louis, Missouri.
The mission of this university is to transform students for global citizenship and
individual excellence. In this study the participants described what they considered their
considered their ethnic/cultural backgrounds to be and answered surveys about ethnic
identity and international identity development. Preliminary results are that the selfdefined identities of the participating students were often more complex and detailed than
the current reporting categories assigned by the U.S. government Integrated
Postsecondary Education Data System (IPEDS). Only one respondent described herself
exclusively in an exact category (White non-Hispanic) given by the current IPEDS; no
one described him or herself as a Non-Resident Alien, Black, non-Hispanic, American
Indian/Alaskan Native, Asian/Pacific Islander, or a Hispanic.
Those who might have been placed in the Hispanic category instead described
themselves as Latin, Chilean, Mexican or Spanish. At this university the category of race
was not synonymous with ethnic/cultural identity; nearly 80% of the participants from
this university agreed with the statement, There is only one race - the human race. Given
the freedom to define themselves, about half of the respondents did not provide a single,
specific ethnic code instead describing themselves as American, human, global, multiethnic, or bi-racial and/or adding information about religion, socioeconomic status,
gender, language, and geography. Preliminary results suggest that students who are
developing international identities are likely to have studied languages and traveled
internationally. In 2010 the new, improved IPEDS codes will include a category two or
more races. And yet, the new IPEDS codes will still fail to capture how students at this
midwestern-based, international university define their own ethnic and cultural identities.
The new IPED categories are too limited to describe the degree to which students have
embraced the universitys core value of global citizenship.
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Abstract
Science educators often struggle with means to effectively present content in order to
optimize student understanding of difficult concepts. This holds true for typical
classroom-based instruction, but especially so when it involves online instruction.
Although students generally have access to quality course materials and teaching support,
it can still be difficult for learners to understand essential concepts. A wide body of
research has identified the value of visualization, graphics, and digital animations in
learning. It has been demonstrated that the use of well-designed visual tools can help
learners digest large amounts of information in relatively brief time periods, and learners
can construct a personal visualization of a specific process or concept. The use of online
interactive tutorials has potential to encourage more active learning and increase learner
motivation, acting to ultimately enhance student learning outcomes.
In an attempt to add to student comprehension of essential neurological structures and
processes within a biological psychology course, we have developed a small collection of
behavioural neuroscience tutorials. Preliminary data indicate that these tutorials are
valued by students and are effective in helping students learn fundamental concepts and
processes in the area of psychology and neuroscience. This work is relevant to the
framework of the importance of technology and instructional design in distance education
and online learning, with applications not only to postsecondary instruction, but to all
levels of education. Supported by: Mission Critical Research Grant, Athabasca
University.
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Making Visible the Invisible: Cultural Validity of the Ages and Stages
Questionnaire Tool (ASQ)
Purpose
One of the most widely used developmental screening tools in North America, the
Ages and Stages Questionnaires® (ASQ), has demonstrated validity evidence for use
with the general population and some initial evidence for use with diverse cultural groups
(Squires, Bricker, & Potter, 1999). However, there remains a need for research that
examines the validity of screening tools for culturally diverse groups in Canada given the
number of families immigrating each year. When tools are used with children from
diverse linguistic and cultural backgrounds, this has the potential to result in cultural test
bias, which has been defined as the hypothesis that racial or ethnic differences in test
scores reflect “no real differences in ability, but rather problems in the construction,
design, administration, or interpretation of tests” (Brown, Reynolds, & Whitaker, 1999, p.
209). Bias occurs when items on a test systematically advantage or disadvantage one
group over another even when the groups may possess the same ability and skills. If these
tests are not sensitive to cultural differences, this could result in the over- or underidentification of children at-risk for developmental delays. Therefore, the purpose of this
study was to (a) determine the factors that contribute to problematic items and invalid
ASQ test scores for children from three cultural groups (Sudanese, South Asian, and
Chinese), and (b) determine the impact of the screening process on a sample of Sudanese,
South Asian, and Chinese families.
Background
The recent push for early childhood developmental screening has come from the
overwhelming evidence of the importance of the first few years of life in setting the
foundation for learning, behaviour, and health outcomes (Shonkoff & Phillips, 2000).
Given that not all environments and experiences in early childhood are optimal, it is
estimated that one quarter of Canada’s children between the ages of zero to six are
experiencing difficulties associated with learning and/or behaviour (McCain, Mustard, &
Shanker, 2007). These difficulties develop later into issues in school performance, social
adjustment, and health (Hertzman, 1999; VanLandeghem, Curgins, & Abrams, 2002).
Screening programs have the potential to promote positive growth and development by
providing opportunities for early intervention (Rydz, Shevell, Majnemer, & Oskoui,
2005; Squires, 2003). However, the evaluation of developmental status using parent
screening tools is often affected by the cultural context through which the parent is
reporting (Bornstein & Cote, 2004; Fox, Burns, Popovich, Belknap, & Frank-Stromborg,
2004). There are different expectations for developmental milestones depending upon
ones cultural lens, and this is not well understood by test developers and researchers, and
is often not adequately captured through traditional screening and assessment tools and
practices. Furthermore, there is a lack of appropriate screening and assessment tools for
use with culturally and linguistically diverse children (Lyman, Njoroge, & Willis, 2007).
The immigrant and refugee family situation is not universal, but one that varies
for each individual. When examining child development there are a number of factors
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that may contribute to parent responses such as conditions of departure, the context of
arrival, characteristics of the individuals and the ethnic community, gender relations,
country of origin, culture, religion, social class, and urban versus rural origins. In
addition, most screening tools are developed within a western culture wherein children's
independence is one of the expected personal social skills. Many immigrant and refugee
families (including Chinese, South Asian, and African families), however, come from
interdependent cultures where maintaining a bond with others and being able to fit into
well-defined roles within the community is valued (Chao, 1994; Denby & Alford, 1996;
Maiter & George, 2003).
Methods and Data Sources
This study was part of a pilot preschool developmental screening and follow-up
intervention project conducted by a regional health authority in the province of Alberta,
Canada. The community in which the study took place was made up of 20% immigrant
and refugee families, the largest from the Chinese, South Asian, and Sudanese cultural
groups (Statistics Canada, 2006). The 18-month ASQ questionnaire, which contains 30
items that span five developmental domains (Communication, Fine Motor, Gross Motor,
Problem Solving, and Personal Social), was being completed by parents during their
child’s immunization appointment. To determine whether the inferences that are
generated from the 18-month ASQ screen are in fact valid for Chinese, South Asian, and
Sudanese children, expert review of the ASQ and parent interviews were two sources of
validity evidence collected.
ASQ Tool Review. A total of 21 cultural/developmental experts, from the
Chinese, South Asian, Sudanese, and mainstream Canadian born communities reviewed
the 30 items on the 18-month ASQ using a researcher created checklist. The experts were
required to evaluate each item against three criteria using the checklist and provide an
explanation for each of their responses: Would the item be easily understood by parents
completing it on their own? If the item was translated, would it be easily understood by
parents? Is there anything problematic about the item that is related to culture?
Parent Interviews. A total of 13 interviews were conducted with Chinese,
Sudanese, and South Asian families that have lived in Canada for less than five years and
that participated in the pilot preschool screening project. A sample of items, which were
identified as problematic by the experts from each of the respective cultural groups, was
included in the parent interview portion of the study. In addition to questions about
problematic items on the ASQ, parents were asked to describe their experiences with the
screening process and how they typically evaluate development at 18-months within their
own community.
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Results and Discussion
Data analysis of the ASQ tool review and parent interviews identified the strong
influence of the acculturation process of immigrants and refugees in Canada and framed
the participants’ rationale for why parents from diverse cultural groups may interpret and
respond to questions differently. Five themes were identified that can contribute to
sources of test bias in the ASQ items that include cultural protocols, gender roles,
language, interpretation, and differences in the measurement norms between cultural
groups. The five themes were: (1) parenting, (2) feeding, (3) exposure, (4) interpretation,
and (5) measurement. In the following section, we attempt to present the diverse realities
from the participants’ perspective. We invite the reader to interpret these findings through
a cross-cultural lens.
Parenting1. Since the ASQ provides us with a snapshot of a child’s development
through the parent’s perspective, the responses are filtered through the parent’s
internalized values, culture, socialization process, and environmental context.
Immigrants and refugees face additional parenting challenges of dual socializing their
children to develop a bicultural identity (i.e. Chinese-Canadian). Parents and experts
identified 15 of the 30 ASQ items as problematic and highlighted three prominent factors
that may influence responses to the ASQ items: responsibility, social perception, and
parent-child interaction.
All of the experts and parents described a shift in responsibilities of immigrant
and refugee parents in developing interdependent (community) and independent
(western) values in their children and family. Consequently, certain ASQ questions that
require independent actions from the child contradict the socialized strategies and values
promoted by the parent. For example, an item that requires a child to reach for an object
to demonstrate gross motor ability is inconsistent to the parenting values where the parent
is responsible for providing all the needs and wants of the child. Another factor parents
and experts highlighted was the influence of social perception. Most parents expressed
perceiving the ASQ as a test and responded to the items based on their socialized
understanding of testing. Yet testing may have positive or negative consequences. For
example, some parents and experts expressed an intrinsic link between testing results as a
reflection of the family and community. Lastly, responses to the ASQ tool items were
influenced by parent-child interactions that were mediated by gender, religion, and the
parents’ concept of play. Many of the activities in screening tools require adult/child oneon-one interaction (e.g., drawing together, building blocks, or cutting), yet in reality,
parents and experts reported the role of the extended family, siblings, and community as
primary care givers. At the same time, adjustment to new life in Canada (e.g.,
employment commitments, re-certification, or English training courses) further limits the
parent’s availability to engage with their child in a one-on-one interaction.
Feeding. In order to determine if a child is meeting developmental milestones in
different areas of development (e.g., fine motor, problem solving, and personal social),
food or feeding was used within 6 of the 30 ASQ items. Food and feeding practices,
1

For the purpose of simplicity, parenting is presented as a separate theme but in actuality, it is the
overarching factor that influences the other four themes in this study.
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however, are culturally loaded and for many immigrant and refugee families feeding is
considered to be part of parental care at early ages. Experts and parents also pointed out
that forks and spoons are not universal eating utensils as some ethnic foods are eaten with
bread or hands. In addition, the South Asian Muslim families expressed the direct
relationship between their religion and a respect for food and noted “we hold a lot of
respect for food and we are held accountable to God for the food he has given.” Children
are taught at a very early age to respect food and to not spill or dump their food on the
table. The tool expert’s comments related to question #6 within the fine motor domain is
illustrative of the diverse reasons that this item may be considered problematic or conflict
with values and customs of certain cultures.
Figure 1. Fine Motor domain from the ASQ questionnaire

Squires, J, Bricker, D. & Potter, L. (1999). Ages & Stages Questionnaires (ASQ): A Parent-Completed,
Child-Monitoring System. Baltimore, MD: Paul H. Brookes Publishing Co.

Sudanese #2: No, No, No, nothing can happen with a spoon. Dip the bread in the
soup with the hand is more common.
Sudanese #4: My dad never used a spoon and simply he believed that you don’t
use spoons especially if you go to the restaurant because it’s been into how many
mouths of strangers. But your own hand put into your own mouth. He thinks
spoon is nothing but his own hand, in terms of being clean and health wise.
South Asian #2: In our cultures parents feed their children till they are quite old
because it is our way of showing our love.
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Chinese #4: I think they may not try it at this age. The focus is not for them to
learn something they may want them to feed to keep them healthy so parents make
sure that everything come into the mouth and into the stomach (laughing) and
also to be clean. They don’t want to see very messy table (laughing).
Although this item, on the surface, is measuring a fine motor skill, based on the
above quotes, parents may respond to this question by saying that their child is “not yet”
achieving this skill but for reasons unrelated to fine motor ability. In addition, the use of a
spoon for feeding within this question could suggest to parents that this is the way that
children should be eating at this age. Parents may assume that their child has to use
spoons and this may conflict with their cultural feeding practices.
Exposure. Exposure consisted of the influence of historical, contextual,
environmental, religion, gender roles, or safety in terms of parents and children’s access
and therefore familiarity with activities or objects. Exposure was present in 23 out of 30
of the ASQ questions. Experts and parents reported toys (e.g., blocks, stuffed animals)
and the concept of play, which are used as objects or activities to determine
developmental milestones, may be uncommon in the three cultural groups. Within the
domain of gross motor, questions are asked about a child’s ability to engage in sports or
physical activities (e.g., kicking, throwing); participants reported that some cultural
communities have very definitive gender roles and therefore children may not be exposed
to or encouraged to engage in physical activities. For example, while at a very young age
South Sudanese parents may not differentiate between the roles of boys and girls in
physical activities; however, as they get older certain types of physical activities (e.g.,
kicking ball, or biking) may not be considered appropriate for girls.
Parent and expert reports regarding questions #3 and #5 from the fine motor
domain (see Figure 1), illustrate the different factors that influence exposure. Books and
writing utensils are used throughout the ASQ to determine a child’s problem solving, fine
motor, and personal social abilities. It was reported by a number of participants that pens
and pencils are considered a safety hazard, while others consider them as part of the
academic system, wherein it is the teacher’s responsibility to introduce them to children.
Experts and parents from the Sudanese community reported that they come from oral
cultures wherein writing and reading, especially with children, are not common practices.
In addition, their pre-migration experience (e.g., war and refugee camps) may influence
whether their children have been exposed to books, pens and pencils. The South Asian
Muslim parents and experts reported that the first book their children are given is the holy
book at age four. Therefore, to socialize and train their children to respect the holy book,
children’s books are introduced at a later age, so the child does not learn to rip or drop a
book.
South Asian #5: They might not have given a book to their child. When we talk
about books then they think that there should be a table, a chair and then ABC.
They always think the formal function but not that books are used for fun.

2009 HICE Proceedings
Page 2200

HICE 2009

7

Sudanese Expert #4: It depends on the child and depends on the exposure of the
child to books at an early age and also it depends whether the parents are literate
or illiterate. I would say maybe 80 percent of the Sudanese never get the book. If
the mother is not educated does not even understand the importance of exposing a
child to books at such an early age. Back home education was not really part of
family members that they need to expose kids to books at an early age or be part
of educational system at an early age. The child begins everything at school.
The screening results may not accurately reflect the abilities of the child if they
are not being exposed to the specific objects and activities within the ASQ questionnaire.
Although immigrant and refugee families may view the ASQ as an opportunity to learn
about new ways of interacting with different objects and activities for enhancing their
child’s developmental skills, at the same time they may feel as though their parenting
choices are being challenged as the ASQ is requiring their child to interact with objects
that parents have chosen to not expose to their children.
Interpretation. A number of experts reported that the majority of the 30 ASQ
items could result in interpretation issues for parents. The interpretation theme was coded
when experts reported that the questions were lengthy, possessed confusing wording and
examples, had low frequency words, and/or words that had no translation. As English is
primarily the second language for most immigrants and refugees in Canada, there is
potential for misinterpretation of concepts and language syntax in the translation process.
For example, one of the questions on the ASQ requires children to repeat 3-word
sentences or phrases and this was found to be problematic in the Chinese language. In
Chinese, each character is considered a word, and a phrase such as “Mommy go home” in
English is three words, but in Chinese it is five. Parents expressed uncertainty as to
whether the intended response was to be in English or in their first language. The
screening process requires parents to interpret and respond to a written questionnaire.
This is a major barrier for families from oral cultures, such as the Southern Sudanese and
Indigenous peoples, for whom knowledge is transmitted orally and there is no written
form of the oral language. Due to a lack of exposure to the western print-based culture,
some parents may mistrust the screening process. Furthermore, in oral cultures,
communication skills are developed through intergenerational story-telling rather than
book literacy skills that are promoted in the ASQ. Within the screening tool, there is a
lack of recognition of these communication skills and activities that are important for
most oral cultures and parents.
Measurement. Since assessment tools reflect the socialized norms, values and
social policies within a society, there are different standards of developmental skills
between cultures. Experts and parents revealed conflicting developmental and
measurement norms between their ethno cultural communities and the western values
embedded within the ASQ items. Experts and parents reported measurement issues in16
of the 30 ASQ items which were related to three factors: quantification, non-interference,
and developmentally appropriateness of skills. Parents and experts described a spectrum
of perspectives in relation to the need to quantify certain skills or activities. Some
highlighted the need for more clarification in the quantification of development skills
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(i.e., how often is seldom or a little bit?), while others expressed an ethic of noninterference. Parents reported using non-interference strategies to promote naturally
occurring developmental skills. For example, the Sudanese and South Asian experts and
parents expressed a focus on children developing at their own pace rather than prescribed
stages of development. Lastly, parents and experts identified some items that require
skills or activities that challenge the developmental appropriateness or standards that are
accepted in their ethno-cultural communities.
During the interviews, the parents shared the skills that they felt were important to
promote and measure within their cultural community. All the parents strongly supported
the development of their child’s cultural identity and connections with their community
through social interactions. Skills that demonstrate respect for family members, elders
and religion through greetings and cultural protocols, are the most important personal
social skills for their children to learn. Parents and experts expressed that these skills
would contribute to positive social and psychological outcomes for their child as they
become bi-cultural citizens in Canada. In contrast to what the parents described as
important, in the personal social domain of the ASQ, the focus is on solitary play with
toys, independence of actions, or passive social interaction.
Conclusions
In order to meet the changing demographic of the early childhood population in
Canada it is important to examine currently how early childhood development is being
assessed in these populations and how services are being allocated and delivered.
Although the results of this study emerged from specific questions on the ASQ, there are
common cross-cultural insights that are applicable to all screening and assessment tools.
Culture-free and valid screening and assessment tools are not likely to be available for all
cultural groups; however in this study it was found that, if practitioners use a crosscultural lens when interpreting the outcomes of screening and assessment tools this can
reduce the number of over- or under-identified children with developmental concerns.
This is accomplished through culturally sensitive screening and assessment practices that
make the process both accessible and useful to families. For example, practitioners can
increase their understanding of cross-cultural differences and how best to support parents
in completing screening and assessment tools through translation, explanation and
clarification. Bringing awareness to the impact of western screening practices on
immigrant and refugee children and families provides essential information needed to
enhance cultural knowledge in the area of screening and assessment.
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Effective Use of Web 2.0 in the Classroom from a Practioner’s viewpoint: Going Beyond
Podcasting and implementing VMSCasting, Screencasting, and Instant Messaging

Abstract:
This workshop is based on the realization that there are discrepancies between the
schools’ practices of teaching and students’ learning. In the new Millennium, schools are
confronted more and more with students who belong to the digital generation in addition
to the ever increase pressures of the state standards; low academic achievement scores,
and budget cuts, classroom teachers must seek other avenues to reach a digital
generation.
Teacher preparation programs must address the issue of preparing teacher candidates to
serve the needs of the “ “Digital Natives” they teach (Ribble & Bailey, 2006). Students
are now in an environment where technology is a part of life. Computers, portable
gaming, iPods, and mobile phones are just part of the many items found on a “Digital
Native”. The discrepancy is that teachers grew up in an era where these items were not
commonplace in the home. Teachers being “Digital Immigrants” must acknowledge the
difference of environment that they had growing up versus these “Digital Natives”
(Prensky, 2001). When teachers come to this realization, they can start to understand
different approaches that can effectively reach their students. This workshop will
demonstrate effective use of Web 2.0 technologies that can reach a broad spectrum of
students, grade levels, and curriculums.
This workshop will demonstrate technology used in practical and effective ways to reach
students. However, this workshop will take teaching to another level. The presenter will
discuss and share the effectiveness of how technology has shaped his teaching and his
students. VMSCasting, Podcasting, Screencasting, and Instant Messaging have become
the standard of teaching in his classroom, affectionately referred to as StudioThirtySeven
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by his students. Attendees will also learn the implementation of these technologies to
facilitate SV Teaching and Projection Teaching. The class has a strong web presence
using StudioThirtySeven.com as the centralized nexus for students, parents, and other
interested educators.
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In the fall of 2006, seven advising commissions were established as working groups in focused areas that
evolved from the overarching objectives of the University of Nevada, Las Vegas School and College
Academic Advising Council. One of the guiding frameworks across the work of the commissions
identified that one of the most significant roles of an academic advisor was to create and maintain an
interactive environment that encouraged mutual trust and open communication. In alignment with this
framework, the Student Groups Commission was created and focused on promoting the principle of an
interactive environment and bringing the students’ voices to the forefront. Specifically, one goal of the
commission was to recruit and train student leaders to serve as para-professionals who bridged the
voices of the students with the goals of the academic advising centers. In the fall of 2008, a project was
planned to promote the principle of open communication among students as it related to their advising
experiences. Specifically, the group provided currently enrolled UNLV students with the opportunity to
speak freely and candidly about their advising experience in an interactive environment by way of
constructing “advising confessionals” based on MTV’s Real World in various spaces across campus.
These “advising confessionals” were constructed so that students could voice their concerns and general
comments about their academic advising experiences on video. As a result, students possessed a unique
and powerful avenue for communication to the administration regarding any academic advising related
issue they wanted to address in a public sphere.
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Proceedings of the 7th Annual Hawaii International Conference on Education
Empowering School-wide Reform: Implementation of Professional Development
Initiatives that Bridge, Develop and Support Learning Environments for Culturally
and Linguistically Diverse School Communities
Miriam Pepper-Sanello, Adelphi University, peppersanello@adelphi.edu
Adrienne Andi Sosin, The Education & Labor Collaborative, andisosin@andisosin.com
Abstract
This paper describes collaborative efforts made by faculty advisors and graduate student
members of the Beta Theta chapter of the Alpha Upsilon Alpha Honor Literacy Society
of the International Reading Association, who are recognized for scholarship and
encouraged to pursue personal and professional leadership development opportunities. In
a project sponsored by the Nassau Reading Council, of the International Reading
Association, and sanctioned by the Minister of Education in Guatemala, the participants
and researchers are studying their own professional development as they provide service
to the field of reading education, as well as the effects of the professional development
initiative in literacy for Guatemalan teachers and students.
Introduction
Professional development is pivotal to school reform efforts and to the implementation of
academic standards that will raise the effectiveness of instruction. The importance and
positive consequences for students when teachers participate in effective professional
development have been validated by the research literature (National Reading Panel,
2000; Learning First Alliance, 2000; National Research Council, 1998). Given the
cultural and linguistic diversity that exists in schools, a professional development
program must address five criteria described by Villegas (1991):
 School personnel should have an attitude of respect for cultural differences and a
belief that all students are capable of learning, and a sense of efficacy;
 Administrators and teachers must know the cultural resources students bring to
school;
 An enriched curriculum should be implemented;
 Bridges must be built between instructional content, materials and methods, and
the cultural backgrounds of students;
 When students are evaluated their cultural backgrounds must be considered.
Innovative literacy professional development includes expert demonstrations of literacy
techniques, presentations and workshops, study groups, collaborative and peer team
investigations and participatory action research for curriculum projects. School
personnel, stake-holding adults and students will have opportunities to observe,
experience, inquire, reflect, and respond to new ideas (Carnegie Foundation for the
Advancement of Teaching, 2008; Boyer, 1990). Reflective professional development
facilitates processes that make experiences meaningful and transform educational
practices (Keene & Zimmerman, 1997). Techniques to support literacy instruction to
assist students in Language Arts include:
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•
•
•

•
•
•

Differentiated instruction and matching texts to readers – use of “Leveled
Libraries”
Genre variety - Biographies, Historical or current realistic fiction, Expository
text, Narratives, Poetry, hypertext
Pedagogical techniques: Workshops for full class and small groups; Guided,
shared, independent, reading & Read-alouds; vocabulary development and word
study
Strategy instruction in comprehension connections - Text to Self; Text to Text;
Text to World; other comprehension strategies (images, questioning, gist, etc.)
Cooperative learning: (“Turn & Talk”; “Think, Pair Share” “Peer Tutoring”
“Reciprocal teaching” etc.)
Reading-Writing connections (journal activities, DBQs, etc.)

This paper describes collaborative efforts by advisors and members of the Beta Theta
chapter of the Alpha Upsilon Alpha (AUA) Honor Literacy Society of the International
Reading Association, who are recognized for scholarship and encouraged to pursue
personal and professional leadership development opportunities. In a project sponsored
by the Nassau Reading Council (NRC), an affiliate of the International Reading
Association (IRA), NRC members offer professional development initiatives in
developing worlds. The NRC Initiative takes place in Guatemala where there are 23
Normales (teacher training institutions) and over 300 teachers with whom NRC members
are providing professional development in schools and at the 7th International Literacy
Conference. The Minister of Education in Guatemala has supported this effort that has
resulted in NRC members providing professional development in daily workshops, for
over 300 Normales teachers. In addition, the NRC has supplied professional libraries,
resources and children’s literature for instructional purposes. The participants and AUA
teacher-researchers are studying their own professional development as they provide
service to the field of reading education, as well as the effects of the professional
development initiative in literacy for Guatemalan teachers and students.
Methodology
The AUA members and advisors raised funds for teachers in Guatemala to attend
professional development conferences and workshops in the Normales (teacher training
institutions), as well as for children’s books and professional resources and materials. As
an action research study, this project targets public elementary schools in New York and
in Guatemala City, Guatemala, as comparable in cultural and linguistic diversity and in
the conduct of teacher professional development activities. Participating AUA teacherresearchers, in their visit to Guatemala, will offer professional development as part of the
NRC Initiative as teacher learners to exchange literacy best practices and support student
achievement in literacy. The self-study is qualitative, using ethnographic techniques to
extract themes from the participants’ written journals, reflective commentaries, interview
data, and students’ written products. Quantitative data include surveys and observation
checklists of student engagement with literacy curriculum materials and resources.
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This action research study tests the hypothesis that teachers will improve their practice in
literacy when they have opportunities to engage in cultural and linguistically respectful
professional development. The professional development program design links literacy
theory with materials, methods and technologies in engaging, hands-on, interactive
activities adapted for the international audience of Guatemalan literacy teachers. The
AUA teacher-researchers model educational practices to improve instruction and enhance
students’ academic success using themes of non-violence, peace building, and respect for
labor. Reflective activities help teachers understand underlying theories of literacy and
content area academic development and develop expertise in using best practice methods
(Zemelman, Daniels, & Hyde, 1998). Participants explore the concept of learning styles,
internalize strategies, and assess and set goals for themselves. Each participant recognizes
that learning styles, patterns, and preferences have impact on learning and teaching
(Sparks & Loucks-Horsley, 1989) and that personal attitudes, behaviors and perceptions
influence the total teaching and learning experience.
Conclusion
This project of international and cross cultural exchange is ongoing. The next opportunity
for interchange and professional development with the Guatemalan teachers will take
place in November 2008, when the teachers visit with NRC and AUA teachers and host
school visits. Future plans include school visitations, presentations and workshops at the
International Literacy Conference in Guatemala in February 2009 to inform teachers in
literacy best practices and support professional growth and student achievement, as well
as to contribute to innovative professional development approaches and techniques.
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Investigation and Suggestions on China’s Elementary and high School Teacher Continuous
Educational Need
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ABSTRACT:
This document is a research paper of the world’s view on China’s elementary and high school education
by American education experts and a Chinese education researcher, currently a visiting student at
Brigham Young University Hawaii. As the world’s largest developing country, China’s educational
development is a quite good representation of the other developing countries’ educational development.
This document is a research and reflection on the development of China’s education, and at the same
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time, a way to help the U.S. to understand China’s education current development, encouraging China-US
educational cooperation and exchange.
This document, through research, shows the current challenges that China elementary and high school
teachers’ continuous education faces. Examples are China elementary and high school teachers’ current
educational background, training and educational development needs. At the same time, especially for
elementary and high school teachers’ participate in China’s current newly-developed syllabi.

SUMMARY:
Currently, China’s elementary and high school teacher continuous education are facing challenges such as
the need to improve teacher’s level of professionalism, educational background, civilization, and
creativity. Also, some teachers’ perspective, ways of teaching, knowledge have become obsolete, not
meeting the standard educational restructuring criteria. Therefore, combining teacher’s educational
resources and bringing out the teacher’s university unique strengths in the different fields of study,
investigating new training methods, improving elementary and high school teacher continuous education
training quality and management level can create higher educational background, higher quality, and
more skillful teachers.
This research is based on survey results. The survey comprises of five parts, containing general questions
for understanding the elementary and high school teachers’ qualifications, years of experience, and duties
and responsible, and so forth. The second part is about the teachers’ fundamental technology skills for
analyzing the teachers’ ability to grasp teaching, multi-media and online skills. The third part is teachers’
development and level of satisfaction with their career; the survey questions reflect the teachers’ different
opinions of their inner needs. The fourth part has to do with the restructuring of course syllabi and the
teachers’ attitude and response. The fifth part has to do with teachers’ training to show teachers’
perspectives about past trainings and their suggestions about the new training methods that they have to
go through.
268 teacher surveys were issued with 100% returned. Of the total returned, those with ambiguous and
incomplete results were removed, leaving 240 or 89.5% with valid results. These 240 surveys were
completed by six schools in three different districts. The survey results were analyzed by a software
called SPSS.
The survey shows positive results of China’s elementary and high school teachers meeting the education
requirements. However, general education skills are insufficient. According to the research, some
teachers have not grasped these education-related skills. At the same time, the schools need to strengthen
their facility capacities, especially the teaching of technological skill practice. The challenges with the
teachers are the huge amount of stress they face at work, lack of knowledge, old-fashioned perspectives
about education leading to students needs unmet. Teachers are greatly in need of enhanced teaching
methods, instructional design and strategic plans, student mental development and learning theory, and
department chairs skills training. The statistical results also show that at least 50% of the teachers really
need the lesson plan mentioned above.
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About the teachers’ training, at least 50% of the teachers are satisfied, feel that their views towards
education have been broadened, their perspectives renewed, teaching ability enhanced, modern education
skills and methods grasped, research skills enhanced with the ability to solve on their own problems
arising in their teaching areas. Also, this will have a great impact on the teaching ability and ranking of
those teachers receiving training. However, 48.5% of the teachers doubt the effectiveness of the training.
30% were simply disappointed, especially those that will not receive any type of diploma, greatly
lowering their chances of getting an income raise, promotion, and department transfer. From the
perspective of China’s teachers training institution, the existing problems are: almost 60% of the teachers
think that the contents of the training are not practical, 40% thinks that it lacks good scenarios and
analysis, almost 40% think the training schedules are unreasonable, the accommodation is poor, the
teaching methods are obsolete, …

SUGGESTIONS:
Establishing the new course systems, and permitting the teachers with the freedom to choose the courses
that meet their practical needs.
Having more focus on the teachers’ career moral development.
To enhance teachers’ teaching ability through maintaining the dynamics and openness of the course
development, not only in theoretical aspects, but also in the practice of teacher seminars and having
different schools’ inter-change ideas.
Combine unique strengths and achieve information-sharing
Fully utilize teaching institution resources to expand course training, materials, and scenarios for
elementary and high school teachers.
Collect different ideas from different experienced teachers to improve the teaching quality of the
elementary and high school teachers.
Organize an online training and forum by the teaching institution professors for elementary and high
school teachers.
Use the ideas of teaching institution’s experts as the major source in addition to resources collected from
outstanding teachers to support the elementary and high teachers’ training.
Provide the appropriate training to the teachers depending on the level of experience, whether they are
new teachers, teachers in general or excellent teachers.
Improve the new course training.
Motivate the teachers to follow the new course development through various teachers training programs
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Studies of the FAST Science Curriculum
and
Distance Learning – Enrichment Experiences
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University of Hawaii College of Education,
Honolulu, HI, USA
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Curriculum Research & Development Group, College of Education, University of Hawaii (Manoa),
Honolulu, HI, USA
Asit A. Mesvani. (asitmesvani@ethionet.et)
Science Department, International Community School of Addis Ababa, Ethiopia
Alexander Yu. Uvarov (auvarov@mail.ru)
Computer Center of Russian Academy of Science,
Moscow, Russia,

Prologue
Two decades ago a short video teleconference via ordinary telephone took place between Honolulu and
Moscow. The purpose of the session was to introduce administrators of the University of Hawaii
Curriculum Research & Development Group (CRDG) with administrators of the then Soviet Academy of
Sciences. The topic was FAST: Foundational Approaches in Science Teaching, one several curriculum
development projects of the CRDG. FAST consists of several interdisciplinary science courses that
emphasize the foundational concepts and methods of the physical, biological, and earth sciences. That
session was the first step by the Russians to explore the potential of FAST in meeting new goals for
teaching science in a more innovative, constructivist manner. The endeavor became known as the World
Around Us project about which Alexander Uvarov reports in more detail along with a new generation
introductory science curriculum (E-56).involving use of computers and telecommunications
methodologies Over the years new modes of telecommunication have allowed for various forms of
sharing of course development information, student data exchange and Distance Learning – Enrichment
(DL-E) as will be reported in applications of the FAST curriculum in Hawaii (by students of Gus Bodner)
and Ethiopia (by.students of Asit Mesvani).

1
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Introductory Science Curriculum for School of Information Age in Russia
Alexander Yu. Uvarov (auvarov@mail.ru)
Computer Center of Russian Academy of Science,
Moscow, Russia,
It was almost 20 years ago when John Southworth visited Moscow and presented to Russian educators
the FAST program that has been developed at the CRDG. The methodology, power, and innovative
nature of the program as well as its connection with the best elements of traditional Russian science
studies was so impressive that FAST become a basis for the World Around Us project that was supported
by CRDG and Russian ministry of education.
In summer 1993, Donald Young, FAST curriculum developer at CRDG, came to Moscow to present the
FAST-1 program to Russian teachers. His one-week workshop inspired great enthusiasm among
participating teachers. A new science course was started for 5th grade students. During the next two
years, the program grew and a new FAST-based introductory science course for students of 5-6th grades
was developed. The background elements of the new course included the methodological developments
and materials provided to the designers by the authors of FAST-1 from the University of Hawaii as well as
the long tradition of science teaching in Russian schools.
Enthusiasts of Distance Education have demonstrated the power of computer communications and other
new information technologies (NIT) to deliver educational services around the globe. The original task
was to find the best ways this technology can support the revolutionary changes of the school on the
everyday curricular level. Modern trends deal with radical changes of the content and methods of an
educational work that are supported with technology. Teachers know well that the Information and
Communication Technology (ICT)-based school transformation process involves, first and foremost, not
computers but rather changes in the curriculum. Transforming the curriculum together with computerbased approaches that support instruction - these are the bases of new generation instructional programs
that we need to provide our students, digital aborigines and new inhabitants of the information society.
The most urgent task is to propose curriculum that introduces a new content for education together with
the modern methodology and organization of the teaching-learning process. The development of this type
of curriculum was the main purpose of the project. As a result, a new generation introductory science
curriculum (E-56) has been developed (Uvarov, A., & Young, D., 1996), Uvarov, A., & Young, D., 1994).
Computer communications, specialized network encyclopedias, computer-based training and distance
training support are natural parts of the educational environment that support a new course. The
background elements of E-56 include:
•

methodological developments and materials provided for E-56 design by the authors of FAST-1
from the University of Hawaii (Pottenger, F., & Young, D., 1992),

•

the long tradition of natural-sciences teaching in Russian schools, and

•

the methodology for use of computers and telecommunications in education, created by the
Laboratory on Telecommunications in Education of the Scientific Council for Cybernetics of
Russian Academy of Science.

The new introductory science curriculum for middle school (E-56) included:
• mastery of methods of observation and description of organic and inorganic natural phenomena,
• mastery of measurement techniques and use of indicators,
• mastery of graphs as a general symbolic system for analysis of results and measurements,
• mastery of methods for generally-accepted scientific communication,
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• recognition of the fact that the activity of researchers is, by its nature, collaborative and is always
carried out collectively, and
• acquaintance with the techniques of productive small-group work.
The last three points are especially important for understanding the role and significance of the written
reports that include presentations at student conferences that take place twice a school year. That is why
one of the names of the course in Russian is “Observe and Study.”
We recognize that collaborative work of researchers is done collectively. That is why the techniques of
productive small-group work is also one of the main parts of the course. This is especially important for
understanding the role and significance of written reports, presentations at the student conferences, and
materials sent and received by electronic mail that students prepare as they study the course with the
help of computers. NIT is used as an instrument to process the experimental materials (spreadsheet),
prepare illustrations (graphic editor), search and communicate (Internet), report (text processor) and/or
present materials (PowerPoint). There is no traditional textbook for this course: the developed network
encyclopedia is used as the main source of the written information. Computer communication is used to
provide the audience for the students writing and to support the development of the communication skills
as well as to perform joint projects.
During the course, students work toward a number of goals. They:
•

become acquainted with natural science methodology and research methods,

•

study elements of physics, biology, chemistry and ecology,

•

develop habits of reading, writing and calculation,

•

develop communication skills in face-to-face collaboration as well as in Internet supported joint
activities,

•

master and perfect habits for using the information technology as a regular working instrument,
develop their ICT skills, and

•

become acquainted with the natural world around them as well as with the world and culture of
inhabitants of other regions of the globe (comparing an alien environment and culture with their
own).

Students also master specific objectives such as:
•

habits of carrying out of standard laboratory procedures and safety techniques for working in the
lab,

•

techniques for designing and carrying out reliable measurements and observations, collecting
results, constructing and using measurement instruments, using data tables and graphs,
confidently presenting the results of their research, and

•

habits of planning their own personal work.

The main approaches used in E-56 include:
•

Learning projects which are organized around the laboratory (research) work introduced with the
course and which make up the course's subject content;

•

New information technology resources (word processor, spreadsheet, Internet searches, etc.)
and digital science laboratory equipment (digital microscope, sensors etc.), CBT courses etc.), as
tools for student's daily learning activity;
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•

Computer communication as a way of opening the school to the world, giving students the
opportunity to publish the results of their work, encouraging public opinion in an environment of
interested collegial researchers, and solving problems of global education; and

•

Techniques of group work (organization of learning collaboration) among students, as a basic
part of the curriculum and a method for the learning activity of the course.

Results of learning in E-56 are shown via:
•

collections of materials (observations, e-mail messages, and reports, prepared by each of the
participants of the project),

•

student presentations to their pears based on the research projects, and

•

student presentations at applied science conferences organized in connection with the course.

E-56 is intended to form and develop habits of interpersonal activity among learners. The students take
turns playing various roles in the group. The course is design to help students form the ability to work
jointly, to carry through their work to the end, and to feel themselves members of the group.
New information technologies as well as modern educational methodologies are naturally combined and
incorporated in E-56. But the course cannot be put into practice and supported without distance education
techniques. The teacher is the key element to the success of the new curriculum. The assumption that
teachers can create and maintain the conditions that make school learning and school living stimulating
for children without the same conditions for teachers, has no precedent in the history of the man
(Sarason, S., 1976). From the professional point of view, teachers in the classroom are as alone as a
student in a small village. The curriculum has to provide them with the possibility for collaboration as well
as for students. They need the professional support and conditions for professional growth. It is essential
that instruction of students in the technique of collective work be supported by teachers in their own
professional work. Student instruction in the use of new information technologies is supported by
teachers’ use of these resources for their own professional growth. Teachers are the same learners as
their students.
The course creates attractive conditions for teachers who work with it to master and use elements of the
culture of science work in information society. It encourages teachers to reproduce these conditions in
organizing student work. Course design includes operational methodological support for teachers through
the global network that allows teachers practically to master and strengthen new ways of working. They
study this during specially-organized in-service preparation that precedes the introduction of the new
program into the school. Joint student telecommunication projects, as well as continual networked
monitoring of teachers’ work by the same methodologies used in their initial training, are built into the
methodological system of the course.
Few would doubt that to take full advantage of the potential of telecommunications technologies requires
that they become an integral part of the curriculum. The educational institution that utilizes these
instruments for the current internal activities can successfully use it to support students out of school.
Unfortunately, traditional curricula do not allow for the integration of technology, nor do they provide for
the new content of education supported by these media. Incorporation of the content and potential of the
new technologies requires rethinking and restructuring of the instructional system and the development of
new curricula with these bases. The results of course implementation show that this approach has been
successful in changing the learning environment and the interactions among students and teachers. They
include incorporating telecommunications as an integral part of classroom instruction, and demonstrating
the importance of the new technologies in supporting teachers in classrooms.
In 1997 the course was recognized at the national level and recommended by Russian Ministry of
Education. Now this course has a good history of 15 years in Russian schools. You can see some
student work at one of the school sites (http://schools.techno.ru/sch1567/dost/estest.htm).
A new development of the course has been undertaken during the last two years. Now it is ready for
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centralized dissemination all around Russia as one of the successors of National e-Learning support
project (http://portal.ntf.ru/portal/page/portal/iso/about/index). New course developments provide a good
opportunity to use E-56 in the ICT education environment (1:1 computing school model). At the end of
2007 professor Donald Young helped the Russian team in developing a dissemination strategy and
advised on the best approaches in development of teacher training materials.
Education is the only way to deal with those global problems that are being felt today in virtually all
countries of the world. The authors believe that the time has arrived for serious international projects on
the design of methodological support and typical modules for a system of global education in the context
of the developing global information society.
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FAST-3: Change Over Time: Measuring the Size of the World
Gustav Bodner (bodner@hawaii.edu)
Science Department, Education Laboratory School,
Curriculum Research & Development Group, College of Education, University of Hawaii (Manoa),
Honolulu, HI, USA
FAST (Foundational Approaches to Science and Technology) is an inquiry-based science program for
grades 6, 7, and 8 (FAST 1, 2, and 3, respectively). It was developed at the University of Hawai'i at
Manoa by the Curriculum Research & Development Group and has been used around the world to teach
students about science by doing science.
FAST activities are designed around a cycle of inquiry. Often, observing an anomaly starts the cycle.
Students then come up with possible explanations, and test these hypotheses. The class together
decides on what explanations are supported by the evidence, and comes up with terms to describe their
ideas. Ideas are then tested again to see if they explain all observations - if not, the cycle returns to the
‘anomaly’ phase.
In this style, FAST 1 deals with the local environment and aims to get students familiar with designing
experiments, collecting data, and evaluating results. FAST 2 looks at the transfer of energy through
ecosystems. FAST 3 is called “Change Over Time” and uses these concepts of physical science to
explore astronomy, geology, ecology, and other topics.
During my initial FAST 3 training in Honolulu in 2007, I met Asit Mesvani, who is now teaching the FAST
3 curriculum in Addis Ababa, Ethiopia.
Science is a community effort, and Asit and I realized that by sharing simple data between our classes,
we could do something we could not do alone: measure the size of the Earth. Our classes could follow in
the footsteps of Eritosthenes in ancient Egypt, who measured the diameter of the Earth with amazing
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accuracy, simply by observing the angles of the sun at two locations some 500 miles apart, on the same
day.
My students measured sun angles last year; however, their measurements varied quite a bit. Distance
collaboration may help to motivate precision - since other students will be looking at and using their data,
the ultimate answer depends on their precision. Performing a historic experiment with their own handbuilt instruments, and sharing essential data with far-away collaborators, will help students appreciate
how scientists throughout the ages work together and depend on the quality of each other's work.

New Developments of FAST Applications in Ethiopia
Asit A. Mesvani. (asitmesvani@ethionet.et)
Science Department, International Community School of Addis Ababa, Ethiopia
Our school started a pilot program for FAST I and FAST II in the year 2007, however, I was unaware of all
the cool stuff this program does until I heard many good things about it from my colleagues. Given the
positive feedback from the grade 6 and 7 teachers, it was decided that we adopt Fast III for our grade 8
students.

Having gone through the FAST III training followed by the experience of implementing the curriculum in
grade 8 for the school year 2007-08, I am thrilled to find the most appropriate science curriculum for the
middle school students. I thank the CRDG team at the University of Hawaii for coming up with such a
comprehensive and practical program.

As suggested above by Gus, science is indeed a community effort and FAST III helps us in fulfilling this
goal effectively and efficiently. This inquiry based course gives the most appropriate platform for our
young scientists so that they can improve and enhance their scientific potential. One very useful area that
FAST III focuses on is having students to replicate the experiments carried out in past. This not only gives
a thorough understanding of the past events but also helps my students improve their science process
skills.

One of our ICS learning objectives is to come up with the instructional model in science that would help
improve the science process skills of our students. I can very confidently say that FAST III does this very
efficiently as all the units have very appropriate investigations to help students improve their skills.
Furthermore, the content is well balanced as it deals with the concepts from physical science, life science,
and earth science while teaching the interrelationship between various fields of science. As an IB physics
teacher, I see Fast III as a great pre-requisite course for all students because it prepares them very well
for high school sciences.

I seek a lot of support from all the FAST teachers in the world this year. One of my goals for this year is to
come up with more activities as described by Gus so that the data from one school can be shared with
other schools in the world. At his point of time I have problems with pacing of the course in a 4x4 block
schedule and any suggestions about how to do it effectively would help me do justice to the course.
Potential of FAST program within IB program
Scope of developing and enhancing science process skills in Middle School students
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I see a lot of scope for students who have undertaken the FAST program in middle school to succeed in
the International Baccalaureate (IB) program sciences. Both the programs are alike in that all the science
curricula have a good alignment of goals and objectives. These objectives, if handled well by the teacher,
can prepare the middle school students for IB science courses well and will allow for a smooth transition
into high school IB courses.

However, it is important to clearly highlight the overarching goals between the two programs and adjust
the instruction so that the students are well prepared. Before I go into the detail of how I try to do this in
my class, I have briefly described the overarching objectives of the IB science program and the FAST
program.

As a FAST III instructor and IB Physics teacher, my focus at this point of time is mainly to try and create
opportunities for students to improve their science process skills (our school-wide objective) by carrying
out various investigations. FAST III allows me to do this quite efficiently.

IB objectives: International Baccalaureate Organization, 2007

1. Demonstrate an understanding of scientific facts and concepts, scientific methods and
techniques, scientific terminology, methods of presenting scientific information:

FAST textbooks are designed to teach a variety of facts and concepts from physics, chemistry, geology,
and the life sciences. All the lab activities described in the textbooks allow students to apply scientific
methods and techniques at all times.
The course allows for many situations and where students have to comprehend and use scientific
terminology in various areas. All the activities in FAST III provide for mastering the important aspects of a
lab report as per the IB internal assessment criteria. The activities require students to make hypotheses,
collect and process data appropriately, and analyze it in answering the extended questions.

2. Apply and use: scientific facts and concepts, scientific methods and techniques, scientific
terminology to communicate effectively, appropriate methods to present scientific information

FAST III has some very useful investigations which help me train my students in this IB objective to the
fullest.

For example:
In Unit 1: Force, Work, and Energy there is an investigation about the relationship between work in Joules
and heat in calories. I used this investigation with my IB students as one of their internal assessment labs
last year. Although this lab does not always give accurate results, this lab has tremendous scope for

7

2009 HICE Proceedings
Page 2220

discussing errors and uncertainties in the lab. It encourages students to thoroughly analyze and evaluate
the results while trying to improve the lab for accuracy.
My prompt to the IB students looked like the one given below:

Determining the Joule’s constant
(IB Physics Syllabus Topic 4.4.3)

IA Criteria: Pl (a), DC, DP&P, C&E

The purpose of this investigation is to determine the mechanical equivalent of heat (Joule’s constant)
by performing the experiment according to the procedure discussed in class. List all the variables and
write the lab in the IB format. In this investigation, I will demonstrate the equipment and explain the
procedure. Therefore, I will not assess you in Pl (b). You will be assessed in the following three
criteria of internal assessment only: Pl (a), Data Collection, Data Presentation & Processing, and
Conclusion & Evaluation.”

The investigation did not give them very accurate values of Joule’s constant, however, it provided them
with the best opportunity to construct, analyze and evaluate all the aspects of IB objective three which is
discussed below.

My approach in the middle school was the same. In performing activity 4 in FAST III text book, the 8th
grade students were asked to carry out an investigation by changing one of the variables to investigate
the relationship between work and heat. I was amazed with the ideas my 8th graders could generate in
this activity.

3. Construct, analyze and evaluate:

a. hypotheses, research questions and predictions:

My 8th grade students came up with the research questions such as ‘To investigate the relationship
between heat and work by changing the number of turns of the PVC tube,’ ‘To investigate the relationship
between heat and work by changing the mass of the lead shots,’ ‘To investigate the relationship between
heat and work by changing the speed of rotation,’ etc. This indeed transferred one investigation into a
variety of research questions which IB encourages students to do.
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Based on their research questions they formed very logical hypotheses. They have already collected their
data but it needs to be analyzed thoroughly. What we are planning to do is to share this data with the
students in Hawaii.

b. scientific methods and techniques

Once the data is shared amongst the students on the net, they will hopefully be throwing out ideas about
the flaws in their method and how they can improve their experiment.

c. scientific explanations.

A thorough evaluation of the procedures in groups here as well as with the students in Hawaii will allow
them to come up with logical explanations about what went wrong in their investigations and how they
could improve it. The next step then would be to try the experiment out one more time and see if it gives
better numbers.

4. Demonstrate the personal skills of cooperation, perseverance and responsibility appropriate for
effective scientific investigation and problem solving.

5. Demonstrate the manipulative skills necessary to carry out scientific investigations with
precision and safety.

The pictures below, though somewhat unclear, show how FAST fulfills IB objective 4 and 5. As seen in
the pictures, students are working on this lab with keen interest as collaborative groups. They have also
taken appropriate safety measures given that they worked with lead shots. One major problem with this
investigation was that students had to be very careful while measuring the mass of the lead shots and
transferring them from one container to the other. This activity allowed me to reiterate the importance of
good manipulative skills and lab safety in carrying out an experiment.
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In closing, I thank the Curriculum Research & Development Group team in Hawaii for coming up with a
curriculum which helps me prepare my middle school students quite well for the future science course
while meeting a school wide goal of ‘improving science process skills’.

References:
Sister Demanche et al. (1996). Change Over Time: FAST 3, Foundational Approaches in Science
Teaching – Teacher’s Guide. Curriculum and Research & Development Group. University of Hawaii.
Physics Guide. International Baccalaureate Organization. 2007. www.occ.ibo.org

Distance Learning – Enrichment (DL-E): Tools for Global Learning and Collaboration

John H. Southworth (south@hawaii.edu)
Curriculum Research & Development Group
University of Hawaii College of Education,
Honolulu, HI, USA
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Distance Learning – Enrichment (DL-E) is based on informal, short-term classroom enrichment activities
as contrasted to formal distance learning courses. DL-E can provide all educators a resource that can
enrich teaching and learning as a complement to the traditional, face-to-face classroom environment. DLE terminology is similar to that for distance learning/education since the technologies used for distance
learning are the same. The techniques are appropriate for anyone wishing to provided interactive
experiences for individuals or groups anywhere in the world.

Studies have sought to evaluate effectiveness of distance education taught compared to face-to-face
instruction. Cavanaugh (2001) found that effective distance education took place when it was used with
smaller sized groups, in shorter duration, and to supplement or support traditional classroom instruction
instead of using it for the primary mode of instruction (see also Blomeyer, 2002; Smith, Clark, &
Blomeyer, 2005).

In support of the concept of DL-E was Blomeyer’s suggestion (Blomeyer, 2002): In final analysis, online
learning or e-learning isn’t about digital technologies any more than classroom teaching is about
blackboards. E-learning should be about creating and deploying technology systems that enable
constructive human interaction and support the improvement of all teaching and learning (p. 19)

The use of distance learning technologies has changed greatly over the years but the basic concepts are
the same. ASYNCHRONOUS modes allow for transmission of information at any time. Examples
include email, blog or website posting of information. SYNCHRONOUS modes in real-time originally
were based on telephone or satellite connections but now mostly take place through higher speed
Internet services. (Southworth, Knezek, Flanigan, & Hapai, 2003.

The Distance Learning - Enrichment model includes both asynchronous and synchronous modes of
communication. Student introductions are first exchanged and later assignments posted asynchronously.
An Electronic Field Trip synchronous mode is based on live audio/video telecommunication links.
(Quicktime video example of the EFT can be seen at: http://etec.hawaii.edu/etecvideos/videos/medtech/)

As mentioned in the Prologue, the “get acquainted” international teleconference provided a launching pad
for the Russian and, later in 1992, the Slovak translations and adaptation of FAST to the science
curriculum in those countries. Slovakia marked the CRDG’s second Eastern European partnership.
Computer professor Jozef Hvorecky and Slovak National Institute of Pedagogy administrator Viera
Lapitkova directed the project. A unique element to the Slovak partnership was the initial involvement of
the United States Peace Corps during which time they provided English language PC Volunteers to
provide language help for the Slovak FAST-trained science teachers. This was an example of the Peace
Corps “project-based programming” model using existing FAST curricular materials and training activities.
Though the FAST student materials were translated into Slovak the FAST teacher materials were initially
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only in English. One example involved PCV English Teacher Paul Kim, who taught English in
Gymnazium Karola Stura, Modra, Slovakia. He helped the Slovak FAST teacher learn the technical
vocabulary that was used in the various laboratory activities. Kim reported, “The students are also happy
with the FAST program. They really seem to enjoy lab experiments. The activities are fun and thus
create an enjoyable learning classroom atmosphere. Their positive attitude, along with their high
motivation was reflected in their grades.”
An Earth Day 1995 videoconference featured Kim along with the Slovak Peace Corps Director, Program
Coordinator and Jozef Hvorecky in Bratislava, Alexander Uvarov in Moscow, and CRDG personnel,
University of Hawaii Peace Corps Recruiter and high school students taking part in Honolulu.

DL-E programming has been utilized in a variety of settings and was launched in the fall of 2008 for the
Hawaii-Ethiopia case study described above. Students at the University of Hawaii Laboratory School in
Honolulu and the International Community School of Addis Ababa, Ethiopia, got acquainted first by
posting personal introductions on a Nicenet website. Nicenet (http://www.nicenet.org) is the Internet
Classroom Assistant program providing a free set-up for teachers as a secured site with access
controlled by a “class key.” Nicenet is an example of “sustainable classroom technology integration,” Not
only is there no cost but it’s available to teachers lacking technical support services to acquire or maintain
the software. Nicenet’s basic modes of Conferencing, Link Sharing, Documents, Class Schedule, Class
Members, and Personal Messages has provided teachers and students convenient internet
communication, data exchange, documents posting, discussions, etc. There is no program downloads so
access is possible at home or at school or any where in the world one can access the internet. A
challenge for educators today is the continuing development of new and more sophisticated programs or
upgrades that sometimes are not compatible with older versions of a program. As of the time of
publication Nicenet has provided compatible services and interfaces for over ten years....allowing for
convenient documentation and reference to lessons plans and documents at any time.

Goals of the Hawaii-Ethiopia FAST 3 project include exploration of asynchronous data exchange and
discussion of elements common to the classes in both countries. Live, synchronous interaction is less
possible owing to the large number of time zones between the two countries

The concept of the global classroom is truly becoming a reality for students not only in isolated locations
such as the Pacific region but anywhere in the world as increasing communication technologies and
networking spans our earth and the solar system. Teachers, administrators, parents, and politicians need
to have greater recognition about the potential of significant enrichment in the classroom. DL-E provides
real-world global classroom environments for students as they grow up in a world with a growing list of
challenging needs to preserve the global environment for future generations. FAST provides a dynamic,
constructivist curriculum that is ideal for expanded use of DL-E as shown by this presentation.
(Southworth, Ho, Narita, 2008)
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An Analysis of Japanese Nearly Synonymous Adverbs:
Tokubetu vs. Tokuni
Abstract
This study presents a linguistic analysis of two Japanese synonymous adverbs tokubetu and
tokuni.

These adverbs roughly share the semantics of 'specially', or 'especially', and the

similarity causes difficulty for non-native speakers in their uses. For instance, tokubetu is but
tokuni is not acceptable in example (1):
(1)

Ippan

no hito

gerenral of

wa

person TOP

hairenai

ga

tokubetu-ni/*tokuni

irete-ageyoo.

specially

let-in.give.will

enter.can.Neg. but

(The public cannot enter, but I will make an exception and let you in.)
How can a non-native speaker tell which adverb is appropriate? The typical sources of
information would be textbooks, dictionaries, or other reference books. However, they generally
provide definitions for adverbs but only simplistic explanations of their uses at best. A summary
of the translations found in references is:
tokubetu(-ni) specially; especially; particularly; exceptionally.
tokuni

especially; expressly; specially; particularly; preferentially.
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This is not enough to guide the non-native speaker in the actual usage of these adverbs. The
objective of this study is to clarify the rules governing the choices between these adverbs in order
to make this information transparent for the non-native speaker.

Introduction
Tokubetu(-ni) and Tokuni roughly share the semantics of 'specially', or 'especially';
however, different environments can limit their uses as can be seen in the following examples:
(1)

a

Kotosi

no

huyu

wa

tokubetu(-ni)/tokuni

this.year

of

winter

top.

especially

samui.
cold

(This winter is especially cold.)
b

Wasyoku wa dore-mo
JP.food

ii

ga, *tokubetu(-ni)/tokuni

top. everything good but

sushi ga

especially

suki da.
sushi nom fond.of is

(I like all Japanese food, but I especially like sushi.)
c

Syuppan-suru koto o *tokubetu(-ni)/tokuni

syooree-sarete

iru.

publish-Pr

encourage.Pass.Ct.

is.Pr

fact acc.

especially

(It is especially encouraged to publish every year.)
d

Ippan

no hito

wa hairenai

ga, tokubetu-ni/*tokuni

general of person top enter.can.Neg. but

specially

irete-ageyoo.
let.in.give.will

(The public cannot enter, but I will make an exception and let you in.)
e

Koko wa syoogai-sya

no tame no tokubetu-na/*tokuni-(na) gakko da.

here top. handicapped.person

of for

of

special

school is.Pr.

(This is a special school for the handicapped.)
f

Ano

hito

wa

that

person top.

tokubetu/*tokuni
special

da.
is.Pr.

(That person is an exception/especially.)

Hirose & Shoji (1994) provides brief characteristics of tokubetu(-ni) and tokuni as follows:
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Tokubetu describes something as an exception to the norm or different from what is
considered usual. (485)
Tokuni is used to specify or place emphasis on a single part of a group, or to describe
something as far better than others it is being compared
to. (486)
This observation may explain the unacceptability of the use of tokubetu(-ni) in (1b) and (1c);
nonetheless, a further analysis is needed for non-native speakers to distinguish the uses of these
two words.
In next section, the constraints for tokubetu(-ni) and tokuni are examined, with the
following results:
Syntactic Constraints:
Nominal/Copula:

Tokubetu can be used as a nominal-adjective.

Therefore it

modifies nominals and can be used as the complement of a copula;
tokuni cannot modify nominals, or be used as the complement of a
copula.
Semantic Constraints:
Base Meanings:

Tokuni “in particular” is used to call special attention to a member of a set,
all of whose members share the same property; tokubetu(-ni)
“exception(ally)” is used to single out an exceptional characteristic or
situation that is different from the norm. They cannot share the base
meanings.

Differences between Tokubetu(-ni) and Tokuni
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Base Meaning
This subsection discusses the semantic criterion of how the base meaning of each adverb
constrains the use of these adverbs. First, let us examine the sentence (1a), repeated below for
ease of reference.
(1)

a

Kotosi

no

huyu

this.year of

winter top.

wa

tokubetu-(ni)/tokuni

exceptionally/especially

samui.
cold Pr.

(This winter is exceptionally/especially cold.)

The use of tokubetu-(ni) in (1a) implies that normally, it is not cold in winter here. On the other
hand, the use of tokuni implies that winters are normally cold here, but this year’s coldness is
worthy of special mention compared to other cold winters. Observe examples (2) through (4)
again:
(2)

Kyoo

wa

hito

ga

today

top.

person nom.

tokubetu-(ni)/tokuni

sukunakatta.

exceptionally/especially

few.Past

(We had a(n) exceptionally/particularly small number of people today.)
(3)

Ano

obaa-tyan

wa

tokubetu-(ni)/tokuni

genki

da.

that

old.lady

top.

extraordinarily/especially healthy is.Pr.

(That old lady is extraordinarily/especially healthy.)
(4)

Kare

wa

sansuu ga

tokubetu-(ni)/tokuni

yoku

dekiru.

he

top.

Math

exceptionally/especially

well

can.do.Pr.

nom.

(He is exceptionally/especially good at math.)

These examples illustrate that tokubetu-(ni) sentences indicate an exceptionality for each
circumstance; whereas tokuni sentences imply notions such as: we usually have a small number
of people anyway (2); the speaker is making a comparison with other healthy old ladies (3); and
he does well in all subjects (4).

Hence, Hirose & Shoji (1994)’s characterization, that is
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tokubetu-ni describes an exception to a group whereas tokuni places an emphasis on a single part
of a group, seems to be a reasonable one.

Tokuni/*Tokubetu-ni
This subsection further examines Hirose & Shoji (1994)’s characterization by discussing
the unacceptability of tokubetu-ni in sentences such as (1b) and (1c), which are repeated here for
ease of reference:
(1)

b

*Wasyoku
JP.food

wa dore-mo

ii

ga, tokubetu-(ni)

top. everything good but exceptionally

sushi ga

suki

da.

sushi nom fond.of is

(I like all Japanese food, but I exceptionally like sushi.)
c

*Syuppan-suru

koto

o

tokubetu-(ni)

syooree-sarete

iru.

publish-Pr

fact

acc.

exceptionally

encourage.Pass.Ct.

is.Pr

(It is exceptionally encouraged to publish every year.)

The intended interpretation for each sentence does not imply an exception; rather, it calls special
attention to a member of a set, all of whose members share the same property, and notes the fact
that it has more of that property than the rest. For instance, the first clause in (1b) asserts that the
speaker likes all Japanese food, while the second clause implies that the speaker does not in
general like Japanese food, and asserts that as an exception s/he likes sushi. The assertion of the
first clause and the implication of the second clause are contradictory. Hence the unacceptability
of the sentence. Likewise, (1c) implies that, as a general rule, it is not encouraged to publish
every year, but the speaker, as an exception, is encouraged to do so. The unacceptability of the
sentence is derived from the fact that its implication is contrary to the common knowledge about
research publication in the academic field. Let us observe more sentences of the same nature:
(5)

Kare

no wa minna

omosiroi

ga, kore wa *tokubetu-(ni)/tokuni omosiroi.

he

one top all

interesting but this top. exceptionally/especially

interesting.Pr.
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(His works are all interesting, but this one is exceptionally/especially good.)
(6)

Kodomo wa

kiraina-n-da.

child

dislike.that.is.Pr. exceptionally/especially

top.

*Tokubetu-(ni)/tokuni

otoko

no ko

wa.

male

of child top.

(I do not like children, exceptionally/especially, boys.)
(7)

Kaigi-tyuu,

knock suru koto wa *tokubetu-(ni)/tokuni

meeting.middle knock do.Pr fact top. exceptionally/especially

kinsi-sarete

iru.

prohibit.Pass.Ct. is.Pr.

(Knocking on the door during the meeting is exceptionally/especially prohibited.)

The intended interpretation of sentence (5) is that his works are ALL interesting; and this work is
not an exception. But it is still worthy of special mention because this work is the BEST. Thus
tokuni should be used, not tokubetu-(ni).

Similar analysis can be applied to explain the

unacceptability in (6) and (7). Thus, we conclude that tokuni can but tokubetu-(ni) cannot be
used to call special attention to a member of a set, all of whose members share the same property.

*Tokuni/Tokubetu-ni
This section examines a possible constraint for tokuni. Consider the following examples:
(8)

Hikookai

no eega

o tokubetu-ni/*tokuni

not.open.to.the.public

of movie acc. exceptionally/especially

miru koto ga

dekita.

see.Pr fact nom. can.Pt

(I was able to see a movie that is not open to the public.)
(9)

Yoku

hataraita

kara

tokubetu-(ni)/*tokuni

well

work.Past

because exceptionally/especially

gohoobi o
bonus

ageyoo.

acc. give.will

(Since you worked so hard, I will make an exception and give you a bonus.)
(10)

Kore

wa

anata

no

tame-ni tokubetu-ni/*tokuni

tukurimasita.

this

top.

you

of

for

make.Past

exceptionally/especially

(I made an exception and made this for you.)

These examples demonstrate that tokuni is not appropriate to express an exceptional
characteristic or situation compared to what is considered normal. For instance, the speaker was
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allowed to see the movie that normally s/he would not be able to see (8). The unacceptability of
the use of tokuni in (8) shows that tokuni does not have the semantics of “exceptionally.” In (9),
the interlocutor was allowed to receive a special bonus that is not provided regularly; and
sentence (10) expresses a special effort made only to the interlocutor. A similar analysis can
explain the unacceptability of the use of tokuni in (1d), repeated below.
(1)

d

Ippan

no hito

wa hairenai

ga, tokubetu-ni/*tokuni

general of person top enter.can.Neg. but exceptionally/especially

irete-ageyoo.
let.in.give.will

(The public cannot enter, but I will make an exception and let you in.)

The acceptability of tokubetu-ni and the unacceptability of tokuni confirm that tokubetu-ni is but
tokuni is not appropriate to use when expressing an exceptional circumstance or characteristics
different from the normal state.

Nominal-Adjective Use (non-adverbial use)
This subsection discusses the syntactic constraint of whether the two adverbs can modify
nouns/copulas. Consider the acceptability of the use of tokubetu and the unacceptability of the
use of tokuni in (1e) and (1f), repeated below for ease of reference.
(1)

e

Koko wa syoogai-sya

no tame no tokubetu-na/*tokuni-(na) gakko da.

here top. handicapped.person

of for

of

special

school is.Pr.

(This is a special school for the handicapped.)
f

Ano

hito

wa

that

person top.

tokubetu/*tokuni
special

da.
is.Pr.

(That person is an exception/especially.)

These examples seem to indicate that tokubetu has a nominal-adjective use and can modify a
nominal (1e) and can be used as a complement of a copula (1f), whereas tokuni does not have
this use. Observe more sentences that are similar to (1e)/(1f):
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(11)

O-tosiyori no tame no
senior

of for of

tokubetu-na/*tokuni-(na) kooza
special

seminar

o

hiraite

iru.

acc.

open.Ct.

is.Pr.

(We have a special seminar for seniors.)
(12)

Kare

wa

tokubetu/*tokuni

de,

okane

o harawanakute mo

ii.

he

top.

exceptional/special

is.Ct.

money acc. pay.Neg.Cont also good

(He is special, so he does not have to pay.)

The acceptability of tokubetu and the unacceptability of tokuni in above sentences illustrate that
tokubetu 1 can be used as a nominal-adjective, whereas tokuni cannot.

Summary
This paper examined the characteristics of tokubetu-(ni) and tokuni. The following are
the summaries for each expression.
Tokubetu-(ni):
•means “exception(ally)” and is used to single out an exceptional characteristic or situation that
is different from the norm.
•can be used as a nominal-adjective.
Tokuni:
•means “in particular” and is used to call special attention to a member of a set, all of whose
members share the same property, and note the fact that it has more of that property than the rest.
•cannot be use as a nominal-adjective.

Conclusion

In addition, tokubetu can be connected directly to nouns to make compound nouns, such as tokubetu
atukai (special treatment), tokubetu waribiki (special discount), and so forth.

1
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This paper provided an analysis of the subtle semantic and pragmatic differences between
closely related adverbs, Tokubetu and Tokuni.

To advance beyond the beginning level of

Japanese, learners must master these subtleties. I hope this study will be helpful for learners in
acquiring these two expressions as well as for Japanese teachers in explaining the subtleties in
their classrooms.
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International Cooperative Internship Experience for
Pre-service Teachers in Hawaii and in Taiwan
Abstract
This study examined experiences of 11 U.S. teacher education students of BYUH and 30
prospective English teachers at NTUE in a 4-month international internship at a primary school
in Taiwan. Those pre-service teachers conducted cooperative English teaching, under the
supervision of the classroom teachers and the intern supervisors, in different educational settings.
Data included pre-service teachers’ weekly & final reflective reports, comments & evaluation
collected from the supervisors from NTUE, and observation from their university professors.
Moreover, pre- and post-surveys on the topic of multicultural and co-teaching were conducted
(i.e. Multicultural Self-report Inventory & Student Perception of Instruction-Co-teaching Model).
The study may provide insights into how to enhance professional and personal growth by
conducting cooperative teaching with people receiving different educational training in the
diverse contexts, as well as on the impacts of cross-cultural teaching for pre-service teachers;
moreover, an international cooperative internship model may be developed to better prepare our
prospective teachers for teaching students from diverse cultural backgrounds in the 21st century.
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A STUDY ON THE EFFECT OF PRINCIPALS LEADERSHIP STYLE
ON SCHOOLS ENVIRONMENT AND OUTCOME
(ACROSS CULTURES STUDY)
Eissa Alsafran, Kuwait University (eisa@kuniv.edu.kw)
David Brown, University of Tulsa (david-brown@utulsa.edu)
Alexander Wiseman, Lehigh University (aww207@lehigh.edu)
ABSTRACT
The main objective on this study is to investigate the cause/effect direct and indirect
relationship between schools principal’s leadership style and school outcome. This study
focuses on the indirect relationship where the school environment is the intermediate
factor. Additional objective is to investigate the culture impact on principal leadership
style and thus school environment and outcome. TIMSS 1995 Kuwait and USA data are
used in this study to empirically investigate the above relationship. Descriptive statistics
and ANOVA were used in the statistical analysis of this study.
Several conclusions were found in this study. For example, the study proves the
existence of cause/effect relationship between the principal leadership style and school
outcome. This relationship is found to be direct and indirect through the school
environment. In the USA schools, integrative principal leadership style is found to
encourage and create a cooperative school environment and better school outcome than
authoritative principals do. The principal leadership style is found very different between
Kuwait and USA school. Kuwait schools principals are authoritative in their leadership
style, while their USA counterparts tend to be integrative. Interestingly, although Kuwait
school principals are authoritative, data indicate a cooperative school environment and
high school outcome. This suggests that the USA cause/effect model is inapplicable in a
culture similar to Kuwait. This study also concludes that there is no universal and
appropriate leadership style for all cultures.
1. INTRODUCTION
1.1. Statement of Problem
Does school administration impact the school outcome and student achievements?
Specifically, this study investigates the principal’s leadership style and its impact on
shaping the school learning environment, hence the school outcome. Furthermore,
another dimension is added to the above investigated relationship with respect to the
nation culture which probably influences the school leadership style. Two different
cultures were selected in this study namely, Kuwait (religious, conservative, Middle
Eastern society) and USA (modern, secular, liberal, western society). Kuwait and USA
were selected in this study not only because the investigator of this study is originally
from Kuwait and currently living in the USA, but also because of the growing trend in
Kuwait education system of adopting the USA educational model especially in private
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schools. Furthermore, the USA educational model, with all its challenges, it is
considered a worldwide role model that should be benefited from.
1.2. Research Questions
The general above statement of problem led to the specific following research questions:
1. What type of school environments are created by the different principal’s
leadership styles?
2. Is there a significant relationship between the principal’s leadership style and the
school outcome?
3. Do the cultural characteristics influence the principal’s leadership style and thus
the school’s learning environment and outcome? How?
1.3. Theory
The theory behind this study is the interconnection between school administration
represented in the principal’s leadership style, and school outcome through the school
environment. It is well investigated and understood that the school and classes
environment is a primary factor in the student understanding and thus academic
achievements. Among several variables that shape school’s environment, the principal’s
leadership style is investigated in this study. Therefore, in this study an attempt is carried
out to prove the existence of such relationship and give more insights on the nature of the
relationship and how it could be used to improve school ultimate objective of graduating
competent student with high academic achievements (school outcome). Figure 1.1
depicts the model that represents the above theory of the interconnection of the
principal’s leadership style, school learning environment and school outcome.

Principal’s
Leadership
Style

School Learning
Environment and
Overall Climate

School
Outcome

Figure 1.1: The investigated theory
1.4. Analytical Approach
Statistical/empirical approach will be carried out in this study including descriptive
statistics (central tendency and dispersion), and analysis of variance (ANOVA) to test the
hypotheses of this study. Our overall approach in this study comes in three major steps
as follows:
• Analyze the USA data to investigate the first and second research questions.
• Analyze the data related to Kuwait to investigate the first and second research
questions.
• Conduct a comparison study between the findings from each country analyses to
study the culture effects related to the third research questions.

2
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1.5. Propositions and Hypotheses
Hypotheses development requires refining the constructs stated in the research questions
(i.e. principal’s leadership style, school environment, and school outcome) to measurable
indicators. Then these indicators are used as building blocks of the hypotheses. While
the student academic performance is a straight forward indicator of school outcome, both
the principle leadership style and school learning environment indicators may be
relatively challenging. Table 1.1 summarizes the investigated constructs and their
corresponding indicators. These indicators were selected based on their suitability to
measure the corresponding construct and based on the questionnaire of TIMSS data.
Construct
Principal Leadership Style
School Environment
School Outcome

Table 1.1: Construct and Indicators
Indicator
Written and Verbal communication Level
Teacher Cooperation and Collaboration
Student Academic Achievement and
Principal Influence on Curriculum

From the above indicators of the investigated constructs we form the hypotheses that will
be tested in this study which lead to either prove or disapprove the proposed theory and
gives insights to the relationship between the constructs. Following are the proposed null
hypotheses:
1. Schools with authoritative leadership style tend to have an environment in which
teachers are less encouraged to cooperate and collaborate in sharing their
instructional learning experiences and material.
2. Principal characterized by authoritative leadership style tend not to integrate the
school’s mission and vision into school curriculum through involvement in
curriculum development.
3. Authoritative school administration and low cooperative environment lead to low
student academic achievement (school outcome).
4. Different cultures lead to different principal’s leadership style and role
expectation which result in different school environment, thus different school
outcome.
1.6. Data
In this study, TIMSS (The Third International Mathematics and Science Study) 1995 data
is used to investigate the research problem and questions. This data is available on-line
to the public. TIMSS data includes data gathered from Kuwait and USA in 1995 for 4th,
8th, and 12th grades with respect to students, teachers and school administration. In this
study, we limit our analysis on 8th grade students data related to students and school
(principals) for Kuwait and USA. Following are the specific questions in TIMSS
questionnaire, i.e. the indicators of each construct. The data of each of these questions
are used in this study.

3
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1.6.1. TIMSS Questions
Principal Leadership Style
For principals’ leadership style construct, question #11 of the school background
questionnaire is selected which reads as follows:
1. As principal of this school, about how many hours per month do you usually
spend on each of the following activities:
a. Representing school in the community
b. Discussing educational objectives with teachers
c. Talking with parents
d. Counseling and disciplining of students
School Environment
To qualitatively measure the school environment Question # 10 of the school background
questionnaire is selected. The question reads as follows:
2. Cooperation and Collaboration:
a. Does your school have an official policy related to promoting cooperation
and collaboration among teachers? (Yes or No)
b. Are teachers in your school encouraged to share and discuss instructional
ideas and material? (Yes or No)
c. Do teachers in your school meet regularly to discuss instructional goals
and issues? (Yes or No)
School Outcome
The school outcome construct was indicated using two questions, namely, question # 13
of the school background questionnaire and question # 17 of the student background
questionnaire (non-specialized version). The questions read, respectively, reads as
follows:
3. How much influence principal/head of school have in determining the curriculum
that is taught in your school?
a. None (1)
b. A little (2)
c. Some (3)
d. A lot (4)
4. How well do you usually do in mathematics and science at school?
a. I usually do well in mathematics (Strongly Agree-Agree-DisagreeStrongly Disagree)
b. I usually do well in science (Strongly Agree-Agree-Disagree-Strongly
Disagree)
1.6.2. Data Type
It is very important to identify the data type of independent and dependent variables of
each indicator, to identify the statistical design of the research. Data type is divided to
two categories, namely parametric (interval and ratio) and non-parametric (nominal and
ordinal) (Kachigan, 1991). In this study, all the dependent variables, i.e. constructs, are
obviously non-parametric nominal (categorical) data. The independent variables of

4
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question 2, 3 and 4 are parametric interval data. The independent variable of question 1
is the only parametric ratio data. While no statistical analysis could be done on the
nominal (categorical) type of data, only limited statistical analyses can be conducted on
interval data. In term of descriptive statistics, the central tendency in interval data is best
represented by median or mode. No analysis of variance or regression analysis can be
conducted on interval data. The ratio data is the highest degree of data on which analysis
of variance (ANOVA) and regression analysis can be carried out. In this study, since
none of the dependent variables is parametric data, no hypothesis of association will be
carried out. However, hypothesis of difference will be carried out only for question 1
because of its ratio data of the independent variable.
In the following chapters of this report, a literature review is first presented, followed
by USA schools data analysis data and discussion. Then Kuwait data analysis will be
presented and compared with USA data analysis followed by the discussion of culture
impact on the investigated relationship. Various conclusions are drawn together with
recommendations for future research.
2. LITERATURE REVIEW
The literature review section is divided into two main sections namely, general leadership
style and traits, and the principal (as a leader) contribution to school effectiveness and
outcome through the school environment.
2.1. Leadership Style
Figure 2.1 is the managerial gird which is widely used to identify individual leadership
style in organizations to assist in organizational improvements (Bennett, 1996). This
descriptive tool uses two factors to qualitatively identify the leadership style exhibited by
leaders and managers: concern for people and concern of production. Therefore, the
leadership style can be classified based on its degree of concern for people versus
concern for production. As illustrated below, there are five leadership styles namely,
impoverished, authority compliance, country club, team and middle for the road.

Figure 2.1: Leadership style grid
5
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Among the five leadership styles, there is no best style; each one fits certain type of
organization. Leadership style depends on the purpose and mission of the organization.
Although style (9,9) may seem to be the preferred style, there is evidence that others
styles may be preferred in specific type of organization. For example, in the throwaway
organizations (temporary organizations established for a specific mission and then go out
of business), authority-compliance style (9,1) is preferred, since there is no need for
building strong relationships with the people. Another example is the informal
organization that consists mainly of volunteers and tends to satisfy their social and human
needs. In this organization, the (1,9) country club leadership style may be appropriate.
In the case of schools, somewhere between style (5,5) and (9,9), i.e. grid (7,7), may be
considered due to its balanced perspective. Furthermore, in the case of schools, the
horizontal and vertical axes of the leadership style grid may not be of a much difference.
The concern of production in schools is very much related to the concern of people,
because the production in the schools is people.
Fundamentally, leader’s roles fall in three categories, namely, interpersonal,
informational, and decision. The interpersonal role is mainly related to the human
element of the organization. In interpersonal role, the leader functions include
motivating, directing, coaching and assessing performances (leading), liaison, and
figurehead. In the informational role, the leader is a monitor, disseminator and
spokesperson. In the decision role, the leader is entrepreneur, resource allocator,
disturbance handler and negotiator (Bennett, 1996).
2.2. Principal, Environment, and School Effectiveness
The importance of exploring the relationship between the principal leadership and school
effectiveness and outcome comes in the two fold, practical and theoretical importance.
The practical importance is represented in defining the principal day-to-day role in the
school. The theoretical importance is related to the role of organizational and leadership
theories in school effectiveness, which was neglected in the past (Hallinger Phillip and
Heck Ronald, 1996).
There are three major theoretical approaches that could be applied to study the
relationship between the principal’s leadership style and school effectiveness (Hallinger
and Heck, 1998). Namely, they are: direct-effect model (model A), mediated effect
model (model B), and reciprocal-effect model (model C). The direct effect model is
where the principal’s leadership style directly affects the school outcome. The mediated
effects model is in which the principal’s leadership style influences some other
variable(s), which affect the school effectiveness. In the reciprocal-effect model a cyclic
influence of the principal leadership on the teacher, and the influence of the teachers on
principal, affects the school effectiveness. When model (A) and (B) are combined with
the antecedent-effect model proposed by Pitner (1988), more complex models result,
namely, direct-effect with antecedent effect (model A-1) and mediated-effect with
antecedent effect (model B-1) (Hallinger and Heck, 1998).
Although, intuitively, the principal leadership seems to be related to the school
effectiveness, some specific studies found otherwise. Miskel (1982), Rowan et al.
(1982), and Van de G-rift (1990) found that the relationship depends on the theoretical
and empirical model. For example, the principal leadership style/school effectiveness

6

2009 HICE Proceedings
Page 2245

relationship was found weak, conflicting or invalid in model A (bi-variant design with
and without controls). On the other hand, when model B (stronger research design and
sophisticated statistical analysis) was used, the relationship was found frequent and
significant. However, these studies suggested that this cause and effect relationship is
subject to the conditions of the school.
In general, these studies which used robust models (i.e. B and B-1) suggested that the
relationship between principal leadership and school effectiveness is indirect relation.
These studies found that principal’s leadership affects the school policies, which in tern
enhances the school effectiveness. School policies range from academic expectation,
school mission, student learning opportunities, instructional organization, and academic
learning time to teacher practices. Among all these variables, the school goals and
mission was the most frequent and significant intermediate factor that links the two
constructs (i.e. principal leadership and school effectiveness) (Bewer, 1993; Bamburg
and Andrews, 1990; Glasman and Fuller, 1992; Goldring and Pasternak, 1994; Hallinger
et al., in press; Hallinger and Murphy, 1986, ; Heck et al., 1990; Leithwood, 1994; Silins,
1994)
Hallinger and Heck (1996) reassessed the principal’s role in school effectiveness.
They based their study on data gathered from 1980 to 1995. However, their investigation
was not only empirical, but also theoretical due to the complexity of the relationship that
will not be easily understood only empirically. In their intensive research they focused
on the concepts underlying different potential theories that would be adopted to study
relationship between principal role and school effectiveness. The overall objective of
their study is to come up with research agenda for the next generation of this study in
which defined directions are set. In their research, they emphasize the fact that
administrative leadership is among the factors that makes difference in student
understanding and learning. However, the nature of this relationship is still open to
debate and research (Hallinger and Heck, 1996).
Educational policy makers are also convinced that the principal is a key variable in
student’s scholastic achievement (Murphy, 1990). Therefore, during the period of 1975
to 1990, the policy of state-mandated of principle evaluation jumped from 9 states to 40
states showing the increased focus on principals as a major and important component in
student learning and school effectiveness. Hallinger et al. (1990) and Heck et al. (1990)
viewed the influence of principal on student achievement as his role in the environmental,
personal and in-school relationships aspects which eventually lead to strong
organizational outcome.
3. DATA ANALYSIS AND DISCUSSION (USA SCHOOLS)
3.1. Principal’s Leadership Style
The principal’s leadership style is indicated in this study by the level of verbal and
written communication of principals, specifically, hours per week of communicating with
community, teachers, parents and students. Three leadership styles were investigated,
namely, authoritative, integrative and mixed. The three styles were identified by a
reasonable communication level criterion selected in this study.
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3.1.1. Authoritative leadership style
This style is indicated by low communication level, specifically, principals who spend at
most 33.3% of their time per week communicating with the students, teachers, parents
and community. Out of the 183 USA schools investigated in TIMSS data, 56 schools
were found to have authoritative principals based on this criterion. Those principals
exercise their decision and informative role more than the interpersonal role. Table 3.1
shows a summary of descriptive statistics of the communication level of the authoritative
leadership style principals.
Table (3.1): Descriptive statistics of authoritative style
communication level (hrs./wk.)
Mean
Median
Mode
Standard Deviation
Variance
Sample No. (N)

8.97
9.50
12
3.24
10.52
62

3.1.2. Integrative leadership style
This style is identified by a high communication verbal and written level. Namely,
principals who spend at least 66.6 % of their time per week in communicating with
students, teacher, parent, and community are characterized by integrative leadership style.
Only 12 schools were found to have integrative principals out of the 183 USA schools in
TIMSS data. Those principles tend to exercise their interpersonal role more than their
decision role in leading people and achieving organizational goals. Table 3.2 is a
descriptive statistics of the data of integrative leadership style.
Table (3.2): Descriptive statistics of integrative style
communication level (hrs./wk.)
Mean
Median
Mode
Standard Deviation
Variance
Sample No. (N)

31.58
32.50
34
2.75
7.54
12

Figure (3.1) is a comparison of the Whisker Box plots of the authoritative and
integrative leadership style communication data. Whisker Box plot is a visual tool that
summarizes important descriptive statistics, namely, the median (solid line), the mean
(dashed line), the Inter-quartile rang (IQR) or the data variability (P75-P25), and moderate
and extreme outliers. While Figure 3.1 indicates a significant difference in the mean of
communication hours per week of the two styles, it shows a very close IOR between the
two leadership styles. The plot does not show any outliers in the data.
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Figure 3.1: Comparison Whisker Box plot of leadership style communication
level
3.2. School Environment
In this study, the school environment is an uncontrolled variant. The school environment
was indicated by the level of the cooperation and collaboration among the teachers in
sharing and disusing instructional ideas, experiences and material. Cooperation is
believed to be an indicator of school environment because it reflects freedom,
collectivism, comfort, and trust in school environment.
Low cooperation and
collaboration school’s environment reflects the low trust level among the teachers and
discomfort. Both categories of schools, the one with principals of authoritative
leadership style and the ones with principals of integrative leadership style, were
investigated for cooperative environment.
From the category of schools with authoritative principals’ leadership style, the data
revealed that 50% of these schools have a policy to promote the cooperation among
teachers. Furthermore, the data of these schools show that 90% of the time the teachers
actually meet to discuss and share instructional experiences. On the other hand, 66% of
the schools that are run by integrative principals have a policy to promote teachers
cooperation. In addition, the data revealed that the teachers cooperate regularly and share
their experiences and material 100% of the time. This data clearly indicate that
cooperation and collaboration among teachers takes place more in school run by
integrative principals than school run by authoritative principals. Furthermore, the data
shows that not only the integrative leadership style principals set the rules to make sure
that cooperation exists, but also they make sure that the policy is implemented and
cooperation exists.
3.3. School Outcome
The school outcome is the dependent variable in this study. Our focus is to investigate
possible relationship between the school outcome and its administration leadership style.
Two indicators are used to measure the school outcome, namely, the students’ academic
achievement and principal influence on school curriculum. The students’ academic
achievement is a direct measure of the school outcome, while the school curriculum is an
indirect indicator.

9
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3.3.1. Students’ Academic Achievement
This indicator is a direct measure of the school outcome. The student background section
of TIMSS data is the source of the mathematics and science academic achievement of the
students. Only the student academic achievement data that correspond to school with
authoritative principal and school with integrative principals are analyzed.
Figure 3.2 is a histogram that compares the academic achievement in science of
students from schools with integrative principals and school with authoritative principals.
The histogram indicates that the mode of both data sets is the same, i.e. “Agree”.
However, if we compare the two modes we observe that the academic achievement mode
of the students who come from school with integrative principal exceeds the one of the
students from school of authoritative principal. One may argue that the histogram also
shows that on the “Strongly Agree” category of science academic achievement, the
authoritative leadership style mode exceeds the integrative style mode. While this is true,
we are more interested in the central tendency of the data which is represented by the
mode.
1.00

Integrative Leadership Style
Authoritative Leadership Style

Percentage

0.80
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0.20
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Strongly
Disagree

Academic Achievement (Science)

Figure 3.2: A comparison histogram of student academic achievement in science
and principal’s leadership style
A similar trend is found when the mathematics academic achievement is related to the
two principal leadership styles. Figure 3.3 illustrates that the mode of the data set of
mathematics academic achievement from schools with integrative leadership style
exceeds the mode of the mathematics academic achievement from schools with
authoritative leadership style.
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Figure (3.3): A comparison histogram of student academic achievement in
mathematics and principal’s leadership style
Overall all, both science and mathematics students’ academic achievement data show
that school with integrative principals tend to have better outcomes in term of
mathematics and science academic achievement of the students. This cause and effect
relationship could be direct (principal leadership styleÎ academic achievement) or/and
indirect (principal leadership styleÎ school environmentÎ academic achievement).
Related to the direct relationship, one of the organizational elements that school
principals affect is the people element, specifically, students. Principal’s influence on
student could be through motivation, modeling positive behaviors, recognition, and
providing individualized support. This direct influence requires continues interaction and
communication between the principal and the students. In the indirect relationship,
principal effects on teacher may result to high school outcome. Heck et al. (1990) found
that in high producing school, the principal spend more time in the classroom than their
counterparts in low producing schools. They supervise ands support teacher as well as
coordinate the school instructional program.
3.3.2. Principal Curriculum Influence
In this study, the amount of influence of principal on school curriculum is considered as
an indirect measure of school outcome. Although one may argue about the suitability of
this indicator for school outcome, we look at the principal curriculum influence in a
broader view. Mostly, principal’s curriculum influence is related to curriculum
alignment with school mission and vision. Principal’s involvement in curriculum
development is mainly related to framing, conveying and sustaining the educational
purposes to assure the focus of curriculum on school purpose and vision. In this view of
principal’s curriculum influence, school outcome is perceived more broadly as achieving
the school goals including student’s academic achievement. Hallinger (1996) found that
establishing and maintaining a clear school vision is a key avenue of high school
outcome. Furthermore, Goldring and Pastrnak (1994) found that curriculum linked to a
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specific vision that is established collectively by teachers, staff and administration is a
strong predictor of school outcome. On this basis, we selected the principal influence on
curriculum as school outcome indicator (see question 4 in section 1.6).
Table (3.3) summarizes the descriptive statistics of the influence of both authoritative
and integrative principals’ leadership styles on school curriculum. Since this data is
interval data, we use mode (most likely value) as the measure of the central tendency.
Note that numerical values are assigned for each of the four scales (see question 3 in
section 1.6).
Table 3.3: Curriculum influence descriptive statistics
Discriptive statistics
Mean
Median
Mode
Standard Deviation
Variance
Sample No. (N)

Authoritative style
3.16
3
3
0.76
0.57
56

Integrative Style
3.42
3.5
4
0.67
0.45
12

Table 3.3 indicates that integrative leadership principal style tend to influence the
curriculum more often than those principals who posses authoritative leadership style.
This is illustrated when we compare the mode of value 4 (“A lot” of influence) with
mode of 3 (“Some” influence). To have more insight on how large is the difference in
the two modes of the two styles; the data is plotted on a multiple histogram for
comparison reason. Figure 3.4 is a multiple histogram that shows the distribution of the
curriculum influence data for both authoritative and integrative principal leadership
styles.
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Figure 3.4: Comparative histogram of curriculum influence of the two leadership styles
The histogram indicates that the curriculum influence modes of the two styles of
leadership are different. One concern in the above data is the difference in sample size as
Table 3.3 shows. On way to minimize this discrepancy is to compare the percentages of
the two modes. Data show approximately 50% of integrative principals has a lot of
influence on school curriculum (solid line in Figure 3.4). On the other hand, the data
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show approximately 40% of the authoritative principals has some influence on school
curriculum (dashed line in Figure 3.4).
All in all, the data analysis of the USA schools and students revealed that integrative
principal leadership style not only encourages, but also creates cooperative school’s
environment. Consequently, the school effectiveness and outcome is high. This cause
and effect relationship between the principal leadership style and school outcome could
be direct, indirect or both. Figure 3.5 depicts this cause/effect model that is suggested by
the USA schools and student data.
Integrative
principal
leadership style

Cooperative and
collaborative
school
environment

High school
outcome

Direct
relationship
Figure 3.5: Suggested principal style/school outcome cause/effect USA model
4. CULTURE IMPACT ON PROPOSED MODEL (KUWAIT VS. USA)
In this chapter, we investigate the culture impact on the principal leadership style and
thus school environment and outcome. The religious, conservative culture of Kuwait is
selected to investigate its schools’ principals’ leadership styles, schools’ environment and
school’s outcome, and their interrelationship if any. The following approach is carried out
in Kuwait data analysis and comparison with USA results of Chapter III:
• Compare the principals’ leadership styles in both cultures, and identify the
principals’ leadership style in each culture.
• Analyze Kuwait schools’ environment and outcome.
• Develop a cause/effect model for Kuwait.
• Investigate the differences and similarities in both cause/effect models of Kuwait
and USA in the light of culture difference.
4.1. Principal Leadership Style Comparison
As a first step, we carry out a comparison of the leadership style of both cultures, using
principals’ communication level as an indicator. This analysis should indicate, in general
terms, whether there is a significant difference in the principals’ communication levels in
USA and Kuwait, which may suggest a different leadership styles in the two cultures.
In this analysis, we carry out analysis of variance (ANOVA) to investigate the null
hypothesis of equal population means of principals’ communication hours per hours of
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Kuwait and US schools. The tested null hypothesis and the alternative hypothesis are as
follows:
H 0 : µ US = µ Kuwait
H a : µ US ≠ µ Kuwait
Using Statistical Package for Social Sciences (SPSS) software, we determined the
following ANOVA results (complete SPSS output is in the appendix).
Table 4.1: ANOVA Table of Kuwait and US Principals Communication Level
Variation Source
Between Groups
Within Groups
Total

Sum of Squares
996.41
8551.07
9547.49

df
1
170
171

Mean Square
F
P-value
996.41
19.81 <0.0001
50.3

The ANOVA breaks down the total variation into two groups, namely between group
and within groups variations. Then it calculates the sum of squares of deviations for each
group. Using the sum of squares of deviation and the degrees of freedom of each
variation source the mean square error in obtained. The F-value is the ratio of between
groups to within groups mean square errors. SPPS also calculate the P-value which is the
area under the F-distribution curve that corresponds to the F value of 19.81. This area
under the curve represents the probability of the null hypothesis to occur just by chance.
Adopting a significance level of 5%, we reject the null hypothesis in favor of the
alternative hypothesis since the obtained P-value is less than the 0.05 significance level.
Descriptive statistics is presented in Table 4.2 to provide more insight of the investigated
data.
Table 4.2: Data sets descriptive statistics
Kuwait
USA
Total

Mean
9.123
15.64
14.58

Standard Deviation
5.31
7.38
7.47

N
28
144
172

This data illustrate that principals in Kuwait spend less time communicating with
parents, teachers, students and community than their counterparts in the USA. This
suggests that the school principal in Kuwait tend to be more authoritative than integrative
when compare with the USA school principal. This finding does not only match with the
author experience (being raised and educated in Kuwait), but also it coincide with the one
of Kuwait culture characteristics, namely high power distance. Unlike the USA culture,
Kuwait culture is characterized by high power distance in which authority and power is
exercised most of the time. This is not uncommon observation in Kuwait and Middle
East cultural in general, where one may observe this characteristic in work places and
families.
4.2. ANOVA Assumptions
A Brief discussion on the five ANOVA assumptions is carried out to insure the accuracy
of the above ANOVA results, especially the calculated F-value and P-value.
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4.2.1. Random samples
The sample of each data set should be randomly selected. This is related to the research
design undertaken when collecting TIMSS data. This assumption is important to insure
the external validity of the research.
4.2.2. Homogeneity of variance
This assumption states that the variance (or standard deviation) of each data set must be
approximately equal. A homogeneity of variances test is conducted by SPSS to test for
the following null hypothesis.
H 0 : sUS = s Kuwait
H a : sUS ≠ s Kuwait
Table 4.3 is the results is obtained by SPSS.
Table 4.3: Homogeneity of variance
Levene Statistics
2.471

df1
1

df2
170

P-value
0.118

Since the P-value is greater than the 0.05 significance level, then the above null
hypothesis is accepted. Thus, the assumption of approximately equal standard deviation
is fulfilled.
4.2.3. Normal population
The observations with each data set should be from normally distributed populations.
This assumption is usually relaxed when there are equal observations in each data set,
which is not the case in this analysis. Therefore, a one-sample Kolmogorov-Smirnov test
is conduct on each sample set to check the validity of this assumption, using SPSS. The
following null hypothesis is tested in this analysis.
H0: There is no difference between this sample and the population in term of
normality.
Table 4.4: Population normality assumption test results
Country
Kuwait
USA

Kolmogorov-Smirnov Z
0.916
0.922

Asymp. P-value (2-tailed)
0.372
0.363

The test results in P-values for Kuwait and USA. Adopting 5% significance level,
since both P-values are greater than 0.05, the null hypothesis is accepted. Therefore, the
normal population assumption is fulfilled.
4.2.4. Samples Independence
This assumption is related to independency of the two groups, i.e. no one observation is
used in the two groups. The importance of this assumption is related to insure that the
contribution of each group to the total variance is additive. From our research design,
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this assumption is fulfilled since we have to independent groups of Kuwait and USA
principals.
4.2.5. Interval or ratio dependent variable
The dependent variable must be interval or ratio data. In our case, the number of hours of
communication per week is a ratio scale. Thus, this assumption is also fulfilled. The
analysis of the five ANOVA assumptions revealed that all the assumption were fulfilled,
hence the obtained ANOVA results are accurate and valid.
4.3. Kuwait School Environment
In this analysis, the teachers’ cooperation and collaboration in instructional experience
and material is utilized as an indicator of Kuwait schools environment. The sample
number is 27 schools. The data of question # 2 (see 1.6 of this report) are analyzed. All
the 27 schools (100%) have a policy to promote and cooperation among teachers. Only 2
schools (7.4%) answered that teachers don’t meet regularly to share and discuss
instructional goals and material. This qualitative results indicate that Kuwait schools
maintain a cooperative environment which should result in high school outcome in term
of academic achievement.
4.4. Kuwait Schools Outcome
We are limited in our investigation of the school outcome to one indicator, namely, the
students’ mathematics and science academic achievement. The TIMSS data of the other
indicator of principals influence on curriculum is null for Kuwait. The data of question #
4 (see 1.6 of this report) is analyzed. Figure 4.1 is a multiple histogram of both
mathematics and science academic achievement of Kuwait schools’ students. The modes
of the both histograms indicate high academic achievement which is presented by
“Agree” result. Furthermore, there is high percentage of observations (40%) with the
answer of “Strongly Agree” showing an extraordinary academic achievement.
100%
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80%

Science

60%
40%
20%
0%

Strongly
Agree

Agree

Disagree

Academic Achievement

Strongly
Disagree

Figure 4.1: Math and science Kuwait students’ academic achievement
The above brief analysis of Kuwait schools and student data suggests different
cause/effect relationship than the one developed using USA data. Kuwait data analysis
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shows that although authoritative principals leadership style is predominant in Kuwait
schools, the schools’ maintains a cooperative environment and school high outcome in
term of student academic achievement. Figure 4.2 depicts the proposed Kuwaiti schools
cause/effect model and the relationship between principals leadership style, school
environment and outcome.

Authoritative
principals’
leadership style

Cooperative &
collaborative
school
environment

High school
outcome in
term of student
academic

achievement

Figure 4.2: Suggested principal style/school outcome cause/effect Kuwait school
4.5. Kuwait and USA Data Comparison
The results of ANOVA showed the significant difference in the communication level
between Kuwait and USA principals indicating the different leadership style between the
two. Kuwait principals tend to be authoritative in their leadership, while the USA
principals are more integrative. Conversely, the data of the schools environment in both
cultures revealed the same trend, i.e. cooperation and collaboration exist in both schools’
cultures. Table 4.5 summarizes the overall data related to the level of cooperation in
Kuwait and USA cultures.
Table 4.5: Percentage of schools in which cooperation is officially promoted,
encouraged and actual
Country
Kuwait
USA

Cooperation and collaboration among teachers is:
Officially promoted (%) Encouraged (%) Actual (%)
100
100
92.6
57
100
90.7

Although there is a large difference in the percentage of school which officially
promote cooperation between the two cultures, cooperation is encouraged and actual in
both cultures with very close percentage of school numbers. This shows, in spite of the
different causes (principals leadership styles), the same results is produced (cooperative
environment). This finding suggests that there is no universal principal leadership style
that will result in the same environment. Let’s compare the school outcome (i.e. student
academic achievement) in both cultures to be able to compare the complete models of
each culture. Figure 4.3 and 4.4 compare the mathematics and science academic
achievement of the students in Kuwait and USA schools.
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Figure 4.3: A multiple histogram to compare the math academic achievement of Kuwait
and USA cultures
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Figure 4.3: A multiple histogram to compare the science academic achievement of
Kuwait and USA cultures
Similar to the school environment trend, the academic achievements of the students
of both cultures almost match one another. The mode in both Kuwait and USA samples
is “Agree”, indicating reasonably high academic achievement. This interesting result
indicates that although the principals’ leadership style is different in the two cultures
(authoritative in Kuwait and integrative in USA), both styles create the same school
environment (cooperative) and outcome (academic achievement).
All in all, in comparing Kuwait and USA models, one can conclude that the culture
has a great impact on principal leadership style, yet there is no unique and universal
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leadership style that is always desirable to achieve high school outcome. In some
cultures, authoritative principals’ leadership style in the appropriate style to achieve the
high school outcome, while in other cultures the integrative is the appropriate style. This
depends on how each culture perceives power, authority, and relationships in work place
and in the society in general.
5. CONCLUSIONS AND RECOMMENDATION
5.1. Conclusion
Following are the general conclusion of this study:
• There exists a cause/effect direct and indirect relationship between principal
leadership style and school outcome. Indirect relationship is the one where the
principal leadership style influences the school environment which impacts the
school outcome.
• The indirect principal leadership style and school outcome relationship seems to
be the predominant one.
• In USA, integrative principal leadership style promotes, encourages and creates
cooperation and collaboration among the teachers more than authoritative
principals do. Consequently, schools with integrative principals achieve higher
outcome than schools with authoritative principals.
• There is a difference in the principal leadership styles between Kuwait and USA.
Kuwait principal characterized as authoritative leadership style, while USA
principals posses integrative style.
• In Kuwait, and unlike USA, authoritative principal leadership style was found to
promote, encourage and create cooperation and collaboration among teacher, thus
high school outcome is achieved.
• Culture has a significant impact on principal leadership style. Principals in high
power distance cultures (such as Kuwait) exercise their authoritative role more
than interpersonal one.
• There is no a universal and appropriate principal leadership style for all schools
and cultures. The appropriate principal leadership style depends on the culture in
which the school exists.
5.2. Recommendation
For future research in this topic I recommend the following:
• In the USA data, include more data on the integrative leadership style, by adding
other western countries’ data.
• Acquire specific data on principals leadership styles (i.e. decision making process,
school structure, planning …) from secular schools and Islamic schools in USA.
• Using TIMSS data, investigate more than one country in the Middle East to come
up with a more general model.
• Investigate the mixed leadership style which may result in more general model.
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Abstract
A study was conducted exploring the impact of academically underprepared
students on ten liberal arts and sciences faculty at a for‐profit open‐admissions technical
college in New York City which serves large numbers of non‐high school graduates known
as Ability to Benefit Students (ATB).
Semi‐structured interviews conducted over a two month period revealed faculty
faced widespread problems teaching underprepared students. Some of the challenges
were student behavior, student motivation, and lack of support from the college’s
administration. Faculty also revealed their own motivation for working with this
population. Some faculty’s experience of working with underprepared students was life
affirming and reflected larger issues of social justice, and they saw themselves as
empowered agents of change. The results of the study suggest ways that colleges can
better support faculty who work with underprepared students.
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What’s in a name?
A brief history of underprepared students
Many terms are used to describe college students classified as underprepared, such
as, at‐risk, (DiMaria, 2006) high‐risk, (Howey, 2000) marginalized, (Reyes, 2007)
developmental, (Burgess, 1999) remedial, (Boyer, Butner, Smith, 2007) not socialized to
college, (Lundell, Higbee, Jeanne, Duranczyk, Goff, 2007) underprepared, (Pitts, White,
William, 1996) or new student ( Schuetz, 2008). In this study the term I chose was
underprepared, but many terms were used interchangeably by the participants. All of
these terms refer to students who are weak in skill level and are not ready to handle what
is deemed as college level work. This verbiage is fairly contemporary; however, the
phenomena of underprepared students can be traced to before the fin‐de‐siècle in the
United States. The 1852 University of Michigan President, Henry P. Tappan, spoke to this
very issue protesting that colleges were spending too much time on elementary basic skills
that could be addressed in high school. He felt that colleges were accepting second‐rate
students that were forcing colleges to lower their standards and dilute the curriculum
(Simms, 1984). Henry Tappan proposed the concept of junior colleges in 1851. He hoped
that junior colleges would ensure that basic skills were mastered before going to four‐year
colleges and universities which would raise the standards of colleges and universities
(Cohen and Brewer, 1982).
The Morrill Act of 1862 established the first land grant colleges in the United States.
These colleges primary focus was on practical subjects such as mechanical arts and
agriculture. This extended the scope of higher education to include utilitarian subjects. A
new kind of higher education model emerged. Serving less of the elite and more of the
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proletariat also created more need for remediation (Dempsey, 1985). Iowa State was the
first college that decided to make it a mandatory admissions requirement that all students
who lacked basic math or reading and writing skills be placed in academic preparatory
classes. Around this same time, 1874, Harvard created special English courses for its
remedial freshmen (Markus, Theodore, Zeitlin, Arthur, p.2).
A second Morrill Act was created in 1878 in an attempt to further increase access to
higher education. This was an attempt to bring students from populations outside the
middle and upper classes into colleges. These admissions standards were probably the
start of “open door” admissions policies. Because admissions standards varied greatly, the
College Entrance Board was implemented in 1890 in an attempt to norm the admissions
process. The country’s elite colleges: Harvard, Colombia, and Yale found half their students
were unable to score adequately on the College Entrance Board, but in an effort to fill
classes accepted underprepared students.
By 1915 the problem of underprepared students was so endemic that 350 higher
education establishments had remedial programs. The problem continued to grow as more
students entered higher education. More formal remedial programs were formed in the
late thirties at New York University and Harvard (Markus, Theodore, Zeitlin, Arthur, p.2,
1992).
The G.I. Bill of Rights that allowed returned United States World War II soldiers to
attend higher education as part of the Servicemen’s Readjustment Act of 1944 offered
subsidies to sixteen million men and women. This greatly widened the access to education
for people who otherwise would not have had an opportunity to attend college or
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university (Bloom, 1987). The G.I. Bill was probably the single catalyst in increasing higher
education and stimulating the need for remediation in the United States. For the first time
U.S. classrooms were meeting places for students of extremely diverse backgrounds.
Students from contrasting economic and social backgrounds and various different levels of
academic preparedness were able to meet and mingle in classrooms. Questions surfaced
about the best way to deal with these diverse students. Should there be mandatory
remedial classes, colleges, or programs? These questions continue to be asked today
(Markus, Theodore, Zeitlin. Arthur, p.2). Although existing literature reflects dialogue
around the changing classroom, there is a lack of focus on how these changes impact
faculty. No research has been done on faculty working in proprietary colleges which have
the largest population of underprepared students served in higher education.
Vaughan (1985) notes that Harry S. Truman’s Advisory Commission on Higher
Education established even more two‐year colleges. The 1947 recommendation of the
commission was that more two‐year colleges be created to serve the growing needs of
undereducated students. Community colleges were charged with the responsibility of
creating programs that would enable students to enter the work force. These programs
had profound effects on the nature of higher education in the United States. Because access
to education has always been widening, the face of higher education remains a dynamic
shift reflecting the current cultural, economic, and political state of the country. By
widening the access to so many Americans, the face of higher education started to change
and is still changing today (Markus, Theodore, Zeitlin. Arthur, p.2). Cohen (1985) notes
that by 1950 forty percent of high school graduates were entering college. The percentage
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increased in 1960 to sixty percent of graduating seniors entering college; the percentage
has stayed more or less the same since then (Markus, Theodore, Zeitlin, Arthur, p.2).
The period from 1970 until the present has been referred to as the “open door”
period in higher education (Markus, Theodore, Zeitlin. Arthur, p.4). Remediation increases
with the influx of underprepared students, and the percentage of both two‐year and four‐
year colleges offering remediation has steadily increased. Remedial students are the norm
in for‐profit colleges who recruit large numbers of underprepared students. Many colleges
are reviewing how to best serve these students; most recently Bashford (2008) looked
seriously at how to improve student learning outcomes.
Throughout the long history of underprepared students, you can note that focus has
been placed on how to prepare the student. I set out to uncover how faculty who serve
large number of underprepared students can be better supported by the college.
Research Design
The sample I chose was traditional faculty (not trained specialists in developmental
education). For this reason, the participants did not have formal degrees in developmental
education. All of the participants had attended training and faculty development sessions
through the college.
The faculty I interviewed were culturally diverse. Out of ten respondents, four were
from America. The other six came from each of the following countries: The Ivory Coast,
Poland, Armenia, Argentina, Russia, and China. The level of faculty education varied from
bachelors, masters, to PhD. The faculty all represented different academic departments.
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One was from each of the following departments: Business, Health Information
Technology, Office Technologies, and Digital Media Arts. Three respondents represented
the department of Arts and Sciences and three represented the Department of Engineering.
I allowed the respondents to choose a pseudonym. Their background information is listed
below.
Name Years Teaching

Years Teaching Underprepared Students

Highest Degree

Place of Birth

Age Range Gender

Malach

31

11

PhD

Argentina

55‐65

M

Bobby

33

30

MA

USA

65‐75

M

Boston

27

26

MA

USA

55‐65

M

Quincey

14

13

MA

Ivory Coast

35‐45

M

Mike

7

6

MA

Poland

25‐35

M

Futurist

25

20

MS

China

55‐65

M

Dr.D

30

20

PhD

USA

45‐55

F

Pnina

3

1

PhD

Russia

25‐35

F

Oprah

27

17

MS

USA

55‐65

F

Elise

27

26

MA

Armenia

45‐55

F

I met with each faculty member separately at a place of the faculty members
choosing. Each interview lasted between thirty to forty minutes. Initial questions were
developed and follow‐up questions were used to clarify or expound on initial responses.
These follow‐up questions were asked within the context of the relationship established
with each participant.
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Prior to being interviewed, the participating faculty were told about the study and
asked to give the subject matter some thought. The interviews were taped and
transcribed verbatim. I took limited notes to capture body language and non‐verbal
communication displayed by the participants. The transcripts were analyzed and
interpreted using qualitative methods applicable to open ended interview data (Moustakas,
1994). The aim of the interview questions was to gain access to the meaning the
instructors themselves attach to their experience of working with underprepared students
at a for‐profit college and how they could be better supported. The results were
descriptive accounts of the experiences faculty members had with underprepared students
at a for‐profit college. Every respondent used different and interchangeable words to
describe the population that they serve. The words chosen had previously appeared in the
literature. Perhaps the most salient point relates to the fact that faculty viewed the work
they do as an act of social justice. Faculty felt that by educating underprepared students,
they level the playing field for students that desperately need to be served. Faculty enjoy
working with this population, but need greater support from the college.
Findings
The impact of underprepared students on for‐profit faculty was varied. Of the ten
faculty interviewed, all agreed that the underprepared population they teach has affected
their professional practice and the culture of their teaching. In terms of professional
practice, some faculty felt they had to “water down” the curriculum. Others mentioned
how the underprepared students impacted the scope of what they teach and the pace of
presenting material. In addition, faculty felt they needed to be mentors/parents to
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underprepared students. Some faculty liked this role and used it as an opportunity to bond
with students and employ creativity in the classroom. Other faculty balked at the added
burden of being forced into a mentoring role. They viewed mentoring as creating a
personal/professional conflict.
All ten respondents yearned for the administration to listen to faculty and
encourage faculty to do research, publish, and speak on issues related to student
underpreparedness. They felt they need the support of the college’s administration to be
effective practitioners.
Putting findings into practice
There was clear need for the student population to be mentored. For some faculty
this was an aspect of their job that they enjoyed. However, some faculty felt this was an
added burden. Colleges that serve large numbers of underprepared students should put
mentoring programs in place. This way faculty members who do not see mentoring as part
of their role will have a place to refer students. There are many different kinds of
mentoring programs and many different models colleges can choose. Free resources are
available through the internet. Some good sites are:
http://bellevuecollege.edu/stupro/mentor/default.asp
http://www.biz.colostate.edu/mentoring/responsibilities.htm
http://www.ccsf.edu/Services/Mentoring_and_Service_Learning/HTML_Pages/PeerMento
ring
Formal mentor programs
http://www.ed.gov/pubs/OR/ConsumerGuides/mentor.html
http://en.wikipedia.org/wiki/Peer_mentoring
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The Mentoring Group
http://www.mentoringgroup.com
National Mentoring Partnership
http://www.mentoring.org
http://www.nchchonors.org/mentoringprograms
http://www.ncset.org/publications/essentialtools/dropout/
The Power of Peer Mentoring, Peer Mentoring Resource Booklet,
Faculty Mentor Program. Professor Glenn Omatus
c/o Educational Opportunity Program (EOP)
After completing this study, TCI College started a peer‐mentoring program.
Beginning with a small cohort of 10 third year academically successful students all with a
grade point average of 3.0 or higher, student mentors were provided with four training
sessions and paired with first semester students. The mentors met with their mentees
twice a week for one hour and participated in skills workshops such as goal setting,
effective communication, and interviewing skills. Mentoring programs can ease the burden
on faculty and give assistance to students who need guidance.
The faculty all reported a desire to have increased support from the administration.
A good way to support faculty is to have an ongoing dialogue related to student retention
and offer teaching techniques that are proven to work with underprepared students. One
way to do this is to create an on‐line newsletter outlining proven teaching technique with
underprepared students. This could be a platform for communication between faculty and
administrators.
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Faculty also commented on how hard it is to motivate students. Highlighting
students’ success is crucial. At TCI the college’s tutoring facility, The Learning Center,
started a public service campaign entitled, “Student Success Secrets.” Tutors photographed
academically successful students and asked them their success secrets. The photograph
along with the student’s quote was broadcast on hall monitors around the school. Students
enjoy seeing themselves and their peers succeed.
It was interesting that most suggestions faculty made are relatively easy to
implement and are not big ticket items. More research into ways that colleges can support
faculty who work with underprepared students is needed to address a challenge that is not
new and is not subsiding.
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ENHANCING ELEMENTARY STATISTICS VIA E-LEARNING
Dr. Diana S. Perdue
Department of Mathematics & Computer Science
Virginia State University
Petersburg, VA 23806
dperdue@vsu.edu

Abstract:

In this best practices session, the presenter will describe and discuss three specific
strategies to enhance students’ success in and understanding of elementary statistics, a
required course for almost all majors. The required textbooks for our courses feature My
Math Lab, and our University utilizes the Blackboard academic suite of products for
online access to course information. In addition, the course requirements call for the
TI83, TI83+, or TI84 graphing calculator and most courses are taught in a computer lab
classroom.
Teaching at an HBCU (Historically Black College or University) sometimes emphasizes
the challenges faced by professors at all universities and colleges. In this session, I will
describe strategies we have found successful in motivating student learning, enhancing
the students’ ability to think and work independently, and allowing for ample opportunity
to show progress and increased understanding of the subject matter.

The Elementary Statistics course at my University is a coordinated course; this means that we have a common
syllabus, common midterm and final exams, and periodic meetings of all instructors throughout the semester to see
“where we are” in terms of topic, tests, homework, and other items. Topics for this course include: organizing data,
descriptive measures, simple probability, regression, correlation, normal distributions, sampling distributions,
confidence intervals, and hypothesis testing. It is a 200-level course which means the intended student is first- or
second-semester sophomore. Our University has an open admissions policy which generally results in a larger
number of students who are considered “weak” mathematically. In addition, we often have students who, in their
original plans, never considered college a possibility; therefore, they have not fostered “good student habits”
including the importance of attendance, purchasing the required textbook and graphing calculator for the course,
reading their text before class to prepare, and taking detailed and clear notes on the topics discussed in class. As a
result, I have developed methods of introducing and enforcing those habits, often by using technology.
The appropriate use of technology in teaching is a major focus of the National Council of Teachers of Mathematics
(NCTM) (see Masalski & Elliot 2005 and NCTM 2000). In our course, technology takes three primary forms: webbased platforms like Blackboard and My Math Lab, graphing calculator (in our case, the TI83+), and computer
software like Microsoft Excel and Minitab. I have incorporated appropriate use of these technologies in one of three
areas: interactive, dynamic explorations and group activities, individual practice working exercises, and
informational / tutorial.
One of the web-based platforms used in our course is My Math Lab, provided with the textbook, which allows
teachers to create online assignments and assessments and allows students to practice on their own with the
additional options of watching a problem being worked, viewing a video lecture on a topic, or reading sections of
their textbook online. The other, Blackboard, provided through our University, allows teachers to post
announcements, external links to websites, and documents of all kinds as well as create discussion boards, online
portfolios, and “drop boxes” for students to submit work electronically. In my class, I use My Math Lab (MML)
primarily for homework assignments. Students are given five homework assignments before midterms and five
after, all with specific due dates / times and all of which are graded automatically by MML. Students know that they
may go back and answer any incorrect question again (and again, until they get it correct). This feature, along with
the points assigned to each HW, provides the motivation my students need to spend the necessary time to practice a
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newly learned skill to become proficient. The immediate feedback means that students know, when they complete
each assignment, exactly what their score is (and then must make the decision of whether to retake the assignment or
to “take” the current grade). Blackboard (BB), on the other hand, I use primarily as a communication tool. I post
announcements regarding many things: types of problems missed by the most students from the last HW
assignment (another feature provided by MML, it gives a breakdown by percentage for each problem in the
assignment), issues from the in-class activities that seem common to the whole group, “tips” for upcoming tests, lists
of “names up in lights” (students who earned B or better on major assignments or assessments), and other items that
generally reiterate what I’ve stated in class during lectures, discussions, or activities. I also use BB to give data for
students to have entered into their graphing calculators so as not to use class time in typing lists.
The required graphing calculator for our course is the TI83 / TI83+. Students are required to bring both it and their
textbook to every class. However, as mentioned earlier in the student descriptions, often this requirement is not
actually met by all students until well into the semester (for example, week four). I have found that if, beginning on
the first day of class the calculator is immediately used, students are more likely to meet this requirement quickly.
The debate between calculator use and by-hand calculations is one that still rages in many schools, and my
department is no exception. We have, among the teachers of this coordinated course, those who are pro-calculator
and those who are reluctant recruits. I fall into the former category. As a result, many of the calculations, for
example, standard deviation of a data set of 10 items or more, are done in my classes by calculator first or even by
calculator only. Interestingly, the predicted result given by some of my reluctant colleagues, namely that the
students will never learn the by-hand method, never occurred. Instead, students in my classes, after learning how to
do a skill with the calculator (like standard deviation), actually asked me to show them how to do it by hand. In
other words, the calculator became a motivator: they wanted to know how to do it by hand, and then confirm their
skill by using the calculator method.
Computer software abounds for probability and statistics topics. In my class, we primarily used Microsoft Excel.
Because the graphing calculator allows scatter plots, box plots, bar graphs, and histograms, Microsoft Excel is used
to “fill in the gaps”. Specifically, I use it for creating pie graphs and for “what if” type scenarios to see the effect of
changing one data point on the measures of center and measures of spread. My courses meet two days per week for
one hour twenty minutes each class. As a result, my teaching methodology often takes the form of week-long
activities that begin whole class, then change to small group. One of these activities, “Data, Sweet Data”, focuses
exclusively on using Microsoft Excel. On the first day, students are divided into two “types of people”: Skittles
people and M&Ms people. They are then given the week’s “research questions” involving color distribution of
candy, specifically asking, “What is the color distribution for Original Flavor Skittles and Plain Chocolate M&Ms?”
The students then “gather data” by opening their individual bags of candy, sorting and counting by color, then
entering their data into the class spreadsheet (on the instructor machine and projected for the class to see). I then
give them a skills overview of features they will use in Excel. I post the class Excel file on BB and the students
download their own copy, then “finish” the activity by calculating all the statistics using Excel formulas, by creating
all the graphs, and by formatting their spreadsheets to make them “pretty”. This activity has generated more
excitement and enthusiasm than almost any other in the semester (and not just because they get to eat candy). They
have stated, in the end-of-class survey they complete (also on BB), that the “Candy activity” was their favorite
because they learned so much about graphing and doing statistics with Excel that they did not know previously.
In my classes, student performance, attendance, and general attitude are all improved with appropriate use of
technology. I hope some of these “best practices” will be useful in your classes as well.
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Abstract

This paper will highlight the use of LiveText in teaching Distance Education courses by showing
how faculty and students use templates to create and submit projects for evaluation. A working
model of a course for student teachers will be discussed. Projects in this model include the
following: 1. Getting Started, 2. Internet Safety Hotlist, 3. Copy Right or Copy Wrong - Internet
Newsletter, 4. All About Me, 5. Teacher Utilities, 6. Scavenger Hunt, and a 7. Photo Story
presentation. The various projects created are practical and usable in that the students will be
able to use the material while they are teaching. Direction for one project, “All About Me,” will
be explained in depth. Skills in this project include linking email addresses, websites, and other
contact information for their resumes, inserting pictures, and the fundamentals of publishing
flyers, newsletters, scavenger hunts, lesson plans, rubrics, and working portfolios, all indexed to
National Accreditation and Certification Board (NCATE) standards and The Interstate New
Teacher Assessment and Support Consortium (INTASC) – which also makes LiveText an
“Accreditation Management System.”
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Using LiveText to Teach Distance Education Students
The Information Age has witnessed the increased use of technology in all phases of education
(Moursund, 1990) from classroom to workshop (Friery & Nelson, 2004) to concerns about
gender differences in technological competence (Martin, 1998), and use of technology in
Distance Education (Christensen, Anakwe, & Kessler, 2001). A recent Harris Poll found that of
the 172 million American adults online in the internet, approximately 14 million were over the
age of 65 (Hyman, 2007) Expand this number by including younger students, of all ages, and
you have an immense population of those who use the internet. The Information Age has, indeed,
ushered in a new educational world, and new pedagogical strategies are emerging.
One such pedagogical strategy is LiveText (www.livetext.com), a competitor to Blackboard. A
comparison table, provided by the University of North Carolina at Chapel Hill, can be found at
the following URL address: http://www.unc.edu/livetext/bb_lt_comparison.html . Basically, one
of the major differences is in the administration and maintenance of the two programs. LiveText
is administered and maintained by LiveText and the student or faculty accounts, while
Blackboard is administered and maintained by a university. Also, LiveText is available for the
duration of the student or faculty account, while Blackboard is available for the duration of the
specific course. This latter point gives the student the advantage of progressively building a
“portfolio website” to be used for job searches and teaching.
In addition, LiveText provides faculty and students with a flexible and highly interactive digital
environment for teaching Distance Education courses. It comes with a variety of templates, and
the capability of creating more specific templates. Major template folders include Assessment
(Design Your Own, Standards-Linked Performance rubrics), Courses (Blank Course, Staff
Development Course, Syllabi), Exams, Vita, Lesson Plans (Basic Blank, Design Your Own,
Distance Learning, Engaged Learning, Lesson Design, Problem-Based, Project-Based, Staff
Development Plans), Portfolios (Blank, Working/Growth, etc.), Projects (Design Your Own,
Document Authoring, Generic Project, Teacher’s Quick Web Page, Teacher’s Web Site, Web
Quest, etc.), and Training Templates. Jacksonville State University has designed even more
specific templates related to various departments and indexed to National Accreditation and
Certification Board (NCATE) standards and The Interstate New Teacher Assessment and
Support Consortium (INTASC), which also makes LiveText an “Accreditation Management
System.”
For a faculty member, LiveText is similar to having a personal website to dispense information
and create interactive lessons with links to other websites. This website can be expanded into
several websites to be shared with specific students, classes, or with the general public. The cost
to the professor is absorbed in the adoption of the program for the students, i.e. faculty can make
arrangements with LiveText without university adoption. Faculty can also build websites with a
resume in mind.
See the following examples of three of the authors’ websites:
Dr. Nelson: https://college.livetext.com/doc/736402
Dr. Herring: https://college.livetext.com/doc/736080/3884572/
Dr. Friery:
https://college.livetext.com/doc/736372
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For a student, LiveText is similar to having a website, or several websites, that could also be
shared with the general public, prospective employers, or submitted to professors for evaluation
on assigned projects. Cost for a Standard Student Membership is currently $89 (about the cost of
a text book), and the cost for Discovery Video Streaming is $109. Teacher guides are included
and indexed to national standards. Membership includes the entire time the student is registered
and enrolled in the educational institution, plus an additional year after graduation and the option
for yearly renewal at a nominal cost thereafter.

Three Phases of a LiveText Course
Phase 1: Instructor Preparation
For EIM 300, existing and newly created templates were used to create practical projects for
teachers, e.g. contact information/resumes (with links to email), flyers, newsletters, scavenger
hunts, lesson plans (with links to videos and websites), rubrics, calendar resources, and working
portfolios.
Phase 2: Student Access
Students were given a URL address to access the website with the projects, instructions, and
rubrics. After completing each project, students submitted them to the instructor through
LiveText links to the course.
Phase 3: Instructor Evaluation
Instructors evaluated submitted projects in a LiveText Review section and using the specific
project rubric, submitted their evaluation and remarks to the student. The students then reviewed
the evaluation and resubmitted the work with improvement, if necessary. LiveText provides
flexibility for instructors to interact with students on campus, at home, or even at a conference.
(See Appendix.)
Example: A Working Model of the EIM 300 Course
1. Getting Started Project: Syllabi, Introduction, Rules, Information about Plagiarism,
Email Signature Line, Policies and Procedures, Basic skills on developing a
Document, Page, and Sections (etc.).
2. Internet Safety Hotlist Project: A Page with 2 sections and linked words to
websites.
3. Copy Right or Copy Wrong - Internet Newsletter Project: A Page with 4 sections.
4. All About Me: Portfolio/Personal Website Project (See example below)
5. Teacher Utilities Project: KidBibs (Student Award), FactMonster (Questions),
Puzzlemaker.com (Word Puzzle), Teach-nology.com (Weekly Assignment
Generator)
6. Scavenger Hunt Project: Linked sites for internet searching for answers to
questions.
7. Photo Story Presentation Project: Using the free Microsoft Photo Story slideshow
program in LiveText.
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Example: The “All About Me” Project and Miscellaneous Skills
Directions to the Students: Online courses are great for many students since you can work
anytime, anyplace. However, online classes do not allow students to meet other class
participants and make it impossible for the instructor to have personal contact with all students.
For this project, you will introduce yourself to your professor by completing the “All About Me”
project. The project will include your autobiography, resume, professional development
experiences, professional organizations, community service, teaching philosophy, and
extracurricular activities. Undergraduate students may have limited information for some
sections but should continue to update this document throughout their educational program. You
will also include a picture of yourself. If you have information for this document already in
electronic form, you may copy and paste the information into this document.
Your autobiography document will always be a work in progress. You will continue to update
the sections during your educational career and will need this document for your Internship
Portfolio. It is understood that some of your sections will be skimpy for a while but will grow as
your experiences grow. This is a great place to market yourself, your activities, and your
abilities. Keep it up to date as your accomplishments grow and share it with other professors as
you progress through your educational program.
Documents, Pages, Sections, Text & Graphics
Creating a Blank Document in LiveText
1.
2.
3.
4.
5.
6.

Login to your LiveText account at http://college.livetext.com
Click on the Documents tab
Click the New button.
In the Choose a folder section, select Projects under the LiveText section
In the Choose a template section, select Blank Project
In the Title section, Enter the name of the document including your name
EX: “All About Mildred Johansson”
7. Click the Save as New Document button
Adding Pages to the Document
8. Click the Manage Pages tab
9. Click New
10. Name the Page Contact Information
11. Click OK
12. Repeat steps 2-4 to create the following pages:
13. Autobiography
14. Resume
15. Professional Activities
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16. Teaching Philosophy
17. Click Save & Finish
Adding Sections to the Contact Information Page
Now that you have pages in your document, it is time to add sections to each page. This will
enable you to place information on the page. When you select Create Section, you will get a
drop-down menu that will allow you to select the type of section needed. The type of sections
available in LiveText include: Text & Image, Standards, Resources, Rubric, Form Viewer, and
Questions. For this project, you will create Text and Image sections.
1.
2.
3.
4.

Click on the Contact Information Page under Table of Contents in the right column
Click Manage Sections on right
Click Create Section button
Select Text and Image & Name the section Contacting Your Name (e.g. Contacting Dr.
Herring)
5. Click OK
6. Click Save & Finish
You may add other sections to a page as needed.
Adding Text to Contact Information Section
1. Click on the Contact Information page under Table of Contents in the right column
2. Click edit in the Contacting Your Name section
3. Enter appropriate text in the Edit Section window (Include your name, university name,
department name, major, etc.)
4. Change Font, Font size, Font color, alignment, etc. (LiveText toolbar works similar to
MS Word toolbar)
5. Click Save to save changes and stay in the editor window
6. Click Save & Finish to save and return to the main document
Inserting a Graphic
1. First you must locate the graphic you wish to include and save it on your computer.
JPEG files work best and please DO NOT attempt to insert a Microsoft clip art file.
Microsoft and LiveText do not play well together in this area. A good source of images is
Google … Images (be careful not save a thumbnail – keep clicking until picture is a real
picture, the cursor will be an arrow and not a thumb). These directions also assume that
you have clicked edit on the section where you wish to insert the graphic.
2. Below the editing window you will find an image section. Click Edit in the image
section.
3. Click Upload New Image
4. Click Browse
5. Locate the image you wish to insert and then click Open
6. Click Upload and be sure to wait until you see the message “File Upload Complete”
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7. Select the placement of the image
8. Click Save Changes to return to the editing window.
9. Click Save and Finish to exit from the Section Editor.
Adding a Credits Section
Since you have used graphics from other sources, it is important to create a section to give credit
to the authors.
1. Click the Manage Sections tab
2. Click Create Section
3. Select Text and Image
4. Name the section Credits
5. Click OK
6. Click Save & Finish
7. Click edit in the Graphics section
8. List the website names where the graphics were found
9. Link the website name to its URL (URL’s should not show)
10. Check links to confirm that they work
11. Click Save & Finish
Making a Document Public
You can make your website public so that anyone who has Internet access can view the
document.
1.
2.
3.
4.
5.
6.
7.
8.

Open the Document
Click the Share tab
Click Advanced Sharing Options
Click Advanced Access Options
Click on the radio button beside Public
Click Save & Finish
Click Back to project view
The URL listed in the Address box of your browser is now the web address for your
online newsletter.

Suggestions for Future Use
1. Send the URL home with students so that parents can access the Online Newsletter.
2. Send the URL in an email to parents or others so they can click on the URL and view
your Online Newsletter.
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3. Link the URL to your webpage to provide easy access for visitors to your site.
Adding an Email Link
1.
2.
3.
4.
5.
6.
7.
8.
9.

Click on the Contact Information page
Click edit in the Contacting Your Name section
Highlight your Name
Click on the Insert/Edit Link button (6th from last)
Click on the down-arrow in the link type section
Select E-Mail
Type your complete email address in the first blank (EX: dherring@jsu.edu)
Click OK
Click Save & Finish

Adding a Hyperlink to an External Website
1.
2.
3.
4.
5.
6.

Click on the Contact Information page
Click edit in the Contacting Your Name section
Highlight your university name
Click on the Insert/Edit Link button (6th from last)
The link type defaults to URL which is appropriate for this link
Type in the web address for your university website in the URL blank. Do NOT include
the http://
7. EX: (www.jsu.edu)
8. Click OK
9. Click Save & Finish
Autobiography Page: Adding a Section to the
1.
2.
3.
4.
5.
6.
7.

Click on the Autobiography Page
Click Manage Sections on right
Click Create Section button
Select Text and Image
Name Section Autobiography
Click OK
Click Save & Finish

You may add other sections to a page as needed.
Autobiography Section: Adding Text to the
1. Click on the Autobiography page
2. Click edit in the Autobiography section b
3. Enter your autobiography in the Edit Section window.

2009 HICE Proceedings
Page 2281

Your autobiography should be a fairly comprehensive document focusing on experiences in your
lifetime that have influenced you to seek a career in education. Please remember that this is
your chance to introduce yourself and a one paragraph summary is not sufficient. This
document should be a minimum of a couple of pages in length. Your discussion should also
include other topics such as important events from your childhood, friend, hobbies, special
interests, etc… Here are some other suggested topics
Family
--Do you have family members that have influenced you to become a teacher? If so, describe
them and how they have influenced your decision.
Activities
--Describe any extra-curricular activities, hobbies, sports, etc. and how your involvement in
those activities has strengthened your desire to be a teacher.
--Describe any summer experiences that have had a positive impact on you becoming a teacher
such as camps, camp instructors, summer jobs, etc.
Travel
--What traveling have you done that reinforced your desire to be a teacher and why?
School
--Describe any teachers that have had an impact on your decision to become a teacher.
Historical Events
--What major world events influenced your daily life?
--What newspaper headline can you still see in your mind?
--Who were your heroes?
--How have these events influenced your attitude towards
teaching?
1. Change Font, Font size, Font color, alignment, etc. (LiveText toolbar works similar to
MS Word toolbar)
2. Click Save to save and stay in the Edit Section window
3. Click Save & Finish to save and return to the main document
Autobiography: Adding Your Picture
1. Your picture must be in digital format. You can take your picture with a digital camera
or scan a picture into digital format but please remember that this should be a
professional style photo. A photo similar to one found in a school yearbook is
acceptable. A photo of a group of people on the beach is not acceptable. The picture
should be in .jpg format.
2. Click on the Autobiography page
3. Click edit in the Autobiography section
4. The Image area is at the bottom of the Edit Section window
5. Click edit to the right of the word Image located under the Edit Section window
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6. Click Upload New Image
7. Click Browse
8. Navigate to the location where the graphic is stored
9. (EX: Desktop, Floppy A, flash drive, etc.)
10. Double-click on the name of your graphic file
11. Click Upload
12. Wait for the message stating that the image has been uploaded.
13. A thumb-nail of the graphic will show in the top right of the screen
14. Select the display size of the graphic on the left (300 by 200 is appropriate)
15. Select the placement of the graphic (Preferably “left of text” or “right of text”)
16. Click Save & Finish
Resume Page: Adding a Section
1.
2.
3.
4.
5.
6.
7.

Click on Resume Page
Click Manage Sections on right
Click Create Section button
Select Text and Image
Name Section Resume
Click OK
Click Save & Finish

You may add other sections to a page as needed.
Resume Section: Adding Text
1. Click on the Resume page
2. Click edit in the Resume section
3. Enter your resume in the Edit Section window. If you already have a Resume in
electronic format, you can copy the info and paste into the Edit Section window. Do not
attach a resume here. You must either type the info or copy or paste from another
document
If you need help writing a resume, please Google “Writing a Teaching Resume.” You will find
many great websites that offer suggestions for writing a teaching resume.
1. Change Font, Font size, Font color, alignment, etc. (LiveText toolbar works similar to
MS Word toolbar)
2. Click Save to save and stay in the Edit Section window
3. Click Save & Finish to save and return to the main document
Professional Activities Page: Adding Sections
1. Click on Professional Activities Page
2. Click Manage Sections on right
3. Click Create Section button
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4. Select Text and Image
5. Name section Professional Development
6. Click OK
7. Click Create Section Button
8. Select Text and Image
9. Name section Professional Organizations
10. Click OK
11. Click Create Section button
12. Select Text and Image
13. Name section Community Service
14. Click OK
15. Click Create Section button
16. Select Text and Image
17. Name section Extra Curricular Activities
18. Click OK
19. Click Finish
You may add other sections to a page as needed.
Adding Text to Sections
1.
2.
3.
4.
5.
6.

Click on the Professional Activities page
Click edit in appropriate section
Enter the appropriate information in each section.
Change Font, Font size, Font color, alignment, etc.
Click Save to save and stay in the Edit Section window
Click Finish to save and return to the main document

If you are an undergraduate, you may have limited experiences to add to these sections. That is
OK but do not leave these sections out of your document. Include the sections and include a
notation that you have no entries for this section at this time. You may enter information from
high school if you so desire and you should add to the sections on this page as you participate in
activities throughout your educational program.
Teaching Philosophy Page: Adding a Section
1.
2.
3.
4.
5.
6.
7.

Click on Teaching Philosophy Page
Click Manage Sections on right
Click Create Section button
Select Text and Image
Name Section Philosophy
Click OK
Click Save & Finish

You may add other sections to a page as needed.
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Teaching Philosophy Section: Adding Text
1.
2.
3.
4.

Click on the Teaching Philosophy Page
Click edit in the Philosophy section
Enter your Teaching Philosophy in the Edit Section window.
If you already have a Teaching Philosophy, you can copy the info and paste into the Edit
Section window.
5. Change Font, Font size, Font color, alignment, etc.
6. Click Save to save and stay in the Edit Section window
7. Click Finish to save and return to the main document
If you need help writing your teaching philosophy statement, Google “Writing a Teaching
Philosophy”. You will find many excellent tips from this Google search. You should add to or
revise your teaching philosophy as you continue through your educational program.
Using Graphics
Graphics add interest to sections. You should find appropriate graphics for each section of your
All About Me document. Steps for saving graphics from Google are listed below. Graphics may
be obtained from your favorite source.
Saving a Graphic from Google
1. Go to http://www.google.com
2. Click on Images under the Google logo
3. Enter a key word for your graphic search
4. Click Search Images
5. Click on desired image
6. Click See full-size image link at the top (do NOT use “thumbnails” … only “real”
pictures).
7. Right-click on the image
8. Select Save Picture As…
9. Navigate to Desktop (or floppy, key drive, hard drive, etc.)
10. Re-name the file if so desired
11. Click Save
Adding Graphics to a Section
Each section should have an appropriate graphic. Locate graphics and save to your desktop.
Follow directions below to insert a graphic in each section of your document.
12. Click edit on the desired section bar
13. The Image area is at the bottom of the editor window
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14. Click edit to the right of the word Image under the editor window
15. Click Upload New Image
16. Click Browse in Step 1
17. Navigate to the location where the graphic is stored (Desktop, Floppy A, pen drive, etc.)
18. Double-click on the name of your graphic file
19. Click Upload
20. Wait for the message stating that the file upload is complete
21. Click Finish
22. A thumb-nail of the graphic will show in the top right of the screen
23. Select the display size of the graphic on the left (300 by 200 is appropriate)
24. Select the placement of the graphic (Alternate the placement of graphics so that all
graphics are not in the same area for every section. Some should be on the left of the
section, and others on the right. This adds interest to your project.)
25. Click Save & Finish
26. Repeat to add graphics to all sections of the Online Newsletter
Citing References
The rule of thumb is, “If you don’t write it, cite it.” That includes graphics. I suggest adding a
Credits page or Credits section to any document that you create. The Credits page will provide a
place to cite the text and graphics information used in your document.
Creating the Credits Page
1.
2.
3.
4.
5.
6.

Open the All About Me document
Click the Manage Pages tab at the top
Click the New button
Name the page Credits
Click OK
Click Save & Finish

Adding Sections to the Credits Page
1.
2.
3.
4.
5.
6.
7.

Click on the Credits Page
Click Manage Sections on the right
Click the Create Section button
Select Text and Image
Name the section (EX: Graphics)
Click OK
Click Save & Finish
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Adding Credits for Graphics
1.
2.
3.
4.

Click on the Credits Page
Click edit in the Graphics section
Give the sources of your graphics by listing the websites where you obtained the graphics
Link the websites to their URL’s using the steps provided under Adding a Hyperlink to
an
5. External Website above

Submitting Your Assignment
You must Submit your document so that your instructor can view and comment on your
work.
12. Click on the Courses tab on your Dashboard
13. Click on the appropriate course
14. Click on the Assignments tab
15. Click on the appropriate assignment
16. Click on the Submissions tab
17. Click on the Choose button under the LiveText documents tab (A list of your LiveText
documents will appear)
18. Place a check in the box beside the document you wish to submit
19. Click Insert at the top
20. Click the green Submit Assignment button
The Scoring Rubric
A rubric is a scoring guide that is used to evaluate a student's performance based on criteria. The
criteria specifically states what is expected for a student to achieve at a defined level. The
performance level of a novice is expected be lower than that of an expert and would be reflected
in the rubric. It should be available to students prior to an assignment so that students will be
aware of how their work will be judged and can self-assess prior to teacher assessment. In this
project, you will use LiveText to create a scoring rubric to be used to score your student’s
scavenger hunt. You will add a Rubric section to your scavenger and create your rubric.
The scoring rubric may be an artifact for the following Learning Outcomes/INTASC Standards.
Adding a Rubric Section to the Lesson Plan
1.
2.
3.
4.
5.

Open your Scavenger Hunt document
Click Manage Sections on the top right
Click Create Section
Select Rubric for type of section
Name the section Scoring Rubric
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6. Click OK
7. Click Finish
Submitting the Document for Review
You must Submit your document for review so that your instructor can view and comment
on your work.
1.
2.
3.
4.
5.
6.
7.

Login to your LiveText Account or click on the Dashboard tab
Click on the EIM 300 Course
Click the Assignment Tab
Select the Scavenger Hunt Assignment
Click the Submissions Tab
Locate your Hunt Document
Click Submit Assignment

Creating a Section
1.
2.
3.
4.
5.
6.
7.

Click on the EIM 300 page to open
Click the Manage Sections tab
Click Create Section
Select Text and Image from the menu
Name the section Artifacts
Click OK
Click Finish

Inserting EIM 300 Artifacts
You are ready to insert your EIM 300 Artifacts into your working portfolio. Some programs
may only ask for one and some may ask for several. Follow the steps below to add the necessary
artifacts.
Inserting an Artifact
1. Click edit on the right of the Artifacts (or appropriate section if name differently) title bar
2. Click on the tool that is fourth from the last called...insert a link to another LiveText
document A list of your LiveText documents will appear in the Link Chooser window.
3. Click to check the appropriate artifacts
4. Click the Insert button at the top
5. Click Finish
You have now inserted a link to your EIM 300 artifacts. You may repeat the directions to add
additional links.
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1. Title of the submission: Gender Across Cultures
2. Name of the author: Shou-Chi Huang
3. Affiliation of the author: Department of Curriculum and Instruction
The Pennsylvania State University at University Park
4. Addresses of the author: 265 Blue Course Dr., Apt. # 3C, State College, PA 16803
5. E-mail address of the author: sxh359@psu.edu
6. Abstract and/or full paper:
Examining a cross-cultural perspective on gender allows an individual to
recognize the differing viewpoints various countries may adopt regarding roles for
males and females. This construct of gender diversity is often conceptualized in a
masculine or feminine manner. While a particular country may have specific beliefs
about gender, individuals may also personally hold beliefs about how men and
women should interact with society and with one another. As a result, cultures and
countries often associate certain behaviors with males and other actions with females.
The purpose is to inform education personnel that cultures may view the roles males
and females should perform in a different manner. It is essential that educators
recognize this when interacting within the context of a multicultural classroom. There
are two suggestions from this study. One, education professionals need to keep gender
in mind as yet another construct of importance when working with culturally diverse
students. The other, educators should strive to keep an open mind with regard to their
students, as the gender roles believed to be in place in another culture may directly
conflict with thoughts about what is acceptable here in the USA.
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Workshop Title:

Building Circular Constructs: An Annishinaabe Approach to
Educational Metamorphosis

Workshop Presenters:

Deborah L. Dillon
4042 S. 57th Street
Milwaukee, WI 53220
(414) 545-0992
Email: dglimme@yahoo.com
Affiliation: Milwaukee Public Schools, Milwaukee, WI

Russell C. Reuter
1525 Eastman Ave.
Green Bay, WI 54302
(920) 371-2022
Email: rreuter1@new.rr.com
Affiliation: University of Wisconsin Green Bay, Green Bay, WI

Workshop Abstract:

Memory Circle and Circle of Learning are based in Annishinaabe (Ojibwe) oral traditions
and draw upon elder epistemology, moving students from a linear thought process to a
more circular way of thinking (i.e., decolonizing the mind). At the same time,
incorporating traditional tribal values as the cornerstones of the process. While in their
early stages of implementation, these techniques have allowed the achievement gap to
seemingly disappear, thereby giving students of every cognitive level the tools to achieve,
regardless of academic placement or academic development. Interwoven into this

2009 HICE Proceedings
Page 2294

process are the four core values of the Annishinaabe world, those being: Respect,
Relationship, Reciprocity and Responsibility. The Seven Sacred Laws are also
introduced and applied in the classroom setting. Student autonomy and personal
sovereignty allow for individual choice and ownership in this system.

Memory Circle: Memory Circle is the foundation to this non-linear process. In its most
fundamental form, it gives students socioeconomic, racial and academic equality; while
at the same time, giving students a level playing field to participate as individuals or as
members of a group. Day-to-day repetition of concepts taught, articulated by the
students, is one of the key factors that form the building blocks for long-term memory
storage and retrieval in the brain.

Circle of Learning: Circle of Learning can occur at any time, but is not necessarily used
on a daily basis. It incorporates the four core values of the Annishinaabe world to build a
classroom community among all members. Social issues such as bullying, violence
prevention and other issues pertinent to the student’s development are explored in a nonthreatening way.

Presenters will discuss their adaptations of this process and its implementation in the K-8
classroom setting.

Primary Audience:

This presentation will target educators across the curriculum in grades K through 12.

Presenter Biographies:

Deborah Dillon has been a professional educator in the Milwaukee Public School System
for the past twenty-two years. She has worked in both the elementary and middle school
settings and currently teaches second grade. Ms. Dillon has a bachelor’s degree in
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elementary education from the University of Wisconsin-Whitewater and a master’s
degree in Educational Leadership from Marian College.

Russell Reuter is a graduate student at the University of Wisconsin-Green Bay. His
graduate work is in Educational Leadership with an emphasis in First Nations Studies
Education Models. Mr. Reuter has a bachelor’s degree in First Nations Studies from the
University of Wisconsin-Green Bay with an emphasis in elder knowledge and
epistemology. He also teaches at West DePere High School in Wisconsin.
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THE MOTOR COMPETENCE TEST AND INTERVENTION PROGRAMMES
FOR 6-YEAR OLD GERMAN PRIMARY SCHOOL CHILDREN
Holzweg M 1
1

Institute of Sport Science, Humboldt University of Berlin, Germany

Introduction
Since many years there is a discussion in Germany concerning the declining level of motor competence of
children caused by the influence of television and new media consumption. The Motor Competence Test
(MCT) is based on the model of motor competence (Haag & Haag, 2000) and was developed to test
perception as well as conditional and coordinative abilities of Primary School children.

Sample
Study1 consisted of a sample of 600 6-year old Primary School children in Schleswig-Holstein (a northern
state of Germany with 15 regions). In study2 two samples (intervention group and control group) of 30
children of two Primary Schools in the capital of Schleswig-Holstein Kiel) were drawn.

Methods
In study1 the motor competence of 600 Primary School children was tested with the MCT and a
representative norm for Schleswig-Holstein was developed. The intervention of study2 to improve the motor
competence of the children was tested with a classic pre-post-design (IG vs. CG). Additionally a retention
test three month after the intervention was arranged.

Results
The intervention of study2 lead to significant differences concerning motor competence between IG and CG
(e.g. endurance F(4,0)=10.82; p<.05; η2=.19), coordination F(4,0)=7.59; p<.05; η2=.11)). Even three month
after the intervention significant differences (F(4,0)=5.66; p<.05; η2=.09) were identifiable.

Conclusion
Even relatively short intervention programmes have sustainable effects on the motor competence of young
Primary School children. This insight should be taken into account for PE and full-day care concepts for
young Primary school children.

References
Holzweg, M. (2006). A Comparison between Motor Competence of German and South African (Pre) Primary
School Children. The Bulletin of Sport and Culture, 28 (3), 26-27.
Woll, A. (2007). Wie körperlich-sportlich aktiv, motorisch leistungsfähig und gesund sind Kinder in der
Grundschule? In S. Schröder & M. Holzweg. Die Vielfalt der Sportwissenschaft (157-186).
Schorndorf: Hofmann.
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Evaluating the Use of Social Bookmarking to Locate Quality Web-Based Resources in
Health Education
Leanna Archambault
Arizona State University
leanna.archambault@asu.edu
Conrad Oh Young
University of Nevada Las Vegas
ohyoung@unlv.nevada.edu
Charles Regin
University of Nevada Las Vegas
charles.regin@unlv.edu

Abstract:
While the Internet provides access to a vast amount of information, one of the difficult aspects of
using it is finding reputable, quality materials. This paper explores the use of a popular social
networking tool, Del.icio.us, to locate useful resources on the Internet related to health education.
By evaluating the resources that are heavily bookmarked in this area, our goal is to evaluate the
extent to which social bookmarking is a beneficial method of finding information on the Web.
I. Introduction
Bookmarking of web resources is nothing new to internet users. The ability for users to
bookmark websites has been around since the development of the Mosaic web browser in 1993
(“Internet BookMark”, 2008). With the advent of the Web 2.0 revolution, the face of
bookmarking has been reinvented and expanded to include "social bookmarking". Social
bookmarking is the term that describes users storing web addresses of web resources in an online
database system (“About Del.icio.us”, 2008, Bull, 2005, Corbyn, 2008, Rethlefsen, 2007, “Social
Bookmarking”, 2008). Examples of the more popular social bookmarking sites include
Del.icio.us, Digg, Furl, and Diigo. Whereas previously users would store bookmarks offline in
their local computer terminals, social bookmarking allows users to not only store bookmarks
online, but to access said bookmarks from any computer that has access to the internet, and to
also share their bookmarks with other users interested searching for resources (“About
Del.icio.us”, 2008, Bull, 2005, Corbyn, 2008, Hargadon, 2007A, Rethlefsen, 2007, “Social
Bookmarking”, 2008).

II. Del.icio.us
One of the more well-known social bookmarking sites is Del.icio.us, which was created in 2003
(Corbyn, 2008, “Del.icio.us”, 2008, Hargadon, 2007A). Since 2003, Del.icio.us has risen to be
one of the more popular social bookmarking websites on the internet today (Corbyn, 2008,
Hargadon, 2007B). Currently, it is estimated that Del.icio.us has over five million unique users
that have contributed over 150 million bookmarked website resources (“Del.icio.us”, 2008). In
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addition to being one of the more popular social bookmarking websites, bookmarks on
Del.icio.us tend to focus on resources and articles as opposed to another popular bookmarking
site Digg, which contains a higher volume of news articles and could thus be considered a
“social news” site (Richardson & Mancabelli, 2007). Del.icio.us allows users to host bookmarks
on its site with the hope that the ability to bookmark and share online resources will make it
easier for everyone to find information on the Internet (“About Del.icio.us”, 2008, Bull, 2005).
Now home to over XXXXXXXX bookmarks, it could be argued that Del.icio.us could be a more
useful collection of resources than those found in a local public library (Bull, 2005, Rethlefsen,
2007). According to Rethlefsen (2007), “Since presumably people bookmark sites they find
important, heavily bookmarked resources are usually the cream of the web”).
With the sheer amount of online resources that Del.icio.us provides, health educators, and other
educators in general, should be aware of this social bookmarking tool that could server to
increase their productivity as they search for valuable content on the Internet (Rethlefsen, 2007).

III. Social Bookmarking With Validation
As keyword searches on Google and Yahoo have shown, not all search results yield useful
resources or contain factual information (Bull, 2005). In contrast to search engines that employ
programmed web crawlers to catalog information, social bookmarking websites give computer
users the power to determine if a particular website is a useful resource. But what type of role
does the human factor play in identifying if a website is a quality resource? How can we be sure
that an anonymous computer user in Columbus, Ohio has the credential to bookmark a particular
website as being a useful “health education” resource as oppose to another anonymous user in
Tempe, Arizona (Richardson & Mancabelli, 2007)? The purpose of this study is to determine to
what extent the use of social bookmarking has the ability to locate quality, reliable resources
related to the field of health education.
Our method of evaluation involves using the Health-Related WWW Site Evaluation Tool created
by Kotecki and Chamness (1999) to evaluate the top fifteen most frequently social bookmarked
"health education" websites on Del.icio.us. The fifteen most frequently bookmarked websites
will be evaluated by seven health educators. Each health educator will have the responsibility to
evaluate all fifteen websites. Using the validated tool, each website will be rated along the
following criteria: scope, accuracy, authority, currency, and purpose to determine the
comprehensive nature of the site. Next, the site will be evaluated according to its organization,
structure, and design. Each of the criteria are made up of several factors. The site is given a point
if it is found to have that particular characteristic. A site will be deemed to be “credible” if it
earns between 13 and 16 points, with 16 being the highest possible score. A website will be
considered well-designed and “accommodating” if it earns at least six out of a possible 11 points.
Scores from each of the criteria will be averaged and reported, noting which sites scored highest
and lowest overall, as well as along each of the specific criteria.
In addition to the quantitative ratings, participants will also respond to the following open-ended
questions:
• Of the websites you reviewed, which one do you think was the most useful? Why? What
did you like the most about it?
• Which website was the least helpful? Describe the negative features.
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Responses to these questions will be coded using a content analysis strategy to discover patterns
among the data as they emerge. These patterns will then be coded into manageable categories
using an interactive coding method whereby new codes will be added as necessary throughout
the examination of the narrative. By reducing the responses to categories consisting of a word,
set of words, or phrases, specific themes will become evident. Using this qualitative approach,
we will be able to see if health educators’ overall impressions of the resources they evaluate
match their rankings on the Health-Related WWW Site Evaluation Tool.
Through this evaluation process, it will be easier to determine if social bookmarking websites
will be able to provide effective resources for health educators.

IV. Bookmarked Results
A casual search on the Del.icio.us website for bookmarks using the keywords "health education"
elicited 17,196 unique results. Out of the 17,196 bookmarked results returned the top fifteen
most bookmarked websites were identified. Those websites are as follows in Table 1 from most
bookmarked to least bookmarked:
Table 1
Most Popular Health Education Websites According to Del.icio.us
Title
BrainPOP - Animated
Educational Site for
Kids - Science, Social
Studies, English,
Math, Arts & Music,
Health, and
Technology
KidsHealth - the
Web's most visited
site about children's
health
PE Central: The Web
Site for Health and
Physical Education
Teachers
Thousands of free
online articles on
everything
Show Us a Better
Way
Teens Homepage
The Henry J. Kaiser

URL
http://www.brainpop.com/

Number of
Bookmarks
4303

http://www.kidshealth.org/

1085

http://www.pecentral.org/

516

http://www.essortment.com/

314

http://www.showusabetterway.com/

250

http://kidshealth.org/teen/

219

http://www.kff.org/

209

2009 HICE Proceedings
Page 2300

Family Foundation Health Policy, Media
Resources, Public
Health Education &
South Africa - Kaiser
Family Foundation

Dunwoodie
Architecture &
Design | Newcastle
upon Tyne | Leading
North East Architects
in Health Care,
Commercial, Retail,
Education and
Residential Design
PE Central: The Web
Site for Health and
Physical Education
Teachers
Health Education
Assets Library Home
Think MTV |
Activism,
Community, Politics,
Education, Sexual
Health and Other
Issues
Partners In Health
(PIH), Health Care
for the Poor
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V. Health Educator Ratings
The social bookmarking website evaluations will be preformed during November and December,
2008. The gathered data will then be analyzed and presented at the Hawaii International
Conference on Education.

VI. Conclusion
Based on preliminary data gathered, majority of the most frequently bookmarked website
resources on Del.icio.us using the keywords “health education” seem to be effective health
education resources, although a handful of them do not appear to be research driven. Through
this study, the use of social bookmarking sites such as Del.icio.us to find effective resources will
be explored. In doing so, our goal is to begin to evaluate the extent to which social bookmarking
is a beneficial method of locating information on the Web.
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Abstract:
Technology impacts all aspects of everyday life in this modern time. We see increased
number of children using computers to browse the Internet and play video games on daily
basis. Republic of Macedonia is no different. Prensky (2001) describes this change of our future
students by naming them “digital natives”. These students are comfortable using technology
and the Internet and learn while browsing variety of information on the World Wide Web.
Prensky continues talking about a whole different thought process that is entailed in the way
these future students are raised. They change their learning skills, get used to a different
information display, and search the information on‐line rather than in a book. This situation is
becoming pervasive throughout the world.
Considering the fact that most of the softwares are in English, children of various ages
in Macedonia are exposed to the English language and acquire substantial vocabulary by
playing video games or watching cartoons on line and on TV. How aware and how prepared are
our English teachers to incorporate these changes as part of their teaching?
In this study I present the findings from the interviews with four instructors teaching
English Language Teaching Methodology at the Teacher Training departments in three
universities in Macedonia. I describe the level of awareness and the level of concern that these
teachers have in terms of using technology as part of their teaching to prepare pre‐service
teachers of English as a foreign language. Finally, I discuss the findings related to their
understanding of using technology in teaching and their approach to preparing the future
English instructors who will teach English to the “digital natives” upon their graduation.
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A Case Study of University Presidents’ Perceptions of Faculty
Participation in Decision-Making Process
Shih-Ching Tsai

Introduction
The purpose of this study is to investigate university presidents’ perceptions of
faculty participation in decision-making process. In order to obtain a detailed
understanding of their views of faculty involvement in the decision-making process,
funnel-sequenced interviews with the presidents of four universities in Taiwan were
conducted.

Interview Results
Each participant interviewed was asked two open-ended questions. The first
question asked how the presidents perceived faculty participation. The presidents
were prompted to discuss the reasons they may or may not support faculty
participation in decision-making. The second question was designed to explore the
presidents’ conception of faculty’s own preferences. The presidents were asked to
give their opinions on faculty’s attitude toward participate in decision-making process.
A constant-comparative technique was used for content analysis of transcribed
narrative. The goal of the analysis was to identify possible themes in the presidents’
statements. The results of content analysis are presented below:
The Presidents’ Perceptions of Faculty Participation
The fist interview asked how the presidents perceived faculty participation.
Themes that emerged from content analysis are : (a) faculty should participate in
decision-making, (b) faculty should focus on teaching and research, and (c) sharing
the blame for bad decisions. Each theme is discussed below:
Faculty should participate in Decision-Making
The presidents expressed positive feelings toward faculty participation. One of
the presidents said that “Faculty should participate in decision-making. They are
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important to the university. Faculty have knowledge, and we should consider their
opinions when making decisions.” Another president agreed faculty should participate
in decision-making process, “The university could benefit from faculty’s expertise.”
He also argued that “decision cannot be made by only a few people, so the
decision-making process should be open to the faculty. Besides, many decisions are
concerned with faculty’s rights; they should be able to participate.” Similarly, the third
interviewee supported faculty participation, “Faculty provide valuable inputs, and the
quality of the decisions would be better with faculty participation.” The last
interviewee believed that the decision-making process should involve faculty
members because they are experts. He also argued that “Faculty are more likely to
question the decisions if they did not participate. They always think the decisions are
not good enough when they did not participate.” Based on the presidents’ responses,
the major reasons supporting faculty participation were that the faculty have the right
to participate, the decision s were more justified, and the quality of the decisions
would be better when faculty participate.
Faculty Should Focus on Teaching and Research
The presidents also expressed some negative feelings regarding faculty members
who showed great enthusiasm for participating in decision-making. Three of the four
presidents argued that the main tasks for faculty were teaching and research, and the
presidents believed that faculty should spend most of their time and effort on teaching
and research. Participating in decision-making could influence their performance in
research and teaching. Quoting the interviewee:
The main task for faculty is research. The pressure of doing research is very high
at our university. Some faculty members do not spend enough time in research.
They are interested in participating in decision-making because they can gain the
power, but they do not do too well in their research.
Another interviewee also addressed the idea that faculty should focus on
teaching and research:
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The purposes of the university are teaching and research. I think faculty should
spend most of their time and efforts in teaching and research. They should not
spend too much time in participating decision-making. This could influence their
performances in research and teaching.
The third interviewee explained that his attitude toward faculty participation
would depend on the issues. Faculty should participate in academic decisions because
they are experts in this field, and they should also participate in personnel decisions
because this concerns their rights. His attitude toward faculty participation was related
to how the he defined the role of faculty:
My attitude toward faculty participation would depend on the issues. Faculty
should be involved in the academic decision. Faculty should make decisions on
curriculum, textbooks, and so on. They are professionals. I wouldn’t know what
courses engineering students should take. I would encourage faculty to
participate in these issues. I also think faculty should participate in personnel
decisions. Personnel decisions are usually about faculty’s rights, and these
decisions should not be made by on person. This wouldn’t be fair. However, I
would not encourage faculty to participate in financial decisions. At our
university, we have a clear procedure of how we make these decisions, and I
don’t think faculty would be interested in these issues.
Sharing the Blame for Bad Decisions
On of the four interviewees reported that sometimes the reason for a president to
include faculty in decision-making is that he or she does not want to be held
accountable for the decision. This means that deans, chairpersons, or even presidents
do not want to take the responsibility for the decision, so they want more people to
participate in making the decision. If the decision turned out to be a bad decision, they
would not be the only ones to blame. The president said, “Sometimes a president
wants to include faculty in decision-making because he does not want to be a bad guy
to make decisions to fire somebody or something like this.” This president provided a
different point of view of faculty participation.
The President’s Perceptions of Faculty’s Own Preferences
The second question asked the presidents to give their opinions on how the
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faculty members at their universities feel about participating in the decision-making
process. Themes emerged from content analysis are: (a) in general, faculty did not
show much interest in participating in decision-making, and (b) faculty are interested
in academic decisions and the decisions concerning their own interests. Eaach theme
is discussed below:
Faculty Generally Did Not Show Much Interest in Participating in Decision-Making
All the interviewees concluded that faculty in general did not show much interest
in participating in decision-making. They explained this lack of interest was because
faculty believed their job is teaching and research, and faculty do not have enough
time to participate in decision-making. One of the interviewees said, “Faculty have
the pressure to do research. Their reputation is based on how well they do in their
research. Most faculty members are busy doing their research instead of spending
time participating in decision-making.” Other interviewees also agreed that faculty are
not interested and do not have enough time to participate in decision-making. Another
interviewee added that most faculty members are not aggressively looking for the
chance to participate in decision-making, but they are not reluctant to participate if
they are given the chance. He said, “I don’t think faculty members are interested in
participating in decision-making. Faculty are too busy in teaching and doing research,
they do not have enough time for participating. But if they were selected as committee
members, they would participate in the decision-making.” The third interview pointed
out, “Faculty are not enthusiastic about participating in decision-making. They are
busy teaching and doing research. Faculty would participate in decision-making if
they were selected as committee members, otherwise, they do not show much
interest.” The last interviewee also stated that faculty believed teaching and doing
research are more important, “Faculty’s main tasks are teaching and research. They
are judged by their performances in teaching and research.” Based on their responses,
the presidents believed that faculty did not aggressively look for opportunities to
participate in the decision-making.
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Faculty are Interested in Academic Decisions and the decisions Concerning Their
Interests
Three of the four interviewees pointed out that faculty’s feelings and their
behavior are different depending on the issues. Faculty are concerned about academic
issues such as curriculum. They want to participate in academic decisions and they
feel they are the ones who should make these decisions. In addition, two of the
interviewees indicated that although faculty are not very interested in participating in
decision-making, they would be very interested in participating in the decisions that
concern their own interests.
One of the interviewees said, “Faculty are interested in participating in academic
issues. They think they should have the power to decide curriculum, textbooks, and so
on. Faculty are also very interested in the personnel decisions, because these decisions
often concerned faculty’s rights.” Another interviewee shared a similar point of view:
Faculty are interested in participating in the decisions that concern their own
interests. For example, most faculty members are highly interested in how we
assign the personal office. Everyone wants his or her own personal office.
Although this is not the most important decision in our university, this decision
gets the most attention.
Again, another interviewee said, “Faculty think they should make academic decisions.
In our university, these decisions are also mostly made by the faculty.”
Except for these two situations, the presidents perceived that faculty do not have
much interest in participating in decision-making. The presidents believed that faculty
think their main tasks are teaching and doing research. From the presidents’
perceptions, faculty are interested in participating in academic decisions because this
is their profession. In the previous question, the presidents also agreed that academic
decisions should be made by faculty for the same reason. The presidents feel that
faculty are also interested in participating in decisions that concern their own
interests.
The presidents’ perceptions of how faculty feel about participating in
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decision-making are very similar to how faculty define their roles. From their
responses, it seemed to be under their impression that the faculty think their job is
teaching and doing research, and due to pressures of teaching and doing research, they
did not show too much interest in participating in decision-making.

Conclusion
The interviews revealed that the presidents had mixed feelings about faculty
participation. They believed that faculty should participate in decision-making, but
they showed negative feelings for faculty members who were enthusiastic about
participating. The presidents showed their support of faculty participation in academic
decisions, but not in other decisions. Moreover, the interviews also showed that the
presidents assumed faculty had the same feelings on this issue as they did. For
example, the presidents said that faculty are interested in participating in academic
decisions, but not interested in other issues. The interviews revealed that the
presidents’ feelings about faculty participation are rooted in how the presidents define
the role of faculty, and that role is defined in terms of teaching and research. The
presidents’ statements clearly reflected such traditional faculty role.
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In his Lexicon of Neologisms, Mikhail Epstein ponders whether the traditional
notion of "text" is left intact in the digital era, or whether it is converted "into fluid,
dynamic, nomadic text-like formations, textoids, that wander from site to site and are
modified by users" (Epstein, n.d., ¶ 6). As an example, he cites Wikipedia, a collection of
articles under constant revision, none of which will attain stability in the traditional sense
of the publishing industry. As humanities and literacy scholars have remarked through
the last 20 years, digital textuality prompts us to reexamine notions such as
1. the discrete text (the bounded book);
2. the linear text (the print text that’s ordered in a particular fashion, but,
significantly, not necessarily read in a particular order);
3. the homogenous text (text comprised primarily of alphanumeric characters rather
than text comprised of characters, image, animation, sound, and so on).
This reexamination of textuality has been accompanied by renewed interest in book
culture in the humanities (e.g., Johns, 1998; Nunberg, 1996), and renewed exploration of
the nature of literacy in the social sciences (e.g., New London Group, 1996; Cope &
Kalantzis, 2000). There has also been much hype about how digital textuality will modify
literary education (e.g., Landow, 1997), and about how social software is changing the
parameters around the construction and dissemination of knowledge, motivating a shift
from taxonomies to folksonomies of knowing (Lankshear and Knobel, 2006). A question
that remains largely undiscussed in literacy and literary education circles, however, is in
what ways is digital media changing the parameters of literature itself?
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It is arguable that some of the most innovative text experiments online—ones that
truly push the boundaries of established conventions of writing, and that work to explore
the particular affordances of digital media—have occurred in creative contexts where the
literary and design communities converge with a view to generating alternate, innovative,
multimedia forms. One such form is electronic literature, which is defined by the
Electronic Literature Organization as a class of “works with important literary aspects
that take advantage of the capabilities and contexts provided by the stand-alone or
networked computer” (ELO, 2006, n.p.). E-literature includes genres such as hypertext
fiction, reactive poetry, blog novels, Flash fiction and poetry, generative art, installation,
code poetry, and so on. 1 In this paper, I want to extend work I’ve done in the past with
readers and writers of first-generation e-literature (primarily text-based forms, such as
hypertext fiction) to consider the features of more multimedia forms and the value of
these innovative texts for critical literary education.

A brief history of e-literature
E-literature is shifting significantly from its genesis in the late 1980’s and early
1990’s. Older forms, such as hypertext fiction (e.g., Joyce, 1987; Jackson, 1995), are
largely text intensive, and are said to derive from text-based adventure games (Bolter,
2001). These works consist primarily of nodes of text (or lexia) connected by links, often
in multiple ways requiring readers to choose their own paths through the network. They
are most noted for challenging the traditional Aristotelian plot line, inviting readers to
examine their assumptions about the necessity of determinacy and closure in fiction (cf

1

For examples see The Electronic Literature Collection, Volume One (Hayles, Montfort, Rettberg &
Strickland, 2006).

2009 HICE Proceedings
Page 2314

Dobson, 2002). Hayles (2007) notes that, “the hypertext link is considered the
distinguishing feature” of these earlier works, for it is the link that enables both the
fragmentation of the text and the possibility of a new form of reader engagement. She
suggests that Shelley Jackson’s Patchwork Girl, published in 1995, is the culminating
piece of first-generation or “classical” e-literature, and that these early works have been
superseded in the last ten years by forms of e-literature that make “fuller use of the multimodal capabilities of the Web” and de-emphasize the link by employing a “wide variety
of navigation schemes and interface metaphors” (Hayles, 2007, n.p.). A look through eliterature publishing venues such as Dreaming Methods, Born Magazine, Poems That Go,
and the Electronic Literature Collection, Volume I, reveals that digital literary art is
becoming increasingly media intensive, to the point that it has been described as a
marriage of “literary arts and interactive media” (Born Magazine, 2007). Along these
lines, Born Magazine’s motto is “art and literature, together.”

A look at two examples of Flash poetry
Often presented through Flash, second-generation e-literature employs animated
image and text accompanied by sound in an effort to produce visually dynamic pieces. I
will provide two examples, both Flash poetry, to give a sense of the genre. Ankerson and
Sapnar's Cruising (Ankerson and Sapnar, 2001), published by Poems that Go, and
republished in 2006 in the Electronic Literature Collection, Volume I, is a compelling
poem about teenage car cruising in small-town Wisconsin, wherein the text of the poem
is imposed on a series of black and white picture frames—street scenes linked together in
filmstrip fashion. This strip scrolls horizontally over the still image of a teenager applying
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lipstick. Mousing over the strip enables readers to control its speed, size and direction
(left or right) as they listen to the poem narrated to up-tempo folk guitar. It is possible to
“catch up” with the narration and read along with the narrator; it is also possible simply
to “drive” the poem while listening to the narration—one hand on the wheel (mouse),
watching the night roll by like movie credits, sniffing the street for love and hoping it
might drive past in a pickup truck. The poem, being multilayered (text, narration, image,
music, and so on), begs multiple readings as reader-viewers explore the various modes of
engagement. The poem may be viewed online at Poems That Go or the Electronic
Literature Collection, Volume One.
Girl’s Day Out (Lawrynovicz, 2006), which is also published online in the
Electronic Literature Collection, Volume One, combines creative non-fiction and poetry.
It is a more text intensive example than Cruising, but no less innovative. A short prose
passage tells of two sisters who on their vacations in Texas hire riding horses at Star Dust
Stables, a scrub-grass operation that allows competent riders to ride unsupervised across
miles of desert-like terrain. The girls’ favorite mounts are reliable, surefooted, and
generally unflappable, but on occasion, inexplicably, they refuse to pass across certain
areas of the pasture, shying violently, rearing, and spinning in fear at something the girls
themselves cannot discern:
A spurt of gallop across the plateau, and then me over my horse's shoulder, the mud
like a fist against my back. My sister still in the saddle, but her horse crouched back
on his hocks, eyes rolling white. I catch my gelding, nearly going down beneath his
hooves on the slick grass. He lunges left, right, nostrils flared so wide I can see the
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red deep inside them. My sister is standing in her stirrups, her horse rounded,
shifting, snorting beneath her. But there is nothing to see. Only windtorn field.
Clicking on the prose passage reveals a disturbing found poem, which emerges slowly, in
four parts, and insinuates that several bodies lie beneath the soil. Star Dust Stables, the
author writes in a note, which was in fact her preferred place for riding during her family
summer vacations, was shut down when murder victims, all woman, were found buried in
one of the pastures. Lawrynovicz’s childhood vacation riding terrain became known
locally as the “killing fields.” An accompanying piece, Shards, consists of a series of
found poems generated from fragmentary phrases excerpted from dozens of newspaper
articles. Clicking on the successive poems sends the letters tumbling, whirling through
the air like a dust devil in the Texan scrub grass, fragments of phrases in a media storm.

Layering and embodied metaphor in e-literature
In a feature commonly observed of digital media, both pieces are “composited.”
Compositing is a process first defined in the context of film that involves combining a
number of separate elements to create an apparent whole (Manovich, 2001). To take this
notion further, in this instance the poems might be construed as appropriations or mashups, in that they pull together a range of media in a form of bricolage, and some of this
media clearly wasn’t generated by the authors (for example, the fragments of text in the
“Shards” section of Girls’ Day Out are mined from newspaper articles). If the content of
successful social networking spaces such as YouTube is any indication, sampling in this
regard marks a significant trend in contemporary visual and literary art, as well as
contemporary music. Critical engagement of such art requires a willingness to interrogate
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understandings of authorship or the creative process (which entails re-presenting
fragments of other artifacts as much as generating original material), as well as awareness
of the various rhetorical modes central to the artform: for example, juxtaposition is a
dominant rhetorical mode in e-literature (and mashups more generally), whereby the
significance of one element is intensified by its positioning alongside another.
In these pieces, the composited media fragments are layered: in the case of
Cruising, the rolling film strip/text string is layered over a stationary image, and readers
decide its prominence in the frame (whether it fades into the background or whether it
dominates); further, the strip itself is comprised of text layered over still images strung
together. Girls’ Day Out, in a poignant marriage of form and content, gives the
impression that the poem lies beneath the surface of the prose text, waiting to be
excavated, like the ill-fated women of which it tells.
The artistry of these pieces in this regard brings to mind Hayles’s discussion of
how interactive fiction, another second-generation e-literature form, can work. IF refers
to the sort of text in which the interactor (Montfort, 2003) controls a player-character and
issues directives to which the program responds. Hayles observes that solving many “IF
puzzles requires the user to make a leap of inference from one device to another that
resembles it in function; for example, if a door and box are properly linked, opening the
box also opens the door, which otherwise will not yield.” Such moves, she continues,
“resemble the operation of literary metaphor, although here the commonality is routed
not through verbal comparison of two objects but rather functional similarities combined
with the player character's actions — a kind of embodied metaphor.”
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In the case of Cruising, as intimated earlier, controlling the strip is a sort of
embodied metaphor, in that it is akin to driving the car, speeding down main listening to
music and conversation at one moment, paying only minimal attention to the particularity
of what’s blasting past, then slowing up to peer more closely at the street scenes.
Something similar is true of Girl’s Day Out: a reader’s action of clicking on the prose
text to reveal the poetic subtext constitutes a form of embodied metaphor whereby he or
she becomes complicit in unearthing the horror below the surface. And when that horror
is revealed once, a process is set in motion: the reader watches, perhaps casually at first,
but in increasing dismay as meaning emerges, slowly, slowly, in four segments—the
number of victims found in a particular pasture after the location of one prompted a
thorough search of the area. And notably in this case the timing is essential to the
experience of the metaphor: readers can’t ingest the text quickly as they might in another
medium; instead they come to awareness gradually, as though brushing the earth from an
unidentified object.
What is achieved in these texts in the way of embodied metaphor would be
difficult to accomplish in another medium and constitutes a unique feature of e-literature
that demands a different form of critical viewing or reading. In certain respects, it might
be likened to a form of literary engagement that has been described by some scholars
examining reader response to print texts as “expressive enactment” (Kuiken, Miall &
Sikora, 2004). Kuiken, Miall & Sikora (2004) observe that one form of expressive
enactment functions like metaphor: the reader becomes so identified with some aspect of
the text that a form of self-implication ensues and boundaries become blurred between
the self and a character. In other words, this constitutes an intense form of literary
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engagement that is likely to disarm critical reading. Embodied metaphor in the electronic
medium may or may not be experienced as intensely by readers, but it does constitute a
form of complicity with what is represented that may likewise disarm critical reading.
Moreover, it is important to bear in mind that embodied metaphor, as discussed earlier, is
a feature of forms of e-literature that are akin to gaming spaces, such as IF. It is also the
reality of immersive gameworlds, which some contest will replace literary fiction as the
preferred narrative space of future generations (Ryan, 2005). As well, it is an emergent
strategy of the online advertising industry. Swedish vodka giant Absolut, for example,
lead the trend in this direction by rolling out a series of interactive advertisements in
connection with its flavoured vodka.

Critical literacy in a digital age
I’ve attempted in this paper to point to some distinctive features of emergent
digital texts such as e-literature. First, these forms are often subversive or iconoclastic in
nature, explicitly working to undermine traditional literary structures as well as
understandings of authorship and originality. In regard to the latter, the creative process is
often one of bricolage or appropriation and it is often collaborative (in the case of eliterature, for example, it may combine the efforts of literary and visual artists). Second,
the predominance of appropriation or bricolage means that the rhetorical artistry often
privileges juxtaposition over unity of effect and Aristotelean plot configurations that
dominate in much conventional literature. Third, such works often achieve their effect
through implication of the reader (i.e., in the case of embodied metaphor discussed
above). If we value critical literacy in education we need to examine very closely how

2009 HICE Proceedings
Page 2320

practices of reading are extended by emergent digital texts such as e-literature, to include
such forms in our everyday school curricula, and to consider how we might best facilitate
students’ engagement with and understanding of these forms.
To take all the remnants of the past and to create something new
out of that is perhaps the intrinsic power of our generation.
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The Relationship between Teachers’ Playfulness and Creative Teaching
Behaviors in Junior High Schools
Abstract
Most studies about innovative teaching methods are treated in some detail including, the
relationship between innovative teaching and creative personal traits, the school leaders’
behavior or personal motivation. As such, this study is unconventional as it takes the
perspective of a teacher’s personal playfulness and the control response of an innovative
climate in a school. Data from 651 junior high school teachers was analyzed using descriptive
analysis, T-test analysis, one-way ANOVA analysis, MANOVA analysis, correlation analysis
and multiple regression analysis.
Key words: Playfulness, innovative climate in schools, creative teaching behaviors.
Introduction
In a knowledge economy, a country’s creativity is important. Some original marketing
techniques to draw tourism such as Dubai’s sailboat restaurant and artificial islands attract
worldwide attention. Many countries, including the U.S., Australia, Singapore, Japan, Hong
Kong and mainland China are constantly reinforcing creativity and advancement through
many programs. In Taiwan, The White Paper on Creative Education was announced in 2002
by the Advisory Office of the Ministry of Education. The ministry's goal was to create a
"Republic of Creativity (R.O.C.)". According to this vision, the Project on the Enhancement
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of Creative Education was established and implemented. The project includes eight
categories of programs and subprograms (Ministry of Education, 2002).
Correlation studies found that a teacher’s creative teaching methods can in turn promote
students’ creativity (Fan, 2005; Chen, 2005). However, Hong, Hong, Lin & Tsai (2007) states
that factors that influence creative teaching include personality traits, motives and so forth.
Glynn and Webster (1992) thought that playfulness is a personality trait, while Yu (2004)
thought that playfulness can not only bring pleasure, but can also help to break old habits,
relax the body and mind and encourage creative behaviors. Huang（2006）found that
playfulness has a positive influence on creative teaching at the junior high school level.
Creativity studies have generally concentrated on what is called the confluence approach
theory, which is the view that for creativity to occur, multiple components must converge.
This theory states that regarding creativity behaviors, performance is not only influenced by
personal idiosyncrasies but also by one’s surroundings. Wang (2006) studied third and fifth
grade primary school students’ home reading environments in which he found a weak or
obvious positive influence on creativity in science and technology. Based on the research, it
follows that one’s environment will impact playfulness idiosyncrasies and creative behavior.
Therefore, this study will investigate whether innovative climates in schools will have a
moderate effect on teachers’ playfulness and creative teaching methods.
Literature review and hypotheses development
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Creativity theory
The creativity theory of confluence approach includes：Gardner’s (1993) interactive
viewpoint theory, Gruber and Davis’ (1988) evolvement system model, Amabile’s (1983,
1996) element pattern theory, Csikszentmihalyi’s (1999) three index system directed theory,
Sternberg and Lubart’s (1996) investment theory, Kaufman and Baer’s (2005) creativity
orchestra theory and Yeh’s (2000) ecosystem model. From the literature, we can find that
outer circumstances support and feed dominate facts that can influence creative and personal
development. Therefore, this study will investigate the impact of teachers’ creative teaching
methods from the angle of their personal playfulness and innovative climates in schools.

Creative teaching behavior
Definition of creative teaching
ERIC Thesaurus defines creative teaching as the “Development and use of novel,
original, or inventive teaching methods” (Lin, 2002). There are a variety of definitions for
creative teaching, but for the purpose of this study, we will adopt Yeh & Huang’s (2006)
behavior rating scale of creative teaching as our measuring tool. According to Huang (2006),
creativity teaching behaviors entail teachers using new or previous knowledge and experience
to combine novel, appropriate, and valuable tactics with materials, exercises and context to
arrange rational and effective teaching in order to arouse student interest in learning and
cultivate student knowledge.
4
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Tactics used in creative teaching
When implementing creative teaching, the guidelines teachers should follow are
building a relaxed, harmonious study atmosphere; using various teaching skills; combining
courses with life experience; attaching importance to teamwork to increase student
interaction; being good at asking questions and opening up discussions; and delaying
determining multivariate evaluations to reflect technology and work beyond the conventional
paper and pencil test.

Playfulness
Definition of playfulness
Webster considers playfulness a spontaneous attitude that will influence management,
control, satisfaction and pleasure (Liu, 1995). Lieberman (1965) systematized five structural
planes— physical spontaneous, social spontaneous, cognitive spontaneous, finding pleasure
and sense of humor (Huang, 2006). Glynn and Webster (1992) defined playfulness as
characteristic of personal tendency that is defined or developed with an imaginative,
easygoing or figurative attitude, to increase a kind of internal enjoyment, devotion and/or
satisfaction. They also found that adult playfulness included spontaneous, expressive, amused,
creative, childish behavior and attitudes.
Correlation study about playfulness and creativity teaching behavior
Some studies find that playfulness can contribute to creativity and exploration, and bring
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work satisfaction and positive moods (Amabile et al., 1994; Csikszentmihalyi, 1975; Goodale
& Godbey, 1989; Gardner, 1986; Glynn, 1988; Levy, 1983; Piaget, 1962; Sandelands et al.,
1983; Webster, 1989). Wu, Lin & Yang (1979) points out that the systematization of
playfulness experience is not only the basis of the game course, but also the basis of
cultivating creativity, discovery and a sense of humor during later life. Bruner (1968) thinks
that play and exploration are similar to solutions to creativity courses. Therefore, this study
collects evidence about playfulness characteristics and creativity behavior at home and
abroad. Moreover, Glynn & Webster (1992) studied 300 Americans from different regions,
and found that positive playfulness had a positive correlation with creativity and a negative
correlation with directed quantity function.
Yu (2006) studied 1,413 primary school and middle school teachers in China, Taiwan
and Hong Kong, and found that individual’s playfulness had much to do with creative
teaching (r=.527, p<.01). Huang (2006） studied 320 public middle school teachers in
Kaohsiung and found that playfulness had a positive effect on their creative teaching
methods. Moreover, teaching and playfulness have higher forecasting scores. Wang (2006)
studied 374 middle and senior high school students and found that third and fifth grade
boys’ playfulness had a positive effect on science and technology creativity.
Based on previous studies and the literature review, this study will discuss the
relationship between playfulness and creativity teaching behaviors. As a result, we propose
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the following hypothesis:
Hypothesis 1: High school teacher’s playfulness has remarkable positive relationship to
creativity teaching behaviors.
Innovative climate in schools
Definition of innovative climate in schools
Innovative climate in schools includes the subjective perception about a school’s four
layers including cultural (belief and sense of worth), environmental (scale of the school,
equipment, etc.), demographics (school population, status, satisfaction, etc.) and social
system (administrative structure, decision-making and pattern of communication, etc.). Based
on the above and referring to Amabile (1988), Chiou (2002), and Lin’s (2002） definitions,
this study defined innovative climate as follows: Several teachers form their own attitudes,
beliefs, sense of worth and motives about the school director’s support of creative behavior,
colleagues’ support of personal creative behavior, having appropriate work conditions and
resources, and a good climate to encourage creative output.
Influence on the relationship between playfulness characteristics and creative teaching
in innovative climate in schools
According to Yu (2006), playfulness is often a hidden internal motivation, a self-guided
element, and tolerant of compulsory rules and limits. Playfulness has a considerable degree of
freedom, and includes a positive emotional state, such as pleasure, excitement and
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amusement. Schwarz (1990) and Fiedler (1988) advocated that individuals in a positive
emotional state indicated no fear. At this time, individuals prepared to take a risk tended to
have many original ideas, some of which could be considered unconventional.
Csikszentmihalyi (1975) thought that in a casual atmosphere, playfulness is incidental
and easy to promote. Therefore, encouragement and support from the school will increase the
likelihood of a positive outlook and influence creativity and behavior. Dansky (1999) found
that individuals cannot perform playfulness behavior easily under the conditions of strict
evaluations, heavy supervision, and stress. Yu (2006) also pointed out that playfulness
behavior is hit hard by climate, whereupon, a higher playfulness climate in a school is
favorable for personal playfulness.
Yeh (2000) mentioned in the environmental system model of creativity development
that a tiny system is the characteristics of the individual and the big system is the system
environment composed of individual work conditions. Big systems will interact with tiny
systems, and have direct or indirect influence on individual creativity. In other words,
organizational environment will impact individual characteristics, and then influence
individual creativity behavior.
Combining the above referenced research, this study will discuss whether an innovative
climate in schools can moderate the relationship between a teacher’s playfulness
characteristics and creative teaching behavior. For this, we advocate hypothesis two.
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Hypothesis 2: Innovative climate in school can moderate the relationship between a teacher’s
playfulness characteristics and creative teaching behaviors.
Methods

Figure 1 shows the framework of this study. Divide the framework into an independent
variable—teacher’s playfulness, a dependent variable—creative teaching behavior, and a
regulated variable—innovative climate in schools.

Questionnaire
This study’s questionnaire has three measuring scales; they are teacher’s playfulness,
innovative climate in schools, and creative teaching behavior. Directions are as follows:
Teacher’s playfulness measuring scale
The measuring scale of this study is worked out by Yeh (2000) and Huang (2006)
according to the definition and characteristics of adult playfulness by scholars at home and
aboard such as Glynn & Webster (1992) and Guitard, Ferland & Dutil (2005). Item
descriptions include teaching characteristics, aimed at measuring teacher’s playfulness
behavior. This scale includes 20 subjects. According to the item analysis and element analysis,
they include four factors: independent participation, make things hum (7 subjects), ease and
delight, confidence (3 subjects), humor, childlike innocence (4 subjects), enjoy innovating
others, and gain satisfaction (6 subjects).
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The measuring scale used is a Likert-type four-dot scale. After official tests, the scale’s
Cronbach’s α coefficient is .929 and each factor’s coefficients is between .709 and .892. The
correlative coefficient between each scale and the gross scale is between .649 and .911,
reaching .01 remarkable levels, giving this scale internal consistency reliability. The factor
payload of the original scale’s subject is between .525 and .843, and the accumulative
explained variance is 59.64%.
Scale of innovative climate in schools
This study’s scale of innovative climate in schools adopted Chiou’ s (2002) scale of
innovative climate in schools. After pre-testing and factorial analysis, it was divided into five
directive tendencies: work condition, study and growth (6 subjects), organizational leadership,
colleague support (9 subjects), education policy, work environment (6 subjects), equipment
resources, opportunity for educational advancement (3 subjects), low organizational
obstruction (3 subjects). The sum comes to 27 subjects.
This measuring scale is a Likert-type six-dot scale. After official testing, this scale’s
Cronbach’s α coefficients is 953 and each factor’s α coefficient is between .750 and .920.
The correlative coefficient between each scale and the gross scale is between .559 and .886,
reaching .01 remarkable levels, giving this scale internal consistency reliability. The factor
payload of the original scale’s subject is between .343 and .870, with the accumulative
explained variance at 66.3%.
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Measuring scale of creative teaching
The measuring scale of this study is based on Huang (2006) according to the creative
teaching strategy, policy and behavior characteristics as sorted to measure the level of a
teacher’s creative teaching behavior. According to the item analysis and the element analysis,
they include four factors—multi-element teaching, providing challenges (10 subjects),
broad-minded, significant learning (4 subjects), graphic learning, inspiring imagination (4
subjects), interaction discussion, autonomic learning (5 subjects).
This measuring scale is a Likert-type four-dot scale. This scale’s Cronbach’s α
coefficient is 942 and each factor’s coefficient is between .693 and .926. The correlative
coefficient between each scale and the gross scale is .650 and .905, reaching .01 remarkable
levels, giving this scale internal consistency reliability. The factor payload of the original
scale’s subject is between .551 and .796, with accumulative explained variance at 59.30%.

Object of the study

The officially tested objects are teachers from junior high schools. They are scaled by
stratified random sampling-proportional allocation: five are from urban areas, 12 from
villages and towns, and 5 from never-never land were drawn based on the school’s
quantitative proportion, and then 10 to 70 teachers were drawn according to the sum of the
teachers in each region. A questionnaire was provided on 3 March 2008 to be returned in one
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month’s time. Total returned was 780; the number of valid samples was 651.

Results

(1) The relationship between playfulness and creative teaching behavior
As shown in Table 1, there is a positive correlation between the layers of a teacher’s
playfulness and the layers of creative teaching behavior (r=.668, p<.001). Each layer of
playfulness characteristic has a positive relationship with creative teaching behavior layers.
It follows that the more playfulness in teachers at the junior high school level, the more
creative teaching behavior exists. Therefore, Hypothesis 1 of this study is true, and the
results are the same as the results from Huang (2006).

(2) The influence of innovative climate in schools on the relationship between
playfulness and creative teaching behavior
According to Baron and Kenny (1986), a regulated variable is considered the variable
that can influence the direction and intensity of the relationship between the independent
variable and the dependent variable. Innovative climate in schools is used as the regulated
variable in this study, and the layer regression analysis method is used to examine whether it
will make an impact on the direction and intensity of the relationship between the
independent variable and the dependent variable.
The first layer, with personal surrounding variable, should be controlled. It includes
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gender, marital status, age, educational background and school size. The second layer has
criterion score of independent variable playfulness. The third layer has criterion score of
regulated variable innovative climate in schools. The fourth is obtained by multiplying the
independent variable with the regulated variable.
This study turns personal surroundings variable into virtual variable as follows: gender:
male＝1，female＝0；marital status: married and others＝1, unmarried＝0; age：under 25
＝24, 26-35＝30.5, 36-45＝40.5, 46-55＝50.5，over 56＝58；educational background:
common college and teachers' college＝16 years, research institute or better＝18 years；
School size: medium value of the sum of sampled schools and grades is the foundation: 10 or
less＝6.67, 11-20＝15, 21-30＝26.86, 31-60＝38.86 and more than 70＝88.67. (see analysis
in Table 2)
We know from table 2 that the interaction between teacher’s playfulness and
innovative climate in schools has a remarkable impact on multi-element teaching and provide
challenges through creative teaching behavior. The regression coefficient of interaction to
multi-element teaching providing a challenge reaches.08 remarkable level, and the
explanation vigor is 0.6%, reaching remarkable level statistically （F change=6.8，
p=.009<.01）. In the lump, F value of overall multiple linear regression test is 62.652
（p=.000）, reaching remarkable level of .05.
The correlative coefficient between each scale and the gross scale is between .559
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and .886, reaching .01 remarkable levels, giving this scale internal consistency reliability. The
factor payload of the original scale’s subject is between .343 and .870, and accumulative
explained variance is 66.3%. Personal variable, playfulness, innovative climate in schools
and interaction has remarkable links to multi-element teaching providing a challenge, with
explained variation at 44.2%. See figure 2 below for summary of table 2.
We know from figure 2 that when the innovative climate in a school is higher, a
teacher’s playfulness will have a positive influence on multi-element teaching and providing
challenges. Moreover, the person with higher playfulness characteristics will be stimulated
easily by his or her surroundings. It follows that an innovative climate in a school strengthens
the relationship between a teacher’s playfulness and creative teaching behaviors. Thus, this
study’s hypothesis 2: Innovative climate in school can moderate the relationship between
teacher’s playfulness and creative teaching behaviors is partially correct, which is the same as
the results from Wang (2006).
Conclusions
(1) Correlation between playfulness and creative teaching behavior
This study found that there was positive correlation between teacher’s playfulness and
creative teaching behavior, and it verified playfulness as indeed helpful to the performance of
personal creativity ( Csikszentmihalyi, 1975; Glynn, 1988; Webster, 1989). Moreover, a
person exhibiting higher playfulness often seemed more at ease, spontaneous, excited,
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delighted, humorous and happy. They tended to handle their job and deal with relationships
with a happy and playful attitude as well as exhibited more creativity behavior. During the
course of the creation and understanding of the course model, it was found that humor could
be an efficient means to promote divergent thinking, which is the most important and first
step toward behavior that is more creative. Conversely, in a study on the negative effects of
playfulness, excessive preoccupation with trivia could sap the will; excellence in work is
possible only with diligence. Playfulness is considered bad and light-minded. How to play
creatively while avoiding its negative influence is the subject of a future study.
In order to increase teacher’s aspiration toward creative teaching behavior, schools
should provide a measure of flexibility and freedom and setbacks should be tolerated to
cultivate surroundings of playfulness and humor. It is found from the literature that a sense of
humor in playfulness can be promoted through practical course operation（Chen, 2004）.
Therefore, a correlative course should be supplied to help teachers develop their potential
during training as a teacher and in-service training programs once they have become teachers.
(2) Creative teaching behavior of innovative climate in schools as moderator
This study found that innovative climate in schools can moderate the relationship
between teacher’s playfulness and multi-element teaching. Schools can arouse teacher’s
playfulness easily when innovative climate is high and diverse teaching methods are
encouraged (Csikszentmihalyi, 1975; Dansky, 1999；Yu, 2006；Yeh, 2000 and Wang, 2006).
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Therefore, schools should provide moderate freedom, encouragement and enough
resources for teachers to build appropriate programs that generate discussion and interaction.
Schools should build innovative climates of organization by any means to assist teachers in
utilizing creative teaching methods and promoting increased creativity and learning in the
classroom.
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Teacher’s playfulness
1. independent partake, make things hum
2. ease and delight, confident
3. humorous, childlike innocence
4. enjoy innovating, gain satisfaction

Innovative climate in school
1.work conditions, study and growth
2. organizational leadership, colleague
support
3. education policy, work environment
4. equipment resources, advanced study
opportunities
5. low organization obstruction

Creative teaching behavior
1.multielement teaching, providing challenges
2. broad-minded, significant learning
3. graphic learning, inspiring imagination
4.interaction discussion、autonomic learning

Multielement teaching and
providing challenge

Figure1. Research Framework
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Innovative climate in school
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Innovative climate in school
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Organization is low

2.4
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Teacher’s playfulness

Figure 2. The influence of teacher’s playfulness on multi-element teaching and providing
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challenges in an innovative climate in schools.

Table 1.Recapitulation sheet of correlation analysis between teacher’s
playfulness and creative teaching behavior
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0.539***

0.594***

0.638***

0.718***

p=0.000

p=0.000

p=0.000

p=0.000

p=0.000

0.414***

0.483***

0.478***

0.466***

0.505***

p=0.000

p=0.000

p=0.000

p=0.000

p=0.000

0.245***

0.385***

0.375***

0.321***

0.345***

p=0.000

p=0.000

p=0.000

p=0.000

p=0.000

0.586***

0.490***

0.542***

0.579***

0.641***

p=0.000

p=0.000

p=0.000

p=0.000

p=0.000

0.588***

0.553***

0.589***

0.605***

0.668***

p=0.000

p=0.000

p=0.000

p=0.000

p=0.000

*p<.05 **p<.01 ***p<.001； ns. Indistinctive
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Table 2. The influence of teacher’s playfulness on creative teaching behavior-recapitulation
sheet of correlation analysis between teacher’s playfulness and creative teaching behavior
Creative teaching behavior
variable

Mult-ielement

broad-minded、

graphic learning、

interaction

interaction

teaching、

significant

inspiring

discussion、

discussion、

providing

learning

imagination

autonomic

autonomic

learning

learning

challenge
gender（β value）

.095**

-.054

.048

-.006

.047

marital status（β value）

-.016

-.020

-.029

-.060

-.031

age（β value）

.069*

.072

.013

.077*

.068*

educational background（β value）

.011

.039

.063*

.026

.028

school size（β value）

-.023

.027

.006

-.034

-.017

R2 change

.037***

.020*

.022*

.018*

.028**

.492***

.508***

.517***

.515***

.572***

.327***

.295***

.332***

.361***

.428***

.115**

.192***

Zscore: playfulness
（β value）
R2 change
Zscore: creative climate
（β value）

.271***

.269***

.271***

R2 change

.071***

.012**

.033***

.065***

.068***

interaction:（β value）

.080**

.004

.023

.029

.053

R2 change

.006**

.000

.001

.001

.003

Total R2

.442

.327

.388

.444

.527

Adjusted R2

.434

.318

.380

.437

.521

F Statistic

62.652***

38.474***

50.233***

63.301***

88.378***

*p<.05 **p<.01 ***p<.001； ns. Indistinctive
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Abstract
The design and implementation of a formal curriculum is an essential foundation for the
cornerstone of any educational program. The purpose of this research is to identify the key
concepts and techniques used to implement the curriculum within the People of the Future’s
cultural and educational non-profit organization. In the study of this well founded organization a
series of themes where established from the data collected: leadership, purpose, service and
caring, authorship, collaboration and significance, evaluation. The ability to have direct
involvement with the program and its leaders and participants was the fundamental basis for
collecting research, observing the implementation of the curriculum, and the direct responses
from the learners. It was concluded that having a clear vision and purpose of a curriculum,
knowledge, passionate leaders, and involved teachers, parents, and community members are
essential to effectively instilling participants within the People of The Future organization.
Introduction
Educational programs are an integral part of the knowledge source for the youth of this
nation. Such educational programs are typically designed in the form of outreach programs, nonprofit programs, for-profit programs, school-based programs, and government based programs.
Regardless, these programs are partnerships formed between community, students, parents, and
educators. Epstein (1990) stated, “There are many reasons for developing school, family, and
community partnerships. The main reason to create such partnerships is to help all youngsters
succeed in school and in later life” (p. 101). However, some programs are more effective than
others in carrying out the purpose that the program was originally designed to address. Typically,
the purpose and vision of a program are set into motion by the implementation of a formal

2009 HICE Proceedings
Page 2347

Curriculum and implementation 3

curriculum. The design and implementation of curriculum in an educational program are integral
to the program’s effectiveness. The cornerstone of any educational program should begin with
the needs of the learner (Tyler, 1949). According to Tyler, the needs of a learner are best
addressed through curriculum developed and applied by program administrators. Tyler also
believes that administrators should focus on four aspects when developing a curriculum for their
program: a clearly stated purpose and vision, appropriate learning objectives, organized learning
experiences, and evaluation of curriculum.
Statement of the Problem
Many educational non-profit organizations have difficulty carrying out their purpose and
being effective in their mission because of low quality or absence of effective curriculum. Often
times, leaders of non-profit educational organizations are not aligned with the organization’s
purpose or with each other. The problem is that, while much is known about the positive impact
of educational non-profit organizations and effective curriculum of programs, the literature
provides minimal insight into effective curriculum development and implementation of
techniques in educational non-profit organizations. To fill this void, this study explored
educational non-profit program leaders’ perceptions about their curriculum development and
techniques for implementation of the curriculum.
Purpose of the Study and Research Questions
This study sought to explore and understand the perceptions of educational non-profit
program leaders about their curriculum development and implementation techniques. To achieve
this purpose, this study examined the perceptions that program leaders hold about effective
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curriculum development and sound curriculum implementation to have a successful program,
aligned with the purpose and vision of the organization.
This study was guided by the research questions:
1. What are effective aspects of curriculum of an educational program for high
school students?
2. What are effective curriculum implementation techniques?
Theoretical Framework
A theoretical foundation for this study was based on Ralph Tyler’s (1949) basic
principles of curriculum. To address the curriculum design and implementation piece of this
project, Tyler’s model for curriculum and instruction will help to frame this project together with
Goodlad’s (1979) four elements for curriculum. The Tyler’s model from Basic Principles of
Curriculum and Instruction poses four questions: What purposes should the organization seek to
attain?; How can learning experiences be selected which are likely to be useful in attaining
objectives?; How can learning experiences be organized for effective instruction?; and How can
the effectiveness of learning experiences be evaluated? Similarly, according to Goodlad (1979),
four elements essential to a formal curriculum are purpose/mission, learning experiences,
organization of learning experiences and evaluation of the curriculum outcomes.
Organization Description
The People of the Future organization was selected as a source for data because the
researcher had broad access to archival data and personnel that would be useful for conducting
this study. People of the Future is an educational non-profit (501C-3) organization based in
Southern California. The organization’s mission is to increase the Latino student high school
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graduation rate, as well as to increase the college enrollment and college graduation rates. The
program targets high-school aged Latino students from all areas of the Inland Empire region,
Orange and Los Angeles counties. Students who participate in this program attend both public
and private schools. The organization promotes higher education, leadership, community
involvement and cultural awareness. For the past 24 years, People of the Future has hosted a sixday summer conference in Southern California and has held several workshops throughout the
years for high school students, their parents, program alumni, and returning staff. Additionally,
the entire organization and all of its endeavors are funded by donations and major sponsorships.
Criteria for participation in the organization include the following: (a) be a student
exiting the eighth or ninth grade; (b) have demonstrated academic or leadership potential; (c)
have at least a 2.8 GPA. The longevity of the program and success of its participants can be
attributed to the leadership and curriculum of the organization. In a recent study, Olivo (2008)
found that alumni of the program reported the most influential contributor to their success was
the social capital from adults and peer mentors they encountered while in the program.
A review of literature on curriculum and non-profit organizations was conducted. Data
from individual interviews were collected, combined, and coded for analysis. Also, artifacts were
observed and archival data was examined. Findings were analyzed thematically with reference to
leadership theories and curriculum models. Conclusions were drawn from the analysis that will
contribute to the body of knowledge regarding curriculum development and implementation
techniques in educational non-profit organizations.
Literature Review
Introduction
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The following literature review is divided into three main parts. The first part involves a
description of non-profit organizations and their roles in education. Additionally, a description of
Transformational Leadership Theory is provided which supports how leaders who are visible
within the organization, form relationships with all stakeholders, and clearly communicate the
mission and vision of an organization. The final part of the literature review provides a
description of Tyler’s (1949) model for curriculum from Basic Principles of Curriculum and
Instruction.
The Non-Profit Organization and Education
Today, the non-profit sector comprises more than 1.1 million registered organizations,
employs more than 11 million people (and the equivalent of 5.7 million full-time volunteers),
and generates annual revenues exceeding $1 trillion dollars (Stroup, 2006). Non-profit
organizations are privately organized for a public benefit; governed by an independent,
volunteer, self governing board, often employing volunteers as staff; and are recognized as taxexempt entities under federal, state, and local laws (Cargo, 2005). Operating and working for a
non-profit organization requires passion, dedication, and tenacity (Drucker, 1990; Shinn, 2006).
When considering non-profit organizations and their role in K-12 school systems it is
typically found that they are either the formal organization that founded a school, or the
organization which provides before and after school activities. The traditional role of non-profit
programs has been to provide childcare, safety during-after school hours, and venues for positive
youth development (Weinstein, 2008). More recently, they have become an important resource
for providing additional options for low-income children to improve their academic achievement
and awareness of higher education options (Fortune, Padgette, & Fickel, 2005; Halpern, 2002;
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Manzo, 2006). The research indicates that students who spend time utilizing non-profit
organization services do better academically and are less likely to participate in high-risk
behavior (Borman, 2001; Cooper et al., 1996).
Leadership
Recently, the topic has experienced resurgence in interest by researchers (Cassar, 1999).
Transformational Leadership Theory is one of the most researched leadership theories since the
early 1980’s. Humphreys (2001) contends that transformational leadership was introduced by
Burns (1978) and further expanded by Bernard Bass (1985). According to Bass (1990),
transformational leadership involves the performance of followers, and developing these
followers to their fullest potential. This leadership theory involves the instilling of pride, selfrespect, and faith in the leader; along with the clear articulation of the vision of the organization
to all stakeholders (Masi & Cooke, 2000).
According to Bass and Avolio (1993) there is an overlap between charismatic and
transformational leadership. Charisma is a needed element of transformational leadership, but it
is unable to stand alone (Freeman, 2008). House and Shamir (1993) found that the motivation of
followers by transformational leaders yielded four major results:
1. Enhancement of the intrinsic value of goal accomplishment
2. Follower intrinsic satisfaction from participation in the leader’s mission
3. Increased commitment to the leader’s vision
4. Additional engagement of followers.
Transformational leadership can be assessed through the use of the Multifactor
Leadership Questionnaire (MLQ), which measures a leader’s behaviors in seven areas: idealized
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influence (charisma), inspirational motivation, intellectual stimulation, individualized
consideration, contingent reward, management-by-exception, and laissez-faire behavior
(Northouse, 2000). The ability to have a transformational leader within an organization can be a
very powerful tool, used to revitalize an organization or take it to the next level.
Curriculum
The success of a curriculum within an organization or change process is dependent on
how involved/aligned individuals are with the vision of the organization, how familiar they are
with the curriculum, and if the assessment of the curriculum is effective. Tyler (1949) posed the
question, How can educational experiences be effectively organized? He maintained that an
answer to this question is essential in developing any plan of curriculum. According to Tyler
(1949), a curriculum development team should organize the structure of the curriculum by three
levels: (1) the lesson, (2) the topic, and (3) the unit.
Furthermore, Tyler (1949) states there are four fundamental questions which must be
answered in developing curriculum:
1. What educational purposes should the school seek to attain?
2. What educational experiences can be provided that are likely to attain these purposes?
3. How can these educational experiences be effectively organized?
4. How can we determine whether the purposes are being attained?
By thoroughly addressing each one of these questions, any organization will have the tools to
effectively create, implement, and assess curriculum. Defining desired educational results as
clearly as possible, the curriculum-maker has the most useful set of criteria for selecting content,
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for suggesting learning activities, for deciding on the kind of teaching procedures to follow, in
fact to carry on all the further steps of curriculum planning (Tyler, 1949).
Tyler (1949) references the evaluation process as one that is generated out of the
development and organization of learning experiences, and it is these experiences which assist in
producing results. One of the major philosophical questions Tyler (1949) asks to be considered
by curricular decision makers is: How can we determine whether these purposes are being
attained? According to Tyler (1949), the three major terms which are the criteria for assessing
curriculum consist of: objectivity, reliability, and validity. This is the primary vehicle in
developing an evaluation or form of assessment. Evaluation has a powerful influence upon
learning (Tyler, 1949). The more an organization assesses the curriculum, the more effective the
organization and curriculum will operate.
Summary
The roles of non-profits within education vary in terms of commitment, but the resources
which are offered provide students and schools substantial services. Transformational leadership
is seen through the charisma, motivation, and the sharing of an organizations vision to all
stakeholders. Ralph Tyler’s (1949) model on curriculum and evaluation focuses on the need to
have clear objectives and an array of learning experiences, while constantly assessing the
curriculum to maintain effectiveness.
Methodology
This mixed methods study focused on the curriculum development and implementation
techniques of a non-profit educational organization based in Southern California. The People of
the Future organization was selected as a means for data collection because the researchers had
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broad access to archival data, artifacts and personnel that would be useful for conducting this
study. The organization’s name and all identifying information have been fictionalized in order
to assure the highest level of confidentiality for the participants in this study. The curriculum of
the program was examined in this study through a review of archival data, observation of
artifacts and through the perspectives of the program’s leaders and other stakeholders.
Participants
A purposeful sample was selected using criterion sampling methods. Criterion sampling
methods are used to “study all cases that meet some predetermined criterion of importance”
(Isaac & Michael, 1995, 224). In order to be eligible to participate in this study, respondents met
the following criteria: 1) the participants must have had a role as a stakeholder in the People of
the Future program. Eight stakeholders were interviewed. The eight participants were identified
as stakeholders within the People of the Future organization.
Data collection
Archival data was analyzed using descriptive statistics. Archival data was in the form of
questionnaires completed by 132 parents of student-participants. All questionnaires were
completed in August, 2007 and sought to gather perspectives of parents regarding the
effectiveness of the People of the Future program in its application of curriculum for students.
Additionally, the qualitative interview data collected in this study was analyzed by a process of
coding. Semi-structured, individual, audio taped interviews, which varied from 10 minutes to 30
minutes, were the primary data collection method. All interviews was conducted face-to-face.
The researchers took written notes during the interviews when necessary. All interviews were
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conducted within a one-week period during August, 2008. The interviews were transcribed for
data analysis purposes.
The interviews were guided by five open-ended questions (see Appendix I). The
established interview instrument was approved by a panel of experts to secure validity of the
research data. After approval of the instrument the interviewing process began.
Data analysis and interpretation
Analysis was conducted using constant comparative coding methods. According to
Babbie, the constant comparative method involves four stages: 1) comparing incidents applicable
to categories identified from data, 2) integrating categories, 3) delimiting the theory, 4) writing
theory. In this study, using modified grounded theory methods, the researcher applied steps one
through three of the constant comparative method described above. The fourth step, writing
theory, was not used since it would have been difficult to write theory based on the responses of
eight respondents.
Transcripts of each interview were coded to extract meanings (topics). Inter-rater
reliability was established by the comparison of individually coding to the collective coding. The
researchers chose to highlight common themes. The primary strategy to ensure internal validity
was subject verification. The data from this study was interpreted thematically. The researchers
interpreted the responses according to six common themes that emerged. Data was triangulated
with related literature to justify themes.
Findings
Major themes that emerged from the qualitative data are: leadership, purpose, service and
caring, authorship, collaboration and significance, evaluation. Curriculum and its implementation
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in an educational program can be effective when framed through Hiatt-Michael’s (2001) four
elements essential to a learning organization; service-based leadership, caring, trust and mutual
respect, and collaborative decision-making among members. It was concluded that having a
curriculum foremost, having a curriculum designed in alignment with the program’s mission,
transformational leaders to maintain and implement curriculum, strategies to implement
curriculum and methods for evaluation of curriculum are all essential for successful and effective
educational programs for high school students.
Archival Data
Archival data of the People of the Future organization was examined by approval of the
Director of the Board of that organization. Respondents reported on whether or not they felt that
they had been well informed about their child’s high school exit exam. Seventy-one percent
reported YES, 21% reported NO, and 8% did not respond.
Table 1
Parents’ feelings about how well informed they are (n=132)
Parents feel they are well informed about:
High School Exit Exam
SAT
What the SAT is used for
How much I will have to
pay for my child to take the SAT
When my child is eligible to take the SAT
What is the highest score of the SAT
How many times my child can take the SAT
What resources my child can use to
prepare for the test

Yes
n %
94 71
107 81
101 76

No
No Response
n
%
n %
27 21
11 8
20 15
5 4
26 20
5 4

68 52
79 60
63 48
64 49

57 43
44 33
60 45
57 43

7
9
9
11

5
7
7
8

69

53

10

8

52

40
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As is illustrated in Table 2, a majority of respondents (90%) reported that they feel comfortable
communicating with their child’s educators and 80% feel they know what questions to ask the
school counselor. A majority of respondents (79%) reported that they do not feel uncomfortable
communicating with educators because of a language barrier. Lastly, nearly half of all
respondents (45%) disclosed that they feel educators are the authority of their child’s education.
Eighty-eight percent of respondents feel comfortable questioning their child’s educators when
they think that something is not right.
Table 2
Parents’ feelings about communication with educators (n=132)
Yes
n %
I feel comfortable communicating
with my child's educators
I know what questions to ask my
child's school-counselor
I feel uncomfortable communicating with
educators because I have a language barrier
I feel that the educators are the
authority of my child’s education.
I feel comfortable questioning my child's
educators when something is not right

No
n

%

No Response
n %

119

90

6

5

7

5

105

80

20

15

7

5

22 17

104

79

6

4

59

45

62

47

11

8

116

88

9

7

7

5

Observation of Artifacts
The handbook of the organization reveals the stated mission of the organization: An
educational non-profit organization in Southern California whose mission is to serve its
community by providing Latino students with skills and knowledge that will increase academic
achievement and college enrollment rates. Additionally, the researchers observed posters and
banners highly visible to all participants. Posters and banners had statements like, “Leadership is
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knowledge,” “Get in Involved,” Togetherness,” Si se Puede (“Yes, it can be done”),” and “Our
Family.” Researchers also observed all student participants carrying a one-inch white binder
notebook. The researchers examined the contents of the binders and found a wealth of
information separated by tabs. Tabs were labeled with the words, leadership involvement,
college awareness, public speaking, running for office, parliamentary procedure, cultural
challenges, and goal setting. Finally, each binder had a bright yellow insert with information
about participation in the People of the Future Alumni Association.
Interviews
The interviews of eight individuals who were involved in the organization as either a
leader of the organization, a student participant or a parent of a student participant revealed
insight about the curriculum development and implementation techniques utilized by the People
of the Future.
Leadership. Interview responses revealed underpinnings of leadership. Leadership is at
the core of curriculum and how it is implemented. Leadership is used strategically to make the
program effective. A founder of the organization stated:
It’s the role model they will listen to…We’re providing that opportunity by going
through students that are very much like them, that they can relate to and trust and
use as role models and that’s what makes, in part, our program effective.
(Respondent 1, personal communication, August 4, 2008)
Purpose. When asked about how the curriculum of the program serves the purpose of the
organization, one of the founders of the program asserted:
That’s what makes our program successful. It’s not just learning, it’s learning and
practicing and developing that confidence they need to take them to the next level
because when they’re confronted by any kind of challenge or task, they’re ready for it.
They know they can do it. (Respondent 1, personal communication, August 4, 2008)
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Service and caring. Respondents asserted themes of service and caring during individual
interviews. It was clear that stakeholders in the organization view the curriculum through a
service lens.
Today, in 2008, 100 percent of our staff are former participants of our program. They
came back as staff…now they run the program. Not only are they the working staff who
do wonderful work with our students, but they all volunteer their time. No person in the
program gets paid, not even a penny. (Respondent 3, personal communication, August 5,
2008).

A student in the organization spoke of his perceptions involving service and caring:
I will come back to serve. I believe that this program is great and I can help other
students to learn what I learned. (Respondent 5, personal communication, August 8,
2008)
It is also clear that stakeholders believe the curriculum is implemented with sincere care by the
organization leaders and staff.
Public speaking, brainstorming, assertiveness, we try to teach them about leadership
styles. Again, skills that we knew were necessary when we were in high school that we
want make sure that we impress upon them so they have that jump when they go back to
their schools. (Respondent 2, personal communication, August 4, 2008)
Authorship. Authorship is essential in providing balance in an organization. Authorship
in an organization is the idea of the individuals owning their own successes and failures.
Interviews in this study revealed that stakeholders perceive that the curriculum is built with
foundations that empower students, staff, leaders and all stakeholders to own their own successes
and failures.
Collaboration and significance. Significance is a feeling of worth that can best be
garnered through caring and collaborative relationships. Bolman and Deal (2001), described the
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fourth gift of significance in an organization as the feeling by leaders, managers and subordinates
that the organization is ours not mine or theirs (p. 103). Respondents in this study shared
perceptions about the organization’s curriculum that exude significance.
Moreover, stakeholders of People of the Future spoke of a curriculum developed through
collaboration and implemented through collaboration.
We have a staff with skills needed to make a difference. They come back to volunteer
their time and energy and they give all they can. We work together during intensive
training sessions to make each other better so that we will be best able to implement the
organization’s curriculum. We do it because it is important to us. (Respondent 4, personal
communication, August 6, 2008)
Evaluation. Respondents were very clear in sharing thoughts about the organization’s
curriculum and implementation techniques that involved evaluation. In all responses including
thoughts about evaluation, evaluation of the curriculum was thought to be absolutely essential to
the curriculum’s effectiveness. Evaluation methods were also believed to guide the
organization’s implementation techniques of it’s curriculum.
I do a survey at the end of four years with our kids. I want to find out if, in fact, at the end
of four years our kids graduated from high school, which is one of the objectives of our
program. We’ve done 17 surveys since 1990 and the average graduation rate for our
program over those 17 years is 99 percent. For our college going rate, our survey tells us
that it’s 90 percent of our students that participated in the program go on to college.
(Respondent 3, personal communication, August 5, 2008)

Analysis
Curriculum and its implementation in an educational program can be effective when
framed through Hiatt-Michael’s (2001) four elements essential to a learning organization;
service-based leadership, caring, trust and mutual respect, and collaborative decision-making
among members. Hiatt-Michael presents four elements essential to a learning organization; the
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first of which is a servant leader. According to the author, a servant leader is one “who performs
as a guide and nurturer” (p. 117). Respondents in this study spoke of servant leadership
throughout their references to curriculum and it’s implementation.
According to Hiatt-Michael, (as cited in Hiatt-Michael, 2001), “The characteristic that
creates the strongest learning environment is caring” (p. 115). Across interviews, respondents
asserted that genuine care for the purpose of the non-profit organization and for the student
participants is a significant factor in the effectiveness of curriculum’s implementation
techniques. Caring in the People of the Future organization is supported by the perceptions of
parents as seen through the archival data examined in this study. Not only did parent responses to
a questionnaire demonstrate some effectiveness of the organization’s curriculum, but they
demonstrated the collaboration and trust that parents have for the program and it’s leaders.
Hiatt-Michael (2001), presented a sense of trust and mutual respect among all members
as the third element of a learning organization. With trust and mutual respect, possibility for
learning and growing is more prominent. Further, trust and mutual respect among leaders and
subordinates in an organization can provide the fundamentals for empowerment. In this respect,
respondents in this study conveyed perceptions of the organization’s leadership and staff, that all
worked together with trust and mutual respect. In addition, it was remarked throughout
interviews that trust and mutual respect play a significant role in the implementation of the
organization’s curriculum.
Hiatt-Michael (2001), presented the fourth element essential to a learning community as
collaborative decision-making among members. Although difficult to accomplish, collaborative
decision-making among members is often well worth the effort. The outcome will likely be a
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learning community with a sense of significance, with love, shared moral purpose, authorship,
trust and mutual respect and empowerment. Respondents across interviews spoke about decision
making within the organization and among the leaders. Themes associated with decision making
were leadership, purpose, and evaluation.
Summary
In the People of the Future non-profit organization the design and implementation of
curriculum within this cultural and educational program was essential to the program’s roles and
effectiveness. Tyler’s (1949) theory of implementing the needs of a learner within the curriculum
is best developed when being introduced by program administrators. People of the Future has
been able to administer a design of curriculum that has been effective over its 24 years in
existence.
Limitations to this study include low number of participants, and the data collection was
limited to one specific program in a specific geographical region and with a specific target
population. Also, a purposeful sample selected by criterion sampling methods limits the
generalization possibilities for the findings from this study. Future studies in this area might
consider examining a variety of programs for the curriculum and implementation techniques.
Additionally, it is also suggested that future studies examine more closely, the effects of
curriculum and implementation techniques on the effectiveness and successes of educational
programs.
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APPENDIX A
Interview Questions
1. What are your thoughts about the staff of the People of the Future?
2. Tell me about the purpose of the organization and how the members of the staff are
important to the purpose.
3. How are the workshops of the program effective?
4. How has the program been effective for so many years?
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Abstract
This paper critically reviews the recent literature on technology-based training in the business
organizations. For doing so, I examine the literature from three main perspectives: effectiveness,
efficiency, and technology affordances. Based this examination, I identify the lack of theoretically
grounded models that distinctively address the issues of evaluating “technology-based” training
programs. So I conclude by calling for an interdisciplinary approach to develop evaluation models that
help instructional designers to understand which form of technology is effective under which specific
circumstances.
Keywords
Technology-Based Training (TBT), evaluation, business organization, effectiveness, efficiency,
technology affordances.
Introduction
The history of training in business organizations is as long as the whole history of business
organizations (Miller, 1996) because the knowledge base or skills of the normal employees in the labour
market were not sufficient for the specialized tasks within the organizations. The academic study of
various forms of training, however, did not start until about a century ago (Salas & Cannon-Bowers,
2001), when researchers started a branch of research under the name of “vocational training” (Taylor,
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1916, 1947). Today, we are witnessing an overwhelming number of research studies from both
descriptive and prescriptive traditions, focusing on several characteristics of training programs as well as
their costs and benefits for business organizations. At the same time, organizations have come to better
understand the significance of training for their survival in knowledge-intensive and volatile markets of
this era, and thus have increasingly acknowledged the profitability of developing their human resources
through various forms of training (Becker & Gerhart, 1996; Berge, 2001; Salas & Cannon-Bowers,
2001). This situation has provided an unprecedented opportunity for research in the area of training,
because many organizations embrace researchers to come and conduct experiments or interventional
research there with the hope of using their results for developing more effective training programs.
Meanwhile, the recent decades are marked with a boom of technology. Technological
advancements come with a rate faster than any period in the human history. With the promise of
providing various economic advantages, technology soon penetrated in the working of organizations and
all their processes and practices have come to be influenced by new technologies (Dussauge, Hart, &
Ramanantsoa, 1992). Human resource departments of organizations, and their training practices, are no
exception. As digital technology such as computer and then internet became incorporated in different
phases of training, previously in design and now even in delivery, a new phenomenon took shape:
Technology-Based Training (Ravet & Layte, 1997; Sunoo, 1998). Technology-Based Training (TBT) is
a form of training in which digital technology is purposefully applied as a tool to deliver Knowledge,
Skills and Abilities (KSAs) required for the improvement of on-the-job performance (Salas & CannonBowers, 2001; Schreiber & Berge, 1998). TBT in today business organizations has already spread into
diverse forms including but not limited to: 1) Computer-Based Training (CBT) including help menus,
tutorials, simulations, and single-user games; 2) Network-Based Training (NBT) including tutorials or
multi-user games on local or regional networks, and Electronic Performance Support Systems (EPSS);
3) Web-Based Training (WBT) including e-learning programs; 4) Training through digital devices other
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than computers, such as some forms of videoconferencing, simulation cockpits, etc. Some examples
mentioned in each of these four forms (e.g. games) may belong to more than one form depending on
their design specifications.
TBT has spread rapidly in business organizations because of at least four reasons: First, it is
generally believed that technology increases the effectiveness of training (e.g. Strother, 2002; Sunoo,
1998). Second, the cost of designing and delivering TBT is perceived to be less than traditional forms of
training (e.g. Bell & Kozlowski, 2002; Brown, 2001; Ravet & Layte, 1997). Third, TBT is assumed to
help organizations with the challenges of globalization among which one of the most pressing is the
diversity of organizational workforce in terms of their geographical place, their preferred mode of
learning, and the degree of comfort and experience with technology (Bell & Kozlowski, 2002; Brennan,
McFadden and Law, 2001; Touger, 1997). And fourth, as technology has become socially associated
with excellence and advancement, organizations adopt technology in several aspects of their structure
including training programs to utilize the symbolic advantages of that (e.g. Chan & Ngai, 2007; Meyer
& Rowan, 1977; Orlikowski, 1992). The speed of research on TBT particularly at the empirical level,
however, has been slower than the penetration of technology into organizational training programs
(Alavi & Leidner, 2001; Berge, 2001; Salas & Cannon-Bowers, 2001). Therefore, the general belief on
the unconditional power of technology as a genie that solves every problem and improves any situation
has dominated the mindset of organizational managers. As a consequence, human resource departments
and particularly, instructional designers found themselves under enormous pressure of various
stakeholders such as top management as well as customers to incorporate technology in the structure of
their training (Brennan, McFadden, & Law, 2001; Ely, 1999; Salas & Cannon-Bowers, 2001). This leads
to the main gap that I identify in the literature of training, which is the lack of research on analysis and
measurement of circumstances under which technology works towards the desired organizational
learning objectives.
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This review is structured along three main themes. Each of these themes captures one major
perspective on TBT. In the first theme, I will focus on how recent literature evaluates the success and
effectiveness of TBT. Then I discuss how training research engages with the economic aspect of TBT,
particularly focusing on the Return on Investment (ROI). Finally, the third theme highlights how the
affordances and constraints of technology are viewed in the literature of TBT. It is also worth noting that
this literature review focuses on TBT only in the context of business organizations while researchers
also has studied other types of organizations including higher education institutions, medical and health
organizations, and military.
From the Perspective of Effectiveness
Since technology started to change how training is delivered, it has also changed how to evaluate
its effectiveness (Touger, 1997). Although effectiveness is the most common indicator for distinguishing
between a successful and a failing training program, this concept “remains a poorly explained concept”
in both the general literature of training and the more specific literature on TBT (Brennan, McFadden, &
Law, 2001: 4). Rather than learning outcomes, researchers most often use a host of other variables as
proxies for the effectiveness. The best definition implied from the recent business training literature is
that effectiveness is a measure of how well the desired organizational learning goals have been attained.
So far, there is no consensus among researchers on the best approach for evaluating the
effectiveness of training programs including TBT (Long & Smith, 2004; Salas & Cannon-Bowers,
2001). Except for very few theoretical frameworks that are developed specifically for some forms of
TBT (e.g. Schreiber & Berge, 1998), most of the TBT literature still use the models and frameworks of
traditional training or learning environments with minor modifications. For example, Magnussen (2008)
employs Fink’s taxonomy of significant learning for evaluating the effectiveness of WBT. Another
example is Ravet and Layte’s (1997) work which uses Kolb’s learning cycle as a general model for
assessing the success of TBT. Nonetheless, the preeminent model in the literature of training and TBT is
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Kirkpatrick’s typology (Kirkpatrick, 1959a, 1959b, 1960a, 1960b) which outlines four categories of
measures for the effectiveness of training outcomes. Although this model is developed about fifty years
ago, it is still the most popular and credible framework for evaluating the effectiveness of different
forms of business training (Alliger & Janak, 1989; Salas & Canon-Bowers, 2001; Touger, 1997)
including TBT (e.g. Hoekstra, 2001; Olafsen & Cetindamar, 2005). Along this long time, several
revisions, extensions, and expansions for the typology have been suggested to account for new changes
in the training landscape (e.g. Kirkpatrick, 1998; Philips, 1996), particularly for TBT (e.g. Strother,
2002). Some researchers, on the other hand, criticized Kirkpatrick’s model (e.g. Alliger & Janak, 1989;
Philips, 1997) so strongly that there is now no doubt that we need a new simple still systematic
framework for evaluating the effectiveness of training (Salas & Canon-Bowers, 2001; Touger, 1997).
Furthermore, literature shows that most of the research on training evaluates only the lower levels of
learning in Kirkpatrick’s taxonomy, which do not show the degree of knowledge transfer to the on-thejob performance of the trainees. This is more the case in studies on TBT such as in research on elearning environments (Brennan, McFadden, & Law, 2001; Strother, 2002). This problem leads to little
or no impact of TBT program evaluations on improving strategies, design, and implementation of
training in business organizations (Houldsworth & Hawkridge, 1996). So rather than just criticizing the
Kirkpatrick’s model, future research can start evaluating higher levels of that model.
In conclusion of my arguments about the effectiveness of TBT and based on the critiques of the
existing evaluation models even for traditional training programs, I strongly suggest developing a new
model for evaluating the effectiveness of TBT. Furthermore, as the economic aspect of knowledge and
education, particularly in training, is increasingly more demanded and appreciated (Lyotard, 1984),
economic analysis is going to be inseparable from any kind of training evaluation (Touger, 1997). With
TBT’s promise of economizing on the training, evaluation of effectiveness should always be tied to
evaluations of efficiency.
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From the Perspective of Efficiency
Efficiency is a term coming from economic and business perspectives and stands for measuring
how well the input resources are consumed to gain the desired output (Farrel, 1957). Based on this
definition, an efficient system is either a system that proceeds with the minimum amount of resources
(time, money, energy, etc.) or a system that produces the maximum gain for a given input and
technology. An efficient training program then is a program which uses the minimum costly resources
(such as implementation costs) but results in maximum gain or benefit (such as increase in sales). Thus,
efficiency is a measure for evaluating profitability of a training program usually in a monetary scale,
because for calculating it all the input and output should be converted to a single meaningful scale which
for business organizations is usually money (Philips, 1997). Although efficiency is quite different from
effectiveness, in the case of business training this measure has been included in higher levels of
effectiveness evaluation in the most frequently used models of training (e.g. Kirkpatrick’s taxonomy).
This economic view to the concept of training effectiveness particularly for TBT fits into the Lyotard’s
notion of change in the nature of knowledge after technology has taken over our lives in our postmodern
era (Lyotard, 1984). From the perspective of this influential scholar, in today’s society the knowledge
gained through education and training is viewed as a product that is valuable not because it is true but
because it is saleable, efficient or “performative” for the business organization (Lyotard, 1984: 41). That
is why evaluating the efficiency becomes an inseparable part of evaluating the success of a TBT
program.
In order to measure efficiency, researchers select different variables for expenses and revenues.
The most frequently used variables for calculating cost of training program (Ravet & Layte, 1997
particularly for TBT; see also Philips, 1997) is the money spent to design, deliver, and assess the
training as well as the time spent off-the-job for employees to attend in the training. For calculating the
output, the fourth and the highest level of Kirkpatrick’s model is the most common criteria, which
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evaluates the effects of training on business results such as productivity increase, sales increase, cost
reduction, quality improvement, decrease in absenteeism rates, and labor turnover (Kirkpatrick, 1960b).
In the literature of training including TBT, these two variables of cost and benefit are barely compared
to each other and each of them is considered sufficient to show the economic viability of the training
(e.g. Ravet & Layte, 1997). Fortunately in recent years, another variable which is one of the
representatives of efficiency in the business research has been introduced to the literature of training.
ROI which is first introduced by Philips (1996) is defined as a comparison between “the monetary
benefits of the [training] program …to the cost of implementation in order to value the investment [on
training]”. He puts this criterion at the fifth level of Kirkpatrick’s taxonomy of training evaluation. As
Philips noted, ROI is a comprehensive evaluation formula and all the five levels of training evaluation
model is conducted by calculating only this variable.
There are, however, some technical issue about ROI two greatest of which are first, the
complexity of isolating the benefits and effects of a training program from other influences, and second,
the impossibility of converting all the benefits to monetary value (Philips, 1997, 2002). There is still no
standard list of variables which represent all effects of a training program and no standard time frame as
a base for calculation of ROI. This problem becomes more challenging in the case of TBT particularly in
distance learning environments because of more uncertainty resulted by adding new factors such as
technology and distance. Also, it is impossible to convert some variables such as increase in job
satisfaction or teamwork improvement to monetary value. On the other hand, the calculated ROI in
which such variables are not considered could be misleading. The above mentioned two issues put the
accuracy and reliability of the model under question mark. Since the literature of TBT uses the same
evaluation model of traditional training, we are also confronting these issues in TBT research. All we
now have in the literature is a set of general advices for dealing with these problems in TBT (e.g.
Philips, Philips, Duresky, & Gaudet, 2002) which are not precise and practical.
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The number of research studies evaluating TBT based on ROI has been increasing in recent
years (e.g. Masumian, 1999; Young, 2002). But to further go in this avenue, research should solve the
issues associated with the current ROI model. Furthermore, research can benefit by considering other
alternatives for the analysis of the profitability of an investment like training, such as Net Present Value
(NPV) and Marginal Benefit Cost Ratio (MBCR). So far, the literature of TBT has ignored these
alternatives altogether.
From the Technical Perspective
In recent years, the discipline of educational technology has benefited from many insights of
educational psychology, and as a result, major advances have occurred in identifying and improving the
influence of technology on learning (Koschmann, 1996; Salomon & Almog, 1998; Spencer, 1988).
Consequently, many research studies in the literature of training generally, and in TBT particularly, have
become concentrated on measuring the influence of psychological factors on the training effectiveness,
rather than developing a comprehensive measure for the effectiveness of training. None of those
psychological factors alone can represent learning; rather they may just influence learning positively or
negatively depending on the specific circumstances. In the context of TBT, these factors are mediated
through the affordances and capacities that specific forms of technology provide. The reflection of these
factors in the literature of TBT has provided a list of influential variable as follows: flexibility,
interactivity, convenience, self-regulation, autonomy, motivation, accessibility, self-efficacy, goal
orientation and so on.
There are tones of studies about TBT that measure at least one of these variables and compare it
with traditional training to show the superiority of TBT. But these variables are not sufficient to assure
that learning and transfer has happened. Since there is lack of research to clarify the concepts of
effectiveness in TBT (Brennan, McFadden, & Law, 2001), the relationship between these variables and
learning has remained vague (Clark, 1994; Kozma, 1994). Moreover, the influence of the instructional
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strategies on learning is more than these capacities and affordances. So affordances may become
limitations if instructional methods do not meet the pre-conditions under which they work (Clark, 1994;
Joy II & Garcia, 2000; Kozma, 1994; Ravet & Layte, 1997). Lack of research in comparison among
different forms of TBT rather than comparison between TBT and non-TBT also has created the illusion
that selecting the best form of technology for training delivery is not the issue (Joy II & Garcia, 2000).
Therefore, there is a strong need for more research to clarify the pre-conditions (see for example the
work of Young, 2002) and the instructional methods under which specific technological affordances
work (Bell & Kozlowski, 2002; Brown, 2001).
Conclusion
This paper aimed to review the literature of TBT in a critical way. Major advances in recent
years have attracted lots of scholarly attention to TBT and as a result the research in this area is
flourishing. Despite giving us a deep understanding and improving the implementation of TBT,
however, there still remains plenty of work for researchers. The main need is for a redefinition of pure
educational concepts such as effectiveness, knowledge, learning, and transfer in light of the significant
changes of business and technology in last decades. Pure economic concepts such as efficiency and
profitability should also be redefined in light of changes in education and technology. We need to
develop new models and approaches to evaluate these educational and economic concepts in order to
clarify how and why learning happens, and then to theorize how training programs contribute to longterm organizational goals.
In conclusion, the research on TBT can dramatically progress in the following two lines. First,
the existing massive disconnect between what the research says and what corporations actually do needs
to be shifted toward a reciprocal active connection and understanding (Becker & Gerhart, 1996).
Second, we should accept that TBT does not belong to one specific discipline rather it is an
interdisciplinary field of study. Therefore, answering the questions and puzzles of TBT needs active
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contribution of various disciplines such as education, psychology, economics, engineering, and
management.
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RELATIONSHIP BETWEEN PRAGMATIC SKILLS AND
ACADEMIC COMPETENCE IN CHILDREN WITH MILD
INTELLECTUAL DISABILITY
Abstract
Pragmatic language refers to language within social context, and it does not solely include
the spoken words, but also the intention and purpose of speaking. It is widely accepted that children
with intellectual disability reach communicative competence, which does not overcome
expectations based on mental age.
On the other hand, difficulties in gaining academic knowledge are one of the most
prominent features of these children. Academic competence is defined as a multidimensional
construct consisted of those skills, attitudes, and pupils behavior, which are considered to be
important for teacher's estimation of academic achievements. Teacher's assessment of academic
competence may include or at least be biased by children's pragmatic skills.
The objective of this research is to determine relationship between pragmatic skills and
academic competence in school-aged children with mild intellectual disability.
The sample consists of 120 children with mild intellectual disability, aged from 8 to 16. All
participants attend “special” primary schools.
Pragmatic skills were assessed using the Scale for estimation of pragmatic competence in
children with mild intellectual disability (Glumbic and Brojcin, 2002), while the academic
competence was determined by the Academic Competence Scale of the Social Skills System
(Gresham and Elliot, 1990).
The results indicate significant relationship between academic competence and pragmatic
skills, but their variability could be mostly explained by differences in the speech understanding and
speech production.

Key words: pragmatic skills, academic competence, mild intellectual disability.
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Background
Pragmatics studies the factors that manage our linguistic choice in a social interaction, as
well as the effects of our choice on others. Pragmatic factors influence our choice of voices,
grammatical constructions and vocabulary from the existing linguistic potential. Even so, pragmatic
errors do not break phonological, syntactic and semantic rules. The pragmatic itself is not a “part”
of language structure, but its domain is closely related to structural elements (Kristal, 1996). While
the knowledge on language structure refers on how voices and words are combined in order to
convey meaning, pragmatic knowledge determines the usage of structural knowledge in certain
situations (Menyuk, 1988).
Children with intellectual disability (ID) may have difficulties in understanding of complex
communication in social interactions, including skills of initiation and maintenance of
communication topic, turn-taking and re-establishment of previously interrupted communication.
Persons with ID frequently speak about themselves and repeat same topics, and they also may be
less precise in intentions and meanings of their speech (Cascella, 1999). These individuals appeared
to have difficulties in interpretation of the speaker facial expression and emotional status. They also
show inappropriate body posture and tactile contact. It was revealed that persons with ID poorly
identify anger, fear, disgust and surprise (Harwood, Hall, and Shinkfield, 1999).
Difficulties in gaining academic knowledge are one of the most prominent features of
children with ID. For example, only 3.5% of the children with mild ID in Florida pass the test of
minimal competency of reading and writing, while 2% pass math test (Crews, 1988, according to
Zetlin and Morrison, 1998). It is believed that children with ID could master elementary reading
skills according to their developmental level, but that they show specific difficulties in further
stages of development (Conners, Rosenquist, Sligh, Atwell, and Kiser, 2006). In math, most pupils
with mild ID could master elementary arithmetic. Notwithstanding, many pupils have significant
difficulties in mathematical reasoning and appropriate application of mathematical concepts
(Beirne-Smith, Ittenbach, and Patton, 2002). However, academic competence could be seen within
conceptually wider framework, which does not solely encompass knowledge itself. On the contrary,
it is defined as a multidimensional construct composed of the pupil’s skills, attitudes and behaviors
which contribute to teacher’s assessment of academic achievements (DiPerna and Elliott, 1999).
On the other hand, those children who are able to assess an adequate level of politeness
markers using strategies in generating requests are not likely to be estimated as children with
problematic behavior, by their teachers (Phelps-Terasaki and Phelps-Gunn, 1992). These data put
pragmatic competence of the children with ID into relation with their school success, particularly
because of the fact that typically developed children and their teachers tend to perceive
communicationally competent children as more socially competent (Phelps-Terasaki, Phelps-Gunn,
1992). Likewise, teachers in the classroom tend to pay less attention and to give less help to
children who show inadequate patterns of social behavior (Brophy and Good, 1974, according to
Grogan, 1988), which could eventually be inconvenient for those children with ID who need
additional attention, without which they would not reach portentous academic competence.
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The aim of the research
The aim of the research is to establish the relation between pragmatic skills and academic
competence in children with mild intellectual disability.

Research methodology
Sample
The sample consisted of 120 participants who attended schools for the children with mild
intellectual disability (50 < IQ < 70). Chronological age of the participants ranges from 8 to 16.
Methods
Pragmatic capabilities were estimated by using the Scale for Estimating Pragmatic
Competence of the Children with Mild Mental Retardation (SEPC-CMMR) (Glumbic and Brojcin,
2002). The first part of the Scale (factor of recognition) investigates the understanding of facial
expression, conversational intentions, presuppositions, conversational impliciture, as well as the
conversational impliciture and intentions in the same conversational acting. Previous to each
question there is a video with a certain situation familiar to the children of the investigated culture,
after which a capability to understand what’s on the video is investigated.
The second part of the Scale (factor of expression) estimates the adequacy of using honorific
elements, adjustment of turn taking, time adequacy of topic maintenance, as well as the capability
of using intonation in order to emphasize and change the meaning. The data on these abilities are
obtained from the persons who are very familiar with our participants and who are acquainted with
their characteristics and reactions in different social contexts. Using SEPC-CMMR the researcher
could determine general level of pragmatic competence, pragmatic competence in certain domains
such as Recognition factor and Expression factor and the level of mastering of individual
capabilities which are incorporated in one of those factors.
Academic competence of the participants was assessed by the Teacher form of the Social
Skills Rating System – SSRS (Gresham and Elliot, 1990). This subscale includes items measuring
motivation for school work, parental support, overall academic performance, reading and
mathematics performance and general cognitive functioning. Teachers were asked to place
academic competence of the students in the classroom using five-point scale and comparing them
with other children who are in the same classroom.
Control variables

Having in mind that many variables could bias students performances, we have checked
influence of those factors which were (according to our opinion and research review as well)
„responsible“ for obtained results.
Thus, control variables include relation between estimated skills and abilities with:
chronological age, IQ, sex, bilingualism, speech comprehension and speech production as well.
Receptive and expressive language was assessed by the Clinical Scales of Receptive (C5) and
Expressive (C6) Language of the Luria-Nebraska Neuropsychological Battery for Children
(Golden, 1987). The other variables, mentioned above, were collected from school documentation.
Influences of control variables on relation of experimental variables were presented in this
article only for those control variables which were revealed to be in statistically significant relation
with at least one experimental variable.
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Statistical analysis
The usual techniques of linear correlation are used. The usual correlation techniques are
used, such as simple and partial linear correlations. The relationships between experimental and
control variables, as well as experimental variables with each other are investigated, by means of
Pearson, point-biserial and fi-correlation, depending on variable properties. The results of research
are compared by using partial correlation to remove the influence of control variables.

Results
Table 1. – Correlation between achievement at SEPC-CMMR (overall as well as recognition and
expression factors achievement) and performances at the Academic competence Scale

SEPC-CMMR

r

p

0.369

0.000

0.368
0.302
0.157
0.190

0.000
0.001
0.088
0.039

0.328

0.000

0.325
0.268
0.120
0.171

0.000
0.003
0.195
0.063

0.336

0.000

IQ

0.267

0.003

Receptive speech clinical scale (C5) *

0.172

0.061

Expressive speech clinical scale (C6) *

0.146

0.113

Partial
correlation

Chronological age
IQ
Receptive speech clinical scale (C5) *
Expressive speech clinical scale (C6) *
Simple correlation

Partial
correlation

Factor of
Recognition

Whole scale

Simple correlation

Chronological age
IQ
Receptive speech clinical scale (C5) *
Expressive speech clinical scale (C6) *

Partial
correlation

Simple correlation
Factor of
Expression

Academic
Competence Scale

* Positive (inverted) scale

Correlations between overall and factor-specific achievements at the SEPC-CMMR and
performances at the Academic Competence Scale were positive, significant and low (p < 0.01).
However, partial correlations, obtained by controlling the achievements at Clinical Scales of
Receptive and Expressive Language, are not statistically significant (except negligible, although
significant correlation between overall achievement at SEPC-CMMR and performances at
Academic Competence Scale – r = 0.190; p < 0.05). In the main, relation between estimated
variables could be explained by variations in students' speech comprehension and speech
production.
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Table 2. – Correlation between SEPC-CMMR factor recognition items and performances at the

Academic competence Scale

SEPC-CMMR
Factor of Recognition

r

p

0.092

0.242

Chronological age
Bilingualism
IQ

0.234
0.233
0.213

0.010
0.011
0.020

Receptive speech clinical scale (C5) *

0.080

0.389

Expressive speech clinical scale (C6) *

0.139

0.132

0.153

0.122

IQ

0.068

0.461

Receptive speech clinical scale (C5) *

-0.048

0.604

Expressive speech clinical scale (C6) *

-0.008

0.933

0.275

0.017

IQ

0.276

0.002

Receptive speech clinical scale (C5) *

0.196

0.033

Expressive speech clinical scale (C6) *

0.203

0.026

0.203

0.259

IQ

0.118

0.201

Receptive speech clinical scale (C5) *

0.114

0.216

Expressive speech clinical scale (C6) *

0.102

0.271

0.157

0.115

IQ

0.038

0.679

Receptive speech clinical scale (C5) *

-0.066

0.467

Expressive speech clinical scale (C6) *

0.041

0.661

Partial
correlation
Partial
correlation

Simple correlation

Partial
correlation

Simple correlation

Partial
correlation

Simple correlation

Simple correlation
Partial
correlation

Conversational
impliciture

Presuppositions

Conversational
intentions

Facial expression

Simple correlation

Conversational
impliciture and
intentions

Academic
Competence Scale

* Positive (inverted) scale

There is statistically significant relation between understanding of presuppositions and
performances at Academic competence scale (r = 0.275, p < 0.05). Partial correlations remain
significant even after elimination of influence of IQ and achievements at the Clinical Scales of
Receptive and Expressive Language. Although significant (p < 0.05) these correlations are almost
negligible (r = 0.196), so great deal of estimated relations should be ascribed to differences in
language abilities.
There is no significant correlation between facial expression and performances at the
Academic competence scale (r = 0.092, p = 0.242). However, it was revealed that chronological
age, bilingualism and IQ have suppressive influence. After elimination of the influence of these
factors, one could obtain low level significant correlation p < 0.05. However, statistically
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insignificant correlations were obtained by controlling influence of the achievements at the Clinical
Scales of Receptive and Expressive Language, which means that relation between facial expression
and estimated level of academic competence, could be explained by the real influence of these two
variables.
There were no significant correlations between academic competence and conversational
intentions, conversational implicitures, and conversational intentions and conversational
implicitures in the same speech act. Values of partial correlations do not indicate suppressive
impact of control variables.
Table 3. – Correlation between SEPC-CMMR factor expression items and performances at the

Academic competence Scale

p

0.165

0.073

Chronological age
Bilingualism
IQ

0.155
0.182
0.085

0.092
0.048
0.360

Receptive speech clinical scale (C5) *

0.030

0.749

Expressive speech clinical scale (C6) *

-0.011

0.904

0.157

0.087

IQ

0.123

0.181

Receptive speech clinical scale (C5) *

0.140

0.130

Expressive speech clinical scale (C6) *

0.124

0.177

0.328

0.000

Chronological age
IQ

0.324
0.280

0.000
0.002

Receptive speech clinical scale (C5) *

0.158

0.087

Expressive speech clinical scale (C6) *

0.147

0.111

0.159

0.084

Bilingualism
IQ

0.146
0.137

0.113
0.137

Receptive speech clinical scale (C5) *

0.108

0.242

Expressive speech clinical scale (C6) *

0.104

0.259

Partial
correlation
Partial
correlation

Simple correlation

Simple correlation
Partial
correlation

Academic
Competence Scale
r

Simple correlation

Simple correlation
Partial
correlation

Using intonation

Time adequacy of
topic maintenance

Adjustment of
turn taking

Honorific elements

SEPC-CMMR
Factor of Expression

* Positive (inverted) scale

If we look at particular items of SEPC-CMMR expression factor, significant correlation was
obtained solely between topic maintenance and students academic achievements (r = 0.328, p <
0.01). However, this relationship could also be explained by influence of speech understanding and
speech production, due to the fact that examination of influences of achievements at the Clinical
Scales of Receptive and Expressive Language revealed statistically insignificant correlations.
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Correlations between other items of the SEPC-CMMR expressive factors are statistically
insignificant. Partial correlations, obtained by exclusion of the control variables bias, do not indicate
their suppressive impact. An exception is relation between academic competence and adequacy of
usage of honorific elements, with insignificant simple correlation (r = 0.165, p = 0.073), and
statistically significant, low positive correlation (r = 0.182, p < 0.05) obtained by controlling of
students bilingualism.

Discussion
There is significant, although low positive correlation between achievements at the SEPCCMMR and academic competence level (overall results at the SEPC-CMMR:
r = 0.369;
recognition factor: r = 0.328; expression factor: r = 0.336; p < 0.001). However, these relations
could be biased by speech comprehension and speech production, provided that speech
comprehension has grater influence upon overall achievements at the SEPC-CMMR (although
elimination of speech production bias keeps the significance of the relation up, the correlation itself
is very low: r = 0.190, p < 005).
Relations between particular items of recognition factor and expression factor and the level
of academic competence, could be divided into three groups: those without any statistically
significant relationship; those with statistically significant relationship, which could be explained by
individual variability in speech comprehension and speech production and those where simple
correlations are not statistically significant in the presence of suppressive variables.
Simple correlations between academic competence and understanding of conversational
intentions, understanding of conversational impliciture, understanding conversational impliciture
and conversational intentions in the same speech act, adequacy of turn-taking and usage of
intonation in order to stress or alternate meaning, are not statistically significant.
Significant correlations between academic competence and understanding of
presuppositions (r = 0.275, p < 0.05) as well as between academic competence and topic
maintenance (r = 0.328, p < 0.01) were established. However, after elimination of language abilities
bias, partial correlations between academic achievements and topic maintenance has become
insignificant, which means that one could explain the relation between these two variables by
individual variations in speech understanding and speech production. On the contrary, after
elimination of the influence of control variables, correlation between understanding of
presupposition and academic competence remains statistically significant. Even so, level of partial
correlation which remains after controlling of speech comprehension bias was negligible (r = 0.196,
p < 0.05), while partial correlations which remains after controlling of speech production bias were
almost negligible (r = 0.203, p < 0.05). These results indicate significant explanatory role of
linguistic abilities in relations between these two abilities.
While correlation between facial expression and academic competence is almost negligible,
it was revealed that chronological age, bilingualism and IQ have significant suppressive impact.
Examination of these variables bias revealed significant, positive and low partial correlations.
However, having in mind that partial correlations remain insignificant after controlling of the
influence of speech comprehension and speech production, these results do not substantially differ
from previous ones.
Therefore, none isolated element of the SEPC-CMMR correlates significantly with students
academic competence, providing that significance of the relationship could be ascribed to
differences in speech comprehension and speech production.

2009 HICE Proceedings
Page 2388

Conclusion
It could be concluded that those kinds of correlations between SEPC-CMMR (overall
results, estimated factors or particular items) and academic competence, which happened to be
positive and low, could be mostly explained by student’s differences in speech comprehension and
speech production. However, relation between understanding of presuppositions and level of
academic competence could not be confined to influence of control variables, which indicate that
during estimation of academic competence teachers do pay attention to ability of the children to use
network of presuppositions which he or she share with other person. On the other hand, this result
put into question teacher's ability to make a distance from the presumption that student presuppose
certain information, which may not be the case, although it seemed so in conversation between two
competent interlocutors. Possible lack of this sensitivity could mean that the teacher actually does
not assess academic performances, since he (or she) does not even reach it because of substantial
misinterpretation in communication. Therefore, overestimation of receptive communication abilities
and taking them for granted could be of significant importance even if one discusses estimation of
academic competence of the children with mild ID.
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Healing Through Language and Culture: Research with Aboriginal Peoples of
Northwestern Canada
Healing through Language and Culture is a SSHRC Community University
Research Allliance (CURA) funded project carried out in collaboration with Aboriginal
peoples/communities of northwestern Canada. Conducted in a three member colloquium
with representatives from the Grandin Missionary Oblates, leaders & representatives
from Aboriginal communities and organizations, and Indigenous/non-Indigenous
scholars, this project seeks to investigate (1) how culture and language are integrally
connected, and (2) how language and culture form the foundation for the health and
vitality of individuals and communities. This proposed paper will report on the research
methods, processes and methodology that have moved this community-based
Indigenous/Aboriginal research project towards its short term and long term objectives.
The paper will link research outcomes to contemporary knowledge in the fields of
educational policy and leadership as well as introduce aspects of Indigenous knowledge
systems that are directly related to traditional and contemporary forms of Indigenous
peoples education, The presenters will speak about the significance of Aboriginal
languages and cultures in the survival of Aboriginal peoples and communities, and will
draw on their own research and scholarship to link these with the work of the CURA
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research. The need for educational systems to acknowledge the historical influences
and impacts of European cultures and belief systems on Aboriginal languages and
cultures is one of the desired outcomes of this research and one aspect of the work that
will be discussed. Very few classroom teachers in contemporary schooling have had
opportunities to learn about Aboriginal ways of knowing and being, and even fewer have
had occasion to understand how the languages and cultures of the various peoples are
integrally connected to these ways. In the processes of meaningful engagement that are
the core of community-based research in Indigenous contexts, the re/creation of new
knowledge and the potential re/discovery of ancient knowledge means that today’s
Aboriginal children and youth will benefit from a better understanding of the relationship
between their languages and cultures and the healthy development of their individual
and social identities.
This proposed paper/presentation at the International Conference on Education
seeks to mobilize knowledge about effective strategies and methods that support and/or
enhance community-based research in Aboriginal communities, and in this particular
case, also directly impact on individual and community healing through active
participation in research in language and culture. Some of the research questions that
will be discussed at this presentation include: How were the cultural teachings of
Aboriginal peoples interpreted by the Oblates? What specific information is available on
the language itself as integral to the cultural well-being of individuals and collectives?
How did the perceptions of the missionaries influence the ways that Aboriginal peoples
perceive themselves? What are the learning experiences/challenges that take place
when Indigenous/Aboriginal graduate students engage in community-based research on
and with their own peoples, peoples who are both historical and contemporaneous?
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Immigrant and Refugee Youth’s Leisure Lifestyle in Transition: A SWOT for
Accessing and Utilizing Community Parks and Recreational Facilities in America

Dr. Jerono P. Rotich, North Carolina A & T State University
Dr. Paul Ankomah, North Carolina A & T State University
Dr. Trent Larson, North Carolina A & T State University
Abstract: As the ever increasing diverse immigrant and refugee youth integrate into their
new culture and environment in America, their leisure and recreational lifestyles are
juxtaposed in the midst of acculturation and adolescence. The impacts of this buffering
transition have become a high profile issue that has produced multiple responses from
governmental, non-governmental, and community agencies across the Country. Although
research indicates that most immigrant and refugee youth like America, they seem to be
constantly struggling to find their niche (Bailey 2002; Gordon-Larsen, Harris, Ward, &
Popkin, 2003). They face myriad challenges - most notably, peer pressure and balancing
the cultural values, lifestyle, leisure and schooling. However, though the youth have
identified sports and physical activity to be a key vehicle for integration, acculturation
and healthy lifestyle, most of them have cited access to community parks leisure and
recreation facilities to be a major obstacle. Their experiences range from poor quality
services to lack of opportunities. This article will highlight the following: (1)
Immigration trends in Guilford County North Carolina (2) The consequence of physical
activity and inactivity (3) a SWOT for accessing community sports, leisure and
recreational facilities. The findings of this study will be used to inform future
interventions and research.
Key words: Immigrants and Refugee youth; SWOT analysis; access to parks and
recreation facilities
Immigration Trends in Guilford County North Carolina
Research findings indicate that the United States of America continues to witness
a dramatic influx of immigrants and refugees (Portes & Rumbaut, 1996). The Census
Bureau Reports of 2006 indicate that the total number of immigrants nationwide was over
37.5 million. This increase in numbers of immigrants is reflected in almost all parts of the
United States and particularly in North Carolina and Guilford County (Bailey, 2002).
Reports from the Faith Action International (Sills, 2002), suggest that North Carolina and
Guilford County have continued to experience a dramatic influx of immigrants since the
early 1990s. More than 60 percent of the foreign-born immigrants entered the state of
North Carolina and especially Guilford County during the last decade. The foreign-born
population in North Carolina increased by 273.6 percent, growing from 115,077 to
430,000 residents between 1990 and 2000 (Piedmont Triad Council, 2002; & Bailey,
2002). According to Bailey (2002), Guilford County resettles more refugees than any
County in the entire state of North Carolina, and has the largest and fastest growing
numbers of immigrants of diverse nationalities, cultures, ethnicities, languages, religions,
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race, and ages. Specific statistics indicate that Guilford County has witnessed over 50,000
immigrants over the last decade (Bailey, 2002).
According to Bailey (2002), the highest numbers of immigrants come from
Mexico and other Hispanic-speaking regions. However, the first group of immigrants in
Guilford County was from Northern Europe. Other regions that are represented by the
immigrants in Guilford County include: Africa, Southeast Asia, South America, Eastern
Europe, and the former Soviet Union.
The total number of African immigrants in Guilford County may not be an
accurate reflection since the mainstream system tends to identify them as African
American (Bailey, 2002). The first African refugees were resettled in Guilford County in
the early 1980s and this first group was mainly from Ethiopia. But currently there are
over 10,000 African immigrants in Guilford County representing various African
nationalities.
The Latino immigrants on the other hand are the largest in the county as well as
the state. Specific statistics report over 392,599 Hispanic or Latinos in North Carolina
(Bailey, 2003 & Piedmont Triad Council, 2002). The majority of these were born in
Mexico (71%), Puerto Rico (10%), and Cuba (2.5%). Another 16% come from central or
South American countries. Guilford County is home to over 30,000 immigrants.
Similar statistics indicate that there are over 79,000 Southeast Asians in North
Carolina, including a total population of over 7000 who have settled in Guilford County.
The Southeast Asians have several grass root organizations in Guilford County namely:
Montagnard Dega Association, Montagnard International Bible School, Vietnamese
Temple, and Buddhist Temple. Most of these Southeast Asians consist of the
Montagnards, Vietnamese, Cambodians, and Laotians. They are very diverse, and they
represent different ethnicities, education levels, and religious identities.
But regardless of their category, all immigrants have come and continue to come
to the United States and Guilford County with myriad hopes (Bailey, 2001, 2002,
Balgopal, 2000). They are fleeing poverty and persecution, pursuing athletic or
educational glory, and seeking better and healthier ways of life. Most of them see
America as a beacon of hope. The refugees and asylums for example are a special
category of immigrants who are admitted into the United States because they are fleeing
extreme persecution, war or natural disaster (Bailey, 2001, 2002, Bal opal, 2000).
Immigrants on the other hand are here voluntarily and are here to seek better ways of life.
Bailey noted that the industrial growth and the booming economy of the Triad coupled
with existing ethnic enclaves have contributed to the ever-increasing numbers of
immigrants in Guilford County.
The Consequence of Physical Activity and Inactivity
According to Lox, Kathleen, & Petruzzello (2003), people from all walks of life
engage in a variety of physical activities for various reasons. Some of the reasons
mentioned include: rehabilitation, to obtain membership in a socially defined group, to
improve their health and fitness, and to feel better about themselves. However, regardless
of the reasons for participation, there are numerous benefits of participation as well as
consequences for widespread inactivity. From the benefits standpoint, conclusive
research has documented the many benefits of physical activity to the overall health and
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well being of any individual (Fahey, Insel & Roth, 2002; Lowry, Wechsler, Kann, &
Collins, 2001; Scherman, 1989; Surgeon General Report, 1996).
In addition, several other researchers who support physical activity argue that,
together with the physiological benefits, physical activity enhances the personal and
social well being of adolescent at-risk youth (Hellison, Curforth, Kallusky, Martinek,
Parker & Stiehl, 2000). Their reports indicate that physical activity programs for at -risk
youth facilitates personal and social development through which behavior is positively
affected. Their findings suggest a strong relationship between participation in physical
activity and the development of self-concept, self-esteem, self-competence, cognitive,
emotional and problem solving skills among other components of resiliency. Their
evidence suggests that social and personal responsibility skills are primarily and
successfully achieved when program goals and objectives focus on determinants that
predispose the youth to various risky behaviors. Additionally, Morris, et al (2003), in
their study of physical activity and antisocial behavior among youth, discovered that
physical activity reduces boredom in youth and decreases the amount of unsupervised
leisure time. In addition, there is consensus that regular participation in physical activity
during adolescence enhances adherence to regular physical activity into adulthood
(Scherman, 1989).
Other literature that lends support to the findings that physical activity enhances
personal and social responsibility includes; Lowry, Weschsler, Kann, & Collins (2001).
They conclude that committing the necessary resources to provide high quality, health –
related school physical education programs to all high school students offers an
important opportunity to positively influence the health and character of the entire nation.
Other studies have also indicated that there is a positive relationship between
participation in physical activity and academic performance (Linder; 2002 & Dwyer,
Sallis, Blizzard, Lazarus, & Dean; 2001). These studies indicated that students who
participate in physical activity tend to perform better in academics than those who do not
participate.
However, despite the well-documented physiological, social, and psychosocial
benefits of physical activity, the consequences of inactivity continue to increase (Lox,
Kathleen, & Petruzzelo, 2003; Healthy People 2010, Surgeon General Report, 1996;
Marcus, et al, 2003). These research studies report a tremendous increase in the negative
consequences of physical inactivity. These researchers continue to argue that although
maintaining a physically active and fit lifestyle is widely acknowledged by many
Americans as a crucial determinant of any individual’s quality of life, the increase in
sedentary and physically inactive lifestyles still remains a concern. They go on to say that
a relatively low percentage of people in the United States take advantage of the benefits
of physical activity. Their statistics indicate that less than 50% of Americans exercise
regularly and the majority of these inactive individuals are either older adults or children
or they are poorly skilled and economically and socially disadvantaged. Sweetgall (2003)
indicates that 62% of Americans are overweight, 30% are obese, 60 million have high
blood pressure, and almost 20 million have diabetes. Sweetgall also reveals that most
children are “landlocked” in their classrooms, living rooms, computer rooms, and
bedrooms. He says that for the first time in history, teenagers are being diagnosed with
adult onset diabetes.
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Other recent series of research emanating from behaviorist and psychosocial
perspectives (Hellison, et al, 2000) document the relationship between physical inactivity
and the prevalence of at risk behaviors and lifestyles among at risk youth.
From a global perspective, this epidemic of physical inactivity is not only a
problem in the United States (Lox, Kathleen & Petruzzelo, 2003). Their findings on
physical activity epidemiological studies conducted in Canada, Australia, Scotland, and
among Hispanics indicate that inactivity is becoming a problem in all industrialized
nations of the world. This continuing increase in rates of physical inactivity has attracted
the attention of many government agencies, the World Health Organization, individual
researchers, and other entities such as the U.S Healthy People 2010 Initiative. They are
all geared towards encouraging as many people as possible to take advantage of the
benefits of physical activity. As other studies have alluded to, low-income, racial and
ethnic minorities, among other at-risk populations, are more likely to be sedentary than
the general population. Increasing physical activity levels among these groups holds
particular promise for improving the quality of life for everyone.
As indicated above, most researchers have reported that, although physical
activity lends obvious benefits to adolescent youth and people of all ages, ethnic minority
youth do not participate in the recommended levels of physical activity to reap the
benefits (Lowry, Weschsler, Kann, & Collins, 2001; Healthy People 2010; U.S Surgeon
General, 1996). There is general agreement however, that appropriate interventions can
help sedentary youth become more active and fit (Marcus & Forsyth, 2003). The purpose
of this study was to investigate the immigrant and refugee youth’s experiences and
perceptions of accessing and utilizing community parks, leisure and recreational facilities
in Guilford County North Carolina.
Methodology
To gain insights to immigrant and refugee youth’s perceptions and experiences of
accessing and utilizing community parks, leisure and recreational facilities, photovoice
methodology (Wang, 1998), interviews and focus groups were used to collect data.
Diverse youth (Latino, African, and South East Asian) were asked to take
pictures/photographs of those things that they liked and those that they did not like about
the community parks and recreation facilities in Guilford County. They were also asked
to take pictures that represented features that they felt could be improved by the
community parks and recreation facilities management and those that they felt were a
threat. The photographs and photograph captions provided talking points during both the
interviews and focus groups. All the data collected were triangulated and the emerging
issues and themes were codified and categorized using the SWOT analysis. The SWOT
which refers to Strengths, Weaknesses, Opportunities, and Threats (SWOT) analysis has
proven to be a highly effective way of identifying Strengths and Weaknesses on existing
conditions. It is also a great method for identifying Opportunities and Threats. The
following section will give an overview of the specific SWOT findings.
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SWOT Results
Immigrant & Refugee Youth Experiences/perceptions of Community Parks & Recreational
Facilities

Safer place to play than
neighborhood

90%

Availability of trained workers

80%
Easy acess to parks and
rec.centres

70%

Culturally diverse activities

% Ratings

60%

Plenty of Equipment

50%
40%

Employs diverse people

30%

Fun place to go

20%

Great place to learn language
and culture

10%

Fearful/Afraid of Immigration
0%
1
Perceptions/Experiences

Detailed descriptions of the findings are divided into the following five sections.
The first section shows the immigrant and refugee youth’s perceptions of the strengths of
the community parks and recreational facilities in Guilford County. The second section
provides information on their perceived weakness. The third section presents information
on their perceived opportunities. The fourth section presents information on perceived
threats. The fifth and final section will give a conclusion and recommendations for future
interventions or research.
Strengths
The findings indicated that most of the youth (80%) perceived the community,
leisure and recreation parks in Guilford County to be safer than playing outside their
current apartment complex, home or neighborhood. H’Yat, a refugee from Vietnam,
clarified their safety concerns by giving an example of a drive-by shooting incident that
occurred in front of their apartment one Saturday afternoon. As horrifying as it sounded,
a vast majority of the youth expressed their fears and feelings of insecurity. As a result
of this, most youth reported that they are forced to stay indoors most of the time
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because they are not allowed to play outside anymore. Data also indicated that, 70% of
the youth who participated in this study were impressed with the quality and quantity of
the equipment and facilities. They specifically reported that the few parks and
recreational facilities that they had visited had a variety of equipments unlike what they
had in their home countries. Furthermore, the youth indicated that though they had
limited access to the parks and recreational facilities, they cherished the few
opportunities. They enjoyed coming to the recreation center because it gave them an
opportunity to meet with other youth from America and other countries. Manuel was
extremely thrilled because he did not only have a chance to play his long time favorite
sport, soccer, but he was able to learn one or two words in English.
Another 60% of the youth indicated that the community parks and recreation
facilities were fun places to meet friends. According to Y’Bim, though soccer was a
game that he liked to play, he was not very skillful and tactful. However, he noticed that
his tackling skills were getting better every time he played at the recreational facility.
He attributed his skills improvement to his new best American friend Joe He said that:
“My American friend Joe was so nice. He was always there for me. He taught me
so many skills about American soccer. I am so glad and I hope that one day I
will get better and be able to play sport for my school or college like Joe. I would
like to play everyday if given an opportunity”
Though only 15% of the youth indicated that they had an opportunity to utilize
any community parks and recreational facility, majority of them seemed very interested
and were looking forward to such opportunities. They specifically indicated that it gave
them an opportunity to get out of the house. Given the cross-cultural diversity in
Guilford County, the youth emphasized the fact that this experience afforded them a great
opportunity to meet other youth people from other cultures, economic status, and
languages .They were able to interact and socialize well with American youth as well as
other youth from other cultures. They also felt that, over time, other youth especially the
American began to appreciate their cultures.
Weakness
The youth reported that the lack of culturally diverse workers, culturally diverse
activities and programs, and limited accessibility to the underserved communities were
major weaknesses. They indicated that most of the recreation programs and facilities that
they had visited were either too far way from where they lived, were not on a bus line,
were not within walking distances or were not unaffordable to most immigrant and
refugee youth and their families. Demographic and anecdotal data indicated that most of
the youth lived in highly segregated neighborhoods that had deep poverty. When asked to
comment on this, Halima, one of the youth from West Africa had this to say:
“I would love to learn to play basketball like my American friends, but I cannot
do it because my parents cannot take me to the park. They work all the time.
I even tried to look for a ride to the place in the summer, but the summer
camps which were too expensive”
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Others felt that the fees required for the ongoing activities (i.e. swimming,
basketball or tennis classes) as well as summer programs were too expensive. As a result
of this, most youth concurred that they have no option but to stay home whole day and
watch television.
Lack of public transportation to these programs was another weakness that was
pointed out by the youth. Many of the youth indicated that most community parks and
recreational facilities were too far from their home or apartment complex.
Most youth reported that they came from families where they have only one car
or none, thus making it difficult to get transportation to and from the facilities. The youth
also indicated that there were very few recreation facilities in their neighborhoods that ere
within a walking distance. Other challenges reported were; lack of knowledge on how to
use the public transportation, limited funds i.e. money for the bus fare, and the extreme
cold weather that made it difficult for them to get out of the house.
The lack of linguistically appropriate materials and the inability to reach them
through the traditional print media was another weakness that was reported by the youth.
They indicated that as much as they would have liked to know and learn more about
programs that were offered by the community parks and recreation facilities, most of
their information was in English. This inability to read any program information or flyers
made it impossible for them to participate. Nonetheless, though few programs had been
translated into Spanish, the Spanish speaking youth indicated that, it was difficult to
convince some of their parents of the legitimacy of the information because some were
illiterate in their own language.
Inability to provide interpreters or staff who speak other languages was also
identified as a weakness. They indicated that most of the staff did not speak any other
language other than English. They emphasized that they felt uncomfortable and out of
place because the staff and other youth were always commenting on their accent and
language.
Availability of unfamiliar games and activities was also reported to be a barrier. They
illustrated that the type of activities offered were very unfamiliar to most of them. They
were disappointed because they did not get much help from their staff and peers in terms
of helping them to learn the “America sports’.
Opportunities
Findings of the study offer several opportunities. The number of suggestions
made by the youth reported present great avenues for the community parks and recreation
department to make their facilities more user friendly to immigrant and refugee youth.
They youth emphasized that because most them did not utilize the community parks and
recreational facilities, providing access and culturally and linguistically appropriate
activities and programs would be key. They indicated that this would enable many to
utilize the facilities more frequently. Findings indicated that most of them did not have
transportation means because most of the parks were on the “other side” of town.
Incorporating diverse programs and activities that are familiar to most immigrant
and refugee youth would be another great opportunity. They indicated that though the
activities offered were many, most of them were unfamiliar to them. However, they also
indicated that they really wanted to learn more games such as basketball, baseball, but
most of them did not know how to play
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Providing programs that allow for one on-one interaction (i.e. .buddy or peer
mentoring programs) would motivate them to utilize the community parks. They
specifically suggested that pairing up a new immigrant with someone from this country
with a new immigrant or refugee youth would enhance their skills. They pointed out this
would not only help them to learn more about the facility and skills of the various games,
but it will give them an opportunity to practice their language.
Designing culturally sensitive programs that encourage parental involvement i.e.
African Women after school program was also suggested. The youth who were part of
this program attributed their skills and easy transition. The program recruited volunteers
from both the immigrant and the mainstream community.
To address the cultural and linguistic barriers, the felt that hiring and training
bicultural and bilingual interpreters for both genders would be great. They indicated that
this will greatly motivated them to participate in most activities and programs. The young
Muslim women who were very particular about their activities noted that they will be
more free to wear gym clothes.
The data also suggested an enormous need for health education materials i.e. print
media, television, radio, and video. Nonetheless, though the technology works great, they
were keen to report the huge impact of word of mouth especially for those who cannot
read their language. When asked to talk about the suggestions that H’Yat said:
“I wish I had more access to facilities and equipment such as playgrounds, parks,
and recreation centers, swimming pool among others. I also think I would do
more physical activity if I had someone to keep my brothers and sisters so that I
can play with my friends. This will give me time to learn to be a professional
player. I also wish to play common sports activities like those in Vietnam. The
activities here are different and you always need money and car to participate”
Rodriquez indicated that he would have loved more time and the opportunity to learn
more sports especially those that were not offered in their country. He note that he
wished he had more to play with his friends and to learn to play other spots. Maria
reported that:
“I wish I had more friends, more basketball, and more places to play. I really
want to learn how to play different sports activities, but I cannot because I do not
have the skill and a place to learn”.
A vast majority of the youth emphasized that they wanted to learn how to play
more Americanized sports like football, baseball, and tennis.
They highlighted some guidelines that would enhance the efforts of community
parks and recreation facilities to attract immigrant and refugee youth to their facilities and
programs. Based on their perceptions and experience of strength and weakness, they
specifically suggested the following intervention:
I. Provide transportation to and from the facilities i.e. public transportation
II. Implement a “Leisure Access Card” or membership card. This would
enable most youth to access the services and programs with minimal
hassles

2009 HICE Proceedings
Page 2400

III. Provide discounted membership and scholarships to those individuals
who cannot afford to pay for the membership fees. They alluded to the fact
they would be motivated to utilize these facilities instead of watching
television all day long.
IV. Develop ongoing communication in all languages. This would , inform
immigrant youth and their families of available programs and activities
V. Provide on-going training on the specific needs of immigrants, and
refugees communities
VI. Coordinate programs and services through the immigrant and refugee
leaders or faith organizations.
Threats
Because they perceive sports to be a vehicle for acculturation and getting to know
“thy neighbor, they were afraid that the continued lack of access to facilities and services
may led to further isolation and stereotypes. Most youth feel left out already. They feel
isolated from community recreational facilities due to language and cultural barriers.
Unless the barriers are addressed, the overall all-cause mortality, incidence of
cardiovascular diseases and other health related activity will continue to plaque the
immigrant community. Other notable threats such the continuous lack easy access to
the parks and recreational facilities coupled with the stress could impact the health and
well-being of the immigrant and refugee youth. From the benefits standpoint, conclusive
research has documented the many benefits of physical activity to the overall health and
well being of any individual (Fahey, Insel & Roth, 2002; Lowry, Wechsler, Kann, &
Collins, 2001; Scherman, 1989; Surgeon General Report, 1996). These studies indicate
that physically active individuals outlive their sedentary or physically inactive
counterparts because their rates are remarkably lowered by the benefits of physical
activity.
A similar study by Stodolska (2004) indicated that new immigrant youth and
children face numerous post-arrival challenges and may result profound psychological
and emotional implications if they are not addressed.
Young immigrants are faced with the new phenomenons and lifestyles of the new
country”. Due to the pressures to conform to their new societal demands. This will
increase the chances that more youth will be unhealthy, sedentary, and unhealthy use of
free time. This will drastically increase the need for of social services and crime
enforcement programs.
Given the consensus that regular participation in physical activity during
adolescence enhances adherence to regular physical activity into adulthood, most of this
youth lead sedentary or physically inactive lifestyles later in life.
Fear of immigration may continue to be a factor in help seeking behaviors of
these youth and families. Fear of deportation, poor housing, job insecurity and lack of
transportation has led to high level of transience among immigrant and refugee families.
This may make it difficult for parks and recreational programs to design consistent
programs for these underserved youth. Marcus, a 6th grade immigrant youth from Mexico
indicated that, he has attended five different schools in Guilford County because his
parents are constantly moving. He noted that this make it difficult for him to familiarize
himself with any community program. It is however evident that is transience may make
it difficult for facilities to design consistent programs.
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Most immigrants and refugees especially the undocumented tend to shy away from
their services because they ask for so much information when you go to apply for a
scholarship. Building trust among this population may take longer and may require more
funds and effort from the parks and recreational staff and personnel.

Conclusion
The SWOT analysis helped to identify the existing gaps in the community, leisure
and recreation programs as well as to inform future interventions. This analysis will
specifically guide the facilities to focus on their strong areas as well as those that provide
the greatest opportunities. Most youth indicated that the quality of equipment, facilities,
trained staff and safety or low crime rates were the major strengths of the current parks
and recreation programs in Guilford County. The major weaknesses that were related to
concerns about lack of transportation lack of culturally and linguistically appropriate
programs and activities, limited scholarships and lack of diverse staff. The youth however
saw this as an opportunity for the parks and recreation personnel to explore ways to;
make their programs more accessible, provide diverse activities and transportation
alternatives, recruit and train diverse staff and to collaborate more with immigrant and
refugee communities. Though subtle, the threats that were reported were, fear of
immigration consequences, too much diversity among immigrants and refugees, the
costly impacts of physically inactive and idle lifestyles among at-risk youth and increase
in the number unhealthy youth leading unhealthy lifestyles.
Working with an awareness of these issues will therefore allow community parks,
leisure and recreational personnel to develop and implement programs and activities that
will make their facilities more user friendly to the ever-increasing immigrant and refugee
youth population.
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Abstract and/or full paper:

Unifying Pre‐service Teacher Practicum & Professional Development Project: A Comparing US‐China
Teacher Preparation Programs Report
This report represents a cooperative effort between the School of Education of Brigham Young
University Hawaii and Hebei Normal University in China, Hebei Province. Currently, there are major
concern on highly qualify teachers in USA, as in China, how to reform her educational support system in
order to supply certified teachers to meet the challenge of her New Curricular Standard and globalizing
education needs is the focus of this study.
A program features comparison from the two universities is included. Moreover, there are two initiative
projects will be mentioned in this report, i.e. a “3.5 years + 0.5 year” unifying pre‐service teacher
practicum & professional development project in Hebei Normal University, and a “3 years + 1 year”
international practicum project in BYU‐Hawaii. Through this report, the participants of this conference
may be sparked a new perspective on a better way to prepare our future teachers in facing teacher
education challenges.
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Abstract
The Strengths Movement is happening throughout the United States! Azusa Pacific
University is a leader in this movement through their emphasis on student and
faculty awareness and training throughout the university. Undergraduate and
graduate school programs emphasize the development of one’s strengths. The
Special Education Department has developed a multi‐faceted approach of strengths‐
based education techniques and strategies for teacher candidates and their
students. The impetus for development of Strengths‐based Education has come
from the positive effects of knowing one’s strengths and nurturing strengths
awareness. The next level is developing strengths and learning to utilize their
strengths in team building and collaboration. Research in the area of strengths
development will be covered, as well as practical applications, techniques, and
strategies of strengths‐based education.
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This workshop will provide the participants with awareness of the Strengths
Movement in the following areas:
1) Strengths‐based education with higher education faculty within teacher
preparation programs
2) Strengths research with teacher candidates‐‐young adults and second‐career
adults
3) Strengths‐based education within teacher preparation programs
4) Strengths‐based education with at‐risk teens and young adults
5) Strengths‐based with teacher candidate mentoring/coaching
This website will host related information: http://www.azusapacific.net/
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Abstract of the paper:
In this case study, an example of cooperative learning model which can be named as
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techniques, and classroom discourse. For this purpose the ‘educational psychology’, course is
evaluated by a naturalistic approach including both the qualitative and the quantitative
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responsibility.

2009 HICE Proceedings
Page 2411

Executive Summary
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Learner and Teacher Conceptions and Dispositions of
Mathematics and their Applications in a University in the Middle East

Dr Fida Atallah, Dr Sharon Lynne Bryant, Dr. Robin Dada
College of Education - Zayed University
PO Box 4783, Abu Dhabi – United Arab Emirates
fida.atallah@zu.ac.ae

Rationale
The National Research Council (1989) views mathematics as a key to opportunity because it
provides career opportunities, enables informed citizen and provides countries with a
competitive edge in the emerging technology economy. The mathematics education literature
provides several insights into the important contributions of mathematics and its role in
everyday life. The literature also documents student difficulties, lack of motivation and
negative attitudes to mathematics; however, it does not discuss student conceptions or
dispositions of mathematics as comprehensively (Atallah, 2003, 2004).
In this research study we are exploring learner conceptions and dispositions of mathematics,
and of its real life applications.

The interest in this topic stems from the view that

conceptions and dispositions of mathematics influence the approach that learners utilize in
learning the subject. Furthermore, the lack of perception of the link between mathematics and
its applications in real life settings may be partly responsible for the negative feelings towards
mathematics as well as the difficulties encountered in understanding its concepts and
applications. We will also explore teacher conceptions and dispositions of mathematics, as
we believe that they have an impact on their learners’ conceptions and dispositions.

In our attempts to come to a better understanding of how students and teachers view
mathematics, we are also attempting to address some challenging questions related to
mathematics education. How can we make our students more aware of the role of
mathematics in everyday life? How can we make use of students’ life experiences to design
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learning environments more conducive to mathematical knowledge construction? How can
we present a more ‘friendl’ mathematics – more real and relevant to everyday life?

Literature Review
Steele (1994) proposes that conceptions have two components: knowledge and beliefs.
Beliefs, as suggested by Steele, are both cognitive and affective. Ernest (in Steele, 1994)
views beliefs as personal views, values, and assumptions. Atallah (2003) describes
conceptions as views that students hold of a subject as a discipline; what they believe it is and
how they describe it.

Affective variables such as emotions, attitudes, and beliefs are important for understanding
student behavior in mathematics (Gomez-Chacon, 2000). Gomez-Chacon views the interest
in affective variables as stemming from their impact on how students learn and use
mathematics, as well as their potential to hinder effective learning. Oaks (1994) indicates
that student conceptions of mathematics affect their perception of the class activities. Fred
and White (1995) suggest that mathematics educators need to understand what mathematics
is in the ‘eyes’ of others in order to understand its effect. They report that student conceptions
of mathematics affect the quality of their learning. They also note the lack of interest in
student conceptions of mathematics and their motivation to study it. Grouws, Howald, and
Colangelo (1996) also report that student conceptions of mathematics have been neglected.

Schoenfeld (1989) proposes that learner conceptions of mathematics are influenced by their
classroom experiences. Wong (2001), in a study that explores student and teacher
conceptions of mathematics, reports that students demonstrate a ‘narrow’ conception of
mathematics. This affects their problem solving performance, as their strategies tend to focus
on seeking rules that help them get an answer, based on the clues that they may find in the
questions. Wong suggests that it may be due to students being exposed to a “narrow’ view of
mathematics in the classroom. The study results also suggest that teachers tend to have
conceptions of mathematics similar to their students’, although they hold a wider perspective
in suggesting that mathematics involves thinking. Wong concludes by suggesting that “…
conceptions of mathematics among students are both the antecedent and outcome of
mathematics learning.”(p. 10).

2009 HICE Proceedings
Page 2413

How teachers view students and student learning or their dispositions toward them also
affects their success in the classroom. When dealing with concepts such as knowledge, skills
beliefs, attitudes, behaviors and even “dispositions it is clear that these concepts impact their
conceptions of the subject they are teaching (Damon, 2005). “For dispositions are a deepseated component of personality, with roots going back to the origins of our temperaments
and tentacles that bear major import for who we are and who we become.” (p. 3)

Research on attribution theories demonstrate that the attributions that teachers make to their
pupils who are doing poorly may reflect their beliefs but also hinder their effective
interventions with pupils. Raths (2001) points out that Lilian Katz set a framework for the
notion of “dispositions” or beliefs teachers hold toward learning. She called them ‘predisposition’. She used the term dispositions as a summary of actions observed in teachers
and teacher candidates. The research goes on to begin to define areas and dispositions that a
successful teacher needs to manifest. Dispositions are closely related to skills and practices
(Raths, 2001).

In conclusion, students’ conceptions of mathematics, and their dispositions towards it are
derived from a number of factors that speak strongly about the nature of mathematics
education for students of today.

Research Questions
This study will address the following research questions related to Mathematics Education:
♦

What are student/teacher conceptions of Mathematics as a discipline?
For example, do students/teachers see mathematics as a set of rules to be remembered, a
form of art studied for its aesthetic nature …

♦

What are student/teacher conceptions of the application of Mathematics in everyday life?
For example, do students/teachers mathematics as a tool for solving real world
problems?

♦

What are student/teacher conceptions of the links between mathematical knowledge and its
applications in the work environment?
For example, in mathematics, can students/teachers identify the applications of
mathematical knowledge and skills in a variety of job contexts?
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♦

How do student/teacher dispositions towards mathematics influence their conceptions of
how to learn/teach the subject?
For example, if a student is faced with doing a portfolio, how would they discuss the topic
of “Why do I need to study mathematics?”

Research Methods
The study is qualitative in nature and utilizes self-reporting instruments as well as interviews
and focus groups. While it seeks to explore, investigate, and describe student conceptions
and dispositions, it emphasizes the design and development of reliable and valid instruments
to measure these conceptions or dispositions. The research model involves three main stages
as shown in Figure Table 1. Stage One involves students and teachers at Zayed University.
Stage Two involves other universities. Stage Three involves preparatory and secondary
schools.

Table 1: The Research Model
Year One
Stage One -The ZU Perspective
Literature Review, Interviews and Focus Groups
Developing Instruments, Piloting & Modifying Instruments
Conducting the Survey
Data Processing & Analysis
Follow Up Interviews & Focus Groups
Progress Report
Year Two
Stage Two-The Higher Education Perspective
Conducting the Survey
Data Processing & Analysis
Progress Report
Stage 3-The Preparatory & Secondary School Perspective
Piloting & Modifying Instruments, Translating to Arabic when needed
Conducting the Survey
Data Processing & Analysis
Final Report

Conclusion
Currently we are working on Stage One. We have identified indicators for conceptions and
dispositions. These indicators are being investigated to generate categories of conceptions
and dispositions for learning mathematics. It is expected that these categories will enable the
development of a conceptual framework for conceptions and dispositions that facilitate the
teaching and learning of mathematics.
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Investigation into the use of corpora in language teaching
(Specialized in using concordances in teaching English as a second language in Vietnam settings)

ABSTRACT
The purpose of this study is to investigate the use of corpus linguistics, with a specific
focus on the concordances in teaching and learning English in Vietnam.
The concordance samples provide teachers and students with the information about
the different patterns of use and structure that can be found for each word. As a first experience in that respect, I have designed a new kind of linguistics exercises on the basic of the
selected list of concordances samples mainly from the British National Corpus (BNC). This
kind of exercise was first experimented in an English lecture at Cantho University-Vietnam
for the freshmen- English Education class. Such exercise consists of two parts: first, a vocabulary part consisting in synonym pairs (Tall/High, Older/Elder, Later/Latter and
Ripe/Matured) and then a grammatical part which purpose is to learn how to distinguish the
uses of words like Raise/ Rise and Since/ For. In order to evaluate the differences in using
concordances or not while doing these exercises, the teacher divided the students into two
groups: one was using concordances, one not. Students from the second group whom used
concordances, obtained more correct answers than those from the first group, whom did not,
and the second group could develop the activeness in exploring the word structures and rules.
Clearly, this approach is very new to both teachers and students, and, therefore brings
some difficulties in dealing with the application of concordances in English teaching and
learning. Teachers need to spend much time on manipulating the concordances samples. It
also takes time for students to analyze them to find out the rules of words and structure. They
could be confused with cut off sentences and new words from concordances list. In deed, it is
still a challenge in applying them in English teaching and learning. However, the second
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group had good results and the feedback from the survey on evaluating the concordances use
in language learning was highly appreciated. This helps us see more clearly the promising
future of applying corpus linguistics (typically concordances) in English classrooms in Vietnam.
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Innovative Training Practices for Lifelong Learning
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The aim of the paper is the examination of the topical problem of improvement of the education quality in
Latvia. The paper summarizes the experience of the University of Latvia in the participation in the Intensive
Programs for students from different European universities. The aim of these programs is to improve the quality and
the volume of international student mobility, to intensify the multilateral cooperation between higher education
institutions, as well as the cooperation between higher education institutions and employers in different countries.
The international cooperation of the universities and intercultural dialogue are very important for the improvement
of the education quality in a country. Therefore, the Intensive Programs are of a great benefit and importance with
respect to the internationalization of the study programs and the university. Multi-disciplinary Intensive Programs
on the topics that are mostly not a part of the university education enable upgrading the existing curricula,
introducing international teaching and training modules, providing international experience for non-mobile students,
etc. The international intensive programs in authors opinion is an essential part of the higher education process and a
unique tool of the lifelong learning. The quality of the higher education, in its turn, is an important precondition for
the successful development of the country.
Key words: higher education, intensive program, international cooperation, learning tools, lifelong learning

INTRODUCTION
Under the conditions of global competition and rapidly changing technology, education is
an important precondition for economic development. Besides, education brings significant
benefits both to the society as a whole and the individuals who study. Thus investments in
lifelong education have broad economic and social benefits. The changing global economy and
financial pressure in many countries makes these investments in people more important than ever
before.
As history shows, investment in education and training skills of the workforce is an
important source of economic growth. The internationalization of trade, the global context of
technology and economy, in authors’ opinion, makes lifelong learning essential. Education and
lifelong training help to maintain economic competiveness of the country and ensure
employability of people. On the other hand, the development of education and training is one of
the conditions for the development of a new model of more employment intensive growth
(Teaching and Learning – towards the learning society. European Commission White paper,
1995). Education, in its broadest sense, helps to learn how to meet the challenges of cultural,
ethnic and linguistic diversity.
The development of information society and quickly changing life conditions make
learning a lifelong process. According to the report to UNESCO of the International Commission
on Education for the Twenty-first Century, education throughout life is based upon four pillars:
• learning to know,
• learning to do,
• learning to live together,
• learning to be.

2009 HICE Proceedings
Page 2420

2
Europe is moving towards a knowledge-based society and economy. Knowledge-based and
service-based economies require different skills from traditional industries, besides, these skills
need constant updating in line with technological changes and innovations. That makes
knowledge, skills and access to up-to-date information the key to strengthening competitiveness
of the countries. Therefore, the issue of lifelong learning is always topical.
In 2000, the European Commission and the member States have defined lifelong learning,
as all purposeful learning activity, undertaken on an ongoing basis with the aim of improving
knowledge, skills and competence (Aspects of Lifelong Learning in Latvia, 2004, p.20). The aim
of the comprehensive lifelong learning is to ensure the continual adaptability and employability
of people, particularly the most vulnerable.
Expansion and improvement of investment in human capital is also one of the important
points of the “Integrated Guidelines for Growth and Jobs” of the Commission of the European
Communities. The guideline (Integrated Guidelines for Growth and Jobs. Commission of the
European Communities, Brussels, 2007, p.32) envisages:
- inclusive education and training policies and action to facilitate significantly access to
initial vocational, secondary and higher education, including apprenticeships and
entrepreneurship training,
- significantly reducing the number of early school leavers,
- efficient lifelong learning strategies open to all in schools, businesses, public authorities
and households according to European agreements, including appropriate incentives and
cost sharing mechanisms, with a view to enhancing participation in continuous and
workplace training throughout the life-cycle, especially for the low-skilled and older
workers.
The Commission of the European Communities has worked out the “Memorandum on
Lifelong Learning”. According to the Memorandum (Memorandum on Lifelong Learning.
Commission of the European Communities, 2000, p.4) a comprehensive and coherent lifelong
learning strategy for Europe should aim to:
- guarantee universal and continuing access to learning for gaining and renewing the skills
needed for sustained participation in the knowledge society;
- visibly raise levels of investment in human resources in order to place priority on
Europe’s most important asset – its people;
- develop effective teaching and learning methods and contexts for the continuum of
lifelong and life wide learning;
- significantly improve the ways in which learning participation and outcomes are
understood and appreciated, particularly non-formal and informal learning;
- ensure that everyone can easily access good quality information and advice about
learning opportunities throughout Europe and throughout their lives;
- provide lifelong learning opportunities as close to learners as possible, in their own
communities and supported through ICT-based facilities wherever appropriate.
Thus lifelong learning is an essential policy for the development of citizenship, social
cohesion and employment (European Council Presidency Conclusions, Santa Maria da Feira, 1920 June 2000, paragraph 33, p. 6). That is why on of the most important tasks now is to develop
effective teaching and learning methods and contexts for the continuum of lifelong learning.
Lifelong Learning Program in Europe
“The Lifelong Learning Programme for Community Action in the Field of Lifelong
Learning” was established in 2006. Lifelong learning means all general education, vocational
education and training, non-formal education and informal learning undertaken throughout life,
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resulting in an improvement in knowledge, skills and competences within a personal, civic,
social and/or employment-related perspective. It includes the provision of counseling and
guidance services (Lifelong Learning Programme for Community Action in the Field of Lifelong
Learning, article 2, paragraph 29).The general objective of the Lifelong Learning Program is to
contribute through lifelong learning to the development of the Community as an advanced
knowledge society, with sustainable economic development, more and better jobs and greater
social cohesion, while ensuring good protection of the environment for future generations. In
particular, it aims to foster interchange, co-operation and mobility between education and
training systems within the Community so that they become a world quality reference (Lifelong
Learning Programme for Community Action in the Field of Lifelong Learning, article 1,
paragraph 2). The program should also contribute to furthering the horizontal policies of the
community, in particular by:
- promoting an awareness of the importance of cultural and linguistic diversity within
Europe, as well as of the need to combat racism, prejudice and xenophobia;
- making provision for learners with special needs, and in particular by helping to promote
their integration into mainstream education and training;
- promoting equality between men and women and contributing to combating all forms of
discrimination based on sex, racial or ethnic origin, religion or belief, disability, age or
sexual orientation.
The Lifelong Learning Program will run for 7 years (2007-2013). The total budget for this
period is of 6.970 million Euro.
The statistical surveys confirm the regularity that higher educational level is a basis for
individual to continue acquiring knowledge and skills in informal learning milieu (Aspects of
Lifelong Learning in Latvia, 2004, p. 24). It makes the system of higher education one of the
most important driving forces of the lifelong learning process and thus the learning society.
Higher Education in Latvia
The modern Latvian educational system is based on the reforms introduced in 1991. The
education system comprises several stages. Basic education that lasts 9 years is compulsory.
Upper secondary education is available both as general upper secondary education aimed mainly
at preparation for university studies, and as vocational secondary education, aimed mainly at
labor market (see Figure 1). All holders of general secondary education certificates have access
to higher education.
In Latvia, there is both state-financed and fee-paying higher education. The state offers free
higher education in some areas of specialized study. The institutions of higher education are free
to set specific requirements and carry out a procedure of student selection to determine the ones
whose studies will be financed publicly.
Higher education in Latvia is provided by both university-type and non-university type
institutions. According to the “Law on Higher Education Establishments” the institutions of
higher education can deliver academic and professional higher education programs.
Academic higher education programs include bachelor and master degree programs. A
bachelor degree is awarded after three or four years of study depending on the particular
program. The total workload of programs is 120-160 credit points (180-240 ECTS). The
programs comprise both compulsory and elective subjects. The compulsory part includes basics,
principles, structure and methodology of the particular branch of science (at least 37.5 ECTS), its
history and contemporary problems (at least 15 ECTS), its state of the art and interdisciplinary
aspects.
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Figure 1. Education in Latvia
[Academic Information Centre]
The master degree can be obtained on successful completion of a second phase of academic
higher education, lasting one or two years. Academic higher education programs are researchbased, i.e., in order to get the appropriate degree students need to work out and defend a thesis at
the end of each stage.
The professional higher education programs tailored for future bank staff, business
lawyers, translators, pilots etc. These programs are mainly aimed at acquiring of professional
skills and they don’t comprise a standard for an academic degree. Although some of the
professional programs include the bachelor’s standard. Professional higher education programs
in some fields may be organized in two cycles awarding the first-level professional higher
education diploma and a Level IV professional qualification (according to CEDUC
classification) after the first cycle. At the end of the second cycle a second-level professional
higher education diploma and a Level V professional qualification is awarded. Since December
2000 the Law on Higher educational establishments allows the awarding of professional
Bachelor and Master degrees to the graduates of professional study programs. Of course,
contents of the programs should be in line with the State Standard of Professional Higher
Education and the standard of the profession.
Latvian credit point system is defined as a one-week full-time study workload. Thus,
transfer of Latvian credit points into ECTS credit points requires multiplication by a factor of
1.5.
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According to the new State standards for higher education there is a ten-point grading
system Latvia (see Table 1).
Table 1
Grading System in Latvia
Grade

Meaning

Approx. ECTS
equivalent

10

with distinction

A

9

excellent

A

8

very good

B

7

good

C

6

almost good

D

5

satisfactory

E

…

…

…

According to the “Declaration on Co-operation in Quality Assurance of Higher Education
in the Baltic States” the quality assessment of the educational programs is carried out using
international experts from the three Baltic States and beyond. Besides, repeated assessments
should take place no later than after six years.
Adult education includes all types of formal, non-formal and informal education including
further and interest education, professional upgrading and in-service training. It is provided to
satisfy needs in lifelong education process to support personal development and competitiveness
in the labor market regardless of person’s age and previous education (National Resource Centre
for Vocational Guidance of Latvia).
According to the statistical data, higher educations in Latvia can be characterized by the
following indicators (see Table 2).
Table 2
The main indicators of higher education in Latvia, 2007
(The Survey on Higher Education in Latvia 2007. Figures, Facts and Tendencies)
No

Name of Indicator

Indicator

1.

Total number of students

127’050

2.

Total number of students per 10’000
inhabitants

3.

Specific weight of students in 18–23 age
group

4.

Awarded academic degree or qualification
int.al.:

26’745 (100%)

academic bachelor degree

5’409 (20,22%)

professional degree or qualification

17’953 (67,13%)

academic master degree

3’237 (12,10%)

doctor degree

146 (0,55%)

552
30,5%
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As it was mentioned earlier, all the institutions of higher education in Latvia can be
classified into university and non-university type institutions. Universities cover one or several
significant fields of science and they are entitled to confer doctoral degrees. According to
decision of Latvian Council of Higher Education the following institutions of higher education
have university status:
• University of Latvia;
• Riga Technical University (with Riga Business Institute);
• Latvia University of Agriculture;
• Daugavpils University;
• Medical Academy of Latvia.
All the other institutions of higher education, which have no university status, are usually
specialized in one or several specific fields.
The University of Latvia is the one of the oldest and the largest comprehensive universities
in the Baltic. The University of Latvia has app. 23’000 students, offers more than 150 stateaccredited academic and professional study programs: academic bachelor’s or master’s degree in
humanities (philology, philosophy, history, theology etc.), pedagogy, social sciences (economics,
communication studies, political science, psychology, sociology, law, management etc.),
sciences (biology, physics, geography, geology, chemistry, mathematics, environmental science
etc.), and health sciences (pharmacy, nursing). The University of Latvia also offers professional
qualifications or bachelor’s or master’s degree, including MD, qualifications of doctor, teacher,
social worker, economist, translator/interpreter etc. Doctoral study programs offer a degree in
biology, economics, computer science, demography, pharmacy, philology, philosophy, physics,
geography, geology, engineering, law, chemistry, communication studies, medicine,
mathematics, pedagogy, politics, psychology, sociology, theology and religious studies,
management, linguistics, history, and environmental science (University of Latvia. General
Information).
One of the important directions of the work is the international collaboration. The objective
is to focus on the content and quality of international cooperation in order to make
internationalization a balanced element of education and research. The internationalization
processes take place in the following areas (International Cooperation of the University of
Latvia):
- bilateral cooperation agreements (69 universities in 29 countries);
- membership in the international university organizations and networks;
- participation in international educational and research programs and projects;
- exchanges of students and teachers;
- international cooperation on the faculty, institute, department and individual level.
Specially wide cooperation has been developed within Erasmus program, that envisages
int.al. exchanges of students and teachers, as well as the intensive programs for students from
different European countries.
Erasmus Intensive Programs
Erasmus is the European Commission's flagship educational program for Higher Education
students, teachers and institutions. It was introduced with the aim of increasing student mobility
within Europe as well as supporting cooperation actions between higher education institutions
across Europe. Around 90% of European universities take part in Erasmus. In addition to
mobility actions, the Erasmus supports higher education institutions to work together through
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intensive programs. The goal of Erasmus intensive programs is to bring together students and
staff from universities in different participating countries in order to:
• encourage efficient and multinational teaching of specialist topics which might otherwise
not be taught at all, or only in a very restricted number of universities;
• enable students and teachers to work together in multinational groups and so benefit from
special learning and teaching conditions not available in a single institution, and to gain
new perspectives on the topic being studied;
• allow members of the teaching staff to exchange views on teaching content and new
curricula approaches and to test teaching methods in an international classroom
environment.
The general aim of the Erasmus Programs is to create a European Higher Education Area
and foster innovation throughout Europe.
Experience of the University of Latvia in the Intensive Program
The students and staff of the University of Latvia have participated in several Erasmus
Intensive Programs (IP). One of the recent experiences is the IP “Investment Funds in Europe:
Regulation, Innovation, and Management Issues”. Within this IP the University cooperates with
four European Universities – Loughborough University, Hochschule Liechtenstein, University of
Malta and University of Cyprus.
The Erasmus IP “Investment Funds in Europe: Regulation, Innovation, and Management
Issues” program is very topical. Specific knowledge on the investment fund industry is mostly
not a part of university education. But these topics will become more and more important in
future, as this sector will play an increasing role for the private pension insurance system. The
European fund industry is continuously increasing its assets under management. Therefore, the
aim of the program is to analyze the differences in national investment fund law across the
participating countries, to identify determinants of national competitive advantages for the
investment fund industry, to study management problems of investment funds and to discuss
them with fund professionals.
The duration of the program is at least 10 working days that provides international
experience for non-mobile students, bringing an international and European dimension to those
students, who are not able or willing to study abroad as an exchange student during their studies.
Therefore, the Erasmus Intensive Program is of great benefit and importance with respect to the
internationalization of the study programs and the University.
The target group is undergraduate students in business administration, interested in
Financial Management and Private Banking. The IP involves students and teaching staff from
universities from all participating countries. The students study in a multicultural environment,
having input lectures, preparing and giving presentations, having discussions with the
professionals. The advantage of the program is the unique possibility for students to work in the
multinational teams and to learn how to manage assets in practice, using the portfolio
management game, making decisions on the development of the asset allocation and solving
portfolio management problems. Besides, the work within an international group is a valuable
experience for the students as it allows to develop interpersonal communication skills, to
improve their knowledge of the English language, that is extremely important for students from
non-English speaking countries.
The indirect target group of the IP are the fund professionals, including investment fund
companies, asset managers, financial advisors, professionals in the wealth management and
private banking area and also in the financial authorities. This cooperation is advantageous for all
participants. It stimulates to take part in additional learning activities and training, to develop
itself.
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An important part of this learning process is offered by students themselves. The students
present their papers, following evaluation and comparison in the form of a discussion. The group
includes usually about 30 students, making the discussions possible leading to a highly efficient
form of teaching.
The IP program envisages different learning tools:
- preparation and presentation of the papers on different topics related to the fund market
of the particular country;
- input-lectures of the professors from the participating universities;
- company visits and presentations by fund professionals from the hosting country;
- active participation in the portfolio management game, acting as directors of a portfolio
management group.
The intensive program “Investment Funds in Europe: Regulation, Innovation, and
Management Issues” can be seen as an innovative training practice for lifelong learning due to
the unique combination of student paper presentation, lectures by professors, presentations by
professionals and discussion roundtables with representatives of the investment fund industry,
and the use of a specific method of teaching – a simulation game on portfolio management,
which is rarely used in academic education, as well as due to the discussion of specific national
and sector specific problems and challenges. Besides, the IP deals with one of the currently most
important issues, showing an interdisciplinarity between business administration and law.
Moreover, this program is seen as a first step of closer cooperation between the participating
universities and the employers in different countries. Thus, this IP helps the participating parties
to follow the four pillar education principles set out by the International Commission on
Education for the Twenty-first Century: learning to know, learning to do, learning to live
together and learning to be.
The mission and development strategy of the University of Latvia stresses the importance
of academic traditions and the international cooperation. According to the authors the
international cooperation of the universities and intercultural dialogue are very important for the
improvement of the education quality in the country. Therefore, the intensive programs are of a
great benefit and importance with respect to the internationalization of the study programs and
the university. The international intensive programs in authors opinion are an essential part of the
higher education process, that stimulates the development of the individuality and the desire for
further studies. Thus the IP is a unique tool of the lifelong learning. The quality of the higher
education, in its turn, is an important precondition for the successful development of the country
as people are the main asset of every country.
REFERENCES
1. A Memorandum on Lifelong Learning. Commission of the European Communities. –
Brussels, 2000, 36 p.
2. Aspects of lifelong learning in Latvia. Statistical Data Collection. – Central Statistical
Bureau of Latvia, Riga, 2004, 82 p.
3. Declaration on Co-operation in Quality Assurance of Higher Education in the Baltic
States, 1994.
4. Integrated Guidelines for Growth and Jobs. Commission of the European Communities. –
Brussels, 2007, 31 p.
5. Learning: The Treasure within. Report to UNESCO of the International Commission on
Education for the Twenty-first Century. – UNESCO Publishing, 1998, 266 p.
6. Teaching and Learning – towards the learning society. – European Commission White
paper, 1995, 66 p.

2009 HICE Proceedings
Page 2427

9
7. Towards lifelong learning. Policy of lifelong learning in Latvia. – Project Development
of Lifelong learning Strategy, Riga, Latvian Adult Education Association, 2007, 64 p.
8. The Lifelong Learning Programme for Community Action in the Field of Lifelong
Learning. – The European Parliament Decision 1720/2006/EC, 2006, 24 p.
9. The Survey on Higher Education in Latvia 2007. Figures, Facts and Tendencies. Ministry
of Education and Science, 2008, 55 p.
10. Education and Economic Competitiveness. Chairman Ben S. Bernanke Speech at the
U.S. Chamber Education and Workforce Summit, Washington, D.C., September 24,
2007. http://www.federalreserve.gov/newsevents/speech/bernanke20070924a.htm
11. Education
in
Latvia.
Academic
Information
centre.
http://www.aic.lv/rec/HE_2002/HE_LV/ed_sys/ed_sch.htm
12. University of Latvia. General Information. International Cooperation of the University of
Latvia. http://www.lu.lv/eng/

2009 HICE Proceedings
Page 2428

THE EFFICACY BELIEF OF SOCIAL STUDIES TEACHER TRAINEES ABOUT
CHARACTER EDUCATION
Assist. Prof. Dr. Cengiz DÖNMEZ,
cdonmez@gazi.edu.tr
Res. Ass. Ebru AVCI,
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Res. Ass. N. Emel AKHAN,
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Res. Ass. Cemil Cahit YEŞİLBURSA
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Gazi University, Gazi Faculty of Education, Department of Elementary Education, Social
Studies Teaching Program, Ankara-Turkey.
Being at the desired level of individual development by means of character education
will bring social development in its wake. That’s why character education is essential for both
individual and social amelioration. It is important to understand how teacher trainees perceive
themselves in fulfilling the character education in an effective way and at a desired level and
to determine whether they believe in themselves or not. This kind of awareness can serve not
only to improve teacher trainees’ knowledge and skills about character education but also can
provide guidance in character education to teacher trainers.
The sample of this study consists of freshmen and senior students of Department of
Social Studies Teaching, Gazi Faculty of Education, Gazi University, Ankara, Turkey, during
2008-2009 academic year.
The aim of this study is to determine teacher trainees’ sense of efficacy for the
formation of students’ character, studying in Social Studies Department. Responses have been
sought to the following questions:
1.
Do 1st and 4th grade undergraduate students in Social Studies Teaching
Department believe that they are adequate enough in character education
directed to Personal Teaching Adequacy?
2.
Is there any significant difference in terms of gender among 1st and 4th grade
undergraduate students in Social Studies Teaching Department in character
education directed to Personal Teaching Adequacy?
3.
Is there any significant difference between 1st and 4th grade undergraduate
students in Social Studies Teaching Department in character education
directed to Personal Teaching Adequacy?
The design of the study has been based upon the general survey method. Questionnaire
technique has been used to obtain data for this study. Instead of forming a new
questionnaire, “The character education efficacy belief instrument”, developed by
Andrew J. Milson and translated by Halil Ekşi into Turkish, has been used.
Keywords: Character Education, Social Studies Teaching, Efficacy Belief
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Abstract
The interpretive research examined elementary
science teachers’ understanding of the nature of
science and their teaching practices according to
learning reform efforts that focused on a studentcentered approach. The subjects were six elementary
teachers from three public schools in Bangkok and a
suburban area, Nonthaburi, who participated in oneyear long action research based professional
development program in 2006. The nature of science
studied included the purpose of science, how scientists
work, experiments, and the nature of scientific
knowledge. The data was collected one year after the
professional development program in 2007 via
interviews, classroom observations, and document
analysis through lesson plans. The data was analyzed
using thematic approach. The findings revealed that
some teachers’ understanding of the nature of science
was rather limited, especially in terms of the nature of
scientific knowledge and experiment.
They
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understood that theory and law are not different, both
are derived from experiments. The teachers could not
give correct examples of theory and law.
Some
thought that theory and law could not change, and that
experiments were for confirming former knowledge
and proving theories. The teachers’ understanding of
the nature of science affected how they taught science.
They tended to use deductive approaches when
teaching science. Other factors that affected how they
taught science were their limited familiarity with
content knowledge, academic backgrounds, and using
language in science. The results identified the issues
which concern science professional development
programs for both pre-service and in-service
elementary science teachers.
Keywords: professional development, in-service elementary
science teachers, the nature of science
Remark: This study was granted by the Institute for the
Promotion of Teaching Science and Technology, Thailand.
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Lessons Learned for Enhancing Career Development & Leveraging Diversity
Trammell L. Bristol and Elizabeth J. Tisdell
Keywords: leveraging diversity, African American managers, career development
Abstract: The purpose of this paper is to discuss the career development findings of a
larger qualitative research study exploring the experiences of African American managers
in Fortune 500 companies, and then to consider the implications for leveraging diversity,
in HRD and adult education practice.

The main concern of this paper is to explore the concept of leveraging diversity, which is a
relatively new term. Diversity has received growing attention as a topic of interest for many in
human resource development (HRD) and adult education in recent years. Indeed, we live in a
society growing ever more diverse, which has affected workplace demographics. There has been
a change in the demographics of the workforce, such that “the makeup of the workforce has
shifted so that blacks, Hispanics and Asians now make up over 28 percent of the full time labor
force (Brooks & Clunis, 2007). In addition, there is also a greater presence of immigrants from
all over the world, and an increase in those who openly identify as gay, lesbian, bisexual, or
transgender (LGBT) in the workplace (Gedro, 2007).
In order to adequately discuss diversity, a review of the literature is needed. During
Lockwood’s (2005) review of the literature, she uncovered an initial emphasis on assimilation of
those who were different by virtue of their race, ethnicity, or gender. In the 1980s and 1990s,
with the development of EEO initiatives and Affirmative Action, diversity discussions tended to
focus on the legal issues; slightly later, however, the focus was more on being inclusive of
difference (i.e., race, ethnicity or gender). The problem with these approaches was that it failed to
benefit both the organization and its individual members.
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More recently, however, the term leveraging diversity has been employed and implies that
organizations draw upon the diversity of its members. Its goal is to benefit the organization, in
terms of its profit margins, and its individual members. In analyzing previous research findings,
Lockwood (2005) noted that companies successful in leveraging diversity had buy-in from top
management. These managers were committed to diversity efforts and were held accountable for
diversity initiatives; as a result, the organization sustained diversity efforts over time (as opposed
to a one-day “diversity training”). Leveraging diversity has received attention as organizations
move into diverse or international markets. Because of this change, organizations have more
responsibility for gaining or keeping the market share within the local and global marketplace,
and recruiting and retaining diverse talent. In a study of the effects of network groups on
minority retention and turnover rates, Friedman and Holtom (2002) found that those cultural
minority members who participated in network groups, particularly at the managerial level,
reported greater job satisfaction and few had plans to leave the company. It appeared that such
network groups provided more mentoring and a sense of social inclusion for these managers. In
this sense, such network groups appeared to have a role in the career development of network
group members. This perhaps indicates that companies that make use of such network groups
are finding ways to leverage diversity, and to keep its talented employees by facilitating their
career development. The main research question explored was: how can organizations most
effectively incorporate the career development of its diverse employees as a way of leveraging
diversity? In order to shed light on how companies might do this, the primary purpose of this
article was to discuss the career development findings of a larger qualitative research study
(Bristol, 2005) exploring the experiences of African American managers in Fortune 500
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companies. In addition, this study provides an overview of a paper written by Bristol & Tisdell
(in press).

Related Literature and Theoretical Framework
The theoretical framework of the study was grounded in a combination of Bourdieu’s (1986)
concept of cultural capital and Seibert, Kramer, and Liden’s (2004) consideration of social
capital theory and career success. This will be explained following a brief overview of the career
development of African Americans in the workplace.
Career Development and African Americans
Career development refers to “a lifelong process of getting ready to choose, choosing and
typically continuing to make choices from among the many occupations available in our society”
(Barrett, Cervero & Johnson-Bailey, 2003, p.2). Many discussions on career development
emphasize either psychological issues considering the match between personality and
environment (Holland, 1997), or social issues, which tend to highlight how role expectations in
the social environment influences one’s career development. Most career development models
focus on the white, middle-class (and largely male) experience (Johnson-Bailey & Tisdell,
1998), and fail to account for the unique socio-political problems of African Americans. These
include a history of racial discrimination in the U.S. and unequal treatment in the hiring and
promotion process in the workplace (Brooks & Clunis, 2007; Carrol-McCollum, 1998).
Clearly, members of racial and ethnic minority populations face some similar career
development issues as their white counterparts. However, there are also differences, which are
largely due to the history of race relations in the U.S. It was not until the passage of the Civil
Rights Act of 1964 that racial integration of the workplace was even possible (Collins, 1997;
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Cross, 2000). In the United States, the positions that blacks could hold were limited before
Affirmative Action and EEO. Given this legacy, even 40 plus years later, there are still effects,
largely because of structural and institutional factors that play out in largely unconscious ways in
the workplace and society (Barrett et al, 2003; Brooks & Clunis, 2007). Some of these include
expecting people to conform to certain ways of interacting, speaking, or behaving that are
reflective of the white dominant culture. There can also be a tendency of those in positions at the
top (i.e., senior management, who are most often white) to consciously or unconsciously select
individuals who resemble themselves in order to preserve an interactive comfort level. Many
studies have looked at some of these effects (Barrett et al, 2003; Corsun & Costen, 2001;
Friedman, Kane & Cornfield, 1998; Page, 1994; Palmer & Johnson-Bailey, 2005; Reid, 1992).
In a recent review of research studies on career development and promotion among
people of color in the workplace, Brooks and Clunis (2007) summarize and note, “most studies
show blacks to be at a disadvantage compared to whites regarding promotion, regardless of rank,
and theories suggest the cause is structural” (p. 240).
Social and Cultural Capital and Career Development
The theoretical framework of this study is grounded in the literature on social and cultural
capital. There has been much discussion on the importance of having “social capital” in the
workplace in order to develop the social networks to navigate within the organization, not only to
get things done, but to feel socially included (Friedman & Holtom. 2002; Seibert et al., 2004).
Drawing on extensive literature, Seibert et al. (2004) noted that social capital is “any aspect of
social structure that creates value and facilitates the actions of the individuals within the social
structure” (p. 220). Social capital generally focuses on ties among individuals, networks or
patterns of those ties, and resources available to those in a network. Several studies have
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examined the role of networks in career development and found that engaging in network groups
facilitated greater access to information and other resources as well as career sponsorship
(Friedman and Holtom, 2002; Seibert et al., 2004). Finally, Brooks and Clunis (2007)
summarize the research on social networks for career advancement and note “whites have better
access to whites, and white men are disproportionately in upper-level positions in organizations.
Networking within race for blacks seems to be more helpful to advancement, as well as for
psychosocial support” (p. 243).
While not as prevalent in human resource development, but important to this study and
often discussed in studies in education that deal with minorities is the notion of cultural capital.
Cultural capital draws upon French sociologist, Pierre Bourdieu’s (1986) discussion of various
forms of capital. Bourdieu argued that in critical theory circles, there had been too much
emphasis on economic perspectives of capital in shaping societal relations. Bourdieu suggested
there needed to be an analysis of how nonmaterial forms of capital intersects with economic
capital, and he discussed both social and cultural capital. According to Bourdieu “cultural
capital” refers to the extent to which marginalized individuals possess attributes reflective of the
culture of power, which affects how successfully they can navigate within society. Cultural
capital can be obtained through formal education and informal learning, whereby outsiders to the
dominant culture learn dominant cultural conventions, including communication patterns, or
ways of speaking and relating to others. In the corporate culture, the dominant actors are
typically white males, and they utilize forms of power that are often not visible or entirely
conscious. Those with the most power are aware of the rules of engagement whereas those who
are outsiders often find it more difficult to break in, and often need to be taught the rules of the
culture of power directly (Byrd, 2007; Delpit, 1995). Bourdieu (1986) would suggest that those
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from non-dominant cultures, who have been successful in their career development, have
developed both cultural and social capital to navigate successfully in it. As a result, along with
social capital, the notion of cultural capital is important to this study on the career development
of black managers, because they are navigating within social networks to do so.
Methodology
This was a qualitative study guided by the basic interpretative approach. According to Merriam
(2002), a basic interpretive approach is an interactive process examining how people interacting
with the world on a daily basis create meanings as a result of this interaction. This approach
concludes that a researcher would be interested in getting the participant's perspective as a result
of this interaction. The purpose of qualitative research is to study the particular in depth. Data
are collected through interviews, observations, or analysis of documents, and participants are
chosen based on a purposeful sample. The participants included thirteen African American
managers (seven females and six males) and fulfilled our purposeful criteria: a) that they had
been working with the same company for at least three years; and b) that they work in the private
sector in companies that had been identified in previous literature as “learning organizations” by
Watkins and Marsick (1993). (Our assumption was that companies that emphasized ongoing
learning, might make efforts to leverage diversity through facilitating the career development of
these managers. Thus, such participants might be particularly helpful in understanding how to
leverage diversity through career development.) Six of the managers had been employed with
their company longer than 18 years. In addition, the industries in which the participants worked
included: technology, specialty materials, consumer products, shipping and logistics
management, and document management. The primary means of data collection were audio
taped in-depth semi-structured interviews with each participant and documents on the
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organization’s diversity initiatives. Career development and training programs offered at the
participants’ companies were ancillary sources of data. After the tapes were transcribed, data
were coded and recoded and analyzed according to the constant comparative method until
common themes emerged. Participants were then contacted for member checks to enhance the
dependability of the findings (Merriam, 2002).
Findings
Before discussing the findings related to career development in the realm of leveraging diversity
within the workplace, it is important to highlight that participants came into the workplace with a
fair amount of cultural capital. Each had at least an undergraduate degree and significant prior
experience interacting with members of the dominant white culture. In fact, all of the managers
stressed the importance of how having prior experience with the dominant culture had an effect
on their career development once they entered the workplace. The findings here report on the
impact of cultural and social capital on career development within the workplace, and exploring
the participant’s perceptions of how both the structures of the organization as well as their own
agency and efforts affected their career development.
Importance of Senior Management and Affinity Networking Groups
The participants all stressed the importance of senior management’s support for diversity
and the important role of African American network groups to their career development. In this
sense the company had done some specific things to attempt to leverage diversity to support
these managers. The managers were mostly satisfied employees, and they all expressed positive
feelings about their employers. This was further evident in the fact that 10 of the 13 participants
had spent their entire careers with the same organization.
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Most of the participants believed that their employers had some commitment to diversity,
and felt that this emanated from senior leadership’s directing the organizational vision and
actions related to diversity. According to Eric, his company’s top leadership felt that they
needed to utilize the diversity within and leverage the fact that they employ diverse individuals
in order to connect with this customer base. They instituted a diversity task force, and hired a
diversity manager who worked closely with the CEO.
Many participants discussed the importance of having a diversity manager. Florence, for
example, alluded to the diversity manager as a positive influence, because he recruited talented
black employees, and empowered incumbent managers to also recruit. Further, Eric explained
how this diversity manager facilitated support for diversity by setting clear expectations:
[The diversity manager] would tell a black executive that we look at your commitment to
the business based on what you are doing to develop good people for the business, so we
expect to see you involved in these organizations (African American Network Group)
helping to develop people.
The participants all talked about the importance of network groups. When senior
management was committed to the overall satisfaction of its minority employees, they supported
the existence of network groups within the organization. All but one organization had a
formalized African American network group. The overwhelming majority of the managers felt
that network groups had tremendous value, especially those with fewer than 19 years in
corporate America. For example, Charles reported:
The African American network group gets together in D.C. every July. . . It’s really good
to be amongst 1500 African Americans across the company at all different levels . . . all
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coming together, going to workshops, learning from each other . . . [to make sure] we’re
doing the right things to help build our careers.
Meeting African American managers who were successful within the company was encouraging
to other African Americans, especially those aspiring to enter management.
Limitations of Leveraging Diversity on Career Development

While the participants felt that their employer sought to employ diverse individuals, there
were limitations; several of the managers attributed this to the fact that the corporate world was
simply a microcosm of society. All of the participating managers felt positive about how they
were personally treated, and the progress that was made toward racial equity. However, there
were social structures and power dynamics between dominant and oppressed groups in society
that were also present within the organization. These dynamics include: the preponderance of
low numbers of black managers, the marginalization of management positions, and the problem
of “comfort” hiring and mentoring.
Low numbers of African Americans in management. Every manager reported that there
were a limited number of African Americans in management in their organization. However,
they felt that their employer’s attempted to build an internal staff that resembles the diversity in
the U.S.; yet, there were fewer African Americans which were represented further up the
corporate ladder. Clarice explained, “When I first started, there was a decent amount,
percentage-wise in first levels, second levels a trickle more. But by the time you get up to the
third level, there are few and far between.” Geri also noted about her company, “most of the
minorities are in the [manufacturing] plants, they aren’t managers, they’re clerks, and production
people. We don’t have a lot of managers; we have a handful of directors—less than 10 in North
America and no vice presidents.”
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All of the managers noted there was still a lack of adequate representation of African
Americans in the management ranks, especially in the upper echelons of management. When
looking at the websites for each of these organizations that displayed their senior executive
leadership (i.e., CEO and vice presidents), there was a striking theme. Transmit Company had
one African American female senior executive out of eight; similarly, out of 18 senior
executives, Technology Company had one African American male. Materials Company had the
most ethnic or racial diversity with a CEO who is Asian and two African American vice
presidents. It is troubling that there is a lack of significant representation in senior leadership in
these organizations, which was a concern of the participants. Even among the 13 participants in
this study, five were first-line managers and there was only one senior manager.
Position marginalization. Because they were dedicated to their careers, many managers
felt that they had accepted marginalized positions. The positions were marginalized because
their managerial peers did not want them and/or because of the problems surrounding the
position. For example, Abraham stated that his management role was not coveted because of its
location. The sales territory he covered was in an urban area with a large number of African
American customers. He further noted that the company had a practice of placing sales
representatives and managers of the same color to serve that geographic territory.
Anna, who works for the same company, also spoke to this point in regard to her own
position as first-line manager who specifically serves government accounts in the Northeastern
region in the U.S. Her position was not desired by her peers because government accounts
receive discounted rates and generate substantially less revenue, which in turn means lower sales
commissions. She also reported that within this particular unit that services government
accounts, “there was high turnover in management, high turnover in sales representatives, and a
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lack of consistency in management.” However, because she wanted to be in management, she
accepted the position.
Clearly Abraham and Anna had taken on marginalized managerial positions. At least four
other managers who wanted to gain more responsibility took a marginalized role as a strategy to
prove themselves.
The problem of “comfort” hiring and mentoring. All the managers reported that being
African American can hinder one’s ability to be selected for career opportunities. While none felt
that their company overtly practiced discrimination in hiring or promotion, racial nepotism was
an aspect that several managers felt affected organizational dynamics. This was prevalent in
hiring and mentoring individuals who were similar (i.e., comfort hiring and mentoring). They
noted that the dominant culture tends to have more positions of power, which adversely impacts
African Americans’ career progression. Racial nepotism impacted how decisions were made,
especially with hiring and promotion. Barry described this phenomenon as:
It’s not a blatant racism, but an ingrown racism that says ‘I hire people who look like
me’. I don’t think it’s intentional racism for the majority of the managers that we have . . .
But it’s when you’re comfortable hiring somebody who plays the sports you play. . . who
goes to the churches you go to, and does the things you do, and that’s your comfort level.

Gaining cultural capital and social capital to enhance career development
Regardless of the positive diversity efforts of their employer and the fact that the
organization is a microcosm of society, each had its pitfalls. Yet all of these managers exercised
their own sense of agency by being proactive about their ongoing learning, not only through
involvement with networking groups as discussed earlier, but also through informal learning. As
many have noted, informal learning takes place all the time in the workplace (Brooks & Clunis,
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2007; Watkins & Marsick, 1993). Two forms of informal learning that these managers valued
were observing the culture within the workplace and participating in mentorships.
Informal observation. All of the managers reported that observing the workings of the
environment was integral to uncovering the unspoken norms. In fact, the managers expressed
the importance of understanding these norms in order to operate effectively in the workplace.
For example, Debra reported that her initial mission when she entered any organization was to
understand what the organization valued in a senior manager. This understanding was integral to
her strategy of progressing further in management. She observed various senior managers who
were held in high regard, in the organization, in an attempt to discover their key to success. She
stated that when she was at meetings with executives, she observes and asks herself, “what is it
about this person that the company thought to make that person an executive? Is this a behavior
that I want to try and adopt? And I’ve been very purposeful with what I embody.”
In summary, these managers reported that observation was an important learning activity;
specifically, they learned how to be effective managers by incorporating some of the observed
strengths of other successful managers.
Making use of multiple mentors. Learning through mentors was the most integral career
development component for these managers. Mentors are important for individuals who are
venturing into an unknown territory, and helps to uncover important information about
developing social networks. Since the participants had aspirations to enter management, and their
parents did not possess the cultural capital to transfer to them, the participant’s career
development was more arduous. As a result, once they entered corporate America they had to
find mentors who would willingly assist them with their career development.
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First, these managers had more than one informal mentor who helped them better
understand the organization. As an African American female, Eunice found value in having a
cultural mentor. She discovered that it was important to be mentored by an African American
female manager who had some measure of success in the company. Her relationship with her
cultural mentor enabled her to relate to someone who understood what career development
would be like for her as an African American female. She stated:
In speaking to people (African American females) who have been successful. . . I’ve learned
once you get beyond a certain level, especially now as a first line manager, it’s so imperative
that you have a (white male) mentor. . . Because many people tend to hit the glass ceiling
quickly, especially African American females. And it’s really who you know after first line
management that will get you the next job.
In addition, for many of these managers, the significance of the cultural mentor may have been
tied to the fact that many of these managers were the only African Americans in their offices.
They sought out individuals inside and/or outside of the organization who would listen and
develop rapport with them.

This source of support more than likely assisted them with

addressing and coping with being a member of a marginalized group.
However, a major theme that emerged was the importance of having mentors from the
dominant culture, specifically white male mentors. These cross-cultural mentorships occur
between people from different ethnic or racial backgrounds. Geri credits her career development
to being mentored by a white male. She felt that the knowledge that he imparted to her was
valuable to her career development. She reported:
[This white male mentor] would teach me how to maneuver the organization from a
white perspective, which was quite helpful…I think it’s as important to have somebody
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that’s not the same race or a white male if you can that supports you. Because they can
maneuver you through the organization quicker than somebody of color can.
In conclusion, informal learning was a process that allowed these managers to become
socialized into corporate America. They were able to obtain the unspoken norms and rules of
corporate America through other means (i.e., mentors and observation). This enabled them to
gain the social and cultural capital they needed because these managers were obviously not
members of the dominant culture of society or of the organization. Thus, informal learning
served as a means, which facilitated the career development of these managers
Discussion and Implication for Practice
The findings of this research study have implications for how organizations might be able
to leverage diversity, however, they need to be interpreted with caution. This is because the
study utilizes a purposeful sample of African American managers in Fortune 500 companies.
Yet, it does offer insights for both career development of African Americans and for leveraging
diversity, specifically by helping to increase their social and cultural capital.
First, prior studies have highlighted the importance of networks and the role of social
capital in career development (Friedman & Holtom, 2002; Seibert et al., 2004). Importantly, this
study brings particular attention to the role of cultural capital in the career development of
African Americans. The participants increased their social and cultural capital by making use of
informal learning through their own observation of organizational dynamics (i.e., seeking out
information, and making use of multiple mentors). But with only one exception, the
organizations they worked for also generally had direct attempts to leverage diversity with
initiatives supported by top management, through effective diversity directors as well as formally
implemented African American networking groups. In these respects there were organizational
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structures in place that helped in leveraging diversity. The overwhelming support for their
careers they felt through the African American networking groups is similar to what Friedman
and Holtom (2002) found about the significance of such formalized networks.
In light of the findings of this as well as other studies, what can organizations do to
leverage diversity? Clearly, organizations need to focus on providing opportunities that allow
employees the ability to increase cultural capital. This can be done by implementing supportive
structures with top management’s commitment, hiring an effective diversity manager, and
developing strong affinity groups, as well as establishing or facilitating formal and informal
mentorships.
Organizations can also facilitate opportunities for both formal and informal learning. As
in other studies (Brooks & Clunis, 2007; Watkins & Marsick, 1993) informal learning was
significant to these participants. However, it is also possible to develop formal learning
opportunities such as, how to network, how to develop one’s career, and how to decipher codes
to increase cultural capital. In addition, the typical formal learning opportunities related to one’s
specific job, are also integral. Mentorships are integral to the career development of any
individual (Barrett et al., 2003; Palmer & Johnson-Bailey, 2005) and mentors need to be
educated on how this process of increasing cultural as well as social capital works best. Crosscultural mentorships are very often essential when marginalized individuals are trying to
participate in a setting that is unfamiliar to them (Barrett, et al., 2003; Johnson-Bailey & Tisdell,
1998; Palmer & Johnson-Bailey, 2005). Therefore, members of the dominant culture must be
educated on how to mentor African Americans and other people of color, and as Bierema and
Hill (2005) suggest, e-mentoring could also be used to increase the availability of both withinculture and cross-cultural mentorships. Additionally, mentors need to be open to sharing their
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knowledge with someone who possesses less cultural capital, especially since they are from a
different cultural background. What remains true is that mentors transfer cultural capital to
outsiders; this is one way that the structures can be softened which hinder the career progression
of African Americans.
Lastly, organizations need to show their commitment to diversity by dismantling the
structures which impede the career development and progression of African Americans in the
workplace. They need to hire black managers in positions that are directly responsible for
generating revenue rather than relegating them into marginalized managerial positions. These
positions are so maligning because they are problem laden, non- competitive, and/or deal largely
with racialized submarkets. Organizations must ensure equal career opportunities for all of its
employees; this will enhance their ability to retain talented diverse employees. This may require
managers to attend more readily to issues of comfort hiring and stepping outside of their culture
of comfort to hire and promote those who do not look like them. While organizations will
always be microcosms of society, they need to take steps to directly challenge power relations.
This can be done by helping people of color increase their cultural and social capital; thus,
organizations might help to challenge power relations in the larger society. Indeed, that is a way
of really leveraging diversity!
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Teachers old and new are bombarded by advice all the time throughout their careers.
Many of the advice givers believe they are experts because they are parents or have been
through school themselves. This project is to help teachers sort through advice by
listening to four teachers with a wide variety of perspectives in an effort to help them
formulate their own opinion. It is our hope that our opinions will help the reader
formulate their own opinions.
The writers met through Saginaw Valley State University. Denise, Freddie, and Alison
were all students of David’s through the College of Education. During a graduate level
class, Alison expressed interest in teaching higher education and eventually became an
adjunct faculty member at the university. As Alison was working on her doctorate she did
an internship with David. As part of the internship they got the idea for the teacher advice
project. To broaden its perspective, David contacted Freddie and Denise who were
former students of his and in their early years of teaching.
David Cline
David is an associate professor of teacher education at Saginaw Valley State University
in Michigan, USA. In his thirty years of teaching he has heard a lot of advice; some
valuable, some spurious, but he was curious as to how beginning and established teachers
would react to common advice given to new teachers.
Alison Honaman
Alison is currently in the process of attaining her doctorate degree in educational
leadership from Central Michigan University. She is also in her seventh year of teaching
at Carrollton Public Schools and has taught many semesters of as an adjunct faculty
member in the Teacher Education program at Saginaw Valley State University. Alison
completed her master of arts in teaching degree in natural science from Saginaw Valley
State University in 2004. She completed her undergraduate work in elementary education
from Western Michigan University in 2002.
Denise Willbanks
Denise pursued a teaching degree at Saginaw Valley State University in Elementary
Education. As a daughter of two teachers, she grew up in a teaching atmosphere and
developed a strong love of learning. After completing her undergraduate degree in the
beginning of 2007, Denise was offered a job at Ovid-Elsie Area Schools in Michigan,
where she has enjoyed teaching seventh grade language arts, special education
mathematics, and also art. In this rural, farming school district, she serves as the Student
Counsel Advisor for the middle school, and also assists in leading the Student Challenge
program.
Freddie Willbanks
Now in his third year of teaching, Freddie teaches all middle school science classes at a
small school district in Michigan. He is highly qualified to teach science and social
studies, and also is an assistant varsity football coach. Freddie received his undergraduate
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degree in Elementary Education from Saginaw Valley State University, and is currently
pursuing a masters degree there as well.
The topics discussed in this paper:
Consistency kills creativity.
Don’t hang out in the teacher’s lounge.
If a student asks, “Why do we have to know this?” you’d better know the answer. If not,
why teach it? “Because you’ll need it later in life.” Is an unacceptable answer.
It’s always best to relate the content to the lives of the students.
Loving children is not a good reason to enter teaching.
Keep your hands to yourself.
Well planned lessons will not exterminate student apathy or misbehavior.
School should not be fun.
Schools are political places.
Don’t let them see you smile until Christmas.
The writing and discussion of these topics began in the summer of 2008 and continues. It
is the goal of this group to continue the four part analysis of this teacher advice in
preparation of a book manuscript about the topic.
At this stage of our work it is important for the reader to consider the opinions that each
writer has set forth in a hermeneutic fashion. We are not offering the last word of advice
for beginning teachers, but rather a range of options to have the reader consider.

Consistency kills creativity.
AH
Consistency is necessary for the success of any teacher and his/her students. Let me
define what consistency means and does not mean to me. Consistency means putting
together routinely high expectations for students with a reliable and safe place for
students to learn. It also means that there is a strong structure for students to learn and
count on. Students will be able to depend on the safety of the classroom and the
environments can give many struggling students a stable place where they can learn and
feel comfortable. For example, a good teacher will consistently ask students to think for
themselves and construct their own meaning through learning in a classroom where
students are encouraged to explore and investigate their own ideas and interests.
Consistency does not mean that students will be doing the exact same thing every single
day of the school year. Consistency also does not mean that there will be no surprises.
In any given classroom, there are many students with various needs and consistency is an
effective way for students to feel safe. Being consistent does not hinder creativity, if fact
it can encourage it with some students. Having consistent routines for students does not
imply that students are not thinking for themselves and engaged in hands-on and mindson activities. An effective classroom that consistently encourages students to work to
solve problems on their own can be a strong promoter of creativity. On the other hand, if
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a classroom is consistently not asking students to work to solve problems using their own
thinking skills, creativity many be deterred.
I am fully aware that many may define consistency differently than I do and that
definition can easily change the wording of my thoughts on the correlation of consistency
and creativity. I hope that my clarified definition helps those understand more fully my
thoughts. I believe that quality teachers need to be consistent for students to be
successful, but that does not hinder the creative thought process of students.
DW
Rather than killing, I believe consistency does quite the opposite. I have found in my
classroom that consistency is instead a warm, comfortable birthplace for creativity. In a
place where the procedures, atmosphere, physical space, and teacher’s attitude are
consistent, one feels safe enough to be creative.
During the last week of school I held a group discussion about what my students liked
and disliked about my class, my room, and myself as a teacher. To my surprise, these
were some of my student’s favorite things about my class: “It is so calm in here,” “I
always knew what to expect,” “We knew what days we’d have homework and when we
wouldn’t,” and “You don’t have mood swings like other teachers.” To me, the students’
responses speak for themselves. Children need consistency. It makes them feel
comfortable and safe: two things that I believe are also necessary for creativity to bloom.
FW
Most of the middle school students I have had love the opportunity to be creative. As a
teacher I want to guide and direct that creativity, not block it. For example, if students
are taking notes in my class and want to doodle or draw a picture that allows them to
retain the information we are learning, I encourage them to do so. I sometimes even
make students explain their drawing and how it relates to the notes and our current topic.
The consistency of note-taking in my classroom does not kill creativity, instead it allows
students to express their own learning styles by authoring their own notes. I always tell
students that if I write something on the board or overhead it is important, however they
should rewrite it in their own words that will help them be better prepared for tests.
Students either enjoy expressing themselves creatively or they don’t, so unfortunately
some students copy what I write verbatim. I have noticed that the biggest stumbling block
for students to show creativity is not consistency, but the lack of consistent
encouragement or appreciation for their individual expression within the classroom. If
routines and procedures are developed in a classroom and are consistent, students will
want to branch out and express their creativity within those routines.
DC
Perhaps it was my strict upbringing, but I have always tried to go against the crowd. This
position is evident even more so in my teaching. Years ago when I was a teacher of fifth
graders I could tell the time of the year by one of my colleague’s hall art projects. They
were the same each year. The bulletin boards in her classroom were the same in the
extreme – they were the same ones from the previous several years.
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My position is summed up this way: why be creative once when you could be creative
several times? In a given semester I may repeat an activity or two from the previous
semesters, but often the class is totally different. I don’t want the teaching to get stale for
myself and in turn for my students. Some teachers would say I reinvent the wheel each
semester. I say, “Why not?” We entered the profession knowing that the hours were
long.
Don’t hang out in the teacher’s lounge.
AH
This is a common piece of advice given to new teachers from professors. I know that
many times throughout my pre-service career as a teacher, I was consistently advised to
avoid the teachers lounge because it is filled with negativity and bad influences that can
bring you down. Many said it is easy to get caught up in the pessimism and the
contagious impact can be devastating to a new ambitious teacher.
I am fully aware that there are some lounges that the description above is completely
accurate, but this overgeneralization of the contagious negatively can slight many novice
teachers. My experiences in the teachers lounge vary greatly, but overall have been a
positive support network where I gain a lot of positive perspective and new ideas. It is
also a place where I can get informed about school doings that I may not have found out
from another source. There are (can be) a lot of positive resources in the teacher’s lounge.
Can this place turn to complaining and expressing frustrations? Absolutely, but I believe
that new teachers should be able to make their own decision as to where the lounge
environment is a place of productively or negatively. If we trust new teachers with the
future of the children they are teaching, I trust new teachers with making their own
decision about whether or not the teacher’s lounge is a place they should frequent. I
believe that there are many safe places, including lounges, new teachers can gain
experienced knowledge from professionals who are more than willing to help by passing
the torch. I believe that there are many great teachers who are not cynical but teach to
make a positive impact on may lives, and by putting out the advice to avoid these people
my not be in the best interest for new teachers.
DW
Please allow me to re-write this advice for you: don’t hang out in the teacher’s lounge if
it is a negative place. I must add this because what you should or should not do is purely
situational in this case. It all boils down to this: you want to be a positive person and
teacher, so if it is a positive place…go! If it is filled with negative people, attitudes, and
discussions…stay far away! I am blessed to have a wonderful teacher’s lounge where we
speak positively about students and staff. We share our successes and failures, and try to
build each other up. It is also a nice break from students and my classroom, and a chance
to get in some adult communication. The key is to choose to surround yourself with
positive people, and this philosophy extends far beyond the teacher’s lounge as well.
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FW
Some teachers treat the lounge as a Las Vegas vacation, while others view it as an
opportunity for professional development. Have you ever heard the saying, “what
happens in Vegas stays in Vegas?” Unfortunately, many teachers are so loose with their
tongues and excited to take a vacation from the classroom atmosphere that they adopt this
policy for the lounge as well. In this type of negative environment, complaining, hatred,
swearing, and gossip often controls much of the conversation and atmosphere. My advice
to any new teacher who finds him or herself in this type of situation is to do your best to
show up occasionally to save face. When you are there, try to make the best of the
situation and refrain from joining the negative talk while focusing on positive things. It is
important that you do not put on an “I’m better than you” persona, because it is likely that
they may turn their negativity toward you.
There are some schools where the teachers view the lounge as an arena for professional
development. In these lounges positive chatter outweighs the negative, and teachers are
positive role models and mentors for new teachers. The staff is taking every opportunity
to grow and learn from each other while enjoying their peanut butter and jelly.
DC
I have strong feelings against the teachers lounge. When I was a beginning teacher I spent
time in the lounge because my lunch break was the same as the principal’s. I looked up
to him as the intellectual leader of the school and I felt comfortable in sharing my
accomplishments and shortcomings and I enjoyed his advice and general conversation. I
was in the minority, though. Several teachers took offense to his presence in the lounge
and eventually filed a grievance with the faculty association to keep him out. Being the
type of guy he was, when he received word of the grievance he voluntarily stayed away.
That one event tainted my view of the teacher’s lounge for the remainder of my career.
From then on I viewed the lounge as a place of bitterness devoid of constructive
educational conversation.

If a student asks, “Why do we have to know this?” you’d better know the answer. If
not, why teach it? “Because you’ll need it later in life.” Is an unacceptable answer.
AH
If a teacher cannot answer the question, “Why do we have to do this?”, then I believe
they should not be doing it. I have two main reasons for my answer. One is that school
curriculums are so packed full with information that students need to spend their time
learning the necessary material. With the short amount of time to teach so much
information, time is a restraint to students learning. Spending time on a topic or activity
that the teacher cannot have a valid answer why students should learn it is a waste of
time, and time, or the lack of, is one of the major complaints I hear from teachers. The
other reason a teacher should always have validation on why students are learning a topic
is that if students do not see the meaning behind doing an activity, then they will loose
focus, be disinterested, and more importantly, not retain any of the information. At some
point in their careers, students become skeptical about what they are asked to learn
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(maybe because teachers do not smile until Christmas). It also seems that somewhere
along the way, students asking why became a bad thing (probably because the answer
was because you will nee it later, or because I said so). Teaching anything without
justification is a waste of time to both the students and teacher.
DW
I absolutely agree that many students need to see a reason to learn something before they
will open up their mind to receive it. It is therefore my job and yours to provide these
reasons not only when asked but even before the opportunity arises. I’ve heard the phrase
“dig them into a hole so that you are the only way out” before, and this may apply here.
This was crucial when I taught a math class to special needs students last year. During
basketball season I started a math lesson with a dilemma for solving who had the better
shooting average from last night’s game. The numbers were real and the names were real
basketball players in my class. No one could figure it out, and the spirit of competition
was driving them to keep trying. This in essence dug them into a hole, and created a need
for my math lesson on calculating percentages to help them get out.
Although it is tempting to silence a student with “because you’ll need it later in life,” I
challenge you to think about the “why do we have to know this” question beforehand and
build your specific response into the lesson, preferably at the beginning.
FW
Too many times during the school day students hear phrases like: “do what you’re told,”
“don’t question me,” and “because I said so.” Our students are trained not to question
things, but take our word for it. There are times when our students need to hear these
phrases, but can they become trained to never question anything in their lives or wonder
why? This worries me as a science teacher because most scientific investigations begin
with a problem and a question derived from the problem at hand. Scientists must
question everything and accept nothing as the absolute truth, especially if they are told
it’s always true. In my science class, I strongly encourage my students to ask why or
question what it is we are doing so that they can take ownership in the learning process.
For example, here are some good questions they ask: Why do we have to know Earth
Science? What makes the sun rise and set every day? Why is the grass green? Can
sounds be heard on the moon? Why do we have to learn about cells? The best part of my
day is when students question me or a scientific concept that allows them to be active
participants in their learning experience. Albert Einstein once said, “Learn from
yesterday, live for today, hope for tomorrow. The important thing is not to stop
questioning.”
DC
In my career I have heard “Why do we have to know this?” probably more often than my
fellow writers. As my career began I know I responded with, “Because it’s in the book.”
Later, with more (alleged) sophistication I replied, “Because it’s in the local curriculum
guide.” You can substitute State Standards, National Standards, Grade Level
Expectations, etc., but the truth is if the knowledge doesn’t relate to the lives of the
students what good is it?
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Currently in the United States a turn toward essentialism is occurring and many have lost
sight of the tenants of progressive education in favor of a “basket of facts” approach to
learning. It is my opinion that this will lead to trouble later on. In choosing what facts
are to be included and which ones are left out there is a strong chance that nationalism,
racism, sexism, can creep into the curriculum. It is the duty of the classroom teacher to
be aware of curricular changes and ask the hard questions. For example, I sit on a
university committee to evaluate fairness and practices toward faculty. Our group was
measured for polo shirts, but during the sizing I noticed the shirts were imported from
China. I raised the issue, but it was quickly quashed. How quickly our focus can be
diverted when the oppressed are half a world away!

It’s always best to relate the content to the lives of the students.
AH
Relating anything to real life can help motivate students to have the desire to learn a topic
and provide a meaningful learning experience where students will retain the information
learned. If I don’t see how the information relates to my life, then I have a difficult time
learning content, so I can’t blame a student for doing the same thing. If students do not
see how the content relates to their lives, they feel like they are wasting time and will
probably spend it doing something else more meaningful to them such as drawing,
writing letters, talking, or day dreaming. Relating content to the lives of students is
necessary for learning to take place.
DW
This couldn’t be truer. Brain research shows that if connections are formed in the brain
the chances of the information sticking become exponentially greater. And why are we
teachers anyway? To help them memorize all of the prepositions? No, I hope our goal is
to impact their lives and build them into better people and citizens. If that is our purpose
then it only makes sense to constantly relate the content to their world. I use the phrase
“their world” instead of “the world” because a teacher must also realize that their
students’ worlds are so very different than our own. If I connect a math lesson to paying
my taxes, this flies right over their heads. But if I connect that math lesson to paying for
Hannah Montana tickets, I’ve suddenly delved into their world and grabbed their
attention.
One of my students’ favorite language arts lessons that we do relates personally to each
of their lives. I ask students to bring in favorite song lyrics throughout the week so that
they can be approved, and then we go to the computer lab and retype these lyrics using a
thesaurus (either book or online format). Through modeling and practice, students learn
how to use a thesaurus, and also see the power of word choice. We try to “beef up” the
vocabulary in the song by improving at least sixty percent of the words. For instance, the
Beatles “She loves me yeah, yeah, yeah” would turn into “She’s infatuated with me
absolutely, positively, affirmative.” You can see how the students enjoy learning the
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seventh grade state standards of language arts while relating it to things that are relevant
to their lives and interests.
FW
I believe that it is important when teaching a lesson to relate it to something within the
lives of the students. It doesn’t have to be an elaborate reach into their culture; it can be
as simple as explaining a concept using an analogy to something they all might be
familiar with. For example, when I teach a lesson on ecosystem interaction, correlations
can be drawn to sibling rivalry. Most of my students can relate to this, and it therefore
helps them understand the concepts. Another example I like to use when teaching about
metamorphic rocks is the love my students have for cake. We classify metamorphic rocks
as foliated and nonfoliated thinking about a layer cake and a confetti cake. In the past two
years, students have enjoyed this analogy so much that they have volunteered to make
metamorphic cakes and bring them in to share with the class. Some content areas or
topics are noticeably easier to do this than others, but it is important that you take the
time when lesson planning to develop a relation between the content and the students’
lives.
DC
Relating the topic being taught to the lives of your students is necessary, integral, and
correct. Anything less is not doing the job you were educated to do. For example, in
science I often teach a lesson on the relationship of air pressure to the boiling point of
water. Students write down information in their notes, but often do not make further
connections unless prodded. Someone may come up with a link between lack of pressure
and the need for a pressure suit in space, but a “close to home” example is lacking until I
produce a box cake mix. “Tell me how this cake mix relates to today’s topic,” I probe.
Eventually someone’s light bulb comes on and we explore the high altitude directions for
preparation.
As a teacher when you consider unit topics think closely about your choices. As a
teacher educator I frequently ban science topics for projects. I ban dinosaurs, oceans, the
rain forests, animals of the Polar Regions, and planets. Why ban dinosaurs for
elementary children? The reason is simple; knowledge about dinosaurs is changing so
rapidly. I once asked a kindergartener what the difference between a stegosaurus and a
triceratops was. He replied, “The stegosaurus is blue.”
Why ban oceans and rainforests? We live in Michigan, we have broadleaf and mixed
coniferous forests and the Great Lakes – both are very worthy topics for study and
children in Michigan might actually have a chance to see these places. You get the idea.
Loving children is not a good reason to enter teaching.
AH
There is much more to teaching than the love of children. A good teacher needs to be
patient, flexible, and understanding in addition to having an ability to teach students
while managing a large group of them at a time and keeping them organized. This is not

2009 HICE Proceedings
Page 2460

all inclusive because in reality, teaching requires much more than what is listed above.
Each day requires something different and at times it is hard to predict. There will be
times of frustration and there will be days where you do not feel as though you love
children. In those days the qualities of patience and understanding are necessary.
Teaching is not a profession that is for everyone. There will be many times when you will
not feel appreciated and you will be underpaid. A teacher needs to have the ability to deal
with all of these stumbling blocks. Although a teacher may never see the great impact
they have had on many lives, the faith that it is there is what drives a good teacher.
DW
People love spaghetti. People love dogs. People love the smell after the rain. It is because
of this over-use and watering down of the word love that we typically hear this advice.
Any interviewing expert will advise you not to say “I just love kids,” in a teaching
interview because an administrator does not want to hear this. To me, loving children is
important, maybe even essential, but not enough. There must be more. Two young
women may be of help in explaining why I have come to believe this.
One is a good friend of mine. She absolutely loves children; she’ll talk to them in the
grocery store line, play with them in the park, baby-sit them, and dream of one day
having her own. She has recently dropped out of a teacher education program because
loving children was not enough. She discovered through a few substitute teaching jobs
that in addition to the love there must be something else to bring the class in order and
deliver the curriculum.
The next young woman is a frequent substitute teacher at my school. She typically has
strong classroom management, is intelligent, and is finishing up her teaching degree with
a good reputation in my building. I was asked by a colleague if I thought she would be a
good choice for an upcoming opening. “No,” I responded simply, “she doesn’t act like
she loves our students.” I therefore believe that the kind of teacher that impacts students’
lives and improves the school community must love children, yet there must be
something deeper as well. For me, it is the love of education and of learning.
FW
I would expect that every teacher loves children and if you don’t love them, why are you
teaching? I hope that all professionals surround themselves with the things that they love,
appreciate, and enjoy. The shame in this new teacher advice is that our schools today are
filled with teachers that love students and others that hate students, yet both can be
pathetic at teaching. I love to eat steak, but does that mean I should become a chef and
open up my own roadside steakhouse? Loving steak is a step in the right direction, but it
doesn’t mean I will run a successful business. Likewise, a new teacher who loves
students is not guaranteed to run a successful classroom; he or she must also have the
necessary skills. Education is more complex than love alone. I come across many
complicated situations daily where love for the students is not the solution to quality
education.
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DC
This statement sets off an alarm when I hear it. I often work the College of Education
open house for high school seniors. My first question to them is, “Why do you want to
teach?” A reply of “I love children,” sounds pat and shallow. To me, a much better reply
is, “I want to make a difference in the lives of children.” Loving children is an emotional
response to a cognitive field. I don’t think the love of children should be one’s primary
reason for entering the field of education. I’d rather one had a love of learning and
empathy for one’s students rather than anything approaching love for students. Love
might blind a teacher from making a correct judgment in a difficult case.
Keep your hands to yourself.
AH
Absolutely!!! I do not feel the need to spend too much time on keeping your hands to
yourselves because I feel as though that is obvious and self explanatory. I will, however,
spend time discussing affection. I personally, do not shy away from hugs that student
give because I feel that building a relationship is important and student comfort is an
important factor in that. A large caution flag goes with this one though and that falls
under the category of boundaries. I find that more and more students are having issues
with crossing boundaries. Although I am not exactly sure where this has come from, but
the kids I have in my classroom say and do things that I would have never imagined. Kids
will push the boundary line with what they say and do. They will take what you give
them, and I think that the boundary issue can cause a teacher a great deal of problems. I
often see problems arise when a teacher tries to be friends with their students. To me this
is a boundary issue and not professional. My advice is to be clear on where your
boundaries are, both verbally and as far a touching students, and stick to them! If you are
a teacher who does not feel comfortable hugging students, that is ok. It is helpful to let
the kids know where you stand, and be consistent.
DW
I will boldly say that I disagree with this piece of advice as a generalization. Touch can
be effective. A high-five to a student who tells you about his or her basketball game may
be encouraging. A firm hand on the shoulder of a fourth-grader during an assembly sends
a strong message. A hug to a crying seventh-grader who just found out her parents are
divorcing might bring her peace and hope. Touching is part of our human experience and
should not be ignored simply because a few bad apples are being broadcast on the news
headlines. On the other hand, a new teacher must take careful consideration of his or her
unique situation. For example, a female Kindergarten teacher can get away with hugging
all of her students goodbye, while a male ninth grade teacher would soon be fired. In the
same way, as a female teacher in the middle school, you will not find me consoling a
troubled male student in the same way that I would a female. This is our society and we
should follow the unwritten rules. However, please do not discount the importance and
power touch can have. I choose not to live my life in fear of what could happen, but
rather try to be the best possible teacher I can be to my students. For me, that includes
touching: whether it is a handshake, a high-five, a pat on the back, or even the dreaded
hug.

2009 HICE Proceedings
Page 2462

FW
I have a firm no touching policy for myself. But, as a male middle-school teacher in
today’s society, I have to. Aside from shaking hands, I have tried my best to follow my
own rule. As a teacher, I feel it is my job to care for the educational, emotional, and
psychological needs of the students in my classroom. However, this can sometimes be a
struggle with a no touching policy when teenage emotions invade our classrooms. Can
words express or convey I care as much as a hug? Probably not, but the times we live in
today are very judgmental and as a male teacher, I do everything in my power to use
verbal and nonverbal forms of communication instead of my hands for emotional
situations within the school.

DC
I’m not a very touchy-feely person to begin with. During my days as a fifth grade teacher
I often had children on the playground who wanted to hold my hand. I always refused,
but had a wide range of children hanging onto my sleeve or jacket. It was a bit creepy to
me. As a professor I get a bit creeped out with graduates at commencements who feel the
need to hug me.
Politically, I understand no touching rules and I appreciate them since I don’t want to be
touched either.
I once saw a fellow teacher put his hand on a high school girl’s shoulder only to have her
turn quickly to rise. His hand ended up in her cleavage for the entire class to see. After a
paid suspension he saw the error of his ways. This event helped solidify my views on
touching students.

Well planned lessons will not exterminate student apathy or misbehavior.
AH
No matter how well prepared you are, planning will not allow you to discourage all
student misbehavior. Although being prepared is a necessity because a lack of
preparation can easily be the cause of student apathy and beginning of many undesirable
behaviors, it will not eradicate all negative behaviors.
Many students come to school with baggage. Some have very little and others a lot. How
this baggage will impact student learning will vary from student to student. Some will be
clearly distracted while others will hide it well. The concerns that students come to
school with need to be taken care of to help exterminate apathy or misbehavior. Well
planned lessons will not be able to overcome these learning barriers alone.
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DW
Do well planned lessons exterminate apathy or misbehavior? No. But they sure do a lot. I
know the days where student misbehavior is high are the ones where I have become lazy
or rushed in planning. In fact, the worst days for me are the ones where I have not
planned at all. This does not mean, however, that I always stick to my plans, in fact I
rarely do. I think it is the thought-process of planning out the time-use, transitions, and
details of the day that often guard against student apathy or misbehavior. The highly
successful days occur when I have planned a lesson that will take up the entire hour, a
backup activity if we finish early, and an extension activity for those students who finish
up a forty minute writing assignment in five or less. It is this type of planning that
eliminates the danger where apathy and misbehavior flourish.
When I did my student-teaching and substitute teaching in elementary settings, the
biggest danger zones were transitions: coming in from recess, going to music class, and
getting ready to go home. It is essential that these hazardous times are well planned to
avoid flare-ups. For example, when coming in from recess I needed to have something
planned for them to do immediately, even if it was silent reading. When leading a group
of first graders to music class, we would all tiptoe pretending not to wake a sleeping
giant. Waiting in line for a drink with fourth graders was a chance to see who could do a
wall-squat the longest. I believe good planning does not make your room fire-proof, but
it definitely guards against most of the small sparks and flames.
FW
I would argue that instead of lessons, well planned procedures and routines aid in
exterminating student apathy and misbehavior. As teachers, we cannot have complete
variable control in the lives of our students. I cannot control what happens at home or the
halls and how it impacts a student’s day. I have found that many teachers plan busywork
to combat against misbehavior, but I would rather have some misbehavior than be behind
my desk all day. Well planned lessons don’t change the emotions or drama that students
battle daily. Therefore, misbehavior and apathy can be mildly extinguished by an
organized classroom, but never exterminated.
DC
This advice is often given in the positive, “If your lessons are well planned you will have
no behavior problems.” I am a constructivist and a bit of an existentialist. I don’t think a
lesson could be planned to include all of the possibilities I might encounter in a given two
hour session. I think the trick is the active engagement of students in a task that they can
see relationship to their lives and teaching. This level of engagement, rather than
construction of detailed lesson plans is the key to classroom control. My motto is “The
teacher blinks first.”
Control is a hard word for me to use. Controlling students smacks of behaviorism to me.
My goal is not to control, but to educate. By educating the students I want them actively
involved in the decision making process.
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School should not be fun.
AH
Why not? At some point it seems as though some people learned that when fun is taking
place, learning must not be. I think that both are possible at the same time. Having “fun”
in school, while learning, can have many positive consequences including interested and
focused students and teachers. This can also help students to desire to learn more and
want to come to your class or school. Fun should not have a negative connotation in
school, but it too often does. As a caution, “fun” should be monitored so that students do
not become not focused and out of control. A teacher with good discipline skills will
quickly find where this line is in their classroom.
DW
Brain research has proven that the best learning can only happen when the parts of the
brain are activated that are connected with happiness and joy. In a classroom that is
perceived as “fun,” the students’ attitudes are positive and ready to receive and learn the
content of the day, whether it be trigonometry or comma use. In a classroom that is not
perceived as “fun,” students walk in the room with a negative attitude and therefore may
miss out on the content of the day, even if it is the exact same lesson on comma use.
Some argue that “fun” is only allowable as long as it revolves around the curriculum and
state standards. Although I agree that should be the focus of the day, I have a much wider
teaching philosophy. Children need school to grow in so many other ways. I aim to have
fun teaching my students life lessons, social skills, and self-confidence in addition to the
curriculum. One of the most fun lessons I teach is simply a self-confidence builder, where
students shout out a sentence written on the board in various tones and voices. By the end
of the class the shyest girl is bellowing, “I didn’t say he stole the money!” This is
nowhere to be found in our state’s standards, but is important if the teacher values the
growth of the entire child. While a professor I had in college cringed at the word “fun,”
and promoted “engaging” instead, I am not afraid to say: school can and should be fun on
many levels!
FW
Let me start by saying that I love my job. Being a teacher, in my bias opinion, is the
greatest profession in the entire world. I have fun, laugh, and smile everyday with my
students within the content of our curriculum. One objective I teach is comparing the
metric system to the standard system of measurement with meter sticks. I was asking the
students questions about the Amercian Football field and how it relates to metric and
standard forms of measurement. After the students had answered my review questions
about measurements successfully, I started playing “air guitar” on one of my meter sticks
and hummed a tune in celebration of learning. To me, I was purely enjoying myself and
our discussion of the different types of measurements; however, I was rudely surprised at
the next parent teacher conference that one of my parents had heard of this and was
annoyed. She revisited the day we learned about measurements and thought that my
behavior was inappropriate. I politely told the parent that I love my job and have fun
doing it. “Is that a problem?” I asked the parent. She replied that school should not be
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fun. I later found out that many of my students, including the angry parent’s daughter,
were running home to tell their parents about all they were learning in science class and
how much fun it was. Upon hearing this I smiled for weeks knowing that my love for
science and learning is not only transparent, but also transferring. Maybe school
shouldn’t be fun, but as long as I’m teaching science it will be.

DC
Bulls#*t. Ask the person who offers this advice to explain why.

Schools are political places.
AH
I have heard many people complain about the political side of their schools. It is political
at all schools, and I think it is a benefit of a new teacher to realize that fact. It is not one
school, it is all. A new teacher going into education needs to learn the lesson early that
political happenings occur all of the time and will continue to do so. The sooner a new
teacher realizes this, the sooner they will begin to understand how the political systems of
schools work, and be able to use this as an advantage for their students.
DW
Warning: this is the “young, dumb, and in love” perspective. When my honeymoon of
teaching is over I may view “politics” in the negative sense that so many others do, but
for now my reality is as follows.
My first year of teaching has taught me about the presidential role of the superintendent.
To me, a superintendent is like the president, with the three branches of elementary,
middle, and high underneath of him or her. History has proven to us that a president and
his beliefs greatly affect the economy and the citizens at that time. In the same way, the
superintendent’s character and values are passed down into the schools, the staff, and the
students, or citizens. I credit the positive atmosphere and success of my school district
largely to my superintendent. I have had the opportunity to get to know him personally in
a Dale Carnegie class that we took together. He is a man of outstanding character and
integrity, and there is no doubt in my mind that this strong leadership flows from the top
down. He is a man who is revered and respected, as a president should be. So are schools
political places? Yes. Can this be a positive thing? Absolutely.
FW
Politics have no boundaries; they creep their way into our lives and follow us wherever
we go like a disease. I thought after graduating college that I had arrived to the
professional world. I had high expectations that everyone operating within a school
system would carry themselves as professionals. Unfortunately, social politics force
many people to behave in our school systems unprofessionally. To me, politics are
inherently unprofessional. This is evident during election years when “professionals”
bad-mouth and slander each other in campaign ads. Regardless of what your need is

2009 HICE Proceedings
Page 2466

within the school system, don’t resort to politics to get what you want. Too often the
intent is to positively change a school system, but when using politics, regression is made
instead. I desperately wish someone would have given this piece of advice to me, because
I had to find out the hard way. I encourage you to not set your expectations too high, and
understand that there is no such thing as a school free of politics.
DC
One of the first concepts I constructed in graduate school was “every action is a political
action.” I believe this to be true. Every choice with a class of students has its roots in a
belief held by the teacher. One year I taught fifth graders with a man who began every
morning with a prayer. I pointed out the illegality of his actions and he responded with,
“I answer to a higher authority.” He made a choice based on a political view.
Once I was thrilled since I was called for jury duty. I called my sister who was in law
school at the time to express my happiness about being able to observe the judicial
system firsthand.
“They’ll never seat you,” she said.
“Why?”
“You just wait and see.”
The day arrived and I was called to be questioned by the lawyers.
“You you think you can be unbiased in your evaluation of this case?” I was asked.
“Well,” I began, “I don’t believe any of us are truly unbiased. You see…”
“Thank you.”
“But…”
“Dismissed.”
My sister knew my political view that we are all biased no matter how hard we work to
avoid bias. We all make decisions based on our underlying belief structure. The
difference is knowing our biases.

Don’t let them see you smile until Christmas.
AH
The first few days of school are crucial to the success of students for that entire school
year. The first few days of school, I spend time getting to know my students. I continue
this practice especially early on, but continue it throughout the entire school year. On the
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first day of school many students are excited. They are excited to see their friends, be in
the next grade, and yes even to learn. I believe that all children really do have the desire
to learn. I know this is the stereotypical answer, but I think the problem arises when other
obstacles enter the picture such as trouble at home, hunger, or difficulty learning. All of
these can cause a lot of frustration for many, but not smiling does not help with these
problems. What about the students that do not fall into any of the categories above, but
they still loose motivation to learn. I do not see how not smiling until Christmas can help
any of the motivational problems. How to motivate students is a completely different
topic, but not smiling can help deter students from getting excited about going to a class
or working on a project or experiment.
I think the idea of not smiling has its roots in discipline. Effective classroom discipline
has more to do with consistently disciplining children than smiling. I believe that not
smiling in a classroom can even negatively effect the need for discipline in the classroom
because if the teacher does not smile, the students are not encouraged to enjoy what they
are doing and more likely to act out.
DW
If anyone ever gives you this advice, do yourself a favor and quickly dismiss it as
garbage. I smiled on the first day of school and haven’t stopped since. Do you like to see
people smile? Does it make you feel more comfortable around them? Does it help you
trust them? Of course, and students from kindergarten to college feel the same way. It
was a smile that attracted me to my husband, a smile by the realtor that encouraged me to
buy our home, and that same smile helps me “sell” language arts to my students daily. It
is not my goal to have my students be afraid of me during the first week or months of
school. In my opinion, it is during that first week that I should smile the most because I
need to gain their trust and build high expectations for the year. I can only hope that my
students leave the first day of class saying to each other, “Wow, this class will be great,”
or “That teacher seems so nice.” If my students leave thinking otherwise, this tells me
that I did not smile enough.
FW
I personally hate this piece of advice. If you desire to be a jerk, you should not be a
teacher in my eyes. There are plenty of other careers at correctional facilities and
supermarkets for you instead. A good teacher is able to let their guard down, loosen up,
smile, and shake a hand within the very first days of school. I have seen it too often than
not in schools that teachers are bragging or boasting about the fear they instill in their
students. My question has always been: why? What type of environment does this create?
How can you enjoy being a jerk to impressionable young minds? In my classroom, when
going over procedures, policies, or routines, I choose to be firm, serious, and demand
respect. I let them know that when routines are broken, consequences will be given and
that is no laughing matter. However, when it comes to the content that I am teaching, I
am the smiling, goofball teacher that my students adore. In fact, I take great pride in
hearing the students ask me, “Why are you always smiling, Mr. Willbanks?” I reply to
them all, “Because I love science and my job!”
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DC
I always take pleasure in breaking this rule within the first few minutes of my class
meeting me. I often remark that I have the best job on the planet. Why must I be sour
doing something I love?
I refuse to submit to the stereotype of grumpy old professor. I had the opportunity to visit
schools in India as a part of a faculty exchange between my university and a Sangha in
India. After a couple of days I found that the teachers had a nickname for me that they
wouldn’t share out of respect for my position. The nickname? The Happy Man. I was
so thrilled that I used the nickname at every opportunity.
I once held an administrative position at a technical school as Director of Education. One
day I was summoned to the office of the school director (my boss) after an audit and was
verbally disciplined for being “too nice” and “too honest”.
“You can’t do this job without being an a##hole,” he offered.
I soon tendered my resignation after receiving my Director of Education of the Year
Award.

As the writers of this project we thank you for your time. Your comments are welcome.
Please send questions and comments to dacline@svsu.edu for distribution to the authors.
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Abstract
In this era of accountability, standards and standardized testing, it is essential that
teachers have a way to teach the standards and cover an ever-growing curriculum while
actively engaging all of their students. While many studies have been conducted
concerning the impact of specific interventions in music, fine arts and the arts in general
on students, there is a paucity of research on the integration of theatre arts into an already
existing curriculum and its impact upon special needs, bilingual, and the lowest
socioeconomic students.
This study utilized a randomized experimental treatment/control group design to
determine the impact of an Integrated Theatre Arts Program on the attitudes, cognitive,
procognitive, and prosocial development of special needs, bilingual, and the lowest
socioeconomic students. Twenty-eight classes of fourth and fifth graders from 7 schools
comprised the treatment group; another 28 classes served as the control group. The 28
classes were randomly selected from 7 of the lowest achieving elementary schools in one
Abbott District. At least 70% of the students attending these schools live below the
poverty level.
As evidenced throughout this study of approximately 874 “special population
students” conducted in the second year of the program, significant differences exist, in
some areas, between those who participated in the program and those who did not. While
participation in the Integrated Theatre Arts Program did not impact each population in the
exact same way, numerous gains and no disadvantages were revealed as a result of
participation.
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The significant findings suggest the following: (a) that direct instruction is not the
only method for improving students’ academic performance; (b) that school districts
should be wary of cutting the arts in order to prepare for standardized testing as doing so
might be counterproductive; (c) that the integrated approach benefits students’ cognitive
and prosocial growth, as well as their attitudes toward learning; (d) allowing teachers to
cover more standards in less time while actively engaging students.
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Mei-Ling Lee*, Hui-Chuan Liao**; Yeh-uh Hsueh Chen*
Chienkuo Technology University, Taiwan*
National Kaohsiung University of Applied Sciences, Taiwan**

ABSTRACT
This study was designed to examine the impact of readers’ prior knowledge and
awareness of topic familiarity about the contents of a text on the reading performance
of Taiwanese non-English major EFL college students when reading English
expository texts. Two English reading texts were conducted among one hundred and
sixty-three EFL college freshmen who came from four groups according to their
levels of English proficiency. After reading each text, the participants completed a set
of 10 multiple-choice comprehension questions over the material covered in that text
and were allowed to refer to the text material if necessary. The result revealed that the
level of reading proficiency played an important role in the performance of EFL
reading and had a positive interaction between readers’ prior knowledge and reading
performance. As the level of content schema with English reading text increased,
better reading performances occurred. When the readers were hindered by the
micro-level clues (decoding level) of a text, they immediately resorted to macro-level
clues from the text during the reading process. Thus, the schema-based
comprehension theory of reading that is being served is a crucial influence for
planning pedagogical English reading lessons.
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INTRODUCTION
Researchers describe reading as an interactive cognitive process in which readers
interact with the text using their prior knowledge and cultural background (Pritchard,
1990; McNamara & Kintsch, 1996; Hung, 1997), and are a process where background
knowledge and language knowledge interact and where the reader actively constructs
meaning. From research in psychology and SLA, reading is an act of integrating new
information into an existing cognitive structure. If a student is already familiar with a
passage‘s content, that student is said to possess a cognitive structure relevant to the
topic. In this view, the knowledge that guides comprehension is “generated through
activation patterns initiated by the textual information and the progressive upgrading
of previously established associations in the text” (Nassaji, 2002, p.455). Kintsch
(1998) emphasized that “When readers experience problems in putting textual
information into a coherent pattern, they call on general knowledge and draw
inferences, elaborating on the actual text base”. Efficient readers attend to more
abstract conceptual abilities and make better use of background knowledge (schema)
to reconstruct the text meaning, while poor readers conceptualize reading as language
exercises instead of constructive tasks (Meyer,& Rices, 1982; Garner, 1987;
Demiriz,1998; Cheng, 1993; Goodman, 1988), and only focus on process strategies
(e.g. word identification) (Grabe,1991). Koda (1992) proposed three conditions that
distinguish L2 from L1 reading are: (1) the influence of prior literacy, (2) limited
linguistic knowledge, and (3) cross- linguistic effects.
Comprehension is seen as the interaction between top-down processing from
activated schemata and bottom-up processing from concepts expressed by the
sentence (Cook, 1997; Bensoussan, 1998). Carr (1983) defined comprehension as a
“constructive process in which meaning is derived from the text and from interaction
between text and background knowledge of the reader” (p. 42). Reading
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comprehension can be much improved when relations were drawn between a
students’ background knowledge and experiences, and the content in the reading
passage was familiar to them (Johnston, 1984; Marsha, 1998). As readers read
employing background knowledge, link to knowledge of topics, themes, and concepts
with what they have already known will form the frame for helping students organize
and integrate new knowledge. In other words, this contributes to the predictive and
interpretive aspects of the reading process.
This reading process can be referred to Derry’s (1990) review of cognitive
learning theory in Figure 1.

(1) New Information

(4). Elaboration of
connections between (1) & (2)
increases relationship between
new information and prior

Working
memory

(3) Connected
=Comprehension
(5). Learning takes place when the
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(2) Prior Knowledge in the
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form of an organized network

knowledge becomes meaningful and
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useful. New knowledge may fit into

“propositions”—not banks of

the knowledge network or modify it.

encyclopedic prose.

(6). Retrieval of
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specifically learned but inferred from

learned.

the knowledge network.

Figure 1. Learning and remembering meaningful information a cognitive model.
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SCHEMATA AND FOREIGN LANGUAGE READING COMPREHENSION
Many studies in the foreign language literature have reported that a wealth of
background knowledge and a high level of strategic knowledge, both acquired in L1
reading, may facilitate FL reading comprehension. According to Duffy, Roehler, &
Herrmann (1988), good readers try to recall their prior knowledge about a topic and
their purpose for reading as well as pay attention to the structure of the text in order to
maximize comprehension. Reading is a process where background knowledge and
language knowledge interact and where the reader actively constructs meaning.
People comprehended reading material by relating the new information in the text to
their background knowledge. Lee, 1986; Simon, & Kaplan, 1989 agreed that
background knowledge and knowledge of text organization are important factors
influencing comprehension. That is to say that lack of relevant background impeded
L2 reading comprehension. Skilled readers draw on background knowledge and
experience to help them understand what they are reading. Readers with sufficient and
proper background knowledge were better capable of inferring the meanings of
unfamiliar words in the texts that they read. Taylor (1982) noted that poor readers’
comprehension suffers more when then they read about an unfamiliar topic than
reading a familiar one. Background knowledge of the content material is a necessary
component of academic competence. Afflerbach (1990) agreed that background
knowledge and knowledge of text organization are important factors influencing
comprehension. Ward and Traweek (1993) stated that metacognition is an
understanding of your own stored knowledge. That is to say that lack of relevant
background impeded L2 reading comprehension. Nelson (1987), Oded and Stavans
(1994) also report that relating background knowledge about a particular topic to
reading is an effective strategy in reading comprehension. Skilled readers draw on
background knowledge and experience to help them understand what they are reading.
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Readers with sufficient and proper background knowledge were better capable of
inferring the meanings of unfamiliar words in the texts that they read. As readers read
employing background knowledge, link to knowledge of topics, themes, and concepts
with what they have already known will form the frame for helping students organize
and integrate new knowledge.
A variety of factors impact a learner’s target language reading performance,
including target language proficiency and vocabulary knowledge, familiarity with the
text content, and the use of efficient reading strategies. The general factors that affect
EFL/ESL reading can be summarized as the following statement:
First, the unfamiliar linguistic code in a second language requires more
strategy from the readers and places a greater demand on the short-term
memory. Secondly, unfamiliar content, especially those that are culturally
bound, presents further challenges to the reader in the reading process, as
readers have little background knowledge to rely on. (:Chang-Chow, 2004,
P.49).
Hung (1997), who gave two reading passages to two groups of EFL learners,
both of which contained familiar and unfamiliar information that was used to
investigate the influence on prior knowledge, result shown that previous knowledge of
the content was an important determinant as to the amount of information recalled,
and that content schemata had a significant effect on the ESL/EFL students’ reading
comprehension. Carrell (1991) noted that lower proficiency students tended to rely
more heavily on bottom-up, text-based strategies (lexical units, and syntactical
structures) while more advanced English as Second Language (ESL) readers were
able to engage top-down processes based on prior knowledge and schemata. These
top-down processes included knowledge of content (background knowledge and
cultural schemata) as well as knowledge of text structure (formal schemata of
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different text genres). Skilled ESL/EFL readers drew on background knowledge and
experience to help them understand what they were reading. A study by Carrell
(1987), found that successful bilingual readers implemented their existing cognitive
awareness guide what they integrated and how they interpreted the text information.
An experimental study carried out by Bernhardt and Kamil (1995) on 186 adult
English natives reading English and Spanish texts, indicated that background
knowledge provides a mechanism that allows readers to make more inferences
between two or more sentences. Also, Fincher-Kiefer (1992) suggested that prior
knowledge directs the type of inferences drawn during reading and that it is the nature
of these inferential processes that determines how a text is represented in memory.
Current L2 reading research; (Caldwell, 1984; Grabe, 1991; Swaffar, Arens, & Byrnes,
1991) claimed that SL/FL readers may compensate for a lack of English proficiency
by increasing awareness of reading strategies and learning how to use these strategies,
such as word recognition or syntactic knowledge (bottom-up skills), by relying
heavily on other knowledge sources, such as topic recognition or use of genre, or
content schemata (top-down skills) to enhance comprehension.

RESEARCH QUESTION
The purpose of the present study was to examine whether strong or less
familiarity of a text on foreign language reading would make a difference in the
performance of text comprehension

METHOD
Participants
Participants in this study were students in "College Freshmen English Reading"
class in a university in the central part of Taiwan, between eighteen and nineteen years
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of age. They were full time Taiwanese college non-English major freshmen and had
received formal EFL language instruction for a minimum of six years (three years in
junior high and another three years in senior high school). Based on their English test
scores on the Taiwanese “Joint College Entrance Examination”, they had been placed
in four different groups: high English reading proficiency; above average proficiency;
average proficiency and low English proficiency groups. For convenience of
discussion the group of high English reading proficiency will henceforth be referred
to as “Group A”, and the groups of above average proficiency; average proficiency
and low English proficiency groups as “Group B”, “Group C” and “Group D”
respectively.
Pilot Study
In order to test the validity, reliability, and compatibility of the reading
comprehension measurements both in text selection and test questions for the main
study, a pilot study was conducted on both English speaking college juniors and
seniors with 50 population at the University of Idaho (Ed 442, 514, and Ed 201
students), and a group of 30 EFL non-English major college freshmen enrolled in the
class of “College Freshmen English” at a public college in the central part of Taiwan,
using the same procedures that were designed for the main study, population (n=50),
that were designed for the main study. After reviewing the draft from the test with
various groups, some of the reading comprehension questions were reconstructed. By
means of the computation of Paired Samples t Test, a statistically significant
difference between the pre-test and post test was recorded in Table 1. As to the
compatibility of the two reading selection was computed via Independent Samples t
Test shown in Table xx.
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Table 1
Mean, Standard Deviation and Results between Pre-reading and Post-reading

Pre－Post Reading

M

SD

t

df

p

-6.421

1.170

-23.926

18

.000

* p<.05

Table 2
The Compatible Reading Difficulties with the Outcomes of Two Reading Topics

Pre－Post Reading

T

p

Std. Error Difference

7.20
7.15

.000
.000

.312
.314

* Note. Topic 1= Cheng- Ho, Topic 2=The Ancient Romans.

The overall results of the pilot study (t (18) = -23.926; p = .000 < .01, Table 1)
indicated that the reading comprehension measurements both in text selection and test
questions for the experiment were suitable and were sensitive enough could be used in
the main study. In addition, since the pilot study also showed that both texts were of
appropriate levels of difficulty, were comparable in terms of length, organizational
pattern, and conceptual level, and resulted in high internal reliability, as well as,
trustworthiness, it could be used in the major study.
Procedures
Two reading texts and comprehension test questions were completed by the
participants during their regularly-scheduled class periods. Four college teachers were
engaged to distribute packets to each participant gave a brief introduction about the
purpose of this study. The participants were also informed of the estimated length of
time required for conducting this research activity. This study required two sessions
one week apart to gather the data. In the first session four groups of the participants
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read one of the two expository texts written in English before answering a set of 10
multiple-choice comprehension questions over the material covered in that text; the
first session lasted 35-40 minutes. The participants were also allowed to look back at
the text material. The second session took place a week later; the same procedures
were carried out as followed in the second session.
Reading materials
The texts used for the study were taken from two separate places. The first one,
“The Ancient Romans”, was selected from a Taiwanese bilingual supplementary
reading textbook, published by the Chen-Chung Company bilingual supplementary
reading textbook for academically-oriented students of English as a second or foreign
language; and the second one, “Chen-Ho” was adapted from a dissertation by
Caldwell (1984). These texts were appropriated to be within the capability of
intermediate learners of college non-English major freshmen. The content of the texts
were general enough to be understood by students and were modified to control for
length (202-210 words in the passage), readability, and interest concern among these
four levels. In addition, word recognition, and syntactic structures have been
minimized to avoid as much as possible. (See Appendix A, and B).
Reading Comprehension test questions
A ten-item multiple-choice test was written for each of the two texts to assess
participants’ reading comprehension (see Appendix A&B). Each item had four
alternatives, one of which was the correct answer. The set of 10 test questions
addressed both main ideas and details; some answers could be found explicitly in the
text, while some items examined the student’s inferential skills. The questions
addressed main ideas, relationships among ideas, facts or details and making
inferences and generalizations.
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The Readability of Reading Texts
The New Dale-Chall Readability Formula (1995) was used to determine the
reliability of the texts, and the Flesch Kincaid Formula (1975) was used to analyze the
linguistic differences of the reading passages. These two formulas are the best-known
and most frequently used readability formulas for estimating or predicting the
difficulty of reading materials. The readability levels of the two texts in the two
versions were reported in Table 3.

Table 3
Readability Levels for Experimental Passages
New Dale-Chall
Words
Topic 1
Topic 2

202
210

New Dale-Chall Flesch Kincaid Flesch Kincaid
Grade Level
Word
Grade Level
10
11

202
210

10
11

* Note. Topic 1= Cheng- Ho; Topic 2=The Ancient Romans.
RESULTS
An ANOVA test indicated that there was a significant difference in reading
comprehension scores between the two reading topics (Table 4)—Chen Ho and
Ancient Romans, F (1, 324) = 97.860, p =.00 <.01, η 2 = .235). As seen in Tables 5,
participants performed significantly higher on “Chen-Ho” (M = 5.40, SD = 2.27) than
on “The Ancient Romans” (M = 3.23, SD = 1.68).
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Table 4
ANOVA Tests of Between-Subjects Effects on Two Reading Texts by Four Groups
SS

df

MS

F

P

η2

Intercept

6057.998

1

6057.998

1554.854

.000

.830

ChenAn

381.279

1

381.279

97.860

.000

.235

30.237

3

10.079

2.587

.053

.024

Source

Group

Table 5
Mean, Standard Divisions, Kurtosis, and Skewness for Two Reading Passages by
Four English Groups

Chen-Ho
Ancient Romans

M

SD

Kurtosis

Skewness

5.40
3.23

2.27
1.68

-.416
-.377

-.121
.354

When examined by reading groups (English proficiency levels), there were
significant differences found among the performance of reading comprehension test
by four groups based on texts. See Tables 6 and 7.
Table 6
Means and Standard Deviations of the Reading Comprehension Tests for Four
Groups
Chen-Ho
Group

M

A
B
C
D
Total

6.29
5.05
5.45
4.78
5.40

The Ancient Romans
SD
2.33
1.89
2.12
2.49
2.27

M

SD

3.22
3.10
3.40
3.20
3.23

1.42
1.55
1.65
2.06
1.68

Note. Group A = High English Proficiency, Group B = Above Average English
Proficiency, Group C = Average English Proficiency, Group D = Low English
Proficiency.
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Table 7
Means and Standard Deviations of the Reading Comprehension Tests for Two Texts
Chen-Ho
Question
N1
N2
N3
N4
N5
N6
N7
N8
N9
N10

Mean
.62
.71
.48
.29
.60
.42
.48
.62
.55
.63

An-Rom
SD
.49
.45
.50
.46
.49
.49
.50
.49
.50
.49

Mean
.42
.23
.34
.40
.48
.37
.29
.20
.24
.25

SD
.50
.42
.47
.49
.50
.49
.46
.40
.43
.43

Note. N 1 to N 10 = Reading Comprehension Test Questions, An-Rom = “The Ancient
Romans”

DISCUSSION
Results of the study revealed that the majority of Taiwanese EFL students,
comprehending English texts is thought to be no more than word recognition,
decoding, and translation, which results in the failure to reach global knowledge of
the context. Owing to lacked of sufficient vocabulary and the knowledge of syntax the
poor language learners may find an obstacle at comprehending the text, the lower
English proficiency often hinders their reading outcomes. It also indicated being
familiar with the reading topic would facilitate reading comprehension performance
during the EFL reading process. The two passages, “Chen Ho” and “The Ancient
Romans” were alike in length and estimated reading difficulty. While the result
revealed that the passage content did emerge as a possible factor impacting their
understanding. When reading the topic-unfamiliar text resulted in lower scores, it was
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also proven that as one’s familiarity with the text increased, one’s degree of
conceptual knowledge reading performance decreases, and fewer errors were made
while referring to the familiar text. That is, the more familiar a text is, and the more
likely it will be remembered. Specifically, the result showed that the level of reading
proficiency played a key role in the performance of EFL reading. The reading
performance of a text was associated with the level of reading proficiency. That is,
EFL readers with low-level language proficiency inclined to confine themselves to
decoding the surface level of a text. Although the reading performance showed no
significant differences found among groups, it was only marginally significantly
correlated with reading group (p =.053 >.05). There was a tendency that all
participants scored highly on “Chen-Ho”. Two reasons could be attributed to that
finding. The text “The Ancient Romans” was harder to understand, participants were
more interested in the topic of “Chen-Ho” than “The Ancient Romans”. Furthermore,
the content of “Chen-Ho” was culturally more familiar. Thus, it affected the
performance of the reading test. In conclusion, this current study showed that the
familiarity with the reading topic is significantly related to reading comprehension
performance. It also suggested prior knowledge of a reading text was relevant for EFL
reading outcomes.

IMPLICATIONS & RECOMMEDDATION
The results of this study enabled the researcher to explore how readers’
comprehension might be affected by the familiarity of a text and the linguistic
difficulty of the text. Apparently, there was a relationship between participants’ level
of English language proficiency and their familiarity with the reading text.. It is likely
that their lack of English fluency hindered their reading, with participants’ lesser
reading ability a result of limited bottom-up processing abilities (Carrell, 1991; Means,
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Chelemer, & Knapp, 1991). The more familiar the content of a reading passage, the
higher the scores. The reading comprehension process can be viewed as an interaction
between readers’ content schema and the reading texts. As one’s familiarity with the
text increases, one’s reading performance decreases. In addition, the proficiency of
lexical access in the target language did show greater effect on EFL readers’ reading
comprehension. Results proved that bottom-up processing in decoding the surface
level of the text was used by those less proficient English readers, which supported
the previous research claimed by Fung, Wilkinson & Moore (2003) that the problem
in ESL/EFL reading is “At most, reading and reading instruction in ESL classes aim
to develop students' decoding skills, or their knowledge of syntax, or vocabulary for
literal comprehension.” (p.225).
The schema-based comprehension theory of reading comprehension is being
served as a crucial inference for reading text planning. If this interpretation is
warranted, then F/SL instructors would be well-advised to prepare their F/SL learners
by building prior knowledge in ways that strengthen the readers’ content schema
(background knowledge). Future studies should consider the level of topic familiarity
when selecting test passages, since the participants in this study appeared to do better
on the passage that was culturally more familiar to them. Accordingly, readers’
linguistic knowledge in ESL/EFL is a fundamental predictor for the performance in
target language. It is therefore crucial for ESL/EFL instructors to develop methods to
focus on teaching global reading strategies at the expense of compensating
insufficient linguistic knowledge of target language and to pre-teach cultural and
content knowledge of a text before a lesson begins. In addition, text-based interest
could be a valuable clue for improving students’ reading retention. Thus, EFL
instructors are necessary to consider students’ background knowledge on any reading
topic.
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Although the present study showed a strong interaction between readers’
previously experienced background knowledge and the reading topic, future studies
should attempt to determine whether the participants scored lower on the reading
performance of “The Ancient Romans” simply caused by a lack of content knowledge
of the text or because of the effects of language deficiency on the linguistic level
(decoding ability) of the text “The Ancient Romans”. In this study, the norm of
multiple-choice –test questions was used as a measuring tool of reading
comprehension, and the criterion for choosing topic familiarity determines on cultural
-specific content information that influences the degree of readers’ schemata for the
reading topics on their cognitive reading process. Actually, researchers have used a
variety of other methods to determine topic familiarity, as Carrell & Eisterhold (1983),
Zvetina (1987) claimed that another way to control the effects of familiarity is to
directly manipulate subjects' familiarity through pre-training on the concepts and
content of the experimental materials. Another researchers, Anderson & Pearson
(1984); Swaffer (1988); Winn & Snyder (1996); Nishida (1999); Pulido, (2004)
suggested selecting experimental passages covering a broad range of topics, passages
that could be assumed to cover the range of topic familiarity possessed by all subjects
in the sample frame. Thus, the other forms of tests for reviewing readers’ schemata of
the reading topics should be taken into consideration for the sake of being fairly
evaluated and be compared.
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Appendix A
Reading Passage : “Chen-Ho”
Cheng Ho
Between 1405 and 1433 Chinese emperors sent seven large expeditions to the
Indian Ocean. They brought back goods and information from South Asia, the Middle
East and East Africa.
Cheng Ho was the leader of the expeditions sent out in the early 1400’s. His ship
was four hundred and forty-four feet long. It was far larger than any European ship of
that time. The fleet included treasure ships loaded with gold, porcelain (瓷器), and
other valuable goods. To protect the treasure ships from enemies and pirates, Cheng
Ho had large warships armed with canons. More than three hundred ships sailed in the
first expedition.
One ship came back from Arabia with a dromedary, a camel with one hump.
Camels with two humps were common in China, but a one-hump camel was a rare
animal to be shown in a zoo. Even more unusual than the dromedary (單峰駱駝) was
a giraffe. Lions, leopards, and rhinoceroses were also brought back to China. Along
with unusual animals for the emperor's zoo, the treasure ships returned to China
loaded with rare woods, ivory, pearls, and incense. The seven trips of Cheng Ho took
him to the islands of Southeast Asia and to the coasts of India and Arabia.
The people of China learned much about the world from the Chinese sailors.
However, by 1433 the emperors of China felt they had whatever they needed at
home. The Chinese felt that their country was the most highly developed land in the
world, and that all other countries were inferior. Since the emperors felt there was
nothing to be gained by sending expeditions to faraway places, the ships in the once
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great Chinese fleet were not repaired or replaced. When the Portuguese arrived in East
Asia in the early 1500s, China no longer had a powerful fleet.
Multiple-Choice Questions:
_____.1. This passage is mainly about
a. wars in the Far East in the 1400s
b. sea expeditions and their impact on Far East history
c. European sea expeditions to the Far East
d. how western diseases were brought to the Far East
_____.2. Which country was first to explore the Indian Ocean and the Western
Pacific?
a. Japan
b. Portugal
c. Philippines
d. China
_____.3. After 1433 the ships in the great fleet?
a. sailed around the world.
b. were not replaced or repaired.
c. were used as warships.
d. were preserved and are now museums.
_____.4. How did the travelers protect themselves?
a. they took along warships.
b. they sailed far out into the sea, away from the coast
c. they carried goods to bribe unfriendly tribes
d. they sailed only at night.
_____.5. Why did expeditions to foreign countries stop after 1433?
a. because they had no money.
b. because they thought they were superior to other countries.
c. because the ships were old and unsafe.
d. because of the dangers of sea travel.
_____.6. How many ships sailed in the first expedition?
a. more than 300 ships.
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b. more than 400 ships.
c. 100 ships.
d. 7 ships.
_____.7. Which of the following things were not a part of the treasure that ships
brought back?
a. fabrics.
b. pearls.
c. leopards.
d. ivory
_____.8. The largest ship in the fleet was
a. over two hundred feet
b. over three hundred feet
c. over four hundred feet
d. over five hundred feet
_____.9. What made the “dromedary” special?
a. its odd color..
b. its hump.
c. its size
d. its unusual smell
_____.10. How many trips did the explorer make altogether?
a. five .
b. six
c. seven
d. more than seven
Please place your answers in the column below
1.

2.

3.

4.

5.

6.

7.

8.

9.

10.
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Appendix B
Reading Passage: “The Ancient Romans”
The Ancient Romans
The ancient Romans were very busy conquering other nations and forming them
into a rapidly growing empire. Thus, they didn’t have much time to spend on abstract
thinking.
In addition, they were limited by their numbering system; they did all their
mathematics on an abacus (算盤), the ancient form of the modern calculator. Why?
Try to multiply XI by LVII, or to divide CXLIII by LX; it simply cannot be done with
pencil and paper. Consequently, the features of their numbering system made it
difficult to study pure mathematics. For these two reasons then the Romans didn’t
spend much time studying philosophy and pure mathematics.
While the Romans invented useful items, they did very little scientific thinking.
For example, they used the iron they produced mainly for weapons, rather than for
building construction. Because they were often at war, many of their inventions were
only improvements in the design of Greek weapons that they already knew about.
The Romans, it turns out, were smart students of Greek mathematics. They used
their knowledge to build fine bridges, roads, waterways, and public buildings. But
they cared less about philosophy and pure mathematics than did the Greeks. In
general, the ancient Romans were a practical people. They were the best of the ancient
engineers and architects.

Multiple-Choice Questions:
Use the passage above to answer the following questions:
_____ 1. The author calls the Romans “practical” because they
a. cared little about philosophy
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b. applied their knowledge
c. saw the necessity for developing science theories
d. studied the past and learned from it
_____. 2. The ancient Romans concerned themselves with
a. developing new mathematical systems
b. inventing new types of war machines
c. engineering tasks, such as expanding cities and constructing large buildings
d. using Greek inventions to expand their empire
_____.3. According to the passage, during construction, the Romans made extensive
use of
a. iron tools and materials
b. mathematics
c. animal power
d. concrete and wood
_____ 4. Many Roman inventions were based on Greek weapons because the
a. Greeks proved themselves to be inspired inventors
b. Greeks were excellent fighters
c. Romans liked to copy other nations
d. Romans were involved in frequent wars
_____ 5. The Romans were considered a practical people because they
a. were constantly at war
b. used a special type of numerical system
c. had little interest in philosophy and pure mathematics
d. used ordinary construction techniques
_____ 6. The passage says that the Roman numerical system
a. discouraged the study of mathematics
b. was too flexible
c. was very much like the Greek system
d. prevented them from governing a large empire.
_____ 7. We can describe the Roman numerical system as
a. backward
b. advanced
c. simple
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d. difficult
_____ 8. Iron was used by the Romans for
a. construction tools and weapons
b. cooking and construction
c. weapons only
d. medical instruments
_____ 9. The Romans used an abacus because
a. it was inexpensive to make
b. it made multiplying and dividing easy
c. the Greeks used an abacus
d. it made the study of pure mathematics easier
_____.10. The author of this selection probably wanted to explain why the Romans
a. built such wonderful buildings.
b. were not interested in philosophy
c. invented many new scientific theories.
d. were great philosophers.
Please place your answers in the correct column below
1.

2.

3.

4.

5.

6.

7.

8.

9.

10.
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Peace Begins With Me
by Bonnie Lee Rabe, Ph.D.
“If we are to reach real peace in this world, if we are
to declare war on war, we must begin with the children.” - Gandhi
Peace programs and much of the Peace Education training focuses on theory,
practice, and advocacy. In reality, we attempt to understand and prevent violence,
resolve conflict between and among people, and become more knowledgeable of other
cultures and peoples through these programs.
To instill in children a natural and peaceful response to the challenges of life, we
must begin early. The United Nations, in their efforts to promote Peace Education 1 , has
identified themes that are appropriate for different developmental levels. If those basic
themes are analyzed and early developmental strategies identified, we have the basis
for early Peace Education dealing with more than multiculturalism and conflict
resolution; it deals with building the basis for a peaceful existence. The United Nations
model also promotes the teacher as learner as the theory of peace unfolds, and the
learner as teacher in the development of a peace curriculum.
BASIS OF PEACE EDUCATION
The history of Peace Education has attempted to be all encompassing. Peace
Education is theoretical and philosophical and, at times, multicultural, conflict resolving
and political. According to The Peace Education Center at Columbia University’s
Teachers’ College:
Violence in its multiple forms at all levels of the global social order
is a major problem. For nearly five decades educators concerned with this
problem have argued that education has a responsibility to address the
related issues through instruction in the school system, in the education of
teachers, and, theoretically in the carving out of appropriate knowledge
and in the development of pedagogies which are both relevant to the
substance in achieving the learning goals of the field.
Peace Education is now the subject of UN policy, research and
training by UNESCO, the Council of Europe and ministries of education,
various universities throughout the world and a worldwide trans-nationally
conceived and conducted NGO Global Campaign for Peace Education. 2
Educating for peace, means building the capacity for peace. Building capacity for
anything is a slow process, requiring dialogue, establishment of a common language,
and commitment. “These skills and values are essential for survival in an increasingly
interdependent world, where violence has become an instrument of policy, yet still
breeds more violence.” 3
1

United Nations cyberschoolbus.org
Peace Education Center. Teachers College, Columbia University. Retrieved on March 12, 2008 from
http://www.tc.columbia.edu/PeaceEd/philosophy.htm.
3
Educating for Peace, Global Education Network. Retreived on March 12, 2008 from http://www.globaled.org/e4p/index.htm.
2
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Most often Peace Education in schools encourages children to practice
cooperation and collaboration in solving problems, make responsible decisions, clearly
articulate feelings and communicate effectively. One of the most powerful figures in
forming the foundation of Peace Education is Paolo Freire. Part political philosopher,
part educational theorist - Freire merges theory with practical experience. Friere, a 1986
United Nations Education, Science and Cultural Organization’s Peace Prize awardee,
suggests we explore a deeper reciprocity between teachers and students. He
challenges us to think in terms of the teacher as a student and student as a teacher.
Children and teachers learning together, building the basics of peace!
Friere’s theories provide the basic assumption of The United Nations Peace
Education Teacher as Learner (representing theory) and Learner as Teacher
(representing curriculum). The United Nations Peace Education initiative has identified
themes: ecological thinking and respect for life (ages 8-12), tolerance and respect for
dignity and family (ages 11-16), critical thinking active non-violence (focusing on ages
12+), social justice and civic responsibility (ages 14+) and leadership and global
community (ages 16+).
As exceptional as the philosophical underpinnings of this United Nations
approach are, they do not address the early exposure to the concepts of Peace. Would
the incorporation of the elements of peace earlier in a child’s learning make a difference
in their moral development? Would building foundations of a peaceful existence early in
life reduce the frequency of problems and, in turn, the necessity of intervention?
THE CONNECTION WITH MORAL DEVELOPMENT RESEARCH
Piaget studied moral judgment in children. His findings fit into a two-stage
theory: 10 or 11 year old children think about moral dilemmas in the context that rules
are absolute; older children take the dilemma in the context of relativity.
Lawrence Kohlberg conceived a theory of moral adequacy to explain the
development of moral reasoning. Although it has been questioned as to whether it
applied equally to different genders and different cultures, Kohlberg’s (1973) stages of
moral development goes. In his interviews of both children and adolescents about moral
dilemmas, he discovered stages that went well beyond the stages of moral development
identified by Piaget (Craine, 1985). In his model, moral reasoning which is the basis of
ethical behavior, identifies six developmental stages where the individual becomes
increasingly more adequate in responding to moral dilemmas. Piaget, in researching
the development of logic and morality, focused on early child development. Kohberg
expanded Piaget’s initial work, determining the process of moral development continued
over a lifetime and concerned itself with justice.
In Level I: Pre-conventional Morality, Kohberg notes that very young children are
moral in a rather primitive way described in two stages: 1) the reward and punishment
stage (Does the action lead to punishment or reward?) and 2) the exchange stage is
based simply on one's own pain and pleasure. There is, however, increased
recognition that others have their own interests and should be taken into account.
Level II: Conventional Morality, kicks in by the time children enter elementary
school. They are usually capable of conventional morality, although they may often slip
back into This is also the level within which most adults function. In the two convention
morality stages: 3) the good boy/good girl stage - the child tries to live up to the
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expectations of others, and to seek their approval and 4) the law and order stage where
the point of view includes the social system as a whole where the rules of society are
the bases for right and wrong. Doing one's duty and showing respect for authority are
important.
Some adolescents and adults go a step further and rise above to moralities
based on reason. Level III is therefore referred to as Post-conventional Morality. The
two stages include 5) the social contract stage where the relative value of an act is
determined by "the greatest good for the greatest number." At this level, morality is a
matter of entering into a rational contract with one's fellow human beings to be kind to
each other, respect authority, and follow laws to the extent that they respect and
promote those universal values; 6) is referred to as the stage of universal principles. At
this point, the person makes a personal commitment to universal principles of equal
rights and respect, and social contract takes a clear back-seat: If there is a conflict
between a social law or custom and universal principles, the universal principles take
precedence
Carol Gilligan, a research assistant for Kohberg, disagreed with some elements
of his moral system. She criticized him for studying only privileged white males and
found, in some of Kohlberg's investigations, women turned out to score lower – and
therefore were considered less developed - than men. Gilligan asserted that women,
contrary to the beliefs of some theorists of the day, were not inferior in their personal or
moral development, but that they were different. She is known as the founder of
"difference feminism".
In 1982 Gilligan published her Stages of the Ethic of Care. Like Kohlberg, her
model has three major divisions: Preconventional, Conventional, and Post
Conventional. Gilligan, however, came to the realization that the transitions between the
stages are fueled by changes in the sense of self rather than in changes in cognitive
capability. In the Preconventional stage, the goal is individual survival. Transitioning
from selfishness to responsibility to others, the individual then moves to the
Conventional stage where self sacrifice is goodness. As one transitions to the next
stage from goodness to the truth that she is a person, too; one arrives at the
Postconventional stage where the principle of nonviolence dominates - do not hurt
others or self.
Kohlberg's approach is based on Piaget's cognitive developmental model,
whereas Gilligan's is based on a modified version of Freud's approach to ego
development combined with the Kohlberg & Piaget models.
AN INTEGRATED PEACE CURRICULUM
Danbury, Connecticut is located at the edge of the New York metropolitan area.
According to the Danbury History Project files: Danbury, covering over 42 square miles,
is the seventh largest city in Connecticut with a population of over 75,000 people. 58
different languages are spoken in Danbury, which is rich with immigrant history - 27% of
the current population was born in other countries. Once a great hatting center,
Danbury today makes electronic equipment, plastics, machinery, and furniture.
Dr. William Glass, Associate Superintendent of Teaching, Learning &
Organizational Development for Danbury Public Schools has long been an advocate for
Peace Education. Recently, his efforts with Peace Education were honored by the U
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Thant Institute. A long-time advocate for the development of the language of peace in
the educational experience, Dr. Glass consistently modeled for staff and students,
reinforcing the presence of peace as elements emerge.
Our conversation began innocently enough, discussing curricular issues that
improve the quality of education. Carefully probing each others’ belief systems over the
past several years, Bill broached an idea. Can the elements of peacefulness, if they are
incorporated into the education of a child and extended into the home, truly become a
way of being? Thus began a collaboration leading to the exploration of development of
peacefulness in children.
Working together, beginning at the entry level to school, could children and
teachers create an environment that promotes natural and peaceful responses to the
challenges of life? Assuming that early exposure to a peaceful environment, language
and expectations will make a difference in children’s values and attitudes, a plan began
to emerge. It begins with building a common language. Expanding from the basic
United Nations themes, a unifying theme of Peace evolved, connected and supported
transparently by the curricula taught within the school.
A people's beliefs and values, and their ideas, about the qualities children
have to develop in order to function effectively as adults in the society,
influence the ways in which people raise their children and interact with
them. The requirements of life in a particular society, the skills and abilities
valued by that society also influence their child-rearing practices. All these
factors constitute a most important set of influences on the child's
development. These factors make up the child's social environment, and
they differ from one cultural group to another. 4
Linking Danbury’s well-established The Learning Tree Curriculum, with the
international studies enhanced curriculum, and a Peace Education theme was a logical
next step. Building on the roots of The Learning Tree Curriculum, the UN themes were
identified: ecological thinking and respect for life, tolerance and respect for dignity and
identity, critical thinking active nonviolence, social justice and civic responsibility, and
leadership and global citizenship; were enhanced at appropriate developmental levels,
and essential questions developed. The Peace Curriculum began to emerge.
The five curriculum themes link across grade levels from Kindergarten to Grade 5
and connect within subject areas in each grade. The themes are connected to state
standards and sample activities, related books and web links provided. Each of the five
themes are addressed and revisited periodically throughout the year at each grade level
as appropriate linkages appear.
BEGIN WITH THE END IN MIND - The Moral Imperative
The first element of the curriculum is the Moral Imperative, the end result that is
desirable in all children. Focusing on the essential question How does one perpetuate
peace? Teachers and students work backwards from this goal to deconstruct and
identify elements of peace to be analyzed.
Fifth graders will award an Academy Peace Award to a community member who
has contributed to the community. They will develop the criteria for the award based on
4

Apanpa, Olasumbo S. Linking theories of child development to child -rearing practices: A trans-cultural
perspective on early education and culture. World Forum on Early Childcare and Education.
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what they have learned about peace. The script for the Academy Peace Prize
Ceremony is their statement of belief, the moral imperative.
KNOW ONESELF - The Why: Respect for Dignity & Identity
Turning inward, the student begins to study peace by asking, “Why is peace
important?” The exploration of the child’s belief systems and values in comparison to
peers, and what is socially acceptable in their school society, neighborhood, and in
other cultures occurs in a safe and supportive environment.
5th grade students begin to develop respect for dignity and identify as they begin
to study historical periods, issues and trends affect our understanding of the past,
present and future.
SHAPE ONSELF – The What: Ecological Thinking & Respect for Life
Students have developed a sense of who they are in relationship to others as
well as a set of expectations. They now ask the bigger question, “What is peace?”, a
question that has perplexed philosophers throughout recorded history.
In the United Nations unit on ecological thinking and respect for life. The
knowledge, skills, and attitudes stressed in peace education link together through a
holistic appreciation for the value of life and the interdependence of living systems on
the planet. The concept of one person making a difference in the world evolves.
This curriculum theme is addressed and revisited periodically throughout the year
as appropriate linkages appear. Teaching about the environment and the notion of
environmental responsibility is a crucial component of education for peace.
As the Academy Peace Prize develops, 5th grade students develop a press
release announcing the acceptance of nominations and the criteria for which the
nominees will be judged.
SHAPE ONSELF – The How: Critical Thinking & Active Non-Violence… and How
does one live a peaceful life?
Originally peace education began as a response to violence and war. As stated
in the “Since wars began in the minds of men, it is in the minds of men [and women]
that the defenses of peace must be constructed.” 5 The components that are essential
in educating for peace include knowledge, skills and attitudes needed to prevent
violence and promote the non-violent resolution of conflict.
Peacemaking, peacekeeping, and peace-building are complex and
important responses to the proliferation of violent conflict. The root of
these approaches lies in the basic knowledge and commitment to the
practice of non-violence and critical thinking. When we eliminate violence
as an option for resolving conflicts, we make room for creative
alternatives. Co-operation, critical thinking, communication and problemsolving become essential tools. Conflict itself can be viewed as an
opportunity for growth and expanded communication rather than a
precursor to violence and a threat to dignity, security and life. Peace
5

Preamble of the Constitution of the United Nations Educational, Scientific and Cultural Organisation
(UNESCO).
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educators are developing tools to help transform the current "culture of
violence" in which hurt and harm are advocated and glorified to a "culture
of peace" in which the preservation of life and human dignity are the
central guiding principles for living together in a secure world. 6
Adapted from this concept from the United Nations curriculum and linking with
the award-winning Danbury Public Schools Learning Tree Curriculum, students begin to
Shape themselves to lead a peaceful life.
Fifth graders demonstrate their skill in Spanish and understanding of the culture
by promoting a celebration of Peace. They plan and create an invitation for the
Academy Peace Award Celebration in Spanish and English.
SHARE ONESELF - The End Product/Result: Social Justice & Civic Responsibility
How does one bring peace to others?
The seeds of Peace need to be sown “in every relationship and in all learning
communities around the globe” 7 . Combining the root element of Share Oneself from
the Learning Tree Curriculum, students extend beyond the self. They look at issues
such as philanthropic giving and assisting others.
In a direct application of this concept, the 5th grade curriculum component,
students in the arts integrate technology as they plan the logistics of videotaping the
Academy Peace Prize Award Ceremony.
Summary
As the curriculum continues to evolve and becomes institutionalized, it will be
imperative to track the development. The hope for peace is that it is replicable from the
mouths of babes, we can start a grass-roots movement that has the potential to change
our basic concepts of life.

6

Unit Three Critical Thinking and Active Non-violence. Cyberschoolbus. Retrieved from
http://www.un.org/cyberschoolbus/peace/frame3_3.htm on April 1, 2007.

7

Unit Four Social Justice and Civic Responsibility. Cyberschoolbus. Retrieved from
http://www.un.org/cyberschoolbus/peace/frame3_4.htm on April 1, 2007.
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Abstract
Although arguments in current art educational literature claim Reader-oriented
theories to be a critical factor in understanding visual image, there is discussion
concerning the role and features of image as text for reading and the status of
cognition development. This study employed hermeneutical viewpoint to explore the
process and characters of aesthetic responding while looking at visual images. The
concept of unreadability of text is applied and examined by using grounded theory.
This article reports on features of perception, connection, direction, and allegorization
of constructing meaning of reading visual images.
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Abstract
Initiatives to implement innovative approaches to teaching, including task-based
language teaching (TBLT), have often been criticized on the basis that they fail to take
into account teacher beliefs, existing practices, and the constraints associated with a
particular context. In order to address the criticism, the present paper takes the view that,
rather than focusing on the approach per se, it is more effective to focus on providing
teachers with knowledge of conditions, identified in the research literature as essential for
second language acquisition (SLA) to take place (‘enabling conditions’); and to focus on
knowledge of how the conditions may be optimized in language classrooms. The paper
presents one of a number of case studies, which explore the responses of English teachers
at a Vietnamese university to this approach (opportunities provided to them in the form of
workshops and reflective questioning to consider and address the conditions). The paper
reports on one teacher’s conception and optimization of the conditions. With multiple
methods of data collection and analysis including stimulated recall interview,
documentation and conversation analysis, the study reveals the teacher’s unique
conceptions of input, output-interaction, and feedback which guided her practice.
Contextual constraints were conceived to have an impact on the teacher’s optimization of
the conditions for students’ learning. The findings provide significant implications for a
more organic, flexible approach to second language teaching and teacher education.

Introduction
In most Vietnamese universities and colleges, teaching practice still emphasizes explicit
linguistic knowledge at the expense of communicative skills (Canh, 1999; Loc, 2005). Such
practice is rooted in the teachers’ beliefs which, as Hiep (1999, ¶19) argues, are influenced by
the philosophy of “Confucianism as well as French and Soviet education that focuses on
academic studies of grammar, literature, and in-depth knowledge of literary texts”. The practice
is also a response to the constraint of large class sizes which usually number more than 50.
Additionally, the assessment policy exerts a large influence on classroom practice. Given that
universities have their own teaching programs and testing schemes, they tend to stress reading
and grammar rather than students’ communicative ability (Dai hoc Su Pham, 2005). As a
consequence of these factors and constraints, explicit instruction of grammar and text
comprehension remains unchallenged.
Given the need for change and innovation in language teaching, there has been an argument for
the adoption of TBLT in the Vietnamese context (e.g. Lap, 2005). Nunan (2005) cautions
however, that,
Educators need evermore to recognize the importance and distinctive context based needs
of those requiring education in English outside the traditional native speaker contexts.
This is not inherently contradictory with those with persistent arguments that many
2
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general principles of acquisition should be understood and appropriately applied by
educators within their distinctive classroom settings and communities. (Nunan, 2005,¶ 5).
Nunan’s caution provides the rationale for a study exploring how teachers can best make a move
towards adopting at least some practices (tasks and techniques) associated with TBLT, in a way
that recognizes the value of teachers’ existing practices. It has been claimed (and perhaps
overstated) that TBLT potentially “promotes a climate in which potentially useful pedagogic
procedures are discouraged or outlawed on doctrinaire grounds” (Swan, 2005, p.383). We do
believe however that it is only by working to integrate new understandings with existing
practices, that we are more likely to see innovation and sustained change. Coupled with the
acknowledgment of existing practices, is the recognition of the constraints associated with
teaching in Vietnam, where traditional approaches dominate classroom practice, textbooks are
the main scripts for teachers, learning is isolated from the language environment, class sizes are
large, and students are less motivated and unable to communicate in English.

Challenges associated with the implementation of TBLT
While recent literature in second language teaching shows that task-based approaches are
effective in improving students’ language proficiency, especially fluency, and their motivation
(Ewards & Willis, 2005; Leaver & Willis, 2004), some research concerning teachers’
perceptions has revealed negative attitudes because of perceived problems associated with TBLT
(e.g. Jeon & Hahn, 2006). One such problem is the lack of accuracy in learners’ language use
(Lopes, 2004), and the way in which the teacher may be restricted in using explicit grammatical
instruction.
Researchers and teachers have begun to raise concerns about the fact that task-based approaches
operate at the level of technique, which focuses too much on task features (Ellis, 2003; Willis &
Willis, 2007) and task sequences or cycles (Cameron, 1997), rather than the broader learning
context. As Seedhouse (1999, p.155) claims, “An approach which takes tasks as the basis for an
entire pedagogical methodology and for course and materials design is narrow and restricted.”
Therefore, while teachers may, for instance, insert tasks into their instructional sequences, they
do little to think about the underlying conditions associated with task use, and the conditions
beyond task use that could positively affect language learning, such as the provision of rich and
targeted input. In fact, that TBLT does not sufficiently take into account the importance of input
is a particular criticism raised by Swan (2005). He comments that the exclusive use of TBLT is
“particularly unsuitable for exposure-poor contexts where time is limited” (p. 397). The major
challenge in TBLT, that of its integration into classroom practice, identified by Foster (1999)
almost a decade ago, remains an issue today.
Research into implementing the adoption of TBLT has been mixed. Relevant to the Vietnamese
context is the work of Watson Todd (2006) and Lopes (2004). Watson Todd documents the shift
of a task-based curriculum back to more explicit teaching. He points out the major reasons for
3
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the shift. First, the teachers believed they should teach students particularly those of lower
proficiency, grammar and writing because the students’ weakness in these two aspects was
particularly salient for them. In other words, there was a perceived mismatch between task-based
teaching objectives and students’ needs. Second, the teachers in the study reported a negative
reaction to the heavy work load imposed by TBLT. Lopes’s (2004) study likewise raises issues
about the role of grammar instruction, stating, “It is an excellent principle; however, there are
times when students need to look at grammar in a more formal way. He also urges that “students’
wants should also be taken into account” (p. 92).

Enabling conditions
The concerns raised above point to the need for a more holistic and responsive approach to
introducing aspects of TBLT to a group of Vietnamese university teachers. Rather than focusing
on tasks and task design per se, we sought to focus on the “favourable contextual conditions for
causal variables [of second language acquisition] to be at work” (Verhelst, 2006, p. 209), and the
way in which particular tasks could be seen to promote such conditions. We also looked beyond
tasks themselves to conditions in the wider learning environment. In this sense, a focus on
“favourable contextual conditions” or ‘enabling conditions’ is consistent with a “tasksupported” approach (Ellis, 2003).
A number of researchers have in the last decade or so put forward comprehensive models
associated with social conditions of the language learning context (Breen, 2001). Others (such as
Brown, 2001; Ellis, 2005; Franken, 2004; Mangubhai, 2006) have focused specifically on the
pedagogy by looking at the conditions which teachers can directly affect and effect. Researchers
have consistently identified the following three contextual and pedagogical conditions as
essential (e.g. Doughty & Long, 2003; Ellis, 2005; Nunn, 2007); and some have singled them out
as most important (e.g. Verhallen & Walst, 2001, as cited in Verhelst, 2006; Verhelst, 2006;
Wells, 1985):
• extensive rich and personalised language input,
• sufficient opportunities to produce output, particularly in the context of interaction,
• and feedback on the language learner’s comprehension of input and production of
output.
The conditions are explained to a degree below.
Language input is the first enabling condition. Initially highlighted and theorized by Krashen in
the 1980s (See the Input Hypothesis; Krashen, 1985) input enables second language acquisition
to take place as long as it is comprehensible to learners. The notion of comprehensibility is
described as i + 1 in which i is the learner’s current level, and 1 indicates new language items.
Little empirical research supports this hypothesis, but it “inspired a range of theory-building and
associated empirical research about the role of input in second language learning” (Mitchell &
Myles, 2004, p.21), and it is hard to imagine how one learns a language without exposure to it as
4
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a source of input.
An extensive amount of language input in textual form has been documented to develop learners’
second language (Elley & Mangubhai, 1983; Mangubhai, 2006), and to motivate and engage
students in learning (Day & Bamford, 1998). Particularly when linked with a communicative
task, it offers students opportunities for encountering gaps in understanding how the target
language is used as they participate in interaction and negotiation (Green, 2005) to share what
they read. It also gives a chance for recycling language, which is “vital in consolidating and
extending learners’ knowledge” (Green, 2005, p.309).
Other studies have explored the manipulation of input by teachers. Input can be made more
comprehensible and easily up-taken as it is modified: simplified or elaborated (for vocabulary),
made regular, explicit, redundant, or slow with pauses (Wesche, 1994). Enhanced written input
by highlighting target forms or structures in different ways: bold, italicized, underlined or
coloured has been found to have positive effects (Harley, 1998). Ellis (2003) called this input
enhancement technique “linguistically focused comprehension tasks”, that is, ones that focus
learners on processing for meaning while attention is given to the flooded input form. Tasks
designed in such a way will most likely promote noticing, which in turn promotes acquisition
(Ellis, 2003).
Language output is essential as exposure to natural language input is in itself not sufficient for
second language acquisition; this is especially true in a foreign language setting where exposure
to input is confined to classrooms (see for example, Green, 2005). Using language offers a
condition for learners to become communicative and to make use of input purposefully. Further
to this, one well-known insight is that knowing a language rule explicitly (a type of input from
classroom instruction) does not necessarily produce a capacity to use it in communication
(Mangubhai, 2006).
Swain (1985) advanced the Output Hypothesis, claiming that it has three functions beside that of
practice for fluency. The first function of output is to trigger noticing of their gaps and problems
in their current interlanguage (gap-noticing). Second, learners are pushed to try out new language
structures or forms (hypothesis testing), hence being able to stretch their interlanguage
syntactically (Swain & Lapkin, 1998, p. 68). Third, it gives learners “opportunities to reflect on,
discuss and analyze these problems explicitly” (Mitchell & Myles, 2004, p.175) or what Swain
calls ‘metatalk’, which raises deeper awareness of “the forms and rules and the relationship of
the forms and rules to the meaning they are trying to express” (Swain & Lapkin, 1998, p.69).
The hypothesis inspired other researchers’ work to test the role of output in second language
development. Ellis and He’s (1999) study for example demonstrated positive efforts for those
students who had the opportunity to use targeted language in interaction before being tested for
recall.
Interaction is arguably the most important as it integrates input, output and feedback. It not only
5
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makes input comprehensible, but also creates a context for meaningful language use (output) and
use of feedback. Long’s work (1996) on Interaction Hypothesis has been influential in
determining the current perspective on interaction. As explained in this hypothesis, when
learners engage in information exchange or negotiation of meaning via a communicative task,
they receive feedback from each other on how much they comprehend the language; this leads to
the modification of conversation and gives rise to subsequent more comprehensible interaction,
which in turns makes input comprehensible to interactants. In interaction, learners will
incidentally attend to form in attempts to produce L2, and this is necessary for acquisition
because it creates a favourable context for learning new language forms (Shehadeh, 2005).
Feedback can be described as another essential condition for second language learning. We can
see from the Interaction Hypothesis that negotiation of meaning creates a context for generating
feedback among interlocutors (i.e. student-student and student-teacher) which initiates noticing
or selective attention. Noticing has been argued to be a crucial mediator between input and
intake, potentially generating acquisition. Schmidt (2001) posits, “SLA [second language
acquisition] is largely driven by what learners pay attention to and notice in the target language
input” (pp.3-4).

Investigating teachers’ conceptions
The present study has the aim of investigating teachers’ conceptions of the identified enabling
conditions. The crucial role that teachers’ conceptions and beliefs play in their practices has been
extensively documented in educational research (e.g. Entwistle, Skinner, Entwistle & Orr, 2000;
Lam & Kember, 2006); and specifically in second language educational research (e.g. Borg,
2003; Freeman & Richards, 1993). Research has also specifically investigated conceptions of
particular approaches in second language teaching (see for instance, Mangubhai, Marland,
Dashwood & Son, 2005, on Communicative Language Teaching).
The terms ‘conceptions’ and ‘beliefs’ have been employed synonymously by a number of
researchers (Entwistle, et al, 2000; Lam & Kember, 2006); however Entwistle et al. (2000)
differentiate the two by explaining that “beliefs are emotionally charged and conceptions are
consciously constructed” (p.10). Perhaps most significant in this distinction is the role of
cognition in ‘conceptions’. Pratt’s definition makes this clear:
Conceptions are specific meanings attached to phenomena which then mediate our
response to situations involving those phenomena.... In effect, we view the world through
the lenses of our conceptions, interpreting and acting in accordance with our
understanding of the world (Pratt, 1992, p.204, cited in Lam & Kember, 2006).
It follows that teachers’ conceptions shape what teachers do. Most important for the present
study is the consideration that teachers’ conceptions have a strong impact on “the acceptance and
uptake of new approaches, techniques, and activities” (Donaghue, 2003, p.344). This is further
6
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iterated by Stoller (1994). In considering the uptake of an innovation, Stoller (1994) usefully
presents three contextual criteria that interact with teachers’ conceptions. They are: practicality,
feasibility and relevance of an innovation.

The study
In this study, we take an individual teacher case study approach because of the personal and
idiosyncratic nature of teacher conceptions – consistent with the view of Entwistle et al. (2000)
that teachers’ conceptions are “personal meaning[s]” which are “built up from a wide variety of
sources, including knowledge, images and experiences, and are necessarily somewhat
idiosyncratic” (p.9). While data exists on the conceptions of six teachers, we restrict ourselves to
one case study for the purposes of this paper.
The individual teacher teaches four lessons of General English to first-year university students.
She is 36 years old and has had 12 years of experience in the profession. As a student, she has
experienced two to three hours of English a week at secondary schools (years 6-12). The English
lessons had a focus on reading and grammar. To qualify as an upper secondary school teacher,
she has completed a four-year undergraduate training program which focused on English skills,
linguistic knowledge and pedagogical knowledge. Upon graduation, she was recruited to be a
teacher at a university. She began her profession with teaching English for students who learn it
as a subject at university (called General English). After two years of practicum, she became
lecturer and further began teaching Academic English for teacher trainees. In terms of teaching
methodology, the teacher was basically trained to teach secondary school students, with a focus
on reading and grammar skills. After seven years of teaching, she has furthered her MA
education in TESOL at a university abroad.

Data collection and analysis
Data used for this report were gathered over six weeks. A background interview (BI) of about 30
minutes was conducted to elicit her knowledge of the enabling conditions. Then introductions of
input, output-interaction, and feedback were given in three successive workshops (individual
meetings) over the period, each focusing on one condition and lasting approximately two hours.
After each workshop, the teacher planned and taught a ninety-minute lesson in which she was
urged to optimize each condition. The follow-up lesson integrated all of the conditions. Each
lesson plan was supported by a checklist. Data collection associated with the lesson itself was
conducted in two ways: by an informal fifteen-minute interview before the lesson was
conducted, and by a stimulated recall interview (SRI) of approximately one hour each on the
following day.
Interview was the main data gathering tool. The stimulated recall interviews specifically focused
7
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on eliciting information on “thought processes involved in carrying out a task or activity” by
using a video record, to provide access to how knowledge is organized in a specific way (Gass &
Mackey, 2000, p.1). The interviewer also elicited explicit explanations, evaluations, or
reflections. These interviews were conducted after each lesson within 36 hours to ensure validity
(Bloom 1954, cited in Gass & Mackey, 2000).
To minimize problems associated with misinterpretation, most of the interviews were conducted
in the participant’s mother tongue, except for the background interview done in English as
chosen by the teacher. The interview data was transcribed and translated into English by the
researcher. The translation was checked by a colleague.
Statements in other sources such as reflective journals and transcripts of the classroom
interaction were examined and selected to further corroborate and illustrate the teachers’
conceptions. Regular patterns of the teacher-student talk were identified for analysis.

Findings
Input
Input as both language models and targeted language items in a taught lesson
The teacher’s conceptualization of input incorporates not only the language associated with a
source and selected to cater for learner needs – a view that aligns closely to that represented in
the current literature, but also the particular language items embedded in the source and targeted
in a taught lesson.
The teacher initially represented the former view - input as an important element which should
be considered in relation to the learners’ proficiency level. She defined input as different
authentic sources of language such as newspapers, magazines, and the Internet (BI). However,
she stressed the important role a teacher plays in selecting authentic or “real-life language” for
students from these sources, depending upon “the skills you [teachers] teach” (BI). The
participant said, “The language you pick out to teach must be real-life.”
Data from the documentation and the stimulated recall interview following workshop one
(focusing on input) lesson revealed the latter conception of input. For example, the teacher
reported that she structured her lesson in a way that comprehension of input was followed by
practice using the targeted language items introduced to the students. Students listened and read
texts about typical working days. This was followed by her asking questions, which she
explained in the following way:
I called upon one student to make output, and from that to generate input for another.
That was a model for them to go on saying; for example, one student said ‘I go to school
8
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by bicycle’, then I repeated ‘she goes to school by bicycle, and how do you go?” then
they would base on that model repeated by me; that was a chance for them to recycle the
language and then more and more input and repeating it several times, they would be able
to speak. (SRI1)
Input, in her view, referred to the model sentences produced by one student and repeated by the
teacher. These language models as frequently repeated was believed to promote learning. That
clearly indicates her thinking of input in terms of language models.
The teacher’s conceptualization of input in terms of targeted language items can also be in her
attempts to maximize opportunities for exposure to these new targeted language items. She did
this by prompting students’ output. In the lesson sequence, the students then asked and told each
other of their own typical days. The focus of this practice was particularly on the use of the
adverbs of frequency, prepositions of time and simple present tense. Two of these grammar
points were given attention before the speaking practice through a series of practice exercises.
The following extract reveals her conceptualization of input as the targeted language items:
A:One boy student from a province I don’t know, but I am sure at least he could talk
about his activities, for example, brushing teeth, getting up, going to school, I mean, all
the language he had learned from the beginning of the lesson until then; and when I
asked some students in class, they followed the lesson completely and took time to write
down notes and they could use prepositions accurately in speaking, though I did not teach
them grammar formally. And they could use adverbs of frequency again during the
speaking activity.
I: Do you mean all the language he had learned was the input you provided?
A:Yeah, and the teaching process helped them make use of the input provided. (SRI1)
Another task which followed involved the students in describing and naming some jobs. She
reported that this was to supply richer vocabulary to prepare the students for writing (SRI1).
The teacher reported that the provision of output opportunities in these ways was to consolidate
the language the students had just been introduced to. It also gave the teacher the opportunity to
assess how accurately and fluently the students were able to make use of the linguistic items.

Constraints in teacher talk
While the teacher believes that an English teacher should use English in the classroom as it
“works for students” (BI), such a belief did not result in her action in making extensive use of
English. Several factors were reported to have an influence on her decision of whether to use
English or the mother tongue. However, the students’ level of proficiency played a central role.
She commented:
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In fact the majority of teachers are lazy to teach General English like this. That is the
reality. You have to spend a lot of energy speaking out the same thing five times, and
they still do not understand you, so instead of that you would rather speak Vietnamese.
(SRI1)
Her comment reveals an almost ‘cost-benefit’ analysis. The students’ low proficiency required
the teacher to expend more energy in speaking English. This expense increased her lack of
commitment to teaching General English.
Other factors contributed to influencing her English language use. For example, the following
report from the first stimulated recall reveals that the time factor, mediated by the students’
language ability, determined the extent of her talk.
Last time, I talked about sports, and he did not understand and I asked another student,
and this boy gave another phrase, and I assumed when this boy said ‘try new food,” at
least it would trigger him to think about something to respond, but it was not as I
expected. That reflects their mixed levels, and finally he had to sit down, and I could not
spend more time on him, and I had to leave him discover it by himself. I tried to vary the
question and the topic so he could understand, but he failed and that was all what I could
do. (SRI1)

Limited capacity of learner input
Input from students was seen by the teacher as having some, but limited capacity to provide
learning opportunities. She agreed that students can learn good language from each other, but
also maintained that students’ learning can be affected by peer mistakes. She explained that if
students have achieved an acceptable level of language ability, their input can be optimally used
for generating learning opportunities. The first SRI revisited the issue with her saying that if the
students’ language ability is “ok”, they may learn from each other, and specifically they “would
still pick up the language, such as new words or structures that their friends use and that they had
never thought out” (SRI1).
With such thinking, the teacher attempted to create pair work for students’ learning. For
example, in her first lesson, she provided an opportunity for students to ask each other about
their typical days. The teacher also regularly used questions to prompt output. She explained:
For example, one student can speak, and he can feel more motivated and better than
others; and they can take each other language as input for them if they don’t know.
Anyway it would benefit them. (SRI4)
However, as will later be seen these opportunities for students to generate input for others was
controlled and carefully managed.
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Output and interaction
Controlled output and interaction for accuracy
Believing that good interaction involves meaningful negotiation and benefits mutual learning, the
teacher, however, reported providing limited opportunities for language use in interaction
because of the students’ low proficiency and time pressure, and attempting to control students’
language use. While the teacher thought that there should be as much language use as possible
among students, she conceived of output as limited to the practice of targeted language items.
Evidence from her lesson plan reveals that the teacher sequenced activities in a way that ensured
accurate output. For example, a task involving comprehension of input such as listening to a text
about vacation experiences was followed by the output of talking about vacation experiences.
Opportunities for output were seen as opportunities for controlled language use. Practice in pairs,
for example, merely focused on four questions and answers about travelling to school or work
such as How do you go to school? How long does it take you? How far is it? How much does it
cost you? The teacher acknowledged in the stimulated recall interview that although the pair
practice was to promote interaction, “this interaction was so controlled because there was a
model” (SRI2).
Consistent with a sequential procedural approach was the teacher’s reported release of control.
She achieved this by “changing to the topic hometown” because “the unit asked about ‘how to
get to work”. The practice with the new topic was seen as “free but still guided production”
(SRI2). An additional aim in this example was to make the topic closer to the students’
experience and thereby creating a context of more authentic language use. She said “it [the topic
‘how to get to work’] was not relevant to the students’ experience” as “most of them only go to
school” (SRI2).
The second practice task that asked the students to talk about their past vacations and plan for
future vacations likewise showed a release of control. The teacher’s pedagogical focus, however,
was still the practice of the four questions. Not only was her use the same questions a way of
reviewing previous learning, but it was also to provide a context for slightly extending the
language use, as can be seen below:
I: Here why did you begin by asking those questions about their vacations?
A: As in my lesson plan, there are two sections one of which is about transportation,
means of transport, so I extended it so they could talk about more means of transport, and
only by situating them in the context of a vacation would they have a chance to revisit
those questions of transportation and extend a little bit. (SRI2)
The following explanation sums up her belief in gradual release of control of output.
It is a matter of fact that any activity should go from control to less control. So initially, I
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controlled them, but when they made a dialogue we [I] could not control them any more,
because that is when they can create new ideas or sentences, and that is part of language
acquisition; they can create utterances by themselves. (SRI2)
The teacher justified that this approach was needed essentially because of learner factors: the
students’ limited proficiency level, and their culturally preferred learning style. As a result, she
believes a teacher-centered teaching approach is still suitable in the context, as revealed in the
following quote:
I would say that for this level and our Vietnamese students have been used to this way of
learning, you have to give them a model and then give them time to practice, and after
that you will receive their output to an acceptable extent. But if you just throw them a
task and let them do it on their own, I am afraid that it will lead to no where. And once
their output becomes a mess (literally ‘untidy heap’) you will not know where to begin to
fix it. I mean they will go to another track and it will be difficult to get them back to your
track. So I think one of the common methods teachers are using, because of the students’
culture of learning, which is still not learner-centered, is that teachers need to scaffold
them gradually, and we [teachers] can’t switch completely to this new way and release
them completely. (SRI2)

Authentic use of language and the use of focused tasks
The teacher perceived of tasks in a range from more control with less authenticity to less control
with more authenticity.
The two examples of tasks using the same four questions above reflect a conception that tasks
can serve a variety of functions from eliciting practice of structures to promoting negotiation. In
order to achieve the latter, she adjusted the topic to create an information gap. She stated that
because the students come from different towns, “it was a chance for them to ask each other
where they come from, how far and how long,” and “it was a new context to motivate them to
talk” (SRI2).
Another interpretation of a task was the vocabulary practice in which one student named a job
which matched a description given by another. This was labeled by the teacher as a minor task as
it aimed at “reproductive output,” “students’ speaking what they already knew” (SRI2).
An illustration of her conceptualization of a more authentic task can be seen in the following
reflection.
There should be another situation so they could use these questions in daily life. So in
section B, the next lesson, I plan to give them another situation where they will role play
going to a travel agency to ask, for example, if they want to go to Dalat City, “how can I
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go there?” or “how far or how much?” so they can know how to ask those questions
(SRI2)
Although the examples above suggest that the teacher conceptualized that language output is
supported through a range of tasks from less to more authentic, in reality, she mostly provided
linguistically focused-tasks (Ellis, 2003) to orient the learners towards the use of certain formal
properties of language, rather than the kind of tasks that support meaningful language use.

Feedback
The purpose of feedback
Feedback is conceptualized by the teacher as a way of monitoring and ensuring accurate
outcomes. For instance, she conceptualized an error correction task conducted with the whole
class as a way to encourage students’ feedback on some areas of language targeted in her lesson
such as adverbs of frequency, prepositions of time, present tense, and vocabulary about typical
day activities. This task was explained by the teacher to give her an insight into how much the
students have acquired the language taught. The teacher explained,
If there is a problem, they can point it out. That is a way to get their feedback, and from
their feedback, we can assess their level of acquisition. For example, if they read it again
and again but fail to recognize the mistake, then they are so bad, and if they can
recognize the mistake immediately, we know that they have learned. (SRI3)
The teacher continued to explain that from the students’ language output, she would be able to
“evaluate their level so that [she] can analyze the types of mistakes they make, from which we
[she] can know what input they need for the next lessons” (SRI3). Such a conception of feedback
is consistent with the way she conceptualizes all the other enabling conditions, and the way she
conceptualizes language teaching in general.

Student sensitive feedback
The teacher initially conceived of feedback in terms of positive and negative feedback. She
believed the use of feedback is a sensitive practice, dependent upon students’ level of
proficiency. She conceptualized feedback management as a skill, the key to which is appropriate
use. The following extract illustrates this:
…if you know that it is a good time for you to give a compliment to the students and it
will be a very great encouragement to that student but if you give the negative feedback
in the inappropriate way, and that is the way you de-motivate students. (BI)
She also reported that her usual teaching practice of General English mostly involved teacher
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feedback, and rarely peer feedback since she believes that it is quite unreliable, given the
students’ low level of proficiency (BI).
The teacher’s fronted oral feedback to the whole class on two students’ writing samples reveals
the principle of sensitive feedback. The SRI revealed a conscious use of techniques in order to
observe that principle. She explained that explicit correction was employed for common
mistakes when she wanted the whole class to notice, or for complicated mistakes, where it
accompanied with an explanation. On the other hand, elicitation in form of questioning, offering
choices, or pausing was utilized as she assumed the learners had learned some knowledge and
would be able to give a correction.
However, she admitted that her feedback style was largely based on her experience in learning
and teaching English, as can be seen in the following interchange. Her statements also indicate
the fact that the interview raised awareness of her practice.
I: Did you base on your experience or certain principle in error correction?
A: I don’t know for sure. In fact, sometimes, we teach something but not…
I: Aware?
A: Aware of its benefits. My god, you know as a teacher, you are affected by many
things. A good teacher that you admire may affect you in some way, or during your
process of teaching, your personality naturally creates your own style or techniques.
Sometimes this is not in any book or theory. So it is really hard to explain the reason
because it is a combination of many things; but anyway the final goal is still to improve
them. By one way or another, you try the best not to give feedback that is sensitive to
them. That is what I wanted to avoid doing. (SRI3)

Discussion
The findings generally confirm earlier research in teachers’ beliefs. The teacher’s conception of
the enabling conditions has been influenced by her experiences and beliefs in teaching General
English and especially the institutional factors. The findings raise some important issues with
respect to the conceptualization of each of the enabling conditions that we explored.
The conceptualization of input as the taught language points in a lesson appears to be a common
one in the classroom context, and a divergence from what is conceptualized in the main by SLA
researchers. This divergence is understandable as the concept of input has invoked a variety of
interpretations (Saleemi, 1989), and it reflects the teacher’s conception in Pratt’s (1992) view.
Our work with the teacher takes the common concept of comprehensible input by Krashen
(1985). Accordingly, the primary focus is comprehension of conveyed message that contains
structures beyond one’s current linguistic knowledge. The work also approaches input which is
provided by learners in the context of interaction. However, the teacher’s conception of input
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incorporates a teaching-learning relationship perspective according to which input is viewed as
“the language intentionally presented to the learners by the teacher or other learners in order to
facilitate the process of L2 learning/acquisition” (Nizegorordcew, 2007 p.x). These conceptions
are underpinned by the dichotomical views of language. Krashen’s view of input emphasizes
meaning (fluency), while Nizegorodcew’s view also incorporates a focus on form (accuracy).
The teacher’s interpretation of input in the former view is conflated with that in the latter. In
considering this, perhaps one approach would be to help teachers to broaden their
conceptualization of ‘targeted’ language items. In this sense, teachers need to be trained how to
communicate and create communication in L2 in the classroom to promote a focus on meaning.
This training also needs to address the socio-cultural context of teacher input where it seems
inauthentic to speak an L2 at all times in a monolingual classroom especially to learners of low
proficiency. L1 use, in this sense, has a role to play in facilitating learning, but should not be
dominant especially in low-proficiency classrooms.
The perception of peer input as being of limited value, mainly because of the learners’ low level
of proficiency implies that any attempt to promote the use of interactional tasks in the classroom
context must take this into account. It may be that to bridge teachers’ conceptualizations of this
nature, there is value in understanding more fully the exact nature of interaction, and in thinking
of interaction more in terms of output than input.
The teacher’s conceptualization of output and interaction in terms of the degree of control is
underpinned by her belief in accuracy, which lends support to previous research such as Lopes
(2004) and Watson Todd (2006), and this appears to represent a traditional conception of L2
teaching with a focus on formal linguistic properties. It provides a similar implication as
mentioned above. In terms of TBLT, an implication is that integration of communicative tasks
into the classroom setting especially at the early stage has to consider this aspect of teachers’
conception. One possible approach may be to work to expand teachers’ conceptions of language
outcomes – beyond accuracy to include fluency and complexity. Teachers may be able to accept
that sometimes the latter two deserve attention. Task based language learning proposes that it is
not possible to achieve all three at the same time.
The teacher’s treatment of feedback as a way to ensure teaching outcomes reflects an
instructional perspective where teaching is largely based on the textbook and planned syllabus of
language points. This perspective also parallels teaching with learning. While this is the case,
there is a need to move teachers toward viewing feedback as a process of learning, especially
peer feedback as an opportunity to encourage negotiable learning. It is also not difficult to see
that a teacher may be able to consider broadening her repertoire of feedback strategies, while
preserving the need to be sensitive to her learners.

Conclusion
The project set out to explore Vietnamese teachers’ conceptions of conditions identified in the
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research literature as being essential for second language acquisition (SLA) to take place. We
named these ‘enabling conditions’. In this paper we present one teacher case study as we feel one
is sufficient to draw the following conclusions.
The study has a number of implications. The first is that there is merit in professional
development focusing on understanding of research and theory informing language teaching and
learning beyond the confines of one particularly favoured and current approach. The second is
that there is merit for teachers in being provided with opportunities to reflect on and articulate
their conceptions of these conditions and how they seek to optimize them in the context of their
own practice. The primary tools we used in this study to provide these opportunities were the
workshop and the stimulated recall interview in conjunction with a videotape of teachers’
lessons. The third is that there is merit in teacher developers taking the time to provide teachers
with opportunities to reflect on and articulate their conceptions of these conditions. If the
opportunities are sufficiently rich, as they were in this study, then the teacher developer truly can
introduce change and innovation in a way that takes account of and builds on teacher beliefs,
existing practices, and the constraints associated with a particular context.
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Conflict: The Practice of Religion in the Schools
Throughout the ages, wars have been fought and blood has been shed in the
interest of religious freedom. Thousands have come to the shores of the United States of
America to experience that freedom. As a result, religious, mostly Protestant, influences
(including prayer) have been present in the schools from colonial times through the
1950s. Steeped in controversy throughout the United States, a battle has been waged
since this country’s beginnings to identify the relationship between government and
religion. Prior to the 1950s, prayer was routinely offered in public schools across the
nation and generally supported by the courts. More than half the states have, at some
point, allowed or required prayer and/or Bible reading in the classrooms. This was
considered to be part of the exercise of freedom of religion, and proponents of religious
exercise generally argued in defense of the practices as voluntary and traditional. In the
1960s many of these came under challenge. Since that time, there has been a continual
struggle between church and state (in this case, the schools), and it has been reflected in
the courts.
Constitutional Framework
The First Amendment to the United States Constitution states that “Congress shall
make no law respecting an establishment of religion or prohibiting the free exercise
thereof.” It contains both the establishment clause and the free exercise clause. The
establishment clause prohibits the government from passing laws that aid a religion or
show preference of one religion over another, and the free exercise clause prohibits the
government from interfering with individual religious freedoms. The Fourteenth
Amendment (adopted 1868) next placed restrictions on state actions and personal rights.
Since education is mostly a function of the state, most of the church/state controversies
have been initiated through the Fourteenth Amendment. The final responsibility for the
interpretation resides with the United States Supreme Court.
Courts have determined the constitutionality of such issues as prayer, meditation
and Bible reading in the schools and prayer at graduation ceremonies. The challenges
continue.
Significant Cases
There are many significant court cases that reflected the will of individuals, the
values and desires of specific areas of the country and the nation itself. As far back as
1948 (Illinois ex rel. McCollum v. Board of Education) the Court indicated that the
voluntary and nondenominational nature of prayer in the classroom was not a valid
defense. In 1962, in Engle v. Vitale (1962), the U. S. Supreme Court accepted its first
case involving school prayer and found a New York Regents prayer unconstitutional, and
both prayer and Bible reading offensive to the first amendment. The local school board
adopted this ‘non-denominational’ official prayer as part of a policy, requiring it to be
recited in class. Students, however, were allowed to be exempted from this recitation
(they were permitted to either remain silent or leave the classroom.) The Regents said of
the prayer, “We believe this [prayer] will be subscribed to by all men and women of good
will, and we call upon all of them to aid in giving life to our program.” The prayer read
“Almighty God, we acknowledge our dependence upon Thee and we beg Thy blessings
upon us, our parents, our teachers, and our Country” (Harrison & Gilbert, 2003, p. 85).
On April 3, 1962, the Court heard oral arguments and on June 25, 1962, the 6-1 decision
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of the Court was announced – religious exercises in the public schools were pronounced
to be unconstitutional.
Cases followed that defined religious exercises as clearly unconstitutional (School
District of Abington Township v. Schempp, and Murray v. Curlett, 1963) using the
precedent established by Engel. Actually, two cases were consolidated in the Abington
opinion. One, from Pennsylvania challenged the rule that “at least ten verses from the
Holy Bible shall be read without comment, at the opening of each public school day.” In
this, children whose parents requested that they not participate were excused. The other
case, from Maryland, involved reading a chapter in the Bible “and/or the use of the
Lord’s Prayer,” with excusal of those students whose parents clearly objected. The
Court’s rulings in both cases indicated that whether students were allowed to voluntarily
be excused or not, the fact that daily devotions were conducted in the public schools was
enough to ‘abridge the First Amendment’ (Thomas, Cambron-McCabe and McCarthy,
2009). There was a strong resistance to compliance, specifically in the East and the South
(Yudof, Kirp, Levin & Moran, 2002). Some said that irreligion was ‘creeping into the
schools’ and others claimed that the public schools were dominated by the religion of
secular humanism (Alexander & Alexander, 2005). The legal battle between religion and
the public school sector raged on with the landmark 1971 Court case, Lemon v.
Kurtzman. The constitutionality of government aid to religious schools was the issue in
question. However, the answer developed a standard that has been applied for decades in
our courts to questions of the right to prayer in the schools. The answer was a threeprong test that stated that a governmental action or policy must:
1) Have a secular purpose,
2) Neither advance nor inhibit religion, and
3) Not cause excessive entanglement between government and religion.
If an action (such as school prayer) failed any one of the three ‘prongs’ then it did not
pass the constitutional test through the courts. This case law established the use of the
Lemon Test in the Courts to assess Establishment Clause claims.
Following this, the Supreme Court was called to answer the question of voluntary
prayer to address state statutes that authorized a period for meditation (Wallace v. Jaffree,
1985) and declared it also to be unconstitutional. This case involved an Alabama
meditation statute that was enacted, in the opinion of the Court, for the specific
unconstitutional purpose of promoting classroom prayer. This decision was believed to be
reflective of a concern of the diminishing role of religion in the schools. Classroom times
for silence for student meditation were declared to be constitutional if they are neutrally
conducted. The cases that are currently on the books remain to be resolved on a case-bycase basis. A Georgia case (Brown v. Gwinnett, 1997) found no Establishment Clause
violation in a law that required a moment for silent reflection in all public school
classrooms at the beginning of the school day. In this case, a high school teacher was
fired for refusing to comply with Georgia’s law. The Court upheld the statute and stated
that the provision had the secular purpose of providing an opportunity for students to
reflect upon the coming day. In Brown v. Gilmore, 2001, a Virginia law was subsequently
upheld. The challenged law stipulated that students, during a daily observance of one
minute of silence in all classrooms, were allowed to “mediate, pray, or engage in other
silent activity which does not interfere with, distract, or impede other pupils in the . . .
exercise of individual choice.” The appeals court found this law to be neutral since
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students were not encouraged to pray during the moment of silence (Brown v. Gilmore,
2001).
Unlike the decision in Jaffree, which was reasoned to return prayer to the public
schools, the Virginia law addressed in was allowing time for quiet reflection, and was
validated by the courts.
Private vs. School-Sponsored
Courts have provided interpretation for private expression in the public schools
through the decades in this young county. One of the specific questions posed: If
students initiate the prayer, is the Establishment Clause restriction triggered? Beginning
in the 1990s, the U.S. Supreme Court used the test of Coercion (rather than the Lemon
Test) (Lee v. Weisman, 1992) to determine if individuals were compelled by the
government (school) to participate in prayer. In the landmark case of Lee v. Weisman, the
Supreme Court clarified that school-initiated prayer was unconstitutional. This case
arose when members of the clergy were invited by a middle school principal to give an
invocation at the school’s graduation ceremony. Following Lee, the circuit courts
remained divided over the question of student sponsored prayer at graduation.
In Jones v. Clear Creek Independent School District (1992), student-led,
nonsectarian and non proselytizing prayer at graduation ceremonies, approved by a vote
of the students, was allowed by the courts. The Fifth Circuit reasoned that the student
election removed school sponsorship. This case represented a major step for school
prayer proponents. The ruling delivered by the Court was distinguished from Lee on the
facts – that the students were making the decision regarding the speaker and the content
of the ceremonies, rather than the principal (as in Lee). However, opposing conclusions
were reached in the Third Circuit Appellate Court (American Civil Liberties Union of
New Jersey v. Black Horse Pike Regional Board of Education, 1996), ruling that school
authorities could not delegate decisions to students that the Establishment Clause forbids
school districts to make.
In several cases the Court has used a test of Endorsement, (rather than the Lemon
Test or the Coercion Test) stating that the government may not be perceived to endorse
any one religion or religious activity over another (Agostini v. Felton, 1997). The
Supreme Court addressed a school district’s policy permitting student-led studentinitiated prayer at football games in Sante Fe Independent School District v. Doe (2000)
and found that they violated the Establishment Clause. The Supreme Court rejected the
school district’s claim that allowing students to include invocations at athletic events and
to select a classmate to read them removed school sponsorship. The reasoning included
that the school authorized the election, and therefore led to the perceived and actual
endorsement of religion. The Court decided that this was a violation because the school’s
purpose was unconstitutional, and because the school policy expressed a school
endorsement of religion. Santa Fe did not end this debate. In Adler v. Duval County
School Board (Eleventh Circuit, 2001), a high school senior, elected by the graduating
class, was allowed to deliver a message of his own choosing at graduation. These two
rulings demonstrate the controversial nature of the subject. In Adler it was determined
that as long as it is student initiated, and part of the entire process of planning the
graduation, then prayer may be delivered; it is when it is solely endorsed by the school
that it becomes unconstitutional.
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The No Child Left Behind Act (2002) issued a specific Guidance on
Constitutionally Protected Prayer in Public Elementary and Secondary Schools, and
addressed the issue of student-led prayer at graduation, stating
School officials may not mandate or organize prayer at graduation or select
speakers for such events in a manner that favors religious speech such as prayer.
When students or other private graduation speakers are selected on the basis of
genuinely neutral, evenhanded criteria and retain primary control over the content
of their expression, however, that expression is not attributable to the school and
therefore may not be restricted because or its religious (or anti-religious) content.
To avoid any mistaken perception that a school endorses student or other private
speech that is not in fact attributable to the school, school officials may make
appropriate, neutral disclaimers to clarify that such speech (whether religious or
nonreligious) is the speaker’s and not the schools.
It may be noticed that this is a general statement that is not necessarily reflective
of all of the challenges and outcomes in the courts.
In a Texas case (Ward v. Santa Fe Indep. Sch. Dist, 2004), a trial court stated that
a new policy encouraging students to read religious messages at public events violated
the Establishment Clause. Here, the Court expressed its concern for the plaintiffs,
Mormon and Catholic families, and allowed them to proceed anonymously, to protect
them from both harassment and intimidation. The Court maintained that the policy
encouraged prayer on school property, at school-sponsored events, utilizing the school’s
public address system and a speaker representing the student body under the supervision
of faculty. Shortly after the ruling, the district enacted a new policy prohibiting students
from including prayers in messages given prior to the game. Parents objected to this
policy as a free speech issue, but the student graduated, so the issue was moot.
In a 2005 Delaware case, parents claimed that they suffered retaliation after they
sought to change a board policy regarding prayer. They claimed that the recitation of
school-sponsored prayers had become an integral part of graduation ceremonies, board
meetings, and other school activities (Dobrich v. Walls, 2005).
As a result of Santa Fe and cases that followed, courts need to look to the intent
of school district policies and for any patterns to include prayer/devotionals in the
schools. Sante Fe casts doubt on the constitutionality of student elections involving
devotionals in school-sponsored activities. The Court, as may be seen through its
rulings, initially followed the Lemon Test in its Establishment Clause determinations.
However, some lower courts have ruled using multiple standards: the Lemon test, the
Endorsement test and the Coercion test (see Figure 1.) (Thomas, Cabron-McCabe and
McCarthy, 2009, p. 27).
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The government actions or practices will
violate the Establishment Clause if they:
Have a religious (sectarian) purpose
Advance or impede religion
Create excessive government entanglement
with religion
Have a purpose or effect of endorsing or
disapproving religion
Place direct or indirect government
coercion on individuals to profess a faith

Lemon Test

Endorsement Test
Coercion Test

Open Forums, Clubs and Prayer
The Equal Access Act (20 U.S. C. 4071-74), passed in 1984, allowed
noncurricular clubs in public secondary schools that received federal assistance to meet
outside of noninstructional time. It also dictated that as long as schools have open forums,
and allow noncurricular clubs of any kind to meet outside of school time, religious
groups may meet as well. It stated that access could not be denied to specific student
groups due to the religious, political, or philosophical content of the their meetings. Also,
if the meetings do have a religious orientation, the faculty sponsors must attend only in a
nonparticipatory capacity for disciplinary reasons. Restrictions on speech are also
permissible in a limited open forum as long as they are related to the educational mission
of the school. In Board of Education of Westside Community Schools v. Mergens (1999),
the Supreme Court upheld the Equal Access Act and determined that most high school
students could understand that allowing a religious club in a high school was not
endorsement of religion by the school district. In a unanimous decision, a rare event, the
Supreme Court maintained that since the board created a limited open forum, it violated
the free speech rights of the group by engaging in viewpoint discrimination. A landmark
case, Good News Club v. Milford Central School (2001) set the groundwork for many
future cases in this area. Here, a sponsor of a Christian club at a school in New York
challenged a refusal of facilities use. The school had a limited open forum and the Court
decided that the school’s refusal violated the Establishment Clause. When schools have a
closed forum, and do not allow noncurricular clubs – religious clubs are not allowed.
Following the Good News ruling, parents in Louisiana in 2002 challenged a school board
policy because it was denied the right to have a prayer meeting in a school building
(Campbell v. St. Tammany Parish Sch. Bd., 2002).
The No Child Left Behind Act (NCLB, 2002), much more recently addressed this
issue, requiring schools that receive federal funds to certify that they have no policies that
either deny or prevent participation in constitutionally protected prayer in the schools.
(La Morte, 2008).
In Donovan v. Punxsutawney (2003), a limited open forum was in place during an
activity period that was part of the school day. The district denied a request to include a
Bible time during this time, stating that it did not include noninstructional time. The
Court found the district to be in error and allowed the Bible club.
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Students and Religious Expression
These United States stand as a nation divided. Some would call the division of
areas inhabited by:
1) Those with practicing Christian roots – desiring that their sons and daughters be
allowed to pray in the schools; and
2) Those who are offended by these practices.
Our Constitution states that the government may not establish a religion, pass
laws that show preference for one religion over another, or interfere with individual
religious freedoms. Simply, parts of our country wish prayer to return to the school – and
these challenges bear their results in our court systems.
Even though the U.S. Department of education is supporting greater
accommodation of religion, lower courts continue to render controversial decisions in this
area.
The First Amendment requires a position of neutrality – this requires care. Given
these rulings, the challenges to prayer in the schools will continue to be treated on a caseby-case basis in the courts.
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Abstract
This workshop will introduce J – a computer-based mathematical notation –
and demonstrate its use for teaching mathematics at secondary level.
Sample topics* include:
Algebraic Functions
Averaging Numbers
Gauss’s Formula
Pascal’s Triangle
Pythagorean Theorem
Divisors and Primes
Fractals
* selected from Mathematical Computing in J (Research Studies Press, 2004).
Participants will receive J software – free – to use for continuing their own learning as
well as for teaching their students and sharing with their colleagues after the conference.
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The impact of attendance in after school programs on achievement:
An example from Washington State
Huihua He and Michale S. Trevisan
Assessment and Evaluation Center
Washington State University

Abstract
Research on after school programs suggests that participation can have a positive effect in
the lives of young people. This study examined whether participation can positively change
students’ academic achievement. The study was conducted in 146 after-school centers in
Washington State, centers funded by the 21st Century Community Learning Centers Program.
The program currently serves more than 13,000 students. Results indicate small but
statistically significant positive effects on both reading and mathematics achievement scores due
to attendance. Regular attendees (number of days in program is more than 30) have higher
scores than non-regular attendees across 3rd grade to 10th grade. One implication of these
findings is that there may not be a single participation measure that works for all programs. It is
recommended that work continue toward obtaining meaningful attendance data. This will likely
include the use of different measures of attendance to help programs better understand
attendance patterns.
Relevant Statement
The 21st Century Community Learning Centers Program (CCLC), which began supporting
after school programs nationwide in 1998, now provides one billion dollars per year for
out-of-school time (OST) activities for youth and their families (Harris & Little, 2003). In
Washington State alone, the program serves approximately 13,000 students. Researchers and
practitioners have suggested that sustained participation in well-structured and
well-implemented after school programs can have positive outcomes for youth development and
their academic achievement (Little, Wimer & Weiss, 2007). For example, Brooks, Mojica, and
Land (1995) reported that an after school program increased safety, educational aspirations, and
course grades in some subjects. Hamilton and Klein (1998) reported that an after school
program increased math and reading test scores.
While these studies examine important relations between overall participation and outcomes,
few studies have focused on level of attendance and its influence on outcomes. This study
examined whether regular attendance affects reading and mathematics scores. Information on
each student’s number of days in the 21st CCLC program in 2006-2007 academic year and their
reading and mathematics scores on the Washington Assessment of Student Learning (WASL)
were collected. Operationally, regular attendees are students who participated in the program
30 days or more per academic year. The WASL is the state’s academic achievement test. Results
indicate that regular attendees had higher scores in both reading and mathematics than
non-regular attendees across 3rd grade to 10th grade.
To date, the most frequently used indicator of attendance in OST programs is whether or not
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youth spend any time in an OST program. This is typically compared to youth who do not
participate at all (Harvard Family Research Project, 2004). This indicator measures absolute
attendance and is often the most cost effective and easy to implement. However, it is also the
indicator that captures the least amount of participation information. Intensity of student
attendance is an indicator used in the current study, which is the amount of time youth attend a
program during a given period. It can be measured in different ways, such as days per week,
hours per day, or time on a scale. Researchers and evaluators have begun to develop cut levels to
compare outcomes based on levels of intensity. This enables programs to understand the benefits
of more or less attendance in the short-term.
There are different ways to measure student attendance, such as the duration or the breadth
of attendance. Duration addresses the history of program attendance in years while breadth
refers to the variety of after-school programs youth attend within and across programs (Eccles &
Barber, 1999). Use of different measures of attendance may help programs better understand
student attendance patterns and provide formative and summative information. There is no
single measure that works for all programs. It is recommended that meaningful attendance data
be collected to feed into a system of accountability and program improvement information.
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The Influence of After School Programs on Student Behavior and Achievement
Huihua He and Michale S. Trevisan
Assessment and Evaluation Center
Washington State University
Abstract
There is a general expectation that participation in after school programs will help students
improve behavior and academic achievement. Results from recent national studies show
conflicting results in this regard. The statewide evaluation of 21st Century Community Learning
Centers projects in Washington State collected self report data from school-day teachers on the
extent to which regular 21st CCLC attendees improved academic behaviors during the academic
year. Data were collected from 150 centers that serve approximately 13,000 students across
Washington State. Results from this measure indicated that for the 2006-2007 academic year
64.9% of regular attendees improved their academic performance, 57.0% of regular attendees
improved their behaviors in completing homework to the teachers' satisfaction, and 55.4% of
regular attendees improved their behaviors in turning in homework on time. These evidences
support the notion that well-implemented after school programs have the potential to promote
positive behaviors for youth.
Relevant Statement
Over the last half-decade, federal founding for after school programs has grown dramatically.
Between 1998 and 2002, federal funding for the 21st Century Community Learning Centers
program grew from $40 million to $1 billion (Kane, 2004). State and local governments have
also increased their funding for after school programs. The demand for after school care by
working parents and test-based accountability are two primary reasons. Policymakers are eager
to see evidence that these investments are paying off.
Overall, it appears that after school programs may have positive impacts on participants
academically and emotionally. For example, Lauer et al. (2006) conducted a meta-analysis on
effects of after school programs on at-risk students. They found statistically significant positive
effects on both reading and mathematics achievement and larger positive effect sizes for
programs with specific characteristics such as tutoring in reading. However, James-Burdumy,
Dynarski & Deke (2007) indicated that students who participated in after school programs
reported feeling safer after school, but their academic outcomes were not affected and they had
more incidents of negative behaviors, such as discipline problems. Taken together, results from
these studies show conflicting evidences on effectiveness of after school programs.
For the 2006-2007 academic year the statewide evaluation of 21st Community Learning
Center program in Washington State initiated of use teacher surveys to measure participants’
behaviors. The teacher survey is a self-report measure that asks school-day teachers to report
on the extent to which certain behaviors exhibited by a center’s regular attendees improved or
did not improve during the reporting period. Regular attendees are defined as students who have
attended a given center 30 days or more during the academic year.

2009 HICE Proceedings
Page 2539

Example student behaviors in the survey include turning homework in on time, completing
homework to the teacher’s satisfaction, being attentive in class, behaving well in class, academic
performance, and getting along well with others. Teachers report on a scale from significant
improvement to significant decline. The percentage of regular attendee who demonstrated
teacher-reported improvements in student behaviors was computed. Statewide results indicated
that 64.9% of regular attendees improved their academic performance, 57.0% of regular
attendees improved their behaviors in completing homework to the teachers' satisfaction, and
55.4% of regular attendees improved their behaviors in turning in homework on time.
It is a complex task to provide high-quality, effective supports for youth and their families.
However, results from these teacher surveys across Washington State during the 2006-2007
academic year provide evidence that after school programs do work, particularly when key
factors are addressed, such as sustained participation, program quality and strong partnerships
(Little, Wimer, & Weiss, 2007). Moreover, these outcomes accrue without duplicating regular
school day instruction.
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Has the implementation of limiting soda and junk food sales in California public schools
(K-12) achieved the result of reducing the risk of
child obesity?
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Introduction:
Child obesity is one of the most common diseases among children. In the United
States, 15% of children are identified as obese. And, another 15% of children are known
to be “at risk of overweight” (Centers for Disease Control and Prevention [CDC], 2002).
Various research data shows that more than 80% of children who are obese remain obese
as adults (Young & Nestle, 2002). Obesity can cause many cardiovascular diseases,
depression, and etc.
In California, childhood obesity rate has increased by 6% in the last few years
alone (California Center for Public Health Advocacy [CCPHA], 2005). The study has
shown that child obesity is caused by lack of physical activity and empty calorie diet.
With schools allowing soda and junk food sales, child obesity rates have grown over the
last decade. At least one in every four children in California is identified as overweight.
With growing epidemic rate of childhood obesity, California Center for Public
Health Advocacy (2005) and California School Boards Association, and many other
sponsors have proposed the Senate Bill 12 and Senate Bill 965 to limit soda and junk
food sales in California public schools. Currently, there are many pilot schools that are
studying the effects of SB 12 and SB 965. The full implementation of SB 12 and SB 965
is scheduled to begin on July 1, 2007 in all California K-12 public schools.
The purpose of this paper is to study the effects of SB 12 and SB 965 and if they
have helped decrease childhood obesity. The research question is as follow: Has the
implementation of limiting soda (SB 12) and junk food sales (SB 965) in California
public schools (K-12) achieved the result of reducing the risk of child obesity?
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Through the development of SB 12 and SB 965, I will examine the possible
research data and study any changes in schools behaviors to healthier dietary practices.
Lastly, I will provide some additional recommendations that may help decrease the
growth rate of childhood obesity.

Historical Analysis:
Many children and adolescents face various challenges as they mature
developmentally, socially, and psychologically. Child obesity is one of the biggest
challenges that children face and is also one the most widespread nutritional diseases
among youth. The study shows that almost fifteen percent of children in the United
States are overweight with another 15% of children who are identified as “at risk of
overweight” (Centers for Disease Control and Prevention [CDC], 2002). This data is
terrifying to me as most obese children face increased risks for many serious health
problems, including high blood cholesterol levels, abnormal glucose tolerance, diabetes,
and high blood pressure (Young & Nestle, 2002).
Many research data also shows that more than 80% of obese children remain
obese as adults (Young & Nestle, 2002). Inadvertently, this may lead to heart failure and
other cardiovascular diseases, as well as, negative self-perceptions, low self-esteem, and
depression. These consequences do not only affect them developmentally but also have
negative impact on them socially and psychologically as well.
In California, child obesity has increased 6% over three years, to 28.1 per 100
children in 2004 from 26.5 per 100 children in 2001. Many large urban cities in
California have rates of childhood overweight in 2004 that were higher than the statewide

2009 HICE Proceedings
Page 2543

average, with rates ranging from 36.3% in Los Angeles to 24.4% in San Francisco. At
least one in four children is overweight in 65% of California counties (California Center
for Public Health Advocacy [CCPHA], 2005; Nicklas, et. al, 2001).
Researchers believe that obesity starts with a series of systemic choices that
American society has made for generations, choices that result in poor diets and lack of
physical activity. Several recent California studies identifies that easy access children
have to high fat junk foods and soda sales at school and in their community as a primary
contributor to unhealthy diets (Van Stavern & Dale, 2004).
“According to the Centers for Disease Control and Prevention’s School Health
Policies and Program Study (CDC, 2002), one in five schools now offer brand-name fast
foods such as McDonalds, Taco Bell, and Pizza Hut at lunch and for snacks” (Van
Staveren & Dale, 2004). Moreover, some school districts have negotiated big contracts
with companies to sell brand-name sodas and foods to students. This, in turn, will allow
the school to make certain profit from the foods and sodas that they sell to students.
“Teenage males and females now consume twice as much soda as milk” (North
Carolina School Nutrition Action Committee, 2001). Soda consumption among children
has nearly tripled between 1977-78 and 1994 (Food Surveys Research Group, 1996).
This often replaced children from drinking juices and milk. Soda consumption is one of
the most contributing factors of childhood obesity (Gortmaker, Ludwig, & Peterson,
2001) because there is a large amount of sugar in each soda. Thus, schools are also
responsible for children having easy access to soda consumption (Anonymous, 2001).
Because of the fast growing rate of child obesity, the enactment of SB 12 and SB
965 has been established to introduce and provide healthy nutrition standards for selling
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foods and beverages on public school campuses K-12. SB 12 is established to ban
schools from selling junk food anywhere on K-12 school campuses. This includes a la
carte, vending machines, school stores, and/or part of a school fundraiser. It puts limits
on fat and sugar content and portion size. SB 965 is established to ban soda sales in high
schools.

How did the enactment of SB 12 and SB 965 get established?
Many researchers and members of the Strategic Alliance for Healthy Food and
Activity Environments believe that a comprehensive approach to healthy nutrition would
help prevent child obesity (California Food Policy Advocates, 2005). The enactment of
SB 12 and SB 965 is established to assure that California public schools are part of the
solution to childhood obesity, rather than part of the problem.
In 2001, SB 19 (Escutia) and SB 56 was established under “Pupil Nutrition,
Health and Achievement Act of 2001”. Its purpose is to “implement changes in school
nutrition and physical activity policies and practices to improve children’s lifelong health.
This includes establishing nutrition standards for foods sold/served outside the
reimbursable meal during the school day and increasing the offering of fruits and
vegetables” (California State Nutrition Action Plan [SNAP], 2006). It defined and
established a program to pilot test nutrition standards for foods and beverages sold in
California schools. This initiated SB 677 in 2003. SB 677, The California Childhood
Obesity Prevention Act of 2003, banned the sale of unhealthy beverages in elementary
schools during all school day and in middle and junior high schools during one-half hour
before and after school (California Center for Public Health Advocacy, 2005).
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In 2002 and 2003, many school districts, including LAUSD (Los Angeles Unified
School District), across the state unanimously passed a “Healthy Beverage Resolution”,
banning the sale of carbonated beverages on all public school campuses K-12. LAUSD
helped encourage other districts to establish their own nutrition policies and helped lead
to passage of SB 677 (California Center for Public Health Advocacy, 2005).
The enactment of SB 19 helped kick-off the national movement to eliminate soda
and junk food sales on school campuses. Through the development of SB 19, SB 12 has
been established to set clearer standards for selling junk foods on public school
campuses.
California Center for Public Health Advocacy (2005) and California School
Boards Association, and many other sponsors proposed the Senate Bill 12 and Senate Bill
965. Governor Arnold Schwarzenegger signed these Senate Bills on September 15,
2005. SB 12 is established to ban schools from selling junk food in K-12 public schools
in California (see appendix I for standards) and SB 965 is established to ban soda sales in
public high schools in California (see appendix II for standards).
The full implementations of SB 12 and SB 965 are scheduled to begin on July 1,
2007. With the help of SB 12 and SB 965, many activists hope to decrease childhood
obesity and to improve children’s attitudes towards healthy nutrition.

Process: What are the standards of the enactment of SB 12 and SB 965?
The pilot schools are expected to follow the standards created under SB 12 and
SB 965. The following standards are provided by the California Center for Public Health
Advocacy in 2005 (see appendix I and II). SB 12 states that individual snacks must be
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served/sold with no more than 35% of its calories from fat, 10% of its calories from
saturated fat, 35% sugar by weight, 175 total calories in elementary schools and 250 total
calories in middle and high schools. Individual entrées sold must have no more than 4
grams of fat per 100 calories and 400 calories total. The calorie and fat limits on
individual foods are set to promote healthier nutritional values per intake.
SB 965 states that 50% of the beverages sold to students from one-half hour
before and after school day must be fruit-based and vegetable-based drinks that are at
least 50% fruit juice without added sweeteners. Additionally, schools must have drinking
water without any added sweeteners, milk products including 2%, 1%, nonfat, soy, rice
and other similar non-dairy milk. An electrolyte replacement beverage must contain no
more than 42 grams of added sweeteners per 20-ounce serving. This is set to promote
less sugar intake and to introduce healthier alternative drinks. These standards are
explained in California Center for Public Health Advocacy, 2005.

Economics: Where is the money?
Governor Arnold Schwarzenegger approved 18.2 million dollars budget to
California pilot programs in 2005 (California State Nutrition Action Plan, 2005). Part of
this budget was distributed to California Department of Education for online professional
development, comprehensive evaluation, and to purchase extra equipments (i.e.
refrigerators to store more fresh fruits and vegetables, salad bar, and etc.). Other amounts
in the budget were distributed to pilot schools.
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Statistical Analysis: What do the pilot program schools’ research data show?
Since the pilot program for SB 12 and SB 965 is still in process, there are no
available data that shows the direct effectiveness of SB 12 and SB 965 preventing
childhood obesity. Although the data is not available, the research shows that students
who consume healthy snacks and meals tend to have higher energy and are more focused.
Additionally, student’s behavior and approach to academics have improved drastically in
schools (Van Staveren & Dale, 2004).
California State Nutrition Action Plan (2005) shows other key findings through
the pilot programs. Most schools increased their fresh fruit and vegetable offering
through the school meal programs and were successful at increasing the variety of less
familiar produce offered. The largest increases were “other fruit” categories, such as,
grapes, peaches, melons, and etc. and vegetables. These offered fruit and vegetable sales
allowed students to have a variety of healthy nutritional values during school hours.
Surprisingly, the pilot program showed that middle and high schools could
implement nutrition standards without any loss of revenue. This is due to some costs that
were offset by increased meal revenues from increased participation (California State
Nutrition Action Plan, 2006).

Comparative Analysis: Are schools changing their behaviors and standards to healthy
nutrition?
Since the development and improvement of banning junk food and soda sales in
California public schools K-12, many school districts have been changing their behaviors
about healthy nutrition. Although LAUSD is not the first school district in California to
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ban soda and junk food sales, it had a strong influence on other school districts because
of its size. Other large California school districts that have established nutrition standards
are Oakland and San Francisco Unified School Districts (California Center for Public
Health Advocacy, 2005).
Even though many schools are not currently participating in the pilot program,
they have increased their meal and snack options, including some fruits and vegetables.
“For example, the San Francisco school district has implemented a comprehensive, ‘no
empty calories’, healthy-food policy” (Van Staveren & Dale, 2004). Aptos Middle
School in San Francisco school district reported “student-service profits rose, student
behavior in the classroom was better and academic test scores were higher” (Education
News.org, 2003).

Conclusion & Commentary:
The main research question of this paper is to study the implementation of
limiting soda (SB 12) and junk food sales (SB 965) in California public schools (K-12)
and if it has achieved the desired result of reducing the risks of child obesity. The data is
not yet available to the public to determine whether limiting soda and junk food sales in
California public schools have direct impact on reducing the risks of child obesity.
However, many pilot schools have reported that it has helped improve student’s behavior
and attitude (Van Staveren & Dale, 2004). Students have also increased their
consumption on a variety of nutritional foods and beverages. Many researchers and
activists hope that changes in both physical and nutritional behaviors will help decrease
childhood obesity.
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What further steps and recommendations can be provided to implement a comprehensive
healthy nutrition program to reduce the risks of child obesity?
Schools should request changes in two areas: (1) improve the quality of foods
available in schools; and (2) devote more educational time to teaching children nutritional
principles. SB 12 and SB 965 should be the initial process for improving the quality of
foods in schools. While providing healthier foods to students, they should be more
educated through their health, physical education, and science classes. School faculty
should also be role models in promoting healthy nutrition.
Parents have responsibilities in providing healthy nutrition for their children
(National Association of School Psychologists, 1998). Perhaps, schools can use a part of
their budget to help families understand the importance of healthy nutrition and physical
activities in children via seminars, workshops, and/or brochures.
Because the lack of physical activities is one of the childhood obesity factors,
schools must also endorse and improve on physical education courses. California Center
for Public Health Advocacy reported (2005), that “most schools fail to meet physical
education mandates.” All public schools must follow the Coordinated Compliance
Review (CCR), which is conducted by the California Department of Education (CDE) to
monitor physical education statues. Schools must improve on their instructions to ensure
students are physically active during physical education courses and encourage physical
activities outside school, i.e. sports teams/clubs, bike riding and etc. rather than playing
video games and/or watching TV at homes during leisure times (American Obesity
Association, 2006).
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I believe the promotion of SB 12 and SB 965 and other strategies mentioned
above can definitely help decrease the epidemic of childhood obesity in California. The
public education system has a responsibility to educate its students in mind and “body”.
By providing sound nutritional education, as well as, healthy nutritional choices the
public school system can indoctrinate students and parents in the importance of healthy
dietary practices. With the elimination of sodas and empty calorie junk foods from
public school campuses, children will be provided with opportunities to lead healthier
lives.
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Introduction
Growing violence and aggression is a serious problem in contemporary schools.
The bullying phenomenon is a problem of international significance and is documented
in the literature of many countries (e.g., Charach et al., 1995; Craig et.al., 1998;
O’Connell et al., 1999; Pepler et al., 2006; Due et.al., 2005; Nansel et al., 2001; Rigby &
Slee, 1991; Reiter & Lapidot-Lefler, 2007; Ando, Asakura, & Simons-Morton, 2005). It
violates the essential right of every child to live with a sense of security. Violence and
aggression at school are an asocial phenomenon, which threatens the normal
development of the every student. Many researchers around the world point out that
bulling in schools is aimed against “others.” Reports from various countries show that
many students, especially those with disabilities, suffer from episodes of severe
bullying. Children with disabilities are in real danger of violence and they have an
increased risk for being victimized (Nabuzoka & Smith, 1993; Yude et al., 1998; Sobsey,
1994; Martlew & Hodson, 1991; O’Moore & Hillery, 1989; Whitney et al., 1994). Since
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students with disabilities are often mainstreamed they are more exposed to potential
attacks from the peers. Studies (e.g., Martlew & Hodson, 1991; Nabuzoka & Smith,
1993; O’Moore & Hillery, 1989) indicate that students with learning problems are highly
represented in the victim population. Students with disabilities often demonstrate a lack
of social awareness which may make them more vulnerable to victimization (Unnever &
Cornell, 2003). Classmates may be biased towards children with disabilities or more
generally towards children who are different (Bell-Dolan & Wessler, 1994).
There are currently many different definitions of bullying. Rigby (1996) noted that
in England the common term is bullying, but the term harassment is more common in
the United States. At present in the specialist literature as well as in everyday life both
terms are used interchangeably. For our paper we will use the definition of bullying,
which emphasizes that bullying is a “special type of aggressive peer interaction in which
a powerful classmate repeatedly intimidates exploits and victimizes a weaker
classmate” (Doll, Song & Siemers, 2004, p. 161). We understand power, in this context
to include physical as well as social aspects.
There are some factors that could increase the risk of children with disabilities
being involved in harassment situations:
1. these students bear a stigma related to their disabilities, making them an obvious
targets for harassment (Reiter & Lapidot-Lefler, 2007);
2. students with disabilities in an inclusive environment may experience inadequate
protection against the bullies in such environments (Reiter & Lapidot-Lefler,
2007);
3. certain students may react aggressively and become victim-bullies themselves
(Nabuzoka & Smith, 1993);
4. attending special classes or requiring extra help in school (Dawkins, 1996);
5. peer rejection is a social risk factor that contributes to victimization (Hodges &
Perry, 1996).
A study by Whitney et al. (1994) suggested that bulling is often related to the
student’s disability. Kochenfander and Ladd (1996) state that peer victimization is a
precursor to school avoidance having considerably more impact as children move
further along in their educational experiences. Every school is responsible for preventing
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and counteracting aggressive behaviours. A central goal of all educators is promotion of
pro-social behaviours and greater safety in schools.
This paper concerns the protection of students with disabilities from the point of
view of school jurisdictions. In particular, we explore the policy implications of protecting
children, specifically children with disabilities, from bullying.

Review of the Literature
The large gap in the literature is due to the lack of research about the
phenomenon of bulling of children with intellectual disabilities. McMaster et al. (1997)
found that the victims may belong to a different ethnic group from the majority
population among which they live, study, and work. They may be exceptional physically
or unusual in appearance (e.g., short, stouter), and/or exceptionally intelligent.
However, Olweus (1991) maintained that the findings of his research do not support the
“stereotype,” that bullying victims have exceptional physical attributes. In 1993, he
added that some of the victims suffer from body anxiety, fear of hurting themselves or of
others hurting them. Roland (1989) found that low self-esteem was a common
characteristic among students who were vulnerable to harassment, noting that the
victims may view themselves as deserving their fate, as if they convey the message that
“I deserve to be a victim.” He also found that victims of harassment tended to belong to
relatively poor social strata and achieved less well on intelligence tests. Roland’s
findings are supported by Stephenson and Smith (1989) who found a relationship
between social discrimination and harassment. The victims were not popular among
their peers and had low self-esteem. They were cautious, sensitive, and quiet. They
were characterized by passive behaviour, anxiety, and lack of self-confidence.
Very little research exists that examines the relationship between bulling and
students with disabilities (Mishna, 2003). Martlew and Hodson (1991) found that
students with special needs who were mainstreamed into regular education were
teased more that students who didn’t have special needs. O’Moore and Hillery (1989)
also found that children studying in remedial classes became victims of harassment
more frequently. They found that about 12% of children in remedial classes in
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mainstream schools reported that they were victims of harassment compared to 7% of
the children without special needs in regular schools.
Dawkins (1996) compared the rates and types of bullying in two groups of
paediatric outpatients: one group of children with visible physical disabilities and a
control group of children without visible physical disabilities. Results indicated that 50%
of the children with visible physical disabilities were bullied at school a least once during
the school term. Boys in both groups were more likely to be bullied than girls. Namecalling was the most common form of bulling.
Yude et al. (1998) looked at bullying of mainstreamed children with hemiplegia in
England. First, the authors suggested that the association between the presence of
hemiplegia and the peer relationship problems might have resulted from biases towards
children with disabilities. Second, children with hemiplegia tended to lack social
awareness andto have social skill deficits. Finally, hemiplegic children might instigate
oppression due to their sensitivity to comments about their disability and their
predisposition to become visibly upset to cry easily.
Social and personality variables are integral aspects of the phenomenon of
bullying. One of the major characteristics of populations with intellectual disabilities,
distinguishing them from non-disabled populations, are deprivations and disabilities in
social adjustment and social skills and competencies (Basquill et al., 2004; Jahoda et
al., 2006a; Luckasson et al., 2002).
It is necessary to remember that many children with disabilities do not
necessarily look different from their peers. Disabilities that are less noticeable and
require more time to observe and differentiate are defined as non-visible. Martlew and
Hodson (1991) explored bullying as a part of a study that examined issues of social
integration for students with mild learning disabilities. They observed that children with
mild learning disabilities had fewer friends and they were teased much more that the
children without learning disabilities.
Nabuzoka and Smith’s (1993) and Nabuzoka’s (2003) studies on students with
learning disabilities indicated that those students were nominated as shy, victims of
bullying, and sought significantly more help than average students. A very important
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finding in this examination was that girls with learning disabilities were largely at risk for
being bullied.
Also Sabornie (1994) examined the social-affective characteristics, including
victimization, of students with learning disabilities. This study showed that students with
learning disabilities were being threatened, physically assaulted, or having their
possessions removed from them with greater regularity than their non-disabled peers.
Another study conducted by Unnever and Cornell (2003) included students with
attention deficit hyperactivity disorder (ADHD). They investigated the influence of
bullying and victimization in the public schools. Results from their survey indicated that
students with ADHD were at an increased risk for being victimized by bullies: at least
two or three times per month. The authors suggested that students with ADHD suffer
from poor peer status or have a few friends which may make them more in danger to
oppression. As well, they indicated that the poor social skills or mistaken behaviour of
several students with ADHD could elicit aggressive responses from their classmates.
To sum up, it is clear that students with visible disabilities who received their
education in a range of settings (e.g. resource or remedial classroom, full-time special
education classrooms, and inclusive, general education classrooms) are more often the
targets of bullying than their non-disabled peers. The majority of studies in which gender
analysis was conducted, suggested that boys are bullied more frequently than girls
(Dawkins, 1996; O’Moore & Hillery, 1989). The exception was Nabuzoka and Smith’s
(1993) work, which suggested that girls with learning disabilities are more at risk of
being bullied than boys.

Theoretical Framework
The theoretical bases for the analysis of anti-bullying policies at the jurisdiction
level draw on: (a) theory of legitimate/illegitimate power, and (b) theory of change.
Power permeates almost every part of social interaction. Legitimate power
comes from the authority of one’s formal position in the chain of command. It refers to
the power of an individual because of the relative position and duties of the holder of the
position within organization. It also includes the formal authority delegated to the holder
of the position by the organization. It is usually accompanied by various attributes of

2009 HICE Proceedings
Page 2559

power. In our case, school boards have legitimate power and they can use this power to
enact policies governing such attributes as anti-bulling. North-American scientists
presumed that power which emerges from control over valuable resources and the
ability to administer rewards and punishments activates the behavioural approach
system (BAS), but powerlessness activates the behavioural inhabitation system (BIS)
(Keltner, Gruenfeld, & Anderson, 2003; Carver & White, 1994). Current findings
demonstrate that when individuals have more control over resources, their own and
others’, they approach more (Anderson & Berdahl, 2002), act more (Galinsky,
Gruenfeld, & Magee, 2003), and negotiate more (Magee, Galinsky, & Gruenfeld, 2007).
Responding to aggression in schools between students, schools administrators
have developed innovative programs and approaches to help resolve problems, prevent
violence, and promote pro-social behaviours among students. If these programs work
as advertised and are implemented, the results should demonstrate their power to
resolve these problems. The diverse approaches implemented in schools often seek to
make short- and long-term changes by positively influencing those who participate in
the intervention(s). These programs have the potential to offer many opportunities to
transform students’ attitudes and behaviours, intergroup relationship, and social
institutions and policies; yet this potential is often not realized. Theory of change can
enable us to conceptualize why this is the case. A theory of change refers to the causal
processes through which change comes about as a result of a program’s strategies and
action (Wiess, 1972). A Theory of Change is a specific and measurable description of a
social change initiative that forms the basis for strategic planning, on-going decisionmaking, and evaluation. Like every good planning and evaluation method, it obliges
participants to be clear on long-term goals, identify measurable signs of success, and
formulate actions to achieve goals. Wiess (1995) hypothesized that a key reason
complex programs are so difficult to evaluate is that the assumptions that inspire them
are poorly articulated. Initiatives typically are unclear about how the change process will
unfold and therefore place a little attention to the early and mid-term changes. It needs
to happen in order for a longer term goal to be reached. Wiess popularized the term
“theory of change” as a way to describe the set of assumptions that explain both mini-
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steps that lead to the long-term goal of interest and the connections between program
activities and outcomes that occur at each step of the way.

Method

Aim and Significance of Research
We wanted to investigate how provincial legislation and jurisdictional policy relate
to anti-bullying policies, particularly for children with disabilities, within schools. The
fundamental goal of this research was to develop an understanding of the relationship
between anti-bullying policies and perception of these policies from the point of view of
the jurisdiction. The results of our study have many implications to the field of school
administration (e.g., how to create and implement appropriate, meaningful,
understandable, and workable anti-bulling policies for schools). This paper, which is
generated based on our research, supplements the limited pool of current literature by
presenting the results of our investigation.

Research Strategy, Problem, and Case Selection
To explore the phenomenon of “friendly schools for all” and pro-social behaviour
of students towards their classmates with disabilities we have decided to conduct a
case study in the Alberta context. This allowed including surveys, multiple histories, and
analysis of archival information. Yin (2003) suggests that case study should be defined
as a research strategy, an empirical inquiry that investigates a phenomenon within its
real-life context. Case study research means single and multiple case studies, can
include quantitative evidence, relies on multiple sources of evidence and benefits from
the prior development of theoretical propositions. He notes that case study should not
be confused with qualitative research and points out that it can be based on any mix of
quantitative and qualitative evidence.
To this end we interviewed people, designated by superintendents, who had the
necessary expertise and insight of district policy in which we were interested.
Additionally, we also analyzed documents related to the protection of students with
disabilities. Wellington’s (2000) typology of documents is helpful in describing the nature
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of documents that I will use in the study “available free on application or via the internet”
(p.112).
The following research question served to focus our study:
How does legislation protect against bullying of students with disabilities in
mainstream schools?
To address this question we selected two Separate 1 school districts (referred to
here as District 1 and District 2) in Alberta in which children with disabilities are
mainstreamed. Within these districts a key central office person was interviewed, the
District 1 participant will be referred to by the pseudonym John and the District 2
participant by the pseudonym Linda. These school boards were purposely selected
because they were conveniently located and they represent different missions and
ideas about schooling.
Two methods for the collection of the data in a mixed-methods approach were
used: (a) interviews with the key central office representatives and (b) interpretation of
government and school district documents. Qualitative data were collected in semistructured interviews with the participants. Interview questions were provided in
advance of the interview sessions to enable interviewees develop thoughtful and
complete responses to questions.
Our questions were focused on enabling us to explore the relationships among
the following constructs:
1. Provincial legislation’s protection of students with disabilities (jurisdiction and
school level).
2. Inclusiveness of students with disabilities in school.
3. The role of school in the process of maintaining pro-social behaviours.
4. Rights and privileges of students with disabilities.
5. Anti-bullying policy.
6. Implementation of anti-bulling policy in schools.

1

Separate school districts are publicly funded school jurisdictions created through powers retained by Canadian
provinces at the time of joining the Confederation as defined in the British North America Act of 1867.
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Results
Documents concerning safety at schools. In 1867, the British North America
(BNA) Act gave provinces joining confederation the power to establish separate schools
by minority Catholic or Protestant religious groups. Section 93(3) of the BNA Act states:
Where in any Province a System of Separate or Dissentient Schools exists by
Law at the Union or is thereafter established by the Legislature of the Province,
an Appeal shall lie to the Governor General in Council from any Act or Decision
of any Provincial Authority affecting any Right or Privilege of the Protestant or
Roman Catholic Minority of the Queen's Subjects in relation to Education.
Since these school jurisdictions are public in the true sense of the word, all
provincial regulations and legislation concerning schooling in Alberta are obligatory for
both Public and Separate schools.
Alberta Education supports schools that are safe caring, orderly, positive,
productive, respectful, and free from the fear of physical and emotional harm, because a
safe and caring environment contributes to successful schools (Alberta Education,
2008). The main characteristics of a safe and caring school are: (a) safety and security,
(b) positive relationships among students and staff, and (c) positive social and
behavioural expectations. The mission of the Alberta Education’s safe and Caring
Schools Initiative is to encourage and assist members of the school community in
developing the knowledge, skills, attitudes and supports needed to ensure that all
Alberta schools are safe and caring.
Anti-bullying policies for schools in District 1 and District 2 have to be and are
compliant with the Alberta provincial legislation which is the Alberta School Act, which
has a section on school conduct mandating that school conduct is the responsibility of
the school district and the principals. The School Act in Alberta states that principals of
schools must “[...] maintain order and discipline in the school and on the school grounds
and during sponsored or approved by the board” (Alberta Queen’s Printer, 2008,
Section 20(f)). The School Act also places great responsibility on teachers to ensure
that order and discipline existing in schools, it states:
A teacher while providing instruction or supervision must [...] maintain, under the
direction of the principal, order and discipline among the students while they are
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in the school or on the school grounds and while they are attending or
participating in activities sponsored or approved by the board [...]. (Alberta
Queen’s Printer, 2008, Section 18(1f))
Also students are obligated to follow and respect school regulations; the Alberta
School Act also states that a student shall “comply with the rules of the school” (Alberta
Queen’s Printer, 2008, Section 12(d)) and “respect the rights of others” (Section 12(f)).
To support section 12 of the School Act, section 24(1) states:
A teacher or a principal may suspend a student in accordance with subsection (2)
or (3) if in the opinion of the teacher or principal (a) the student has failed to
comply with section 12, or (b) the student’s conduct is injurious to the physical or
mental well-being of others in the school. (2008)
Provincial regulations concerning safety at schools expect some corrective
interventions for students who represent inappropriate behaviour in classroom:
A teacher or a principal may suspend a student in accordance with subsection
(2) or (3) if in the opinion of a teacher or principal (a) the student has failed to
comply with section 12, or (b) the student’s conduct in injurious to the physical or
mental well-being of others in the school. (Alberta Queen’s Printer, 2008,
Section)
And furthermore, section 25(1) states:
on considering the report provided to it under section 24(6)(b) and any
representations made to it under section 24(9), the board may expel a student if
(a) the principal has recommended that the board expel the student, and (b) the
student has been offered another education program by the board. (Alberta
Queen’s Printer, 2008)
The School Act goes on to state that “a board shall ensure that each student
enrolled in a school operated by the board is provided with a safe and caring
environment that fosters and maintains respectful and responsible behaviours” (Alberta
Queen’s Printer, 2008, Section 47(8)).
The participant Alberta school districts reported on in this paper are the part of
the public education system and they have members representing their interest on the
Alberta School Boards Association (ASBA). The ASBA created the document entitled A
Vision for Public Education (2000) which states that the Alberta system of public
education must be founded on a commitment to educate all children well (p.1). It is
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essential that public education fosters and supports the intellectual, social, physical,
emotional and spiritual development of each child. In order to achieve this goal, there
are some of necessary conditions that must be in place. Schools must provide a safe
and caring school environment in which children, staff and parents are secure: The
“ASBA believes that reasonable and appropriate discipline (order) in classrooms and
class areas from grades 1 through 12 is not only desirable but necessary if the product
of our schools is to become law-abiding citizenry” (ASBA, 2000, 9., p. 1).
Arising from the School Act and heavily influenced by local context (i.e., beliefs
underlying separate schools philosophies), district level policies and regulations are
created, which translate into actual administrative regulations, and a student code of
conduct. The Board of Trustees of District 1 “expects students to exhibit socially
responsible and respectful behaviours. [...] Students shall conduct themselves in a
manner that demonstrates respect for the dignity others [...]” (District 1 Board Policy,
2002, I-140). The codes of conduct from the two jurisdictions were analyzed and found
to be designed to assist students to live by the principles of a school rooted in Christian
Scripture and Spiritual beliefs. Both school districts are committed to providing the best
possible education for their students. Among their identified the goals are a safe and
inviting learning environment. Districts recognize the need for a learning environment
that is well ordered, safe, developmentally appropriate, and non-threatening. School
districts have very high expectations for its students. These expectations have been
recognized by the districts to encourage all students to manifest responsible behaviour
that will benefit every person. All students are expected to respect and adhere to the
schools’ expectations and understand the consequences of their own activities. The
student conduct policies serve to promote a positive attitude and acceptable behaviour
in schools. Appropriate student behaviour is essential in achieving goals for student
achievement and the development of caring, compassionate, self-reliant and productive
citizens. Student conduct policies are based on the principles of respect for oneself and
for one another.
Corrective interventions reflecting Christian social justice principles that protect
the dignity of both the individual person and the common good involve the
administration of fair and consistent disciplinary procedures. Corrective measures or
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disciplinary action, including suspension or expulsion, depending on individual
circumstances, will be taken when student behaviour violates the school or district code
of conduct and/or the school Act. Some examples of unacceptable behaviours include:
(a) verbal, physical, sexual, or emotional threats or assaults; (b) discrimination or
harassment; (c) disruptive behaviour; and (d) bystander encouragement or involvement
in instigating or escalating aggressive behaviour (e.g., taunting, fighting). Failure of a
student to meet the expectations for student conduct may result in one or more of the
following consequences, such as: (a) making appropriate apologies and making
restitution, (b) losing privileges for a period of time, (c) being temporarily excluded from
the class, (d) serving an in-school or out-of-school suspension, (e) receiving assistance
from the police liaison officer, and (f) being expelled from the school. In the event of
student misbehaviour, students and parents shall have the right to offer an explanation,
and to be informed about consequences of misbehaviour.
All students have the right to be treated with dignity, respect and fairness by
others students and staff. They shall be provided with a learning environment that is
free from discrimination, harassment and abuse of any kind.

Legislation’s protection against bullying of students with disabilities in
opinion of representatives of school board districts. Based on the many studies
focusing on the bullying phenomena in schools, especially when students with
disabilities are involved, it is necessary to point out safety issues inherent in the schools’
policies. According to John:
Administrative regulations talk about expectations with regards to bullying
behaviours or how to discourage such behaviours and in code of conduct there is
specific wording that allows teachers to judge if a student is in breach of those
regulations or the code of conduct and what consequences will look like.
Linda also stated that “We have no specific policies regarding bullying, but we
are re-vamping the school conduct policy.” At another point she stated that “In general,
in their […] schools policies are moderately effective”. As well, in John’s words: “The
schools maintain a proactive culture, building programs and putting them in place to
prevent bullying from starting”. They have seen a lot of benefit from the programs that
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they have, and the practices in place are effective in decreasing bullying behaviours
through active character education programming. The schools are very vigilant, and
implement strategies and consequences that they are empowered to use. But as Linda
stressed: “You can write many policies, but if there no action, it falls apart.” And also it
was said that: “We foster the idea that everyone is responsible for every child. Every
staff member, from the custodian up, is responsible for every student”.
Schools in both districts provide some pro-social programs and they make these
schools friendly for all. Within the health curriculum, as a part of the Alberta Education
mandated program of studies in every grade, there are learner outcomes based on
active citizenship. This means working well with others, and getting along with others,
and understanding needs.
According to John, in spite of implemented programs and actions avoiding
bullying phenomena in schools, it still happens and school administrations from both
districts agree with this statement. Their schools are not bully free, but they work very
hard at it. There are steps in place to support the victim. This is made clear through the
teachers and assistants – students have lots of access to support. The teacher’s role is
to communicate very clearly what the process is and what they can do by assisting
them to advocate for themselves, and advocate for them. Staff, in general, are aware of
the need to advocate for every child, and this is a focus in the district. Teachers and
assistants understand their role in advocating for the student. Students can talk to a
counsellor as well or really to anyone that they are comfortable to speak with – they can
ask help from adult. Peers will generally support another peer if they are in need.
Student who is a victim of any bullying incident can expect to have a caring adult listen
and this is included in the mission statements in both districts. It is right in their program
plans under strategies: speak to the person doing the bullying, and then speak to an
adult. They should also be involved in problem solving so that they begin to gain
strategizing skills and coping techniques to solve problems that they are having with
other.
Each school has own discipline process, which is a series of steps taken if a
student is judged to be in breach of the school code, which can include the student
being reprimanded, corrected, or serving consequences. The school conduct policies
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would talk about the different consequences for severe and minor infractions. Minor
consequences start with the school communicating with home, and then referring the
student to the office. Consequences can also be progressive, for example, if students
can go two months without a suspension, their previous offences may be expunged
from their school record. In junior-high schools, expulsion in not typical, so suspension
would be the most extreme response. Grade 9 students can be expelled for
demonstrating repeated bullying behaviours; however, the school act indicates that the
school cannot expel students unless they have an alternate education program for
them.
The proper and safe development of every student in both school districts seems
to be the most important aim for all. John stated that “Our first priority is to foster
emotional, behavioural, physical, and intellectual well being in all students. So we begin
with the physical, social, and emotional, in order to get to the intellectual.” And he also
stated that “The education system acknowledges that if a child is feeling victimized, they
can’t learn.”
With respect to promoting anti-bullying policies, the interview respondents from
the two school districts both indicated that their jurisdictions will continue to dedicate
resources to professional growth for staff on helping students cope with bullying and
reducing bullying behaviours. The districts need to get better at giving teachers
professional development activities so that the teacher can be better at negotiating,
saying out loud, modeling, and bringing these behaviours to a conscious level. The
representatives of school districts are aware that inclusiveness and close contact can
be sometimes dangerous for students with disabilities as they are usually the ones
bullied or preyed upon. This is why they talked about need for more support from
parents and for additional resources.
District survey results. All districts in Alberta are obligated to make public their
education results reports. The annual education results reports were prepared under the
direction of the school boards in accordance with the responsibilities under the School
Act (Alberta Queen’s Printer, 2008) and the Government Accountability Act (Alberta
Queen’s Printer, 2008). The boards are committed to using the results in these reports,
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to the best of their abilities, to improve outcomes for their students. The school districts
use the results to develop strategies for education plans to help ensure that all students
can acquire the knowledge, skills and attitudes they need to be self-reliant, responsible,
caring and contributing members of society. The purpose of the reports is to provide
clear and concise information for all stakeholders. Education results reports highlight the
progress, accomplishments, and results achieved in the past year as a result of
implementing the jurisdiction education plan (District 1, 2007; District 2, 2008).
According to the information gathered during the interviews, students are safe at
schools, are learning the importance of caring for others, are learning respect for others
and are treated fairly at schools. For us, a more interesting fact was how many students
in both districts had different feelings regarding their safety at school. We found that 9%
(about 575) of students in District 1 and 7% (about 750) of students in District 2 felt
unsafe in their school buildings. We estimated, based on the education results report of
District 2, that as much as just under 20% (about 1250) of students perceived
themselves to be subjected to ongoing harassment, intimidation and/or bullying in their
school. Similar data were not available for District 1.
In the same district, District 1, 16.3% (about 1750) of students felt that student
discipline was not handled fairly; in District 2, approximately 19.6% (about 1200) of
students felt this way. Parents’ perspectives paint a less bleak picture of student safety
at school, survey results indicated that 93.9 % of parents of students in District 1 and
95% of parents of students in District 2 were satisfied that their child’s school provided a
safe environment. Moreover, in District 1 94.7% of parents agreed that their child’s
school‘s discipline policy and practice demonstrated reconciliation, forgiveness, and an
understanding of the human person as essentially good.
In the districts’ opinions, high levels of satisfaction were reported by each of the
student groups as well as by the parent group. These results provide outcome
measures necessary for district, accountability, information for setting goals, identifying
target areas for growth, and recognizing areas of strength. Districts are committed to
providing a safe learning and working environment for all members of its community.
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Conclusions
Provincial regulations are the basics for policies which guide school life in both
districts. They determinate the main directions for organizers of schooling in Alberta.
Unfortunately, none of the policy documents analyzed provided any evidence of
particular regulations or legislation concerning safety of children with disabilities. This,
despite the fact that children with disabilities are more likely to be the targets of bullying.
Representatives from the districts were aware of some bullying issues in which
students with disabilities are involved but, they do not perceive the need to create
detailed rules to prevent them. Their argument for this perspective was that the policies
that currently exist apply to everyone – everyone is entitled to begin treated with dignity
and respect.
Integrating all students in classrooms, introducing new programs, and upbringing
students in accordance with the Christian values are the main ways, described by the
respondents, to achieve the complete harmony between and with disabled peers.
In opinions of district representatives, for students who are bullied, if these are
students who also have disabilities, total help and support are guaranteed. The main
kind of support for them is: (a) talk, and (b) listening. The school boards believe their
policies to be sound; however, they believe greater financial resources would help them
to provide services that would better prevent bullying issues.
Interestingly, annual survey results gathered from students, parents, and staff
suggest that issues of safety on school grounds and in school buildings may not be as
positive as was suggested through the interview data. We become alarmed that about
1260 students in only one district who were involved in harassment/bullying in their
schools. It means that in these students’ lives something risky and unsafe happened
what could have had the influence on their career in the future.
This research provides us with insights only from district perspectives. It does not
fully give us the answer for questions concerning safety of students with disabilities at
schools. It will be especially crucial to conduct research at schools to be sure that the
same understanding of anti-bullying policies is within schools like at the district level.
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Areas for Further Research
Despite the progress that has been made on understanding of importance antibullying policies in junior-high schools, pressing needs exist for research in many areas.
Foremost among those, in our opinion, is the need for research into the understanding
and perception of these policies by principals, teachers and, the most important, by
students. In our opinion, it is most important to develop an understanding of the
relationship between anti-bullying policies and perception of these policies by involved.
Anti-bullying policies are useless when they are not adequate applied. In next stage of
our study we will explore how to create and involve the appropriate, friendly and
understandable anti-bullying policy for schools, and which features of the school or the
school program are conductive to enhancing pro-social behaviours towards students
with disabilities. It seems to be very interesting to explore how students in junior-high
schools respect anti-bullying policies made by school boards and how much their prosocial behaviours result from these policies. It will be very important to discover how
strong students’ illegitimate power to force their own approach is. It will be also
significant to be sure how effective are anti-bullying policies regarding pro-social
behaviours of junior-high students towards their peers with disabilities.
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Abstract
Discipline-Based Art Education (DBAE), a theory developed in the USA, has been influential
but also used in Art Education institutions world-wide. One of its stated goals was to develop
the quality of teaching art education. Today, it is used as a theory for identifying and
assessing good practices in the field of Art Education. The purpose of this research is to
evaluate the Art Studio courses at Sultan Qaboos University (SQU) in light of the DBAE
theory. The main research question was formulated as: To what extent do the Art Studio
courses at SQU provide experiences in the disciplines of Art History, Art Criticism,
Aesthetics, and Art Production? The structured-observation schedule and students' evaluation
sheet were used in this research. The results show that the lecturers at SQU do not focus
highly on the Art Content, which is derived from the four disciplines. On the contrary, the
main focus was on the discipline of Art Production, suggesting an Art-Studio orientation.
However, the standard in this discipline, Art Production, was not rated very highly by the
students or the researcher. The results also suggest that the Art Education Department at SQU
should adopt a clear philosophy of teaching and learning in and through Art and that the Art
content for the Art-based courses should be derived from the four disciplines as well as from
related-fields such as Multiculturalism, New Technology and Educational Museum. These
disciplines should be integrated across the program as far as possible while Art studio should
remain at the heart of the undergraduate program. This theory should be generalised to all
Art-courses to ensure at least the minimum, necessary experience in each of the four
disciplines for each Art-based course at SQU.
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Introduction
Excellence in education, excellence in arts disciplines, and excellence in related fields must
go hand in hand in the way of preparing teacher of art education. The task of improving Art
teacher preparation programmes is of central importance in the field of Art Education today.
Goodwin (2003:2) points out that "Central to this notion [new teacher certification plan] is
that pre-professional training programs must provide teacher candidates with the basic tools to
inform policy decisions, and associations should provide appropriate opportunities for
training and resources to enable teachers to inform policy decisions to improve students'
learning". Furthermore, the Art teacher preparation programmes need to be improved even
where they can be described as already strong, as they need to take account of developments
in Art Education as a professional field. However, as Day (1997:3) points out "Many other
programs, however, do not provide sound preparation for college students who wish to teach
art". He emphasises that these programmes will have to get significantly better if they are to
meet the requirements for Art Education in this millennium. Day suggests that it is possible to
meet this challenge, as “The field of art education carries the knowledge needed to help
improve teacher preparation programs. There is a fund of theory, foundational principles, and
criteria that might be applied in order to foster reform" (p.4). He refers to current theory in Art
Education, particularly in the USA which is known as Discipline-Based Art Education
(DBAE) or as he calls it the content-centred approach, as an alternative approach to meet the
necessary educational reforms. In addition, Day, in his study (2000) entitled ‘Preparing
Teacher for Excellence’, suggests that major changes are necessary in Art teacher preparation
programmes. This change for university undergraduates includes the expectation that they
will study Art-related disciplines, as well as becoming proficient in the domain of Art
Education. Moreover, Eisner’s book (2002) entitled ‘The Arts and the Creation of Mind’
illuminates the various ways that making and appreciating Art are cognitive endeavours. He
indicates that "there is no single sacrosanct vision of the aims of arts education. Examples of
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this diversity abound in the broad field of arts education today and in the past" (p.25).
However, Eisner describes some of the approaches that direct the aims and content of Art
Education today. He describes them separately to make each approach vivid; in practice
however, he emphasises that they are likely to be integrated as one unit in any programme.
The DBAE was one of these possible approaches. As Eisner (2002:41) says "Today these and
other functions of arts education are put forward as reasons to include arts in school
programs". These aims go further than simply focusing upon teaching students specific skills,
practices, and bodies of knowledge.
Art Education institutions world-wide, engaged in the preparation of Art teachers, have to
address a broad range of issues regarding strengthening teaching and improving learning in
and through Art. A high quality Art teacher preparation programme today should produce
teachers who "… know the subjects they teach and how to teach those subjects to students"
(NBPTS, 2001, p. vi) and additionally how they integrate and link their subject with other
related fields. This means that the good Art teachers should understand the subjects they
teach, as well as related subjects in considerable depth. The recent literature on Art Education
suggest more attention should be placed on the roles of Art History, Art Criticism, Aesthetics
and Visual Cultures in Art and Design, as well as the need to address other trends and issues,
such as new technology in making and teaching Art.

Statement of the Study
In order to develop Art in general and Art Education specifically, the Art Education
department of the Sultan Qaboos University (SQU) was established in 1991. Its main purpose
is to prepare Art teachers for work in secondary schools and consequently the numbers of
Omani Art teachers has increased, gradually replacing foreign nationals under the
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government’s plan called “Omanization” 1 . However, this increase reflects the improvement
of the quantity of Art teachers in Oman, rather than reflecting quality of teaching Art and Art
Education. From the researcher's observations, as supervisor for Art teacher training courses
at SQU, most teachers who graduate from this programme do not know how to perceive and
respond to works of Art well enough to understand either sensory qualities or their structures.
Even those who have had the Art instruction are not much better in their ability to respond to
works of Art in ways that deepen understanding and appreciation.
The researcher adopted the Discipline-Based Art Education (DBAE) as a theory for
evaluating art content in the art studio courses at SQU. One might asked why the researcher
chose the DBAE theory rather than others. The following points describe the reasons behind
this chosen :
•

This approach will fill the gap in Omani Art Education programmer in term of
aesthetic education and Art criticism and student will be more active in language of
Art.

•

The content in this approach derived from abroad rang of resources which include
western and non-western cultures. Therefore this study will examine this approach in
term of Eastern Arabian contexts as well as Western art.

•

It is an approach, which has got more structure and balance in teaching and learning
art. This is one of the important aims in term of curriculum planning and development .

•

In this approach, students become more familiar with a wide range of different art
areas, art materials, tools and techniques, and learning about traditional and
contemporary art.

•

This approach will help the art faculties to understand and develop their understanding
about the real role of contemporary art education.

1

“Omanization” means replacing foreign workers with Omanis at all levels and fields as rapidly as possible. The
reason behind this is that the Omani government has plans to integrate more and more Omani into positions that
up to now have been held by foreign nationals.
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•

Last but not least, it is an approach, which has been examined and re-examine in terms
of theory and practice in teaching and learning visual art. Moreover, the current
research will give an opportunity to exam DBAE in terms of higher education
contexts.

The purpose of this research is evaluate the Art Studio courses at SQU in light of the DBAE
theory, therefore, following question was formulated: To what extent do the Art Studio
courses at SQU provide experiences in the disciplines of Art History, Art Criticism,
Aesthetics, and Art Production?

Research Design and Methodology
In order to achieve a greater understanding of teaching art studio courses at SQU, the
researcher chose the structured-observation schedule which was based on a diagram
consisting of vertical and horizontal sections. In the horizontal section, the researcher
included a rating according to a six point scale of observed behaviour (1 = not at all, 2 = very
little, 3 = a little, 4 = medium 5 = a lot and 6 = a very great deal). In the vertical section, the
lecturers-students' activities are divided into four main categories: Art History, Art Criticism,
Aesthetics and Art Production (Art Content). In addition, the researcher used also the students'
evaluation, which is same schedule of the structured observation used by the researcher, for
evaluating the Art-Studio courses at SQU to increase the validity and reliability of the current
study. (For both interments see Appendix A). To judge the internal (face) validity of the first
draft of the initial structured-observation, the researcher sent it to experts to examine the
research's instruments. Since the subjects of this study speak Arabic, the instruments had to
be proved, translated and reviewed in both languages: Arabic and English languages. After all
the suggestions were taken, the research instruments were corrected accordingly for the pilot
study.
In order to carry out the fieldwork (pilot fieldwork and main fieldwork), the permit had to be
obtained. The researcher and the co-researcher (lecture worked at the Art Education
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department at SQU) observed six Art studio courses (N=6) were selected randomly as
samples for the pilot structured-observation schedule. To measure interrater reliability, the
Spearman rank correlation coefficient (formerly rho [p]) was used. The reliability of mean k
judges' ratings = 0.64 and alpha = 0.17. This result shows that the correlation for the total
score for the both first and second observer is satisfactory but the correlation is not
statistically significant at the.01 level (2-tailed). However, it was found that the correlation
was significant with some sub-headings of the observation schedule. It was also found that the
total correlation coefficient between the two observers is significant in the areas of Art
Criticism and the Aesthetics at the .005 level. According to the results of the pilot study, some
changes were made such adding a new rating, producing a 6 point scale in stead of a 5 point
scale. The reason behind this shift was that there was a big gap between a little= 3 and a
lot=4, than the final structured-observation schedule was ready for the final fieldworkobservations.

Population and Samples of the Study
For the researcher observation, four Art studio courses (N=4) were selected according to the
teaching schedule of the faculty in the department and to the time convenience for the
researcher. At the same time, these courses were representative of the compulsoryspecialisation courses as well as the Art elective-specialisation. The observations were carried
out for four teaching weeks for each course with one visit each week (between 3-4 hours for
each visit). When the researcher had done all his observations, which were nearly the end of
the semester, he distributed the students' evaluation sheet to all the students in each Art Studio
course individually. He discussed the meaning of each item to make sure that students
understood and could interpret the content of the evaluation sheet in the same way to ensure
interpretive validity for this instrument. The final number of Art Studio courses evaluated by
the current students was (N=8) (see Table 1).
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Table 1: The Art Studio courses Evaluated by the researcher and students

ART-STUDIO
COURSES
EVALUATED BY
THE
RESEARCHER
Painting II
Ceramic I
Sculpture
Principal of Design
II

OBSERVATION
TIMES BY THE
RESEARCHER

Total N= 4

ART-STUDIO
COURSES
EVALUATED BY
STUDENTS

TOTAL OF
STUDENTS

4
4
4
4

Live Drawing
Painting II
Ceramic I
Principal of Design I

46
26
46
24

16

Principal of Design II
Handcrafts
Sculpture
Multi-Media Design
Total N= 8

41
50
23
38
294

Methods of Analysis
Information and data emerging from the structured-observation schedule and students'
evaluation sheet, were coded, entered into the computer, and analysed using the Statistical
Package for the Social Sciences (SPSS) version 15.0 for Windows and then they were
examined by descriptive analysis (frequencies, total mean scores, and standard deviation).

The Theoretical Framework
The First and Second Generations of DBAE’s Model
Discipline-Based Art Education (DBAE) is model developed in the USA with funding from
the Getty Education Institute for the Arts. Its stated goal was to develop the quality of the
visual arts education (Alison and Hausman, 1998). The DBAE approach goes further than
simply trying to understand the artist’s works, it aims to improve the quality of understanding
through the study four sub-disciplines; Aesthetics, Art Criticism, Art History and Art
Production. The idea is that through these sub-disciplines, students become more observant,
more conscious and gain a greater feel for Art. Gilbert et al. (1989) argue that "The general
goal for DBAE is a developed understanding of the visual arts for all students" (p.138). It is
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important to remember that this model is not a totally new approach but a development of the
models outlined above. However, it has a new idea for integrating the structures for teaching
visual arts in the learning settings and this model is only one of several possible approaches
for enriching the content of the art curriculum. (Johnson, 1990).

This model is widely implemented in schools in the USA and there are a lot of published
articles, which describe the nature of this model and how it could be implemented in different
schools settings and levels. However, this research aims to exam the art studio courses in light
of this model rather than gives background knowledge of the DBAE with reference to
teaching art studio courses at SQU.
As a consequence of widespread criticism of the first generation of the DBAE model, and as a
result of educational reform in the Art Education during the 1980s and early 1990s, the
second generation of DBAE was developed. Many Art educators, such as Wilson and Rubin
(1997), Clark (1997), MacGregor (1997), Greer (1997) and Hamblen (1997, 1992-1993) saw
the second generation of DBAE not just as an approach to instruction but also as an
educational reform initiative, based on a consortium of change communities. Hamblen (1997)
identifies some major changes in this model, such as; expanded and inclusive curriculum
content, Art instruction integrated with other subject areas, teacher-originated curriculum,
variable approaches to assessment. According to Hamblen (1997), there have been changes
regarding Art content in the second-generation DBAE, such as: (a) re-thinking on creative
expression, (b) social consciousness and (c) multiculturalism (feminism, environmental
responsibility, cultural pluralism, etc.
Therefore, the content of DBAE not only derived from the four disciplines but also derives
from a broad range of Visual Arts, including Folk, Applied and Fine Arts forms from western
and non-western cultures and covers a period from ancient to contemporary times. It also
includes newer visual media, such photography, film, video, and the computer (Dobbs, 1998).
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However the DBAE’s model is complex in terms of practice for contemporary Art Education.
Dunn (1995) points out that this DBAE model is complex but argues that "To those who find
the chart unrealistic or overly ambitions, remember it is a starting point so why not starts with
a model that offers the highest aspirations for school art programs?" (p.45). Dunn’s Model is
based on a matrix consists of vertical and horizontal sections. (For more details see Dunn's
book Creating Curriculum in Art).
As indicated in above, Art teaching reform started in the USA in the mid 80's with the DBAE
as an approach to teaching Art in schools as well as in university. The DBAE model has
evolved, has since been developed and has evolved into second generation DBAE to drive
educational reform in Art Education. Wilson and Rubin (1997) point out that "We saw DBAE
not just as an approach to instruction, but as an educational reform initiative based on a
consortium of change communities" (p.95). In recent decades, Art Education has started to be
seen as a multifaceted discipline, including such things as; the Standard Movement,
Multiculturalism and Visual Culture Art Education and the integration of new Art-related
technologies. Since this study concerns the implementation and evaluation of the DBAE in
the higher education, the following section represents the DBAE in relation to teacher
preparation for Art Education.

Teacher Preparation in the DBAE
The DBAE is not only a comprehensive theory to instruction and learning in and through Art,
but it is also formulated to be used in evaluating art teacher program as well as in the Adult
Education, Lifelong Learning, and Art Museums as indicated by Dobbs (1998). It was
designed to provide exposure to, experience with, and acquisition of content from several
disciplines of knowledge, but especially from four foundational disciplines in Art. According
to Dobbs (1998), education in these four disciplines plays a role to the creation, considering,
and appreciation of Art, artistic processes, and the roles and functions of Art in cultures and
societies. Each of these disciplines supplies a different lens or perspective from which to
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vision, recognize, and respect and value artworks, as the cultures in which are objects are
created.
The disciplines are domains of knowledge and skill that have been and continue to be
developed by individuals (artists, art critics, art historians, and philosophers of art) who
conduct inquiry within the disciplines and who make contributions to their content. According
to DBAE theory, the Art disciplines provide important knowledge, skills, and understanding
that may enable students to have broad and rich experiences with works of Art. The
definitions of the four fundamental disciplines of Art can be seen in many books and articles
such as (Armstrong, 1994, Dobbs, 1998).
According to Dobbs (1998), the definitions of the four major Art disciplines are useful in
order to understand their distinctions and principal roles and functions in encounters with
works of Art. However, these definitions sometimes overlap. Any closed definitions of these
Art sub-disciplines will eventually be shown to be insufficient because the boundaries change
and expand as related interests and new issues emerge. From the researcher's point of view, it
is essential to understand these key concepts and the meaning and functions of each of these
disciplines (See Spratt 1989, Crawford 1989, Risatti 1989 and Kleinbauer 1989).
The new trends for teaching Art making in higher education throughout the world focus on
developing student's abilities not only with skills of making Art but also to develop their
abilities concerning visual communication, aesthetic sensibility, sensory perception,
emotional and intellectual development, and critical judgements towards objects of many
kinds and from many cultures perspective. However, the goals of teaching Art must try to
keep the balance of learning through and in art (Alison and Hausman, 1998). Also, Art
educators have focused on the place of the liberal arts in training art teachers, as well as artists
in colleges and universities. It has been noted, however, that art students sometimes show
limited interest in these courses, focusing their energies on their studio Art classes instead
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(Salmon & Gritzer, 1990). As a result, if students are not interested in these courses there may
a negative impact on their role as teacher of Art Education.
From the researcher's point of view, Art making is only one area of the four disciplines of the
DBAE which makes a primary contribution to the understanding of Art and helps develop this
understanding further. However, most Art teachers at all levels focus on Art making skills
with little or no attention to the other disciplines outlined above and this is typified in the
emphasis on teaching studio art at SQU. According to Kindler (1992), the DBAE requires a
much broader approach than mere Art Studio instruction. It requires emphasis on other related
disciplines. Moreover, the results of the study by Day (1987) indicates that "students learned
critical and historical content better when it was integrated with studio activities than when it
was presented in the traditional lecture-slide technique" (p.235).
The supporters of the DBAE emphasise integrating the four major disciplines in planning and
implementing an Art Education programme. This has become a strong focus and goal for
many educators in the field. Therefore, in Art Education, the DBAE model is considered one
of the best possible for implementing a strong programme in Art Education, especially in
teacher education. As a result, in the last decades, considerable attention has been paid in the
USA to the implementation of DBAE in elementary and secondary schools as well a little
implementation in the higher education. MacGregor (1985:24) refers to Duke (1984) who
"identified a need to review college training of teachers to determine how greater
cohesiveness between studio, history, criticism, and aesthetics areas might be achieved".
Lovano-Kerr (1985) in her article titled 'Implantations of DBAE for University Education of
teachers' also argues that the changes for preparation of teachers of Art are necessary and she
emphasises that a better balance between the number of studio Art courses and those in
related disciplines is needed. However, the implementation of DBAE in higher education
would require major changes. From the researcher's point of view, this issue concerns more
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than just adding more courses in such disciplines but also concerns the need to reform Art
teaching methods in higher education, which is the focus of the current research.
The most recent studies in Art Education recommend the practical implication of the DBAE
model. This implementation should not only be theoretical but should also cover teaching and
creating Art. Benzer (2000) found that the most important advantage of the DBAE is that it
requires students to achieve more than just a successful studio production. However, the data
compiled from Benzer's study also indicates that the DBAE model in teaching Art should be
further investigated across a number of different school settings to examine, verify and
validate the theory, practice and appropriateness of the DBAE.
There is a recommendation from Price (1988:ix) that "prospective art teachers and specialists
therefore need more than a strong background in studio art if they are to provide the balanced
instruction that will foster these abilities. They need the additional foundation coursework in
the other three disciplines that contribute to discipline-based art education (DBAE)". Cohen
(1988:85) also supports this idea of integrating other disciplines with Art studio teaching.
Maitland-Gholson (1986:27) adds "Therefore, teacher preparation must move away from the
heavy emphasis on studio art toward a broader teacher preparation curriculum" (p.27). Grauer
(1998) also supports this view "that teacher education in art should be more than training in
specific skills and knowledge" (p.350). In the literature on Art Education, there is evidence to
suggest that teachers often successfully complete required course work but with a lack of
understanding of course materials and resources. Good Art teachers, therefore, must
understand in considerable depth the subjects they teach. Grauer (1998:350) also, argues that
the "Teachers' knowledge about art, for example, did not seem as strong an indictor of
willingness to learn about art education as were the teachers' beliefs about what art education
entailed". As a result, it is necessary for prospective teachers to have structured-knowledge of
Art and about Art-disciplines.

2009 HICE Proceedings
Page 2588

Hutchens (1997) also deals with the issue of effecting change in the university setting. He
emphasises that Art educators must recognise a need to change and then identify the
necessary programme improvements. He states that "We in higher education must now begin
to examine our ways of doing things. And the changes we make to art teacher preparation
must be considered within the context of calls for reform" (p.139). According to Hutchens, in
order for Art Education to work in the 21st century, it must have the cooperation of university
administrators and faculty in allied disciplines. He also refers to DBAE theory and the
National Board for Professional Teaching Standards (NBPTS 1994) to drive changes in the
Art teacher preparation. Moreover, he argues that there is too much emphasis on studio work
and less emphasis on other disciplines as he mentions his article.

Goodwin’s study (1997) tries to examine Art teacher preparation. He emphasises that students
need a special kind of knowing that makes instructional experiences in the arts distinct.
Moreover, he argues that well-designed work in the arts can contribute to students’
acquisition of basic academic competencies. All students need, as Goodwin (1997) mentions,
the following components in order to obtain the necessary skills and knowledge for college
preparation: (1) Knowledge of how to produce or perform works of art, (2) Knowledge of
how to analyse, interpret, and evaluate works of art; and (3) Knowledge of works of art of
other periods and cultures. As a conclusion, to his study, Goodwin (1997) adopts the DBAE
theory as a key construct for developing the necessary competencies in teaching art.

Teaching Art in higher education in terms of DBAE is definitely important if Art Education is
to develop the student-teachers' abilities and knowledge in the related disciplines as well as
the Art studio domain. However, there is an issue regarding the implementation of the DBAE
approach in higher Art Education programmes. This issue is related to the "Balance" of these
disciplines. The original idea of DBAE is based on making a balance and synthesis among the
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disciplines in order to teach effectively with this approach. Moreover, Smith (1989) also
supports the idea of DBAE as one integrated unit. From the researcher's point of view, the
balance among these four discipline does not necessary mean equal time or content, or that it
should be taught in terms of percentages, such as 25% for each discipline; it may be
impossible to teach all these disciplines of arts in terms of equal time. Delacruz and Dunn
(1996:75-76) question the issue of balance in the DBAE approach, they suggest "that
"balanced" does not necessarily mean equal time, and that studio production and creativity
could be the dominant feature of a DBAE programme as long as content from the other
disciplines was given adequate treatment with production activities". Moreover, Eisner (1988)
also argues that the degree of boundaries between the four disciplines can be treated as
integrated or as single elements. According to Eisner, the structure of a disciple based Art
lesson does not necessarily mean to teach all disciplines if there is no link or relationship
among them. Therefore, to learn how to structure the disciplines in the DBAE is to learn how
these disciplines can be related with each of them having the work of Art as their starting
point. These communities can be treated as either "integrated" or "insulated" elements.
From the researcher's point of view, the integrated disciplines in the Art-Studio courses need
to be considered in light of the nature of students, the disciplines, and the culture of the
society to enhance the process of learning. The integrated understanding and development of
these three related concepts create the totality of the desired outcome of the education process
in Art. In addition, the Art educators should include a minimum of the four related disciplines
in their Art-Studio courses to improve their students' knowledge.

Art educational reform movements in relation to DBAE theory and practice appeared as
responses to criticisms and developments of the original theory of DBAE. The reason to
develop DBAE, as Greer (1997) argues "was to further the reformation of art education,
moving it from a peripheral role in the curriculum to a foundational place in basic education"
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(p.25). One of the developments was to widen the scope of the approach so beside the four
basic disciplines of DBAE, there were other disciplines that Art educators were to give
attention to in order to teach Art as well as to prepare teachers of Art. These included
Multicultural Art Education, Visual Cultures, New Technology in Art Education and Museum
Education. As a result, the second generation of the DBAE theory responded to these new
orientations to improve the quality of Art Education and move toward a comprehensive
approach or as Dobbs (1998) called it a "Multifaceted Approach".
After checking the most related literature, the data was processed using the SPSS programme
and findings were analysed. The findings from the structured-observation Schedule as well as
from students' evaluation are presented and analysed in the following section.

Findings of the Art Studio Courses at SQU
It should be noted that a 6-point Likert-type scale was used to evaluate the observations
(scored 6-1, a very great deal-relatively very little/not at all). The results are presented using
the mean values obtained for the Art Content. The relative importance the researcher gave to
various statements concerning the Art Content (6-point response scale) could therefore be
readily gauged. The following 'rule of thumb' was applied to. The mean response values can
be classified as follows: (5.00 or higher: a very great deal, 4.00 to 4.99: a lot, 3.00 to 3.99:
medium, 2.00 to 2.99: relatively little, and 1.00 to 1.9 relatively very little or not at all)
Tables in this section set the statements out, in ranked order of the mean response values for
each evaluation statement with total means of the whole sample (N=4) or (N=8) and standard
deviation. The total mean score for each section of the observation schedule were calculated
for the four Art Studio courses. These are compared in the following series of Tables against
the total mean scores for all the courses and the standard deviations (SD).
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Art History
Table 2 shows the overall evaluation of experiences in Art History for the four Art Studio
courses (N=4) as evaluated by the researcher. As it can be seen, the statement of "Historical
information about the techniques only" was judged as being medium with total mean of (3.50)
and standard deviation of 1.15. At the same time, the results show that a high mean score
regarding this statement was given to "Ceramic I" course with mean of (4.25), which suggests
that it included a lot of historical information. On the other hand, a lower mean score was
given to the course of "Principles of 3D Design II" (mean 2.25- relatively little historical
content). Moreover, the following three statements regarding "historical formal analysis of
artworks (contextual)", "Information about the artists", and "Artworks form a wide of sources
and cultures" were seen to be included relatively very little or not at all in the four Art Studio
courses (means of 1.69 to 1.80). However, these statements were favoured more in "Painting
II" (two were rated as medium - means of 3.50 to 3.75).

Table 2: Mean Scores of Art History in Art Studio courses as evaluated by the
researcher
ART HISTORY
1
2
3
4

Historical information about the techniques only
Historical formal analysis of artworks (contextual)
Information about the artists
Artworks from a wide of sources & cultures

PAN.
II
3.75
2.0
3.75
3.50

SC.

3D D

C. I

N

TM

3.75
2.50
1.25
1.0

2.25
1.0
1.25
1.25

4.25
1.75
1.0
1.0

16
16
16
16

3.50 1.15
1.81 .83
1.81 1.38
1.69 1.25

Pan. II= Painting II, Sc. = Sculpture, C. I = Ceramic I, 3D D = Principles of 3D Design II, TM= Total mean SD= standard deviation

Moreover, Table 3 shows the overall results for experiences in Art History for the eight Art
Studio courses, as evaluated by the Students. As can be seen, provisions of experiences in
“Historical information about the techniques only” were judged by Students as being medium
provided with a total mean of (3.50) and a standard deviation of 1.9. This result is similar to
the researcher's evaluation of this experience (Table 2). However, the highest mean was given

SD
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to "Ceramic I" (mean = 4.18), which suggests that the lecturer in this course used a lot of
historical-information about the development of ceramic techniques while the lecturers in the
other courses provided few experiences regarding this matter.

The second highest mean score was given to the statement regarding “Artworks from a wide of
sources & cultures" (total mean = 3.1 and SD = 1.7). "Principles of Design I" and "Ceramic I"

had the highest means regarding this matter. The total mean score of the statement regarding
"Information about the artists" scored 2.7, which indicates that the lecturers in these courses
generally used relatively little information about artists,. However, "Principles of Design I"
had a mean of 4.04, which suggests that the lecturer of this course gave a great deal of
historical-information about artists and their works.

Table 3: Mean Scores of Art History in Art Studio courses as evaluated by Students

1
2
3
4

ART HISTORY

PAN.
II

SC.

DES.
I

C. I

LD

3D
DES.

HAN.

M-M
D

TM

SD

Historical information
about the techniques only
Artworks from a wide of
sources & cultures
Information about the
artists
Historical formal analysis
of artworks (contextual)

2.72

2.22

2.65

4.18

2.39

2.45

2.88

2.97

3.5

1.9

3.58

1.65

4.17

4.72

2.80

2.46

3.14

2.34

3.1

1.7

2.96

2.26

4.04

3.48

2.93

2.15

1.66

2.55

2.7

1.6

2.77

1.74

2.92

3.80

2.26

2.15

2.22

2.27

2.5

1.5

Pan. II= Painting II,
Sc. = Sculpture,
3D Design = Principles of 3D Design II,

Des. I = Principles of Design I,
Han. = Handcrafts,

C. I = Ceramic I,
LD= Life Drawing,
M-MD = Multi-Media Design

Art Criticism
As it can be seen from Table 4, the highest total mean on the four courses, regarding Art
Criticism experiences, was given to the statement "Oral or written questions to be asked"
(total mean score - 3.31, and a standard deviation - 0.79 as – medium). The following two
statements (6&7) were judged as being relatively little provided means 2.50 and 2.75). The
statement "Practising the stages of Art Criticism" was judged as very little or not at all
provided (mean 1.44) and standard deviation 0.89) on all whole Art Studio courses. Also,
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"Panting II" had better mean scores on "Comparing & contrasting of artworks" and "Careful
observation of art works made by students or mature artists" (mean 4.25 and 4.50 particularly a lot). On the other hand, lower mean scores were given to the two statements
(7&8) regarding experiences in Art Criticism in "Sculpture" and "Principles of 3D Design II"
(very little or not at all - means of 1.0 to 1.50)
Table 4: Mean Scores of Art Criticism in Art Studio courses as evaluated by the
researcher
ART CRITICISM
5
6
7
8

Oral or written questions to be asked
Comparing & contrasting of artworks
Careful observation of art works made by
students or mature artists
Practising the stages of art criticism

PAN.
II
3.50
4.25
4.50

SC.

3D D

C. I

N

TM

SD

3.0
2.0
1.25

3.0
2.25
1.50

3.75
2.50
2.75

16
16
16

3.31
2.75
2.50

.79
1.48
1.41

2.75

1.0

1.0

1.0

16

1.44

.89

On the other hand, as it can be seen from Table 5, the highest total mean score in the eight Art
courses regarding Art Criticism experiences was given to the statement concerning "Careful
observation of art works made by students or mature artists", "Comparing & contrasting of
artworks" and "Practising the stages of art criticism" (total mean of 3.5 and standard
deviation of 1.8. for each statement). Experiences of this nature were judged by students as
being provided a lot. Overall, "Ceramic I" appears to be including a very great deal of
experiences in these areas with mean scores between (5.02 to 5.35), followed by "Principle of
Design I" and "Life Drawing" as evaluated by students.
Table 5: Mean Scores of Art Criticism in Art Studio courses as evaluated by Students

5

6
7
9

ART CRITICISM

PAN.
II

SC.

DE. I

C-I

LD

3D
DES.

HAN.

M-M
D

TM

SD

Careful observation of art
works made by students or
mature artists
Comparing & contrasting
of artworks
Practising the stages of art
criticism
Oral or written questions to
be asked

3.50

1.96

4.22

5.35

3.6
5

3.02

3.80

2.0

3.5

1.8

3.58

2.0

3.96

5.20

2.59

3.18

2.50

3.5

1.8

3.23

2.0

3.87

5.02

2.51

3.29

3.11

3.5

1.8

3.0

3.04

3.63

5.28

4.3
7
3.9
8
2.5
0

2.90

3.08

3.79

3.4

1.8
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Table 5 shows that there were differences between the results of the researcher’s observations
(Table 4) and the Student evaluations regarding experiences in Art Criticism in courses such
as "Painting II", "Sculpture", "Principles of 3D Design II" and "Ceramic I". The differences
can be seen both in means and the rank order of the statements. The students give higher
mean scores compared with the researcher's means and this suggests that students judged
these experiences as being provided a lot whereas the researcher saw them as being provided
‘relatively little’, ‘very little’ or’ not at all’. Also, in terms of the rank order, the statement
"Oral or written questions to be asked" ranked top according to the researcher's observation
whereas this statement was ranked lower by the students in all eight courses , however, it
should be noted that the mean score for this statement is still high, as evaluated by the
students and the researcher. Also, it should be noted that the lowest mean scores regarding the
experiences in this area were recorded in "Sculpture" and "Principles of 3D Design II", which
is similar to the evaluation of the researcher in his observation (See Table 4).

Aesthetics
Table 6 shows the result of the four Art studio courses regarding Aesthetic experiences. All
courses were good at providing experiences that helped students to distinguish Art from other
kinds of phenomena. This statement was highly endorsed in all courses with total mean of
4.44 and standard deviation of 0.96. The highest mean score among the four courses
regarding this statement was in "Painting II" with a mean of 5.25 (a very great deal).
Experiences leading to reflection on "Aesthetic questions about the nature, meaning & value
of art" were seen as being included relatively little (mean - 2.56 and standard deviation 1.36). The remaining statement regarding "Aesthetics Theories" was seen as very little or not
at all (mean of 1.62 with standard deviation of 1.09). Regarding the experiences in Aesthetics,
the overall highest mean was for "Painting II" and then "Ceramic I" with the lower means
given to "Sculpture" and "Principles of 3D Design II" (as shown in Table 6 below).
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Table 6: Mean Scores of Aesthetics in Art Studio courses as evaluated by the researcher
AESTHETICS
9

Distinguishing art from other kinds of
phenomena
10 Aesthetic questions about the nature,
meaning & value of art
11 Aesthetics Theories

PAN.
II

SC.

3D D

C. I

N

TM

SD

5.25

4.25

3.50

4.75

16

4.44

.96

3.75

1.50

1.75

3.25

16

2.56 1.36

3.0

1.25

1.0

1.25

16

1.62 1.09

In the same line, Table 7, shows that the students evaluated experiences in Aesthetics in the
eight Art Studio courses in similar way to the researcher and the rank order for the statements
is also similar to the researcher's findings (see Table 6). However, the mean scores for each
statement were different in the two sets of evaluations. For example, the total mean score for
the statement regarding "Distinguishing art from other kinds of phenomena" was evaluated by the
students as 3.92 and by the researcher as 4.44. Overall, three statements were judged by
Students as higher than 3.1 whereas, in the researcher’s evaluation, the two statements from
the bottom of Table 6, mean scores of 2.56 and 1.62. This suggests that the researcher saw
these statements as being ‘a little’, ‘very little’ or ‘not at all’ provided while the students saw
them as being ‘medium’ provided in these Art courses. "Ceramic I" also appeared to be a
good course regarding experiences in Aesthetics compared with other courses. This was
followed by "Life Drawing" and "Painting II". The lowest mean scores regarding the
Aesthetic experiences were given to "Sculpture" and "Principles of 3D Design II", which is a
similar to the evaluation of the researcher in his observation.

Table 7: Mean Scores of Aesthetics in Art Studio courses as evaluated by Students

9
10
11

AESTHETICS

PAN.
II

SC.

DE. I

C. I

LD

3D
DES.

HAN.

M-M
D

T
M

SD

Distinguishing art from other
kinds of phenomena
Aesthetic questions about the
nature, meaning & value of art
Aesthetics Theories

3.42

2.7
8
2.2
2
2.0

3.46

4.8
0
4.5
9
4.6
1

4.3
3
3.3
1
3.4
8

3.46

3.56

3.92

3.8

1.6

2.72

2.60

3.05

3.2

1.7

2.76

2.66

2.61

3.1

1.7

3.42
3.12

3.38
2.92
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Art Production
Examination of the results of the statements regarding Art Production experiences in the Art
Studio courses (See Table 8) show that "Information about how works of art have been
created" had the highest mean score of the four Art Studio courses (mean of 4.56, followed by
the statement regarding "Information about the characteristics of the discipline" (mean of
4.44 and standard deviation of 1.21). With reference to "Learning about visual problem
solving", the total mean score was (3.44), which suggests that the provision of experiences in
this area was judged as being medium. On the other hand, the provision of experiences
concerned with "Learning about artists and their ways of working" was judged as being of
relatively very little or not at all provided. As can be seen from the (Table 8), most statements
regarding the provision of ‘Art Production’ experiences in "Painting II" were highly endorsed
(a very great deal - means scores of 5. to 5.25) except the statement which focuses on
"Learning about artists and their ways of working", which was judged as relatively little with
a mean score of 2.50. On the other hand, this last statement was evaluated as being of
relatively very little or not at all provided (mean - 1.0) in the courses of "Sculpture",
"Principles of 3D Design II" and "Ceramic I". In general, the total average mean score of the
top three statements in (Table 9) was (4.15) which suggests that the experiences in Art
Production were seen as well provided compared with the other areas of Art History, Art
Criticism, and Aesthetics.

Table 8: Mean Scores of Art Production in Art Studio courses as evaluated by the
researcher
ART PRODUCTION
12
13
14
15

Information about how works of art have
been created
Information about the characteristics of
discipline
Learning about visual problem solving
Learning about artists and their ways of
working

PAN.
II

SC.

3D D

C. I

N

TM

SD

5.25

4.75

3.0

5.25

16

4.56 1.41

5.25

4.50

2.75

5.25

16

4.44 1.21

5.00
2.50

2.75
1.0

2.50
1.0

3.50
1.0

16
16

3.44 1.31
1.38 .81
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On the other hand, the results of the students' evaluation for experiences in Art Production can
be seen in (Table 9). This Table shows that experiences in regarding "Information about how
works of art have been created" were evaluated as being provided ‘a lot’ by the students
(mean of 4.2) and was rated as the top statement regarding experiences in this area. This
evaluation was also supported by the researcher, as this statement had the highest mean in his
observation (see Table 8). The evaluation of the Art Studio courses by the students and the
researcher also show a similar result to some degree regarding "Learning about artists and
their ways of working" as this experience was judged by Students as being provided ‘a little’
(mean of 2.63) and by the researcher as ‘a very little’ or ‘not at all’ (mean of 1.38) and this
appears at the bottom of both Tables (8 & 9). The result also shows that the lecturer of
"Ceramic I" provided ‘a very great deal’ or ‘a lot’ of experiences regarding Art Production.
Furthermore, most statements in this course were evaluated with high mean scores (4.22-5.54)
compared with the other Art courses. This was followed by "Life Drawing", "Principles of
Design I" and then the course on “Painting II". On the other hand, the students’ evaluation of
"Sculpture" had the lowest mean score regarding experiences in Art Production (means
between 2.13 to 2.87) and this was similar to the researcher's evaluation of this course.

Table 9: Mean Scores of Art Production in Art Studio courses as evaluated by Students

12

13
14

15

ART PRODUCTION

PAN.
II

SC.

DE. I

C. I

LD

3D
DES.

HAN.

M-M
D

TM

SD

Information about how
works of art have been
created
Learning about visual
problem solving
Information about the
characteristics of
discipline
Learning about artists and
their ways of working

4.00

2.87

4.25

5.54

4.18

3.80

4.12

4.29

4.2

1.6

3.92

2.41

3.79

5.16

4.62

3.41

3.57

3.66

3.9

1.6

3.64

2.78

3.54

4.89

3.73

3.51

3.73

3.76

3.8

1.6

3.04

2.13

3.50

4.22

3.04

2.51

2.04

2.63

2.9

1.7
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THE DISCUSSION OF RESULTS
It is important to discuss the results of this study in the context of the literature review and the
research question (To what extent do the Art Studio courses at SQU provide experiences in
Art History, Art Criticism, Aesthetics, and Art Production?), and their implication for
evaluating Art Studio courses at SQU in the light of the DBAE theory. The research question
provides the structure in this part with reference to the findings of structured-observation by
the researcher and students' evaluations, which were presented in previous section. Moreover,
this part could be read in conjunction with the results of the research and students’ findings,
as presented in pervious, to get a more comprehensive view about the art contents of the four
disciplines used by the art lecturers at SQU.
As identified in this study, the Art content is the subject matter or information about which
students learn and think and it is not limited to the Art-Studio practice. There are four major
disciplines, which contribute to the Art content of the art courses, these are: Art History, Art
Criticism, Aesthetics and Art Production. It was suggested the content focus of each Art
discipline and different learning processes employed by the Art lecturers could be used to
characterise the each Art-Studio courses at SQU.
According to the literature review in this research, the content of Art covered in the Art
Education programme is not limited to studio practice to prepare the student adequately to
teach Art in the 21st century. However, students should have a programme, which allows them
to develop a deep knowledge of Art History so they can understand the importance of
different works of Art and the context in which the Art was created in addition to knowledge
from related-fields such as Art Criticism, Aesthetics, Multicultural studies and New
technology.
Since the present and past literature recommends that a strong Art Education programme
should teach student-teachers to respond to Art using various methods of Art Criticism,
allowing them to discover meaning in Artworks while developing the skills necessary to teach
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future students how to find meaning for themselves, however, the researcher's observation
results and students' evaluation of the Art Studio courses show that the lecturers at SQU did
not focus highly on the Art Content, which is derived from the disciplines. On the contrary,
the main focus was on the discipline of Art Production, suggesting an Art-Studio orientation.
The findings of Mims and Lankford (1995) study support the results of the evaluation of Art
studio courses at SQU. They confirm that Art teachers spend an average of approximately
65% of the total teaching time in Art Production, 16% on Art History, 10% on Art Criticism
and 9% on Aesthetics. Moreover, the teachers in their study regarded these four disciplines as
either "important" or "very important", suggesting these disciplines should be included in a
quality Art programme. Also, Kindler (1992) points out that Art-making has been a common
practice for several millennia and this orientation has been reflected in teacher training
programmes. However, the studies of MacGregor (1985), Lovano-Kerr (1985), Day (1987),
Price (1988), Eisner (1988, 2000, 2002), Feldman (1988), Spratt (1989), Kleinbauer (1989),
Crawford (1989), Risatti (1989), Erickson and Katter (1996) Greer (1997), Day (1997),
Benzer (2000), Day (2000) and Galbraith (2001), emphasise that students learn better when
the Art content is combined with Art-Studio practice rather than when it was presented in the
traditional lecture-slide technique or by focusing only on Art Production.
Although the major focus of the lecturers in the all Art Studio courses was on the Art Making
(Art Production), the standard in this discipline was not evaluated very highly by the students
(overall mean score of 3.63) or the researcher (mean score lower than 3.5). Also, some Art
courses failed to reach the test value of (>3.5) in the discipline of Art Production, such as the
courses of "Sculpture", "Principles of 3D Design II", "Handcrafts" and "Multi-Media
Design". Moreover, the results suggest that students in all the Art Studio courses were given
fewer experiences in the discipline of Art history compared to the other three disciplines
considered and that, in general, little experience was provided regarding Art criticism and
Aesthetics.
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In addition, some conflicts were seen between the results of the researcher's observations and
the students' evaluations of Art Studio courses. For example, the provision of experiences in
Art Criticism, Aesthetics and Art Production in the course of "Painting II" was evaluated
highly by the researcher whereas only the discipline of Art production was evaluated highly
by students. However, the students evaluated the provision of experiences in all four
disciplines in the course of "Ceramics I" highly compared with the researcher who evaluated
the provision of experiences in the four disciplines with mean scores lower than the total
mean of Art Production, which is in opposition to the students' evaluation.
From the researcher's point of view, the reason for such a conflict may be due to different
factors and various interpretations. However, the most important factor may be that the
researcher observed only one group of three possible groups in "Painting II" and "Ceramic I".
The second factor is that the course of "Painting II" was taught by three different lecturers,
which may have affected the result of both evaluations. The third factor concerns the
experiences of the students in the course of "Ceramic I" who were in the first term of their
study at SQU. As a consequence, they may have evaluated this course too highly in terms of
the experiences provided in the four disciplines (total mean score from 4.0 to 5.20 for each
disciplines), due to their low level of experience as students of Art at SQU. The fourth factor
which may have affected the researcher's evaluations (high means for Art Criticism,
Aesthetics and Art Production in the course of "Painting II" for example) concerns the nature
of observation itself, as the lecturers might have changed their behaviour as a result of a
researcher being present during their classes. However, there was agreement between the
researcher's observation and the students' evaluation of the courses of "Sculpture" and
"Principles of 3D Design II". These courses were evaluated as having relatively low mean
scores in all four disciplines by both the students and the researcher, as well as having less
variety of teaching methods.

2009 HICE Proceedings
Page 2601

This suggests that the Art content for the Art studio courses at SQU was more or less based on
Art making rather than focusing on the cognitive learning involved in the four disciplines. A
review of the latest literature on Art Education suggests more attention should be focused on
cognitive learning in these four disciplines and points to the role of visual cultures in Art and
Design Education (See Cole 1988, Wilson and Rubin 1997, May 1997, Dobbs 1998, Allison
and Hausman, 1998, NAEA 1999a, 1999b and Eisner 2000 and 2002).
However, there are other factors involved, such as the knowledge of teachers (Art Educators).
The NAEA (1999a) discuss the standards for Art Education faculty and emphasise that
educators who have responsibility for preparing Art teachers should "hold advanced degree,
have extensive knowledge and practice in art and design education" (p.6). Therefore, the
knowledge and experiences of those who teach the Art Education at SQU is a significant
factor in the process of preparing teachers of Art. As Green and Mitchell (1998) argue
Knowledge of art and the teacher's ability to devise inventive tasks for
children is crucial. The student contribution to partnership will depend on
their knowledge and the opportunity to implement what they have learned
from the university courses (p.249).

As a conclusion, there are several factors affecting the outcomes of the teaching process at the
creativity level in teaching Art as indicated by Dineen and Collins (2005). These are: the
environment and atmosphere, teaching styles, methods and strategies, project types and
outcomes, the use of rewards, assessment and evaluation, learner motivation and learning
styles, personality traits of the learner and their prior knowledge and skills. From the
researcher's point of view, these factors are significant for evaluating the Art-Studio courses at
SQU from different points of view, however, the current research only considered art contents
in terms of the disciplines of DBAE.
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CONCLUSION
The primary objective behind this research was to evaluate the Art-Studio courses at SQU in
the light of the Discipline Based Art Education theory. The research methods used in this
study have provided enough evidence to examine the Art studio courses in terms of art
content, and give a general indication of the current needs for improving the quality of art
teacher graduates from this program. As a result of this research, it appeared that there is a
need to re-think the current practices of teaching art at SQU and a need to try to find new
mechanisms for implementing best practices effectively.
The Department should adopt a clear philosophy of teaching and learning in and through Art.
The researcher recommends that the Art content for the Art-based courses should be derived
from Art History, Art Criticism, Aesthetics, Art production and Related-fields. These
disciplines should be integrated across the programme as far as possible while Art studio
work should remain at the heart of the undergraduate Art Education programme at SQU. This
philosophy should be generalised to all Art-courses to ensure at least the minimum, necessary
experience in each of the four disciplines for each Art-based course at SQU. The focus should
be on Art Production in each studio course and the other disciplines should be regarded as
vehicles to enable all the Art based activities in each course since these courses are derived
from and support the Art-studio based courses.
Finally, criticising the current research is not meant to minimise the outcomes of the
evaluation process of the Art studio courses at SQU but rather to provide a context for
increasing the validity and reliability of the results in this study. Although the validity of the
observation schedule for the Art-studio courses was derived and enhanced from an extensive
review of literature in the Art Education, reliability was an issue in final fieldwork. As
recommended in the literature on the research based observation, the researcher used a second
observer (co-researcher) to improve the reliability for the pilot structured-observation
schedule and the result was satisfactory. However, in the final fieldwork the researcher
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observed the courses by himself, which may limit the reliability of this instrument due to the
unavailability of suitably experienced Art educators to assist with the observation.
Nevertheless, within these limitations, the results of the researcher's observation did support
the findings of the other research instrument; reliability was improved by adding the students'
evaluation for the Art-studio courses at SQU. Moreover, it would have been better to
interview same art lecturers at the Art Education department to gather more data and draw a
more comprehensive picture about teaching art studio courses at SQU but their time was
limited.
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Abstract: Increasingly American colleges and universities are enrolling non-English speaking students
into their programs. “ESL students are from a variety of linguistics and cultural backgrounds. They
sometimes behave differently in the classroom. For instance, sometimes the student does not
participate actively in group work or collaborate readily with peers on cooperative assignments or
displays uneasiness, expresses disapproval, or even misbehaves in informal learning situations. For
these reasons, ESL services should be provided in a manner that respects students' language and
culture of origin and builds on students' existing abilities.” (British Columbia Ministry of Education,
2008). Therefore, paying special attention to ESL students for a successful educational experience is
necessary. In this session, the presenter will share some of current ESL teaching practices,
recommendations and challenges to ensure a successful learning environment of a diverse group of
students.

Introduction
According to National Association of State Universities and Land-Grant Colleges, “As noted by numerous
scholars, educators, and policy makers, globalization is not just a passing phenomenon, but rather, a definitive world
system at the beginning of the 21st century.”(NASULGC, 2000)
International students are important for economic reasons. They are essential in graduate programs. They
contribute to the cultural awareness of US students. And, they take with them their experience in the USA to their
home countries. “The latest International student recruitment trend indicates that one-third of world's international
students are in the US and Education is our fifth largest export of services.” (NASULGC, 2000)
Cultural Effects and Social Norms
One of the challenges that educators face in teaching ESL students includes their individual cultural
differences and social norms. A couple of examples of these social norms, which may come across as differences in
the classroom, include the following:
In Middle Eastern and some Asian cultures, women and men will never shake hands, let alone speak
directly to one another. Eye contact is also avoided between men and women. Concerning achievement in Iranian
culture, Iranians protest compliments and attempt to appear vulnerable in public. In fact, they may belittle their own
accomplishments in an attempt to appear humble. Although between each other, they understand that this is merely
an act of courtesy, and do not take their words at face value.
Unlike Western culture, which primarily centers on individual achievement, the variances of education and
their perception of individual achievement crosses the spectrum globally. Another interesting fact suggests that
bilingual students may change their personality and accepted social norms according to which language they are
speaking.
When people who speak more than one language cross international or cultural boundaries, they often
comment on how their personality seems to change as they move between languages.
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Nairán Ramírez-Esparza, a Mexico City native who earned her doctoral degree in social psychology in
2007, put the personal observations to the test by creating a binational research project that posed the
question: Do people switch personalities when they speak another language?
Working with psychology researchers Samuel Gosling and James Pennebaker, Ramírez-Esparza
analyzed the personalities of more than 200 people fully fluent in both English and Spanish in the
United States and Mexico. They found bilingual speakers were more
extroverted, agreeable and conscientious when they spoke English than when they spoke Spanish.
Ramírez-Esparza says the discrepancy may be explained by the high scores of English speakers in
assertiveness (extraversion) and achievement (conscientiousness), which are traits
associated with American culture and its focus on the individual. “This is a fascinating phenomenon
that reflects how bicultural individuals change their interpretations of the world—depending upon their
internalized cultures—in response to environmental cues
such as language,” says Ramírez-Esparza, who is a post-doctoral fellow at the University of
Washington.
Language Proficiency Challenges
Another challenge that many instructors deal with concerning ESL students is their proficiency in the
language, and how this may affect other areas of study when directly involved. In a recent study by Dr. Elaine
Horwitz, who is a foreign language education professor in the College of Education at The University of Texas at
Austin, found that students that are normally astute, can experience a ‘ foreign language anxiety’ that may hinder
their performance when use of the language is required for participation in an area of study.
In almost 30 years of research on foreign language learning, Horwitz has discovered a number of facts
that have helped teachers and students around the world, the most important being that foreign
language anxiety is a distinct variable in the foreign language learning process and that it has specific,
well-defined detrimental effects on learning.
According to Horwitz, “foreign language anxiety” is like math anxiety or test-taking anxiety in that it
manifests only in specific situations. Individuals who have it may be very competent, calm and
resilient in most other contexts.
Students suffering from foreign language anxiety report feeling apprehension, worry and dread,
sometimes to the extent that they must take several deep breaths to muster the courage to walk into a
foreign language classroom. Faced with foreign language learning tasks, they may have extreme
difficulty concentrating, become forgetful, sweat, tremble, have palpitations, experience sleep
disturbances and exhibit avoidance behavior in the form of skipping class and putting off homework,
class projects and studying.
Given students’ responses to the fear and anxiety, instructors may assume they lack motivation, feel
the class is unimportant or simply don’t have the mental acuity to achieve even a rudimentary grasp of
a second language.
To discover the real causes of the worry and dread, in 1983 Horwitz invited students in beginning
foreign language classes at The University of Texas at Austin to participate in support groups for
foreign language learners. The support groups consisted of 15 students each and offered students an
opportunity to discuss their fears and concerns about language learning, as well as hear about effective
language learning strategies and participate in anxiety management exercises.
Feedback gathered from the support groups contributed to the development of Horwitz’s Foreign
Language Classroom Anxiety Scale (FLCAS), a tool that’s used by foreign language instructors
internationally to determine the scope and severity of a student’s foreign language anxiety.
“Since a number of students apparently were, and are, choosing courses, majors and even careers based
on foreign language requirements”, says Horwitz, “I felt some urgency in determining what was
causing the anxiety. Over the past 25 years or so, the FLCAS has shown us that students with
debilitating foreign language anxiety can be identified and that they have several traits in common.”
At the most basic level, the students’ fears typically fall into the two broad categories of listening and
speaking. Nervous, fearful language learners find it very hard to tell the difference between sounds and

2009 HICE Proceedings
Page 2610

structures in statements presented in the target language and have a lot of difficulty grasping the
content of target language messages. They report ‘knowing’ a particular grammar point but freezing
and drawing a blank when they’re taking a test or doing an oral exercise in which they have to respond
spontaneously.
Students who experience foreign language anxiety typically feel “communication apprehension,”
which is a type of shyness characterized by nervousness and fear when communicating with others. As
Horwitz points out, if you feel apprehension about speaking in your native language to even a small
group of people, that fear is going to be magnified tenfold when trying to speak a language you barely
know to a large class while being evaluated by an instructor.
Students report feeling self-conscious about having to “perform” in front of others and say they
become extremely anxious when they don’t understand every word presented in the language they’re
trying to learn. According to Horwitz, the need to comprehend every bit of foreign language input in
order not to feel anxious—and to understand the speaker’s target message—is another aspect of
communication apprehension.
Anxious individuals also feel that other students are much better at learning the language than they are
and express trepidation about being less competent than their peers. In order to avoid being laughed at
by others or called on by the teacher, students report skipping class, over-studying or hiding in the last
row in hopes of escaping humiliation. They see the foreign language classroom as a place where
evaluation is uncomfortably frequent and any correction equals failure. Anxiety can be especially
damaging to immigrants because their discomfort practicing English can seriously limit their
opportunities in the US.
“Probably the most revealing statement made by anxious students is that they feel more tense and
nervous in a foreign language class than in any of their other classes,” says Horwitz. “Since there’s a
consistent negative correlation between anxiety and academic performance, it’s very important for
students to get a handle on their fears and for teachers to be aware of this problem and make the
classroom as non-threatening as possible.” According to Horwitz, a fairly simple shift in beliefs can
help some students feel more at ease in foreign language learning situations.
While studying foreign language learners, Horwitz found that around 40 percent of them believed they
could—and should—be fluent in a foreign language after two years of courses. According to Horwitz,
this goal is unrealistic and places undue pressure on the learner. Foreign language learners also may
feel that it is not okay to make mistakes when speaking the new language—this too is unrealistic and
will prohibit them from trying any speech or writing activity in which they may make an error.
“I’ve studied foreign language teachers as well as students,” says Horwitz, “and found that non-native
foreign language instructors—in other words, a teacher of German whose first language is not
German—report some of the very same fears and misgivings that students are relating!
They don’t make classes as conversational as they could because they’re scared of making mistakes,
being wrong and looking foolish in front of the students.”
Another misconception Horwitz encounters is the conviction that there’s a perfect method of learning a
foreign language and that if you find it the learning will become effortless. If one could stay in Italy for
a summer and immerse oneself in Chianti and conversation, one’s speaking proficiency would be
magnifico. Or if one had a teacher who was from Paris, one’s comprehension skills would, perforce,
become trés bonnes. According to Horwitz this is no more true than the American myth that mastery of
a foreign language is instantaneous and effortless in young children—and, conversely, that it’s nigh
impossible for older adults to attain competence. (Horwitz, 2008)
Effective ESL Teaching/Moderating Practices
Clearly the most important role of the online instructor, when dealing with ESL students, is to model
effective teaching through various practices. Learning involves two types of interaction: interaction with
content and interpersonal interaction. These practices can be broken down as follow.
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Pedagogical
These include the duties and responsibilities as an educational facilitator. The instructor must ask
questions and probe for student responses that focus discussions on critical concepts, principles and
skills.
Social
This is the responsibility of creating a friendly, social environment in which learning is promoted
and is essential for successful moderating. This suggests "promoting human relationships, developing
group cohesiveness, maintaining the group as a unit, and in other ways helping members to work
together in a mutual cause," are all critical to success of any conferencing activities.
Managerial
This role involves setting the agenda for the conference: the objectives of the discussion, the
timetable, procedural rules, and decision-making norms. Managing the interactions with strong
leadership and direction is considered the base for successful moderating.
Technical
Have Clear Objectives. Participants must believe their online interactions time is well spent.
Flexibility
Because of the individuality of the learners, courses need to remain flexible and the instructor
needs to support this. Rather than presenting an elaborate seminar agenda at the outset and a complex
process for students to fulfill, follow the flow of the conversation, while guiding it toward the subject.
Participation Encouragement
The use of various learning options can stimulate learner participation and interaction--small
group discussion, debates, polling activities, dyadic learning partnership exchanges, and one-on-one
message exchanges recognizing students messages are some of the activities to use when encouraging
participation.
Maintain a Non-authoritarian Style.
It is usually better to avoid the "authority figure" role when teaching online, especially with
adults.
Be Objective.
Before making any generalization during the conference about a contribution, consider such
things as the tone and content of the posting, the author and his/her skills, knowledge and attitudes that
you may know about from prior conference postings, and time of the posting in relation to the
conference thread.
Expect Reasonable Goals
Online instructors need to be content when two or three well articulated, major points are
communicated in a particular thread of discussion.
Social Recommendations
One of the most effective tools for the ESL instructor/ moderator is the use of social techniques. The
use of the following, acceptable and constructive, social recommendations will make the discussion
more pro-active.
Recognition
Make an effort to recognize everyone in the discussion including the non-participating or ‘lurkers’
in the conference group. Many students learn by listening to others, so do not assume that their lack of
participation, means that they are not actively learning. Always acknowledge and welcome them into
the group.
Guard Against Fear
Fear of public ridicule often inhibits participation. Always be accepting of any students’
comments.
Watch the Use of Humor and Sarcasm
Humor and Sarcasm can have different cultural and ethnical meanings. Guard against this habit
during your class, especially when using text-based communication, it is especially difficult to
construe intent and tone from text.
Introductions
The instructor should encourage the participants to introduce themselves, to build a better sense of
classroom community.
Facilitate Interactivity.
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A sense of interactive participation is often promoted by using special introductory
techniques, dyadic partnering, and some assignments that facilitated informal discussion among
learners.
Praise and Model the Discussant Behaviors
Reinforce and model good discussant behaviors. For example, immediately thanking students
who respond effectively, can be helpful to encourage courtesy and accepted interaction..
Do Not Ignore Bad Discussant Behavior.
Request change (in private) poor discussant behaviors and have a written "netiquette"
statement to refer to.
Expectation of Poor Discussant Behavior
Participants may occasionally breach etiquette and respond with harsh or vulgar language. If
this problem should occur, the instructor needs to react calmly and remind people (again privately)
about proper computer etiquette.
Managerial Recommendations
Another key factor in effective ESL teaching is the use of productive managerial techniques. The
following is a good base to follow for a successful discussion.
Informality.
Depending upon the instructional objectives of the course, the instructor may decide that
informality should be encouraged. An example that facilitates the informality of this communication’s
medium, is to let people know that perfect grammar and typing are much less important, than the
clarity of their point.
Distribute a List of Participants.
Distribute, or make available to all subscribers to the conference, a list of participants, so that
private messages can be addressed to individuals, and not to the list.
Be Responsive.
Respond in a timely manner to each contribution. A good example of this, is posting a
personal message to the contributor, or by referring to the author's comments in a post to the
conference. In some conferences, it is not advisable to respond to each individual contribution, but
better to respond to several at once by weaving them together. Experience with your content and
students will need to guide the instructor--test different ways to see what works most effectively.
Providing for Administrative Responsibilities.
Coordinate and provide information about activities for such things as registration,
admissions, student counseling, normal bookstore activities, and other administrative functions are
often questions, which are unanticipated by the novice online instructor.
Be Patient.
Messages sometimes are not acknowledged or responded to for long periods of time by
conference participants. Be prepared to wait several days for comments and responses, and don't rush
in to fill silence with moderator contributions.
Request Comments on Metacommunications.
Request metacommunications, by inviting participants to tell how they feel about the course
within the conference.
Be Mindful of Excess Instructor Contribution to the Conference.
As a rule, instructors or moderators should generally contribute between one-quarter to onehalf of the online material. (Berge, 1995)
Cultural/ Ethnical Recommendations
Finally, a point to re-emphasize about effective ESL teaching is a reminder to be mindful of the variety of
linguistic and cultural backgrounds of many ESL students. As stated earlier, these cultural differences may cause the
student to not participate actively in group work, or show a lack of wanton desire to collaborate readily with peers
on cooperative assignments. They may display uneasiness, expresses disapproval, or even misbehave in informal
learning situations or situations involving open-ended learning processes or they may exhibit discomfort or
embarrassment at being singled out for special attention or praise. (British Columbia Ministry of Education, 2008)
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For these reasons, they should be respected on the best of the instructor’s ability and knowledge of any
cultural or ethnical differences. Paying special attention to ESL students and accommodating them will help with a
successful educational experience for them as well as the instructor.
In conclusion, I have chosen the following recommendations for successful ESL practices from my own
teaching experience. I believe that due to the success of my students, and the glowing approval from supervisors and
evaluations, that they are effective tools. I would be appreciative of any feedback that you might offer.
A couple of points to note: First, the most important element in teaching and learning, both online and onground, is the Instructor’s connectivity with class and students. Moderators should be active and present from
moment one, and be responsive to any messages from students as quickly as possible. I have found that this will
generally set the tone for the class.
Second, a positive attitude and respect towards all students and their learning capabilities will ensure that
every student will want to maximize their potential. Finally, students need to have utilized and mastered any
software that is required, so that this does not distract from the coursework. Appropriate software instruction and
information needs to be provided.
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In the days when students who were in the college prep department of their high
schools believed that college was the next step in their educational career, they completed
high school in four years and college usually in another four years. Many parents funded
their children for college or took out low interest loans. Individuals who were in the
technical/vocational department in high school, went on to technical school or began jobs
as soon as they graduated. It was rare for these students to attend college. There was
almost a class system with college students coming from middle and higher class
families, and vocational students coming from lower class families
(Barefoot, 2000, p. 13).

Currently, we are experiencing an influx of college students coming from every
walk of life. These first generation traditional aged students are applying to college for
the first time. Those who have been out of high school for some time and are nontraditional students, are coming back to college to earn a degree. We are seeing problems
in every college across the nation in the area of retention of these students. College
students today must work to afford tuition, expenses, and living arrangements, and in
many cases, their total focus is not on their class work and homework
(Jacoby, 2000, p. 6).

Eventually the pressures on these students become too much and, at times, they
decide to leave college. The highest incidents of attrition are during the first semester or
at the end of the first year. They may return or transfer to another college, but few of
these students ultimately graduate (Barefoot, 2000, p. 12). Colleges across the country
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are working on the low retention issue in order to have their students become successful
members of society and to “shore up” the investment that they have put into these
students in hiring faculty, and acclimating the students to orientation, registration,
financial aid, and counseling. Open admissions colleges, such as community colleges
and small state colleges, are experiencing even a greater decline in graduation rates.
Some of the first generation students do not have the emotional or financial support at
home from non-college educated parents and they have too many responsibilities. They
also do not have as many competitive peers as the Ivy League and more traditional
colleges have. Their push to graduate is not as strong, especially if they cannot complete
their bachelor’s degree in a timely manner and must work to keep themselves in college
(Sullivan, 2008, pp. 620-621).

Research has found that once students feel as if they are a part of a group, or can
relate to other students, there is more chance that they will remain at the college. When
student are disconnected and do not afford themselves of the many opportunities college
offers, they will think of leaving the college, as the pressure to “do everything” is just too
much for them (Jacoby, 2000, p.5).

While teaching a college-level dual credit English composition course to high
school juniors at a charter school for at-risk students, I began to notice a difference in the
level of discussion in this particular class and the level of discussion in my traditional
freshmen English classes on our Nevada State College Campus. These at-risk, minority
high school students had been together as a small class of twenty-five individuals for the
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past five years and were comfortable with each other. The level of critical thinking and
analysis was above average and their class discussion was extraordinary. The students
that I had taught in the First Year Experience Program and the freshmen English classes
at the College in traditional classes, were reticent to discuss issues in class and were not
as engaged as these younger students. One of the main reasons of concern to the
freshmen students is speaking out in class, and many related to me that they didn’t feel
comfortable as they did not have their friends from high school with them. They are
fearful of being judged, and most of them allow the few gregarious students do all of the
talking. They did not bring a group of friends with them who could have given them the
confidence they needed.

Knowing this, I added an online component for every face-to-face English class
that I teach to ease the students into discussions, especially gearing the discussion
towards students who did not feel comfortable to share in the traditional classroom. In
these online class components, I have received amazing discourse from students who
would not normally share their ideas in a traditional face-to-face class.

The colleges in the United States have been looking at the problem of retention
for several years and have devised summer-bridge programs, special orientations for
freshmen and transfer students, mandatory and optional classes on college success, and
active organizations in the area of the First Year Experience (FYE). Currently, there are
FYE classes that stand alone, classes that are themed, others that are attached to general
education classes, and regular general education classes that incorporate much needed
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skills into them. Classes that are becoming more and more popular in today’s colleges
are linked classes, in which a cohort of students, stay together for their first semester or
first year, in order to take specific linked courses together with the same students who
also are in their other classes (Patton, et.al., 2006, p.14). It is thought that some of the
confidence might be gained if the same cohort of students is together in these classes.

As Coordinator of the First Year Experience Program at Nevada State College, I
suggested offering linked classes two years ago, but the time was not right for all
concerned. At that time, the full time faculty members were not ready to teach the First
Year Experience classes linked to their general education courses. To try to find a
positive solution to this situation, I taught all of the FYE classes and met with the
students for one-hour, weekly classes (as they were one credit courses). I set up an online
component to enrich what happened in the classes that particular week and to discuss a
novel I had assigned to them. I wanted to simulate a Freshman English course and
introduced the novel, Ella Minnow Pea, by Mark Dunn. This novel dealt with the
English language, was written in letters (epistolary novel) and was a perfect novel for
class discussion because of the conflict between its characters. A student asked me why
this class was just like an English class with survival strategies, and I was pleased that he
“got it.” In documents published by the University of South Carolina’s First Year
Experience Program personnel, it was suggested that incoming freshmen should all read a
novel to bring them together as a class so that they can discuss the same topic and feel
more of a part of a group (Ferguson, 2006, p.8). It is important for the freshmen to have
a sense of belonging, and assigning a novel for these incoming freshmen is considered a
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best practice across the nation in the First Year Experience Program. The University of
South Carolina has had over twenty-five years to perfect their University 101 Program
and a wealth of information came out of that University in the area of First Year
Experience (Barefoot, 2000).

Research shows that when linked or themed classes are part of a learning
community, there is more “buy in” for the student. Learning communities are defined by
Shapiro and Levine as predicated on shared learning and experience. The students feel
connected to an important part of the whole and they are described as: “Any one of a
variety of curricular structures that link together several existing courses-or actually
restructure the material entirely-so that students have opportunities for deeper
understanding and integration of the material they are learning, and more interaction with
one another and their teachers as fellow participants in the learning enterprise”
(1999, p. 2).

“Such communities can be organized along curricular lines, common career
interests, avocational interests, residential living areas, and so on. These can be used to
build a sense of group identity, cohesiveness, and uniqueness; to encourage continuity
and the integration of diverse curricular and co-curricular experiences; and to counteract
the isolation that many students feel” (Shapiro & Levine, 1999, p. 3).

“Learning communities have the potential to transform undergraduate education
because they offer alternative models for defining professional roles alongside the
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traditional ones. Today universities and colleges are struggling to adapt to a changing
population of students in a changing social and political environment. As we move from
teaching institutions to learning institutions, traditional faculty roles will change too. In
learning communities, we can see some of the most promising and positive directions for
that change” (Shapiro & Levine, 1999, p. 109).

The key words are in Shapiro and Levine’s (1999) monograph are, “As we move
from teaching institutions to learning institutions.” We now have determined that the
traditional lecture hall does not reach out to non-traditional students who are in college
classes at the present time. If they begin to interact with their professors on a personal
basis, college becomes real to them. When they are just a number or told at orientation
that only a small percentage of them will graduate, the prophecy will come true. The
incentive to be successful is extremely important and it must come from both internal and
external arenas.

Cargill and Kalilkoff believe that “linking courses across the curriculum and
across departments is one way to strengthen writing instruction, build learning
communities, foster student engagement, reduce student attrition, and respond to the
historical assumption in higher education that teaching writing is the exclusive domain of
English departments” (2007, p.9). In the words of a non-traditional student who is in her
first year of college at Nevada State College, [the groups are] “fostering some wonderful
friendships and allowing us not to unknowingly make a predisposed assumption with
regard to our classmates on a personal level with regard to their specific character, which
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has no merit.” (Houser, 2008) What this student is saying is that she came to college as a
non-traditional student who had given up her career in order to teach, and was worried
that she did not fit into the genre of the eighteen-twenty-two year old traditional students.
By enrolling in a themed class with many group activities, she knew that her
preconceived ideas of how she would not fit in were false. She had a close interaction
with her professor, and was able to be a productive member of the cohort.

Getting the faculty teams together to produce linked courses is another important
step in the process. Dufour and Eaker maintain that, “Members of a professional learning
community must be prepared to slosh around together in the mess, to endure temporary
discomfort, to accept uncertainty, to celebrate their discoveries, and to move quickly
beyond their mistakes. They must recognize that even with the most careful planning,
misunderstandings will occur occasionally, uncertainty will prevail, people will resort to
old habits, and things will go wrong. At those moments, they must give one another the
benefit of the doubt, maintain a sense of humor and…demonstrate grace” (1998, p. 283).

In order to plan a linked community in the field of English and other general
education subjects, it is important to begin several months or a year ahead of time and
work together with all those people who are involved in the project. There must be
action research so that everyone will feel more a part of the process. Novick, et. al.
believed it was imperative to remember the following:
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 “Define target areas for change.
 Clarify the current situation to hone in on outcome goals.
 Brainstorm various ways to achieve these outcomes.
 Weigh the costs and benefits of each option.
 Choose the options that will most likely lead to your goals.
 Plan a pilot project to test out your options in detail.
 Implement with care: emphasize training, carry out the effort with
integrity, and monitor the implementation effort.
 Attend to the outcomes of your efforts” (2002, pp. 120-121).

As Novick and his colleagues mentioned, it is important that the linked courses go
through a process where the administration and professors plan all of the details of a
linked community for the freshmen. A tremendous amount of research goes into starting
this program. As Dufour and Eaker so aptly stated, “sloshing around” is important, but
once your research is complete, a firm process is needed. Decisions must be made on
whether certain general education classes will be linked with other general education
classes, or college success courses (FYE) will be linked with general education classes,
or all three will be linked. Professors would plan their syllabi together and determine if
the linked classes will be taught separately, combined (co-teaching), or just offered as a
back-to-back class with similarities in the two independent classes. They will also have to
determine whether the assignments would count for both classes or be just individual
assignments.
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To further explain, in an English composition class and a history class which are
linked together, the history of the era being studied and the particular theme that was
chosen by the professors would drive the historical format. The literature and
composition requirements would be chosen from the timeline and particular theme of the
historical era. For example, if Civil Rights in America were to be studied during the
period after the Civil War to the present time, specific pieces of literature would be
chosen to complement the history being studied. If a research paper were required, the
topic to be researched would be associated with a piece of history that was being studied
in the history class, and the research might contain primary and secondary sources or
memoirs from a period of history. It would also link the literature of the time period and
the theme to an actual historical event. Again, there is a tremendous amount of planning
that goes into these classes and the professors partnering together must be strongly
committed to this concept.

In a linked college success course (typically offered in the first semester of the
freshman year) and an English 101 course, skills that are normally associated with a
college success course would be incorporated into the English class as previously
mentioned. Discussion of a particular novel that is studied in the English class could be
incorporated into the college success course to simulate a general education English
course, as has been suggested by the use of best practices in many colleges at the present
time. The main idea of linking the above is so that the first year students will have more
of a global sense of their education.
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A themed freshmen English 102 class might contain readings and research on
Ancient Greece, and how the beginnings of democracy compare to our present-day
political system. I offered this particular theme in an online class during the past summer
at Nevada State College, and the feedback was very positive (based on students’
reflections and their enthusiasm for their assignments). The students were able to express
their knowledge of how Ancient Greece played an important part in our present day
government and they linked concepts between the two types of government. They wrote
to me in their reflection journals and in their discussion threads and told me that new
vistas had opened up to them, as they had never read the Greek tragedies and comedies in
their high school literature classes. One student thanked me for making her feel “much
more intelligent” because of her understanding of the link between literature and history.

Some topics that I have used in my English classrooms in the form of literature,
debates, composition, and writing across the curriculum, are as follows:
A.

English/History: The differences between the reception the soldiers are
receiving after returning home from Vietnam vs. from Iraq. I have
introduced the U-Tube and other online resources in order to bring upto-date information to the classroom in a venue that the students
understand and appreciate.

B.

English/Biology: Stem cell research for researching cures for particular
diseases – the ethical, moral, and religious debate of whether this is an
appropriate medium.
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C.

English/Sociology/Business: Is Wal-Mart Good for America? We
discussed outsourcing goods and pricing them for affordability.

Fourteen courses and themes will be offered this year at Nevada State College in
the First Year Experience Program. All of the pilot classes offered will be reevaluated
after the data is in at the end of the 2008-2009 academic year. There will be certain
mandatory inclusions in the syllabi for the linked courses so that the data can be
collected. More classes will be added the following year, once it is determined that this
program has been successful.

One aspect of the program that is imperative is that the professors must be
enthusiastic about offering these courses. The professors at Nevada State College are
highly motivated and want the students to succeed. With the enthusiasm of these
professors who are piloting the program and our student body, we hope that the data
collection will show a positive trend for our FYE Program

We must have interactive curricula with practical application in today’s world so
that the education makes sense to the students. The students want to know how the
material learned will help them in their occupation or in their life’s goals. The students
today have to work harder outside of school than in past generations and they want to
make certain that their school work is not done in vain (Jacoby, 2000, p. 5). We do
believe this is a positive way in which the freshmen will gain a sense of pride and
belonging and will continue with us until graduation.
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IDENTIFYING TUTORS’ AND INSTITUTIONS’ PERCEPTIONS OF TUTORS’ ROLES WITHIN
THE INSTITUTES OF TECHNOLOGY AND POLYTECHNIC SECTOR
CHRISTINE PRITCHARD
HEAD OF FACULTY ARTS, COMMERCE & TECHNOLOGY
WESTERN INSTITUTE OF TECHNOLOGY AT TARANAKI
NEW ZEALAND

_____________________________________________________________________________
Abstract
Since 1984 tertiary education institutions have been subject to progressive and far-reaching
change. Much of this change has been shaped by neo-liberalist agendas which espouse
accountability, efficiency, responsiveness, professionalism and managerialism.
This research looks at how these themes have shaped or influenced managerial and tutorial
perceptions of tutors’ operational roles, responsibilities and performance within a selection of
contemporary Institutes of Technology and Polytechnics (ITP) teaching environments.
Analysis of the research identifies that scant or poorly prepared institutional documentation
around tutorial roles and responsibilities has contributed to uncertainty or confusion, and
consequently to individuals adapting their teaching roles to suit themselves.
It has also been identified that managers appointed to the pivotal role of head of school are
stretched in their ability to cope with the demands that are placed on them. This research
suggests that the increasing responsibilities they carry for managing tutorial staff have contributed
to a breakdown in workload planning and performance management processes.
Managers acknowledge that further work needs to be done in defining tutors’ roles,
responsibilities and performance. But such work presupposes the question: how do managers
and tutors perceive tutorial roles in today’s ITP teaching environment?
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IDENTIFYING TUTORS’ AND INSTITUTIONS PERCEPTIONS OF TUTORS’ ROLES WITHIN
THE INSTITUTES OF TECHNOLOGY AND POLYTECHNIC SECTOR
CHRISTINE PRITCHARD
HEAD OF FACULTY ARTS, COMMERCE & TECHNOLOGY
WESTERN INSTITUTE OF TECHNOLOGY AT TARANAKI
NEW ZEALAND

______________________________________________________________________________________
BACKGROUND TO THE STUDY
Since 1984 a continuum of changes has taken place in tertiary education which has resulted in
institutions working to meet targets set by shifting political agendas. Throughout the 1990s many
of these agendas were shaped by neo-liberalist doctrines. This shift to neo-liberalist agendas saw
tertiary education starting to focus on decentralisation and marketism, with tertiary education
institutions (TEIs) becoming more efficient, competitive and accountable in the way they
operated.
The effect of these changed agendas has been far reaching for managers and teaching staff
within TEIs. Common strategic policy directions emerging over the last 20 years espouse
efficiency, accountability, responsiveness, professionalism, and managerialism. Within this
context a question arises as to how – and to what degree – these themes have shaped or
influenced managerial and tutorial perceptions of tutors’ operational roles, responsibilities and
performance within a contemporary tertiary teaching environment.
Managers responding to change
Various authors (Blackmore & Blackwell, 2006; Thrupp, 2005; O’Neill, 2005) identify that
managers have been subject to much change. Olssen (2002) suggests that neo-liberalism has
played a major role in altering management focus. He suggests that managers have become
focused on efficiency, maximising outputs and achieving financial profits; and that they have
become competitive, hierarchical, corporate loyal, audit focused, and now employ a “hard
managerialism” stance (p. 45): hard management meaning hierarchical and imposed
management practices, as opposed to collegial management practices (Trow, 1996).
The introduction of an audit culture led to a perceptible change in workloads. Blackmore &
Blackwell (2006) identify that managers report increased levels of paperwork, and increased
difficulty in simply managing the processes involved, not assisted-in some case- by poorly
developed institutional policies and procedures.
Tutors Responding to Change
A study commissioned by the Higher Education Division of the Department of Education Training
and Youth Affairs in Australia investigated the ways in which academics are responding to
increasingly complex demands on their time and energy. The author Craig McInnis (2000)
identified 15 activities that tutors were expected to undertake which had markedly changed their
roles, namely:
•
•
•
•
•
•
•
•
•
•
•
•

Liaising with administrators
Providing academic support for individual students
Pastoral care of students
Seeking funds to support academic work
Developing course materials for new technologies
Doing own word processing
Participating in marketing and promotional activities
Keeping up to date in subject area
Assisting in mentoring junior staff
Designing on-line materials
Industry liaison
Professional development/gaining higher teaching qualifications
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•
•

Assisting with international student programmes
Off-shore academic work

Similar studies undertaken by Tytherleigh et al. (2005), Ballet et al. (2006) and Smylie (1999)
confirm the results of McInnis and further identify that tutors are suffering high levels of stress and
low job satisfaction. However they also identify that tutors are more likely to express positive work
attitudes towards their work and their institutions when roles are clear and achievable; job tasks
are challenging; managers display supportive leadership styles; and organizational structures
permit them to influence decision making (Tytherleigh et al, 2005).
Much change has been identified in the literature for managers and tutors alike. This then raises
the question, how do tutors and managers perceive the tutor’s role in today’s teaching
environment?
RESEARCH METHODS
Data Collection
In order to obtain the perspectives of managers and tutors, data needed to be collected from two
primary sources: tutors and institutional documents and management personnel
Data was obtained from vocational tutorial staff through:
• A written questionnaire; followed by
• Face-to-face interviews with tutors who were prepared to elaborate on their answers
given in the questionnaire.
Data was obtained from the institutional perspective through:
• A variety of institutional documents. These documents varied between each institution;
followed, if deemed appropriate or necessary, by
• Individual interviews with various management personnel, including three Human
Resource Managers; three Heads of Department; and one Academic Director.
Sampling
It was decided that three ITPs would be chosen in order to provide a representative sample of the
21 ITPs within the sector. The three ITPs chosen were all centred in the North Island of New
Zealand, one situated in a main urban centre and two situated in the regions.
RESULTS
Institution Documentation
The documents given to tutorial staff by each ITP show some commonality of function and intent
but vary markedly in the quality of the content. Overall there was minimal documentation to view,
and such documentation as was available provided – in the main – the generic information
required under employment law, and was not specifically directed at the teaching role.
Updating Institutional Documents
None of the institutions surveyed currently provides updated documentation to tutorial staff about
changing responsibilities beyond the point of initial employment, except in the case of promotion.
In several instances managers identified that position descriptions should be updated on a
regular basis, but noted that this was not occurring (AM1, CM2, BM1).
Orientation
All three ITPs conduct an orientation programme with new employees. These programmes are
generally one day in duration and provide general employment information on issues such as
institutional structure, policies and procedures, human resource (HR) management, health and
safety requirements and general employment matters. None of the orientation programmes
addresses specific teaching roles and responsibilities. Induction checklists indicate that
discussion of these issues should take place within the teaching departments, and that in the
main the responsibility falls to the Head of Department.
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Association of Staff in Tertiary Education (ASTE) Documents
All three institutions surveyed give new tutors who elect to join the union (ASTE) a copy of the
union’s employment agreement. Duties around the teaching role are similar to the duties listed in
institutional documents.
Managers Discussing the Tutorial Role
No manager interviewed, however, was comfortable with the manner in which he or she is
currently articulating roles and performance expectations, or undertaking workload planning and
performance reviews.
1
AM1 stated that:

Each centre (department) is doing its own thing, and all doing different things…we know
there’s a gap in getting tutors prepared and ready for teaching…we try and use a buddy
system but people are so busy it doesn’t work well…what’s needed is a good induction
system, better recruitment, leadership prepared to set expectations, give better feedback,
use peer review, have clear KPIs, plan performance and follow through with initiatives.
The Terms and Conditions of the Employment Agreement are being rewritten. They must
be totally rehashed.
AM2 admitted that:
We all know there’s a gap in expectations. There always is between any employer…I’m
so busy that I don’t get time to do all the tasks well…I delegate to others but can’t be sure
things get done or to what standard.
Frustrations and Concerns from Managers’ Perspectives
Managers at all three ITPs reported frustrations and concerns around tutor attitudes and
performance.
AM1 reported that:
Many of the older tutorial staff appear to be struggling with the new generation of
students and to do all the things expected of academics today…they are not
flexible…they haven’t grown into academics but just stayed teachers of their
trade…arrogant attitudes…not wanting to engage fully with students and not wanting to
be compliant with institute rules and regulations.
AM2 identified that concerns are bound up with tutorial staff having a lot of freedom:
Teaching is like no other job…tutors get a lot of freedom and autonomy… the longer they
are in an institute the more set in their ways they seem to become. There’s an
arrogance…done CAT [Certificate in Adult Teaching] so I’ve learnt it all…need to focus
on ongoing training and development.

1

The three ITPs chosen for this research are designated Institution A, B and C respectively; and the managers from each
ITP are designated Manager (M) 1, 2 and 3.
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CM3 suggested:
Managers also reported that “blame” could not be aimed solely at tutors, and that
managers themselves also had to accept responsibility.
AM1 reported that:
Management feel tutors get away with being too cruisy but really it all comes back to
quality of management. It’s an institutional problem. Financial burdens, cutting costs,
people overworked with all the cost cutting. At present we have all the wrong drivers. It
needs to change.
Concern was expressed around constantly changing government agendas and the effect this was
having on management as well as on tutors.
AM1 stated that:
Political drivers are seeing too much constant change to allow change to become
embedded.
Tutors’ Perspectives of the Tutorial Role
When asked how they came to learn about their role and the responsibilities the institution
expected of them, tutors’ answers varied widely.
Learnt by observation of other tutors, attending CAT [Certificate in Adult Teaching],
responsibilities as outlined in the job description when I started teaching, and attending
2
short courses (D7) …teaching is a huge learning curve. Learn as you go (C7)…asked
other tutors (D7)…co-workers (D5)….No formal information given apart from job
description (D4)...told at the interview (A1)….Advisory Committee helped me (A6)…I was
thrown in the deep end. Told where I was to teach, but didn’t have a desk or no induction
or protocol whatsoever (A4)…from programme leader (A2)...job profile and team leader.
Mainly feeling my way. Didn’t really know what was involved. Had three bosses in one
year. Very confusing. No real description of role (B3)…asking questions at my job
interview and going through my job description (B1)…(C1) [answering with what he
called] the laughter of insanity [and saying] no training, learnt by just being in the
environment…trial and error and close contact with industry (C3)…by chatting with other
people in the hallway (C7)...like I learnt hairdressing, by looking, watching , role models
and an unofficial mentor (C5).
Respondents spoke of orientation and induction saying:
It helped (C6)…it left me confused. Too much too quickly (C1)…induction and orientation
was reasonably terrifying. Not the best start (C4)…induction after I had been here for
several years (D5)…induction, and then thrown in the deep end (B2)…induction was
boring. It was the longest five hours of my life. I didn’t want people to ask questions so it
would end quicker (B1).

2

²
“A”, “B” and “C” refer to tutors from Institutions A, B and C respectively. “D” refers to a tutor from an unidentified
institution among these three, who completed the questionnaire but declined to take part in the follow-up interview. The
numbers “1”, “2”, “3” etc. following, designate the particular tutor from the institution named as A, B, C or D.
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When asked to outline the main elements and tasks of the teaching role, respondents answered:
To teach practical and theory to students (B1)…to assist and develop student learning in
a professional environment. Help develop skills practical and theory to set them on the
stage locally and internationally to succeed (B5)…to teach students, moderation, role is
growing, more and more (B3)…teach, support new staff, prepare and write some
resources and assessment materials. Marking of course work and assessments. Role as
programme co-coordinator and motivate students (C6)…teach, assess, organise work
experience, pastoral care, check attendance, do timetables, on retention committee, a bit
of marketing (C4).
Issues around workload planning drew concerned responses from respondents:
My work is not managed. It should be the team leader. No observations either (B6)…we
have plans but there’s no follow up to see it’s been done (B4)…no plan, just do what I’m
told (A3)…team leader does plan. Teach 22 hours per week and have one day in the
office (A5)….Team leader and HOC do my plan (A2)…I have workload units but there’s
no follow through by manager (C1)….I do plans for staff. I teach 24 hours per week and
do co-ordination. It’s a huge workload (B2)…need a better system in place than present.
Don’t know what they expect of us (B3)…workload issues are huge. Staff are being
expected to teach in areas where they have no skill and with little preparation time
(C3)…workload units are the same year to year. They are not reviewed (C2).
Issues of Concern to tutors -Frustrations and Constant Change
Two issues – frustration and constant change – were identified by respondents as of prime
concern in their working environment. Frustration arose primarily through poor planning by both
tutors and managers and unknown expectations of managers:
Teaching is moved around a lot (B6)…too much confusion (B3)…need clarification of the
teaching role. What’s expected, what the priorities are, and the order of priorities
(B6)...part timers are expected to do more than they are paid for (B3)…priority seems to
be on administration. Students are supposed to be first but admin is (B3)….MITO
expectations are different to the institute’s (B2)…paperwork and bureaucracy is huge.
New tutors are really struggling (B2)…programme changes, I need lots of help (B4)…had
five bosses in one year, that was huge (B4)….I’ve stopped going to meetings, it’s too
time consuming (B5)…too much paperwork (B5)…I thought it was a 9-5 job. It’s not. I
have to do lots at home (B1)…managers are wanting more and more but it’s often not
clear what they are wanting (C1)…managers often don’t know what’s going on in the
classroom, they lose touch with the coalface (C5)….HITO direct us. We are more likely to
do what they say [than what the institution requires] (C5)…never thanked for what I do.
No credit for good work (C3)….QMS is worked out by administrators who don’t know how
things work in practice (C3)…been a big increase in part-time staff to save costs. Part
timers put a lot of pressure on full-time tutors. Part timers don’t contribute to the wellbeing
of the institute (C3)….Difficult to get more staff (C6)…pay not enough for what I do
(C7)…difficult to get good teaching staff (B4)…not easy to get good teaching staff (B2).
Constant change was identified as problematic, and many staff reported stress and frustration in
attempting to keep pace with the changes:
There’s a lot more admin and emphasis on quality (A7)…now expected to do marketing
which is over and above a normal week (A4)…role now completely different. Students
are different. It’s not just standing in front of class (B1)…unit standards changed
everything considerably. Now everything has gone into little boxes (B2)…less teaching
time now. The changes aren’t benefiting students (B2)…I’m more a facilitator than
teacher now (C3)…less teaching time now. Students used to get 30 hours per week, now
they get less than 20 (C3)…big changes with technology, computers and software
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(C6)…a lot more pastoral care today. Student expectations are a lot higher. They expect
higher education, and want to have a personal life around study (C6)…managers want
more, a lot more paperwork, a lot more admin (C1)…more financial pressures (C2)…now
got moderation, policies and procedures to follow (C2)…managers expect bums on seats
(C5)…blended learning, less structured teaching but pastoral care gets bigger (C5)….eLearning and cross-institute teaching of subjects, we just have to go with it (A4)…eLearning. Management have rosy glasses about this. If they read what is coming out of
the [United] States they would learn it’s not all it’s cracked up to be (C3)…more changes.
God! I hope not. I don’t know whether I am Arthur or Martha half the time (B3)…big jump
in international students (A2)…cross-institute teaching a concern. The literature says it
doesn’t work (A7)…stress over the pace of change (B2)…there will be no changes if I
can help it (B2).
Summation
Generally, the tone of tutors’ answers in both the questionnaires and the interviews was one of
concern around their roles and responsibilities.
DISCUSSION
As data from the research was analysed, key themes relating to the research objectives began to
emerge.
Two key themes stood out from the data, namely:
• Poorly defined and documented roles and responsibilities of tutors.
• Workload planning and performance management issues.
1) Poorly Defined and Documented Roles and Responsibilities of Tutors
THE

MANAGERIAL PERSPECTIVE

Managers from all three ITPs expressed dissatisfaction with the manner in which they are
currently defining and documenting tutors’ roles and responsibilities. It was clear that work
needed to be undertaken to improve the quality of documentation distributed to tutorial staff.
Managers concluded that pressures within the institution were not allowing this much-needed
work to occur. As Knight and Trowler (2001) and Olssen (2002) suggest, managers are distracted
with a hierarchy of priorities in undertaking their work. As managers in this research identified,
however, by not undertaking the work of improving the quality of information available to teaching
staff, gaps were developing in the way tutors perceived the teaching role and the outcomes
expected to be achieved. These gaps, managers suggest, may be leading to inefficient teaching
within the institution.
As institutions did not provide ongoing training on role responsibilities throughout tutors’ teaching
careers, it was difficult to identify how individuals learnt of changing institutional expectations.
This situation may explain why some tutorial staff perceive the teaching role differently from that
of their managers.
There did not appear to be documented policies and processes around induction and orientation
within teaching departments, although institutional documents identified that the department is
where tutor specific information is delivered.
In supporting the current system within institutions, Trowler & Knight (2000) indicate that it is
within teaching departments that the day-to-day practices and expected standards are set. It
appears that institutions have the correct theory to support the models currently employed, but
that modifications should be undertaken at both institutional and departmental levels to enhance
outcomes.
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THE TUTORIAL PERSPECTIVE
Interestingly when the data was compared, tutors expressed similar concerns as managers over
gaining a clear understanding of their roles and responsibilities, and identified poor
documentation as a contributing factor. They considered that the process of integrating a new
tutor into tertiary teaching through current orientation and induction programmes was not well
thought through.
Tutor respondents suggested that they relied on their position description or contract to gain an
understanding of the responsibilities expected of them. A number of tutors who have been
employed for many years in ITPs suggested that the failure of managers to update these
documents indicated poor performance in HR matters by the institution concerned.
When discussing responsibilities, the overwhelming issue was not what tutors were being asked
to do, rather how much they were expected to do.
Harman (2000) in supporting the findings of this research, indicates that time spent on activities
around teaching – such as administration, working on committees, student care and community
consultation – has increased significantly since the late 1970s. Harman also suggests that many
tutors resent these activities and see them as being intrusive on – and detracting from – their
teaching, which they identify as their core responsibility.

2) Workload Planning and Tutor Performance
The responses from all three ITPs surveyed showed that the pivotal role of staff management
resided with the Head of Centre/School, who was expected to undertake teaching specific
orientation, plan workloads and manage the performance of individual tutors. Unfortunately as
Lick (2002) identifies, some institutions have been slow to restructure roles, functions and
responsibilities; and this situation has resulted in some managers carrying high workloads.
Rationalisation of staffing resources and restructuring have further exacerbated this situation, to
the extent that many Heads of School believe they simply do not have time to undertake all the
duties expected of them. Delegation of workload planning to line managers was often the
suggested action to address this issue.
Kyvik (2000) indicates that institutions world-wide are struggling to identify models of workload
planning for efficient employment of teaching staff. Given the diversity of outcomes that
individuals are expected to achieve within the tutorial role, Kyvik explains that it can prove
problematic to come up with a one-size-fits-all model for allocating equitable workloads.
A prime concern of managers was tutors’ fixed ideas on their teaching role. This concern was
mainly directed at tutors who had been teaching for some period of time. Managers identified that
the teaching role had changed, but that all too often tutors had not adapted along with these
changes.
Diamond (2002) and Sarath (2005) suggest that cultural change is difficult to accomplish in some
institutions because of the deeply entrenched assumptions that pervade the academic world. As
previously noted, when conflict arises between maintaining an institution’s current culture and
changing to a new way of doing things, generally the current culture will prevail (Connor, 1993).
Tertiary education needs to embrace cultural change, however, if it is to meet future challenges.
An answer may lie in the thoughts articulated by CM2:
We need to stay focused on the core business, why we are here and what we are doing.
Managers and tutors need to do their best for every student.
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But a more immediate answer lies in institutions updating documentation held by staff that
identifies their responsibilities; reinforcing these responsibilities; and looking to ongoing
development of tutors when undertaking workload planning. Initiatives such as these are all part
of what Bateson (1972) refers to in suggesting that institutions must adapt to a new way of doing
business – being prepared to “change gears” and not return to the way things were – and show a
commitment to transforming to a new model.
If, as previously suggested, it is the role of the Head of School/Centre to manage the workload of
teaching staff, then the role of these Heads needs careful consideration. Managers in Head of
School/Centre roles identified that high workloads and associated expectations often require
them to delegate responsibilities to others; however, they also suggested that it is not always
possible to be certain that this work is completed to the expected standard.
It appears that the challenge for institutions is to have internal structures that clearly identify the
staff members to whom the work is delegated; further, that these employees receive adequate
training and a realistic time allowance to undertake and complete the tasks expected of them.
Duke (2002) confirms that good management requires delegation and trust. All staff must be clear
about reporting lines, and where the responsibility for workload management actually resides.
The findings of this research show that these issues have not been well dealt with, and that gaps
have been allowed to develop.
Summary
It is difficult to identify how institutions can find a way to lessen the pressures that individuals at all
levels in tertiary education are experiencing. Government agendas suggest that more changes
are yet to come; and frustrations often arise when there is no common understanding of the end
goal or desired outcome of these changes. This research indicates that gaps have developed in
both managers’ and tutors’ understanding of tutors’ roles and responsibilities, which in turn have
increased frustrations and led to poor job satisfaction amongst some teaching staff.
CONCLUSIONS AND RECOMMENDATIONS
Conclusions
Convergence/Divergence of Institutions’ and Tutors’ Expectations
The research findings identify that convergence of views occurs in that ITP tutors and managers
have a common understanding around the expectation that tutors are employed primarily to teach
and undertake duties immediately associated with the teaching role. Divergence in expectations
occurs over the interpretation of duties more widely associated with the teaching role.
Tutors highlighted issues with the volume of work expected of them. Although there is general
agreement between managers and tutors as to expected timetabled teaching and duty hours,
there appears to be disagreement as to the amount of work that a tutor can reasonably undertake
within those hours. Although goodwill exists, tutors are beginning to feel compromised as
managers push them to work both harder and smarter.
As identified previously institutional documents broadly outline expectations of tutors’ roles and
responsibilities in relation to institutional requirements. These documents do not go far enough,
however, in explaining the scope of each component; how these components are to be achieved;
and how a tutor can assess whether or not the outcomes have been successfully achieved. This
research highlights that there is a vast gap insofar as institutional documents do not carry
sufficient detail for tutors to comprehend the scope of their roles and responsibilities. As a result it
appears that in some instances tutors have adapted the teaching role to suit themselves or to
align with their understanding of the role (often from past experiences). Tutors who have been
employed over many years do not always appear to have adjusted their understanding of the
teaching role as their ITPs have undergone significant change.
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Ongoing expectations of a tutor’s role and responsibilities should ideally be conveyed through
robust workload planning and performance management systems. A divergence in expectations
was again apparent due to the poor systems currently employed to manage these aspects of
academic life. Managers and tutors both expressed dissatisfaction (convergence) with the way
these systems are currently working, but for differing reasons (divergence). Tutors explained that
although there were workload plans in place, there was often no follow-up to assess the
performance outcomes, leading to thwarted or inconclusive expectations. Managers, on the other
hand, cited critically high workloads which prevented them discharging all the responsibilities
expected of them. This research identifies that current work overload for Heads of School
appears to be eroding critical processes within ITPs.
Delegation of work to line managers is occurring but appears in some instances to be haphazard
in nature, leaving teaching staff confused as to who is managing what. This situation is allowing
chasms to appear; and in the case of workload and performance management, follow-up of
processes in place is failing to occur. Teaching staff are left uncertain and confused as to whether
they are actually achieving the optimum outcomes set by their managers.
Recommendations
If teaching staff are to meet the challenges that are currently facing them in this ever-changing
environment then work must be undertaken to align management and tutors expectations of the
tutors’ role. This research proposes seven recommendations which are derived from the findings.
They are:
1. ITPs need to commence work in documenting to a much more planned and focused
degree, their expectations of tutors’ roles and responsibilities. Key responsibilities need to
be clearly assigned; expected outcomes must be clarified; and indicators on how tutors
can gauge that they are successful need to be identified.
2. With the call for TEIs in the current tertiary environment to work collaboratively, detailing
the expectations of tutors’ roles and responsibilities has potential as a collaborative
project across the ITP sector. ASTE could also be involved, as commonality and
uniformity of expectations need to be maintained in relation to union Agreements. There
must be congruence between the provisions of these Agreements and those espoused
by the ITP sector.
3. There is potential for a similar collaborative arrangement between ITPs around workload
planning and workload management. Processes around these issues are causing
concern across all three ITPs that took part in this research, and it appears to be difficult
to devise a theoretical model that also works in practice. An electronic workload planning
tool needs to be developed which is able to calculate equitable workload which
incorporates the wide-ranging activities of teaching staff.
4. Orientation processes are not meeting the immediate requirements of new teaching staff
in terms of imparting a clear understanding of their roles and responsibilities. These
processes need to be rethought and modified so as to meet the “must knows” at tutors’
early stages of employment, as well as to support their evolving and expanded
knowledge base over time. Flexible, on-line programmes should be considered which
would allow tutors to engage at times that align with their developmental needs. Both
institution wide and department specific orientation information could be conveyed by
flexible means, and supported by mentoring programmes within departments.
5. The reported volume of work expected of tutors is concerning. Research into
understanding the day-to-day working life of a tutor is vital if the claims of overwork are to
be quantified and tested for validation.
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6. Heads of School appear to be experiencing a crisis in workload management. If work is
to be delegated it must be on a formalised basis with intra-institutional awareness and
endorsement of where – and with whom – these delegated responsibilities lie. Training
should be considered for Heads of School so that commonality of institutional
expectations is evident across the ITP. As tutors are expected to undergo training to
improve their knowledge and skills, there should be a corresponding expectation of their
managers.
7. Lastly, institutions need to review the rigour attached to processes around the
employment of individuals into teaching roles. If, as suggested, the quality of individuals
presenting for teaching roles is being questioned then institutions need to rethink current
processes. They need clearly to define the capabilities, knowledge, skills and personal
attributes required of teaching staff, and not compromise their decisions if suitable staff
prove hard to find.
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Perceived Self-efficacy of Future Engineers in Their Oral Communication Ability in
English
Good communication skills are essential to someone’s job performance. Employers are
now emphasizing that success as an engineer required more than simply strong technical
capabilities; among the skills that are also needed is communication. And one of the most
important languages of communication in this globalization era is English. Thus, it is
very important for future engineers to be able to communicate well in English.
Self efficacy refers to an individual’s belief that he or she is capable of performing a task
(Robbins and Judge, 2007). A strong sense of efficacy enhances one’s accomplishment
and personal well-being in many ways. Since communication is a very important skill
and sought after by employers, it is vital to know the efficacy of the future graduates so
as to ensure that they will step into the real world with the right foot. This paper discusses
the perceived self-efficacy of 157 final year engineering students in their ability to
communicate in English. A set of questionnaires were designed to access the self-efficacy
perceptions of the students. The study will look into three underlying factors that
contribute to the students’ perceptions, their aptitude, aspirations and attitude. The
implications of the findings to employment will be discussed.
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Lessons Learned From Student Teachers’ Journals
In theTESOL Master’s Seminar
Fall 2007 /Spring 2008
Lucia Buttaro, Ph.D.
Introduction
I am an Adelphi University student teacher supervisor. I have been doing this for
a whole year (fall of 2007 and spring of 2008), and I would like to discuss the lessons
that I have learned by working with these teacher candidates in the schools throughout
Long Island, Brooklyn, Queens, The Bronx, and Manhattan.
My role for the past year has been that of a liaison between the school where
student teaching is taking place and the university that is sponsoring the experience. I
was/am ultimately responsible for recommending the student teacher for certification. As
a University Supervisor, I served as a public relations agent and was the only person from
the university to work directly with the schools. An additional responsibility of the
university supervisor is to provide interpretation of the university program to student
teachers. This involves visiting the student teacher in the school, conducting seminars,
and conferring with principals and cooperating teachers. Seminars in which the fall and
spring group gathered for discussion with me provided a high level of comfort to the
student teacher and offered the group an excellent opportunity to exchange materials and
ideas.
I guided these student teachers through the development and use of teaching
skills. The one-on-one relationship between me and them presented an ideal teaching
atmosphere; the unique problems faced by each student teacher was considered and
suitable courses of action were prescribed. My role was primarily of evaluator during the
supervisory visits. I visited each participant four times (once a month) for the duration of
the semester. My trouble shooting role was evident. I served as an intermediary in
situations that arose between student teachers and cooperating teachers. Because many
student teachers faced difficulties, they felt free to confide in me, who by virtue of my
position, kept confidences. I did, however, discuss with them my intention to write an
article about their experiences and that I would keep their names confidential. They all
agreed to give me permission to share their experiences. My area of expertise is second
language acquisition, bilingual education, multicultural diversity and Spanish
methodology at the secondary level. I was recognized and used as a professional resource
during student teaching both in and outside the class. One of the most important tasks that
I had was to ensure close communication and getting all persons involved to give their
best efforts in providing a successful learning experience for the student teacher.
Abstract
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The purpose of any student teaching program is to provide a situation in which
real students learn and practice varied techniques of teaching while working with “real
students” under the direction of a certified teacher in a public or private school. The
length of the student teaching at Adelphi University is one semester in which they work
for a total of 480 hours, 240 hours in the first placement and then another 240 hours in
their second placement. The actual placement of student teachers is done through a
cooperative arrangement between the university and the school district, resulting in a
placement that meets the needs of that particular student teacher as closely as possible.
The director of student teaching at the university meets with designated individual
representing the school district and reviews the individual applications, and then works
with the teachers at the school district who have been designated as appropriate for the
role of cooperating teacher. The next step in the placement is to request that the principal
at the school review the application and discuss with the cooperating teacher the
likelihood of accepting that student teacher. If all parties agree, then the student teacher is
notified and encouraged to visit the classroom to become accustomed to the setting.

Methodology:
I had a total of six students to supervise in the fall of 2007 and eight in the spring of
2008. I had to supervise each one for a total of four times, twice in each placement. We
also met once a week for student teaching seminar. Part of the class assignment was to
write a weekly journal where the student teachers had to tell me the following:
1)
2)
3)
4)
5)
6)

Things I have done well this week that helped students learn.
Thoughts I have had this week.
Feelings I have had this week.
One important thing I learned this week.
Things I want to remember to do in the future to help students learn.
Things my university supervisor should know.

I sifted through all the journals to see if I could find any commonalities and / or
similarities. I triangulated the journals with the school visits, the weekly seminars and the
post observations/conferences that took place after their observations. The following
paragraphs illustrate what we, as university supervisors, need to bring to the seminars in
the future.
Starting on the right foot
The atmosphere at every school is quite different. In most schools, student
teachers receive a warm welcome from the staff, but, if a cooperating teacher is assigned
a student teacher without having the opportunity to volunteer for the assignment,
problems can result that affect the student teacher. Normally, the cooperating teacher is
quite eager to have the opportunity to work with a student teacher who will bring fresh
ideas into the classroom. Student teachers began by wondering if they would be able to
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complete the assignment satisfactorily. Many of those with whom I have worked
expressed suffering from insomnia, and not sleeping at all the night prior to my visit for
supervision. The possibility of failure is real, and it does exist. Some of the questions that
appeared quite frequently in their journals were: Will I perform satisfactorily for my
cooperating teacher? Will we have a personality conflict? Will I be able to be myself, or
must I become a clone of my cooperating teacher? Will I be able to control a classroom
full of students? Will my cooperating teacher assist me in filling in the gaps? Will the
pupils accept me as a teacher or see me as a student?
The cooperating teacher also has questions, especially if this is her/his first
student teacher. Will the student teacher be critical of my teaching? Will I perform as a
satisfactory cooperating teacher? Will I be able to turn over my class to a student teacher?
How will my pupils feel about having another adult in the classroom? How will I get
along with my student teacher? Will the student teacher be competent enough to work
with my class? How will I get along with the university supervisor?
Prior to their assignment, we met as a group to discuss crucial issues for survival.
The decision to become a professional educator carries with it the responsibility to appear
professional both in appearance and in habits. Dress and physical appearance are
important when working in a teaching role. Subject matter and classroom equipment
often dictate types of clothing student teachers should wear. Female kindergarten student
teachers discovered that wearing a skirt or dress was impractical. I made sure that student
teachers understood the importance of the personal impression that they make on all
those who see them; such as faculty, staff, students, administrators of the school and the
parents of the school’s students. Punctuality and attendance are also important.
When it comes to second language acquisition, it is critical that student teachers
not only get to know the community but also the kinds of homes their students come
from. This information will aid them in their understanding of why some children get
sleepy around midmorning and why the school may have a breakfast program. A drive
through the community is a good beginning. A visit to the grocery store, drugstores, and
gas stations is a good way to get a reference point on the culture of the students who
attend that school. The fall of 2007 and the spring of 2008 group had similar questions
and concerns that kept coming up in their journals week after week. That is why I felt it
was important for them to keep a weekly journal with guiding questions for them to
answer. This was a good way to keep track of their questions and concerns.
Who are all these people: faculty, staff, students and administration:
Becoming acquainted with everyone is a wise move for the student teacher.
Knowing the characteristics and qualities of everyone who works at the school will make
the student teacher feel at home and also know who to turn to if he/she needs something.
Getting to know administration can be very helpful in the job hunting process. The
student teacher should use every opportunity to meet and talk with other faculty members
from the first day of observation until the last day of the assignment. Additionally,
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knowing the name of the school secretary, the counselor, the nurse and the custodian,
teacher aides and para professionals is a valuable professional practice.
At a minimum, student teachers had students of both sexes from various
economic levels. Some of these students also had disabilities. Most schools have a
population variety from several races, ethnic groups, and countries of family origin. Most
classrooms showed a rich cross section of different skin tones, different hair and facial
characteristics, different styles of clothing and a variety of psychological characteristics.
Many teachers felt they needed to learn a great deal more to function effectively
with different kinds of individuals. They learned to keep in mind that the most essential
element and the key to success with each student were to relate to each one individually.
All other differences mattered little if a real desire to work together for the benefit of the
student was expressed by the student teacher to each individual student. This expression
took the form of patience that was gained throughout the semester, body language, use of
eyes in communication and facial expression. Student teachers learned that a smile can go
a long way when languages are incompatible. It was important to keep in mind that the
purpose of the school and the student teacher’s relationship was for the purpose to
educate children, to take them from where they were and move them forward in the skills
of living, working, studying and getting along with others in order to make their lives
better according to their own definitions of what is better. Many times teachers were
frustrated because students from culturally and linguistically diverse backgrounds were
not making the same progress as other students. Throughout the semester they learned
that those students were making far more progress because of their point of beginning,
the amount of translation they had to use, and the kinds of feelings they had to deal with
as they worked on their school assignments.
Student teachers used differences among students as instructional assessment. The
music, art, customs, food, dances, styles of clothing and folklore of the different cultures
within a class generated many approaches to learning. When information about these
exciting differences was used, the subjects in the curriculum were more exciting for all
students. Language arts was a natural subject for examining cultures: writing story
telling, listening, reading. Library research and even spelling was involved in studying
different cultures. Any subject in the curriculum could be related in this way; it all
required creativity and appreciation of differences.
The differences in the cultures tended to stimulate students into their own
research, whether that took the form of interviewing older people or spending more time
in the library or on the Internet looking up specific topics. These differences were a
source of rich, available educational activity. Student teachers enlisted the parents and
other family members of students from culturally diverse backgrounds to come to the
school for presentations, interviews and cultural reviews.
Familiarizing oneself with school property, policies and students
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In elementary settings, it is important to know where to deliver or pick up
students for art, music and other special classes. When and where students arrive and
depart on the school buses must be understood; where students are delivered can often be
quite different from where they are picked up. Student teachers must also know what the
procedures are for rainy day or snowy day schedules together with fire drills and other
emergencies. Student teachers assigned to middle or high schools might be assigned hall
duty.
It is important to obtain from the cooperating teacher or the secretary school
district policies and read them carefully. Student teachers need to understand that state
laws pertaining to education are translated into rules by the state department of education.
Urban districts have rules that are different from suburban or rural districts. The student
teacher should become familiar with specific school rules relating to student behavior,
parental interactions, governance of the school faculty and school board issues that may
affect the school, the faculty or the community. One rule that many of my student
teachers were not aware of and almost got them into trouble was the role of
photographing or videotaping students without their parents’ written permission.
One of the major concerns of the student teacher was classroom control. It was a
shock for most student teachers to realize that soon they would be in charge of the
discipline of the entire class. One of the mistakes that I encountered was student teachers
not distinguishing between teaching students and “making friends” with the students and
many times not having the knack of handling the entire group. Until the student teacher
gains self confidence and more knowledge about the group, it is necessary to begin
working with individual students and small groups. The following are some personal and
professional qualities that the student teacher should attempt to refine during the
placement in the classroom:
1) A desire for fairness to all students
2) A respect for all students regardless of ethnic, cultural and socioeconomic
background or state of health.
3) The desire to be a good role model for the students and to help them in
developing their own positive self-image.
School referral services:
The guidance departments of various schools offer a variety of services to
children and youth. The variety of services available depends on the financial capability
of the school district and the cooperativeness of local public health officials. In addition
to the school district offering services, communities frequently offer assistance through
community mental health, pregnancy consultation services and the division of youth
services. Some schools have school nurses and immediate referrals can be made when
needed. Under no circumstances should a student teacher administer medication to a
student. This ruling applies to all medication, including aspiring as some students are
allergic to aspirin.
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Family problems of students are another area of concern to the student teacher.
Traumatic experiences in their family lives can affect their performance in the classroom
to a great extent. The student teacher should be aware of such possibilities and develop
special patience and consideration for those students whose home lives are in upheaval.
These students need special counseling. Care should be taken to remain objective yet
kind and supportive. Students can have life altering experiences and sometimes have no
one but a teacher with whom to discuss their problems. Experiences such as a death or
separation in the family, being witness to an accident or a crime, being victim of a crime,
being a victim of abuse in the home, or poverty can permanently damage a student’s self
image and ability to work successfully at school.
Referral for dental needs are sometimes more difficult to discover. Unexplained
changes in behavior, a droopy head, unusual grouchiness, and general inattentiveness
may indicate some otherwise hidden dental-related pain or illness. Mental health
problems are usually handled differently. Keeping a daily log of the behavior of the
student helps in explaining the problem to the referral professional. Such a record is
frequently required to initiate a referral to a psychologist. Student teachers should know
about child abuse and how to recognize it. Suspected abuse victims must be referred to
the proper authorities. Some students are irritable and disgruntled because they are
hungry. Free lunch programs and food stamps for the families of such students should be
investigated.
Observations:
It is advantageous for student teachers to observe in classrooms of different
subjects and different ages in order to maintain an objective assessment of the classroom
situation. Two things must be taken into consideration when doing an observation: one is
the schedule of the observations which should be arranged with the cooperating teacher.
The second is to determine what to look for in the individual classrooms. Students
usually think that teachers have eyes on the backs of their heads. Student teachers must
learn this trait. Through peripheral vision or through sound cues learned from various
students, teachers know what is happening in the back of the room even though they are
not looking in that direction. By observing other teachers, student teachers can develop
this trait. Student teachers also get to see what kind of interaction goes on in the
classroom. There are student-student interactions, student-teacher interactions and
teacher-other person interactions. Student teachers should be able to adjust to the
intensity of an interaction on both part of the of the student and of the teacher (or
whoever the involved parties happen to be).
It is important to be aware of the physical logistics of the classroom including
awareness, such as the management of physical objects in the classroom (desks, the
seating of students, the lighting in the room, etc.). Student teachers should be aware of
the following:
•
•

location of pencil sharpener
order that the teacher has for students to go and sharpen pencils
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•
•
•
•
•
•

location of trash basket
location of teacher’s desk in relation to students’ desks
ventilation system (hot/cold)
adjustment of lighting
amount of free movement allowed in room
emotional climate and styles of rapport

Student teacher evaluation and record keeping
Paranoia is the condition that student teachers develop when they feel everyone is
watching them. Time was spent at the university at the beginning of the term discussing
the evaluation forms and to discuss the criteria for successful completion of the student
teaching. Direction at this stage of the professional training is imperative for the student
teacher. Midterm and final evaluation forms are completed by the cooperating teacher.
The university supervisor routinely completes an evaluation form after every visit, two in
the first setting and another two at the second setting. Student teachers get copies of these
evaluations. Usually, general topics such as professional manner, classroom management,
lesson preparation, and presentation ability are cited on these observation forms and
space is provided to discuss this report with the university supervisor following the
observation. A final evaluation is also done by the university supervisor, and this includes
a comprehensive assessment of the probability of success of the student teacher as a
teacher.
It is very important for the student teacher to have a positive attitude about
evaluations. A few have found it very difficult to accept criticism. This is a very
immature response. One of the major purposes of student teaching is growth in teaching
competencies, and this can not take place without constructive criticism. Most student
teachers want feedback. An important part of the evaluation of student teachers is the
ability to handle the evaluation of the students in their classes. The interest shown and
ability to work with grading procedures, student progress folders, and other aspects of
student’s evaluation are true indicators of teaching potential. The cumulative record for
the student teaching experience is the portfolio. A copy of all observation records and all
evaluations should be included in the portfolio. Examples of unit and lesson
development, tests developed, photographs of bulletin boards, and evaluative and
assessment measures that the student teacher has used during the semester should be
included. At the end of the semester, the student teacher’s portfolio will hold ample
evidence of his/her performance in the classroom.
Student teachers are responsible for certain forms and reports that must be
completed and returned promptly. It has been stated by the student teachers whom I was
supervising that they disliked record keeping. Even though they consider it a necessary
task, they felt it was an unproductive aspect of accountability (Charles, 1983). Many
student teachers reported that the whole idea of record keeping was not discussed during
their university work, and they were quite shocked at the variety and amount of
paperwork required of a classroom teacher.
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Good records are valuable to teachers in many ways. They provide information
about academic instructional levels, specific strengths and weaknesses, progress that has
occurred in the various subject areas, social behavior and future plans for individual
students. Formats for keeping good records easily include objectives, progress forms,
graphs to show progress, work samples, and individual student folders in which to keep
the forms and samples (Charles, 1983).
Competency in subject matter should be expected of all student teachers.
Knowledge of subject matter is reflected in areas such as effective lessons, success of
students, and recognition of various levels of abilities among students. Most problems
encountered during student teaching, however, have been found to be in the area of
interpersonal relations rather than subject matter adequacy. Student teachers should use
methods and materials that are consistent with the philosophy of the school in which they
are student teaching. The student teacher’s role also includes organizing noninstructional
activities for students, such as assembly programs, field trips, and student clubs, and a
myriad of record-keeping activates used both for assessment and administration purposes.

How to help the ELL student learn
The objective of schooling is learning. Learning is separate but related to
teaching. Excellent teaching can take place without any learning at all occurring, and
learning can occur without any deliberate teaching taking place. It is more important to
study learning than to study teaching, unless you understand that teaching is the
facilitation of learning. Social learning is accomplished by example and imitation.
Academic learning, on the other hand, is not as easily accomplished. A wider variety and
greater depth of skills and information exist for the student in academic studies.
Educators calculate the extension and depth of any subject to be covered by their
classroom students in specific levels; this curricula is apportioned by the grade level or
subject teacher. After the initial benchmarks are established – sometimes by state
departments of education and sometimes by school districts – learning themes, annual
plans, and semester, unit, and lesson plans are prepared and adapted for particular classes
or grade levels.
Some stages of learning that students went through with my student teachers
included attraction, interest, motivation, and possession. Students are initially attracted;
this attraction causes some interest to develop; this interest causes motivation, and, if the
motivation is strong enough, each student will work to possess the knowledge or skill.
The most difficult work that the student teachers had been through in the first two stages:
attraction and interest. They learned (through trial and error at times) that, if these were
sufficiently strong, the student’s motivation grew, and the student was driven to possess
the knowledge and make it his or her own. During the third and fourth segment of the
process, the teacher was more of a facilitator and less didactic. Student teachers learned
that their own students succeeded even though one or more of the four stages had been
missed. Since the motivation may have come from negative factors such as fear (of
punishment, of not receiving rewards, of shame), the first two stages may be skipped
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entirely. As the momentum of motivation grows, students will strive to “own” the
learning – to make it theirs and to store that knowledge or skill in their memories.
Of these four stages of learning, the first two are easily accomplished with
imagination and flair. It is during this stage that each student requires individual work,
and his or her movement into and through the fourth stage requires intense knowledge
and guidance. The knowledge of the subject matter is necessary, but knowledge of how
each individual child learns is more important and comes into play at this juncture. The
entire class can be attracted to and interested in a new topic; this can be a total class or a
group activity, but the movement from interest into motivation is accomplished at the
individual student’s pace and within the parameters of the student’s personal learning
needs.
The motivation stage can be divided into two segments: initial and prolonged. It is
to the teacher’s advantage to have sufficient materials, exercises, and procedures for the
child to maintain the initial motivation and lock in the prolonged stage. This is the point
at which variations in learning readiness and learning styles are most obvious.
Theories
Many student teachers get so excited about being placed in the classroom that
they ignore the theoretical rational behind what they should be doing in the classroom.
Many are looking for the “quick fix” or the “flavor of the day/month”. There is no short
cut to education. I always remind them to review their notes, and we talk about these
issues during our weekly seminar. Of major importance in the field of learning theory is
the work of Piaget’s Cognitive Development Theory, in which Piaget labeled knowledge
as a process of the individual child’s interacting with what is around the child. Piaget
(1972, p. 5) as cited by Thomas, (1996, p. 234) expressed this as, “All knowledge is
continually in a course of development and of passing from a state of lesser knowledge to
one which is more complete and effective.” Piaget cited the development from infancy
through early and middle childhood and to adolescence in egocentrism versus objectivity,
object permanence (conservation), symbolic functioning, and classes and relationships.
Piaget’s levels and stages of development (Thomas, 1996) have now become
famous throughout education circles. They include four stages: Sensorimotor (birth to 2
years), Preoperational Thought (about 2 to 7), Concrete Operations (about 7 to 11), and
Formal Operations (about 11 to 15). Student teachers should remember that these are
approximations but are valuable in determining how to relate to children, what methods
and materials are appropriate, and what kinds of thinking to expect of the children in their
classrooms.
The behaviorism theory of B. F. Skinner is utilized by many teachers in the
reinforcement of learned behaviors. In contrast to Piaget, Skinner did not see the
development of children as a series of stages but instead as a “continuous, incremental
sequence of specific conditioned acts” (Thomas, 1996, p. 180). The use of Skinners’
stimulus response has evolved for some teachers into the current behavior modification
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practices. Some educators prefer to utilize Skinner’s theory as a supplemental training
technique within a broader scope of teaching and learning.
Social learning theorist Albert Banduras (Thomas, 1996) brought to educators the
concepts of self–efficacy and modeling. Self-efficacy is basically the ability that an
individual has to cope with his or her environment and to have the power to manage it
successfully. Modeling is just that: imitating. Most children and youth model adult
behavior, and that frequently causes problems. However, it is the wise student teacher
who is aware that he or she is being observed by students who will probably model the
behavior and attitudes that they pick up from the student teacher, particularly if they
admire him or her.
The Russian psychologist Vygotsky, although from an earlier period, contributed
instrumental theories on the development of thought and language in a child. One of his
primary concepts is the Zone of Proximal Development (Thomas, 1996). This zone
identifies the space between the actual development of the child and the potential
immediate next development that can be enhanced by another’s guidance. “Vygotsky saw
the language environment – the culture – in which a child is raised as being crucial in
determining the direction and extent of the individual’s intellectual growth (Thomas,
1996, p. 287).
Another theorist that received attention from my student teachers was Urie
Bronfenbrenner (Thomas, 1996), who produced an ecological theory of learning.
Bronfenbrenner believes that a child’s Microsystems of home, school, and peer learning
influence the progressive development of the child. As a developmental psychologist,
Bronfenbrenner completed cross-cultural research around the world and concluded that
the environment influences the development not only of children but also of all plants and
animals. Student teachers who followed Bronfenbrenner’s theory found that specific
changes in the school environment could bring about success where there previously had
only been failure.
Humanistic theories of learning include those such as Maslow’s Theory of
Hierarchy of Needs, in which those more pressing physiological and safety needs must be
fulfilled prior to much academic learning. Self-actualization (Thomas, 1996) represents
the highest level of development, according to Maslow.
Learning Styles:
One of the greatest surprises that student teachers discover when they begin
working with students in their assigned classrooms is that they can teach the identical
content using the same materials to a classroom of students, and some of the students will
understand it and others will miss it completely. The rest of the class is somewhere in
between. As these new teachers review their lessons, they find that many things could
have gone wrong. They find a new world is opened to them in terms of why some
students learn and others do not seem to learn.
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Hungry students do not learn; neither do sleepy kids. People learn differently.
Since we process information differently, some students immediately understand the
student teacher’s lesson; some will puzzle over it for a while and then “see the light”, and
some will not understand it and will become bored and more difficult to interest in the
next lesson.
Some educators see a relationship between the theory of multiple intelligences
and the variety of learning style preferences. The student teacher should consider the
multiple intelligences theory as the basic machinery that the child is working with and the
theories of learning as his/her method of accessing those intelligences.
According to Armstrong (1994), Howard Gardner’s multiple intelligences theory
maintains that we have not just one kind of intelligence but several kinds and that the
discovery of the predominate kind of intelligence that a child uses will help in
determining the appropriate mechanism to fit the child’s learning style. Gardner has
researched the following kinds of intelligences: linguistic, logical-mathematical, spatial,
bodily-kinesthetic, musical, interpersonal, intrapersonal, and his most recent, naturalistic.
Armstrong indicates that a teacher can determine to some extent by a child’s misbehavior
where the child’s intelligences lie.
In the area of learning theory, teachers and researchers are aware that students
may have a preferred way of learning but can utilize a method that is not first preference.
According to Drake (1998), learning styles are based on personality and can be primarily
auditory, visual or kinesthetic. One student may require material to be sequential while
another student can easily make intuitive leaps, just as one student can think best in a
singular linear fashion, and another can see the gestalt and understand immediately.
A mistake that student teachers sometimes make is to assume that all individuals
learn as they themselves do. Traditionally, we teach as we have been taught. Using that
model, it is easy to see that, over a series of teachers, those who learn differently will
have effectively been excluded from school altogether. One may want to look at students
who are dropping out of school to determine whether one of the reasons contributing to
the students’ dropping out was that the predominate learning style was not one that those
students could assimilate. Sometimes, it is difficult for student teachers to identify
methods of teaching that are different from their own, but their success in doing so will
probably mean success with more students. No one style is the correct one. A
combination of styles, using them with students as appropriate, will serve the student
teacher better. This will require some trial and error with teaching methods on the part of
the student teacher, but it is well worth it in the long run. Current methods of teaching
across the curriculum include the spectrum of also teaching across learning styles.
Drake (1998) recommends techniques that will appeal to a variety of learning
styles and allow across-the-curriculum content to be covered. These techniques include
story telling, graphic organizers, metaphors, reflection, questioning, researching, intuitive
thinking, and the impact of emotions on learning as well as the impact of learning on the
emotions.
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Armstrong (1998) offers the student teacher an unexpected challenge in that he
believes that every child is a genius and that the classroom is the place for awakening and
nurturing that genius. The twelve qualities of genius that he believes all kids have include
curiosity, playfulness, imagination, creativity, wonder, wisdom, inventiveness, vitality,
sensitivity, flexibility, humor and joy. Although he does not equate these qualities with
Gardner’s multiple intelligences theory, he does indicate that relationships exist among
the qualities and gives research in anthropology, developmental psychology, and the
neurosciences to support his theory.
Jenson (1998) cites the importance of memory and recall in the learning process.
If the student has learned the material that the student teacher has taught but he can not
recall it, the student teacher will be puzzled more. Jenson indicates that contrary to
previous opinion, the brain does not “videotape” life into memory but rather feels that the
kinds of memories determine where they are stored. It is important to keep in mind that
memory is a process that is still not well understood. Jenson believes that the complex
experience of school can be better accomplished if we think in terms of “what kind of
memory and how it can be retrieved” (p. 104). The inability of a student to retrieve
information will cause a sense of failure and loss of self-image and self-confidence. It is
critical that the student teacher identify such a sequence early to provide students with
better learning opportunities.
What does seem to work?
Trial and error in the classroom work fine if the student teacher is successful. If
the result is failure, both time and effort have been wasted, and the student teacher may
become discouraged. In addition, the students will exhibit doubt. This never helps the
student teacher’s self-confidence. One of the best ways to avoid this is to revise what
seems to work in other classrooms and a review of current research.
The student teacher is walking into a classroom where the culture has already
developed. It is not a good idea to try to change that. It is probably a good learning
environment, and, as they work with the students day by day, they will become more
aware of it as the culture of their classroom. After they have been there for a while and
feel comfortable, they may want to add dimensions to that culture. One dimension
necessary in a successful classroom is the culture of thinking (Tishman, Perkins, & Jay,
1995). This refers to the entirety of the classroom environment reflecting an appreciation
for thinking in all its dimensions.
Student teachers often feel compelled to cover a great amount of material that
they feel is important. They usually find that less is better and that, although it may seem
important to them, the truth of the matter is the likelihood of student learning will
increase if the quantity of information is decreased. This is especially true when dealing
with ELLs (English language learners). A basic state of idealism common to beginning
student teachers reflects a need to teach more content without being aware of the
understanding by the student. Wiggins and McTighe (1998) indicate that teaching
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involves the decision of what NOT to teach and that generally we want to teach more and
are making a sacrifice to teach less.
As student teachers move into full time teaching, they will have the opportunity to
work with individual students throughout the classroom so that, when the time comes for
them to group students, they will have an understanding about which students to group
together for the best learning results. This experience will also assist in the selection of
students for grouping for like learning styles.
Planning:
Writing course goals for the year and dividing such goals into objectives for units
for each grading period (six or nine weeks) gives the student teacher a readily available
starting point for writing unit plans. Units do not all need to be of the same time frame;
however, the total of the time for all the units should total the number of weeks available
in the school year. A functional approach is to develop units that end simultaneously with
the grading period. Such planning gives both the student teacher and the students a
feeling of closure and relief as well as the opportunity for a fresh new start with the
beginning of a new grading period and the new unit.
Each unit should be developed by setting goals for the unit and then writing the
objectives to be met by the end of the unit. Daily lesson topics and objectives naturally
emerge from such unit planning. The sequencing of activities to meet the unit objectives
causes daily lesson plans to fit together. The planning of an effective lesson is an
essential skill of teaching in the mind of the cooperating teacher. Concern always exists
about the level of readiness that the student teacher has developed in the area of planning
prior to reporting to the student teaching assignment. It is critical that, during the early
stages of student teaching, there is extensive collaborative planning between the
cooperating teacher and the student teacher. As planning skills improve, the student
teacher depends less and less on the cooperating teacher, who in turn has much more
confidence in the student teacher. Of course, the cooperating teacher must continuously
evaluate the lesson plans of the student teacher and provide necessary guidance.
A specific lesson does not develop in a vacuum; it must fit into a sequential and
relevant pattern of development. This concept is often difficult for some inexperienced
teachers to realize and requires assistance from the cooperating teacher. Such items as
planning classroom activities, the scope and sequence of the subject matter to be used, the
units to be taught, and methods of evaluation are primarily the responsibilities of the
cooperating teacher, but they are shared to a greater extent with the student teacher as the
term progresses.
The university supervisor can be most helpful in the planning of instruction.
Adelphi University offers a Master’s Seminar that meets once a week for two hours. This
is offered concurrently with student teaching, and topics such as unit and lesson planning
are high priority topics for such seminars. Most plans may need some last minute
revisions on the basis of the previous class. To ensure the effective organization of
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teaching, plans should be ready far in advance. By using total-year planning, the student
teacher has the entire picture in mind. If the need arises, the lesson plan for the day can
move forward or can include alternative activities that were planned for the future.
The organization of the classroom:
Student teachers are usually concerned about whether or not they will develop an
effective plan for classroom organization. The cooperating teacher is usually concerned
with the quality of classroom organization that the student teacher will maintain. For
most student teachers, the student teaching experience is the first opportunity to put
together all the components of teaching experienced during their training.
Most frequently, field experiences prior to student teaching give the student only
a portion of the responsibility, and, although the assignment may be well done, there may
be difficulty with trying to meld the entire program for a classroom into one picture. This
melding process is one of the most anxiety laden experiences for the novice teacher. Prior
to developing a comprehensive and realistic feel for teaching, the student teacher must
experience this synthesis of the many theories and the relatively small amount of practice
experienced in the training program. While working with this synthesis, the meaning of
teaching changes for the student teacher.
Well organized classrooms have rules and principles set up concerning the use of
facilities, space, materials, and time. If the room is organized properly, following these
same principles diminishes problems in student conduct and promotes learning.
Although the cooperating teacher can suggest, advise, and warn, only experience
can bring reality to the student concerning the many facets of classroom activity labeled
“teaching.” The value of such advice depends in part on the receptivity of the student
teacher.
As the teacher divides teaching into such components as planning, delivering the
lesson, evaluating, and reteaching, he or she has a vague realization that something is
missing. The difficult-to-pin-down element is classroom organization, which is not a
separate component of teaching but rather a pattern or matrix that falls across the entire
teaching spectrum from the first day of kindergarten until graduation. Classroom
organization is not something that is to be done in a classroom; it is not an end unto itself.
It is, rather, an approach given to those activities involved in the learning process.
A student teacher does not “do” classroom organization. There are many actions
that contribute to classroom organization including the use of the best efforts of the
students, school materials and their effects, the training and background of the student
teacher, resources, and current time usage contribute to classroom organization. When
these resources are utilized well, the teacher is acclaimed for having good classroom
organization.

2009 HICE Proceedings
Page 2656

The attitude that forms the basis for effective classroom organization is not one in
which the teacher-to-be likes himself or herself, likes people in general, and enjoys
working with students in a helping relationship. The teacher who loves subject matter and
does not like students will be a poor teacher and may have many organizational
problems. A friendly and helping attitude exerts positive forces in the classroom. A
positive action on the part of the beginning teacher is more likely to produce a positive
action on the part of the students in the classroom.
The appearance of the classroom gives an indication about the extent to which the
teacher cares for the environment in which the class operates. It is evident that no two
classes are alike. Each one has its own environment (Eby, 2001). The academic processes
involve those tangible actions in the classroom through which students encourage or
discourage each other. The development of internal motivation can be considered a
product of effective classroom organization. The teacher who can successfully develop
internal motivation within students has fewer classroom organization problems. This,
again, reflects the basic attitude of the teacher whose class is responding.

Classroom Management:
Classroom management is uppermost in the minds of many student teachers.
Some have heard horror stories and have seen examples of poor as well as good
management techniques during their own schooling and during previous field
experiences. They are correct when assuming that effective teaching can seldom take
place without effective classroom management.
This begins with the student teacher’s positive attitude and varies from individual
to individual. Frequently, student teachers attempt to model after their cooperating
teacher or some other idealized teacher, and they discover painfully that what works for
one usually does not work for all. My student teachers asked me: “What rules do you
have for running a classroom?” and “Where do I find the answer to fill my bag of
teaching tricks?” Many of them mistakenly use a list of rules in lieu of an attitude. This
does not imply that the use of rules in classroom control is inappropriate; rules are
necessary.
As student teachers realize that the development of appropriate classroom
management must first of all be an internal matter holistically seen, they are on their way
to developing into competent professionals. Piecemeal rules may last a few weeks or
occasionally a school year, but anxiety is always lurking in the beginner’s mind that
something is missing. When it is realized that the missing element is to teaching as the
foundation is to a building, steps are usually retraced, and new beginnings are made with
the help of fellow teachers or instructors.
Although we may not like to admit this, much of the misconduct exhibited by
students in the classroom is caused by inappropriate behavior of the teacher. This
possibility should be considered, and behavior should be reviewed. After student teachers
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reflect on their own classroom behavior, it is advantageous for them to look at various
models. They should develop their own discipline plan, which will be determined by their
own philosophy and personality. All disciplining skills emanate from the teacher. A
teacher, whether or not he or she is experienced or new, must be confident and maintain
positive attitudes toward students before he or she can be an effective disciplinarian. A
disciplined classroom is a well ordered, systematic setting in which all who enter can
sense the outcome of the planning without necessarily seeing the minute details of
management.
Student teachers can also profit by reviewing the developmental characteristics of
the students assigned to them. Are the students typical or atypical? What are the specific
causes of noted behavior problems?
Student conduct is related to rules. A few specific rules are usually appreciated
by both students and teachers. Few classrooms can operate successfully in a situation
where there is no control. No behavior management system is 100% effective for every
teacher. We can not eliminate all misconduct no matter how hard we try; we can only
minimize the causes and occurrences.
Some teachers believe that punishment is negatively correlated to learning.
Misbehaviors usually spread if punishment continues. Very little can be accomplished by
threats. However, effective use of praise for good conduct is important. We live in a
“rewards” system; everyone wants to feel worthy, important and rewarded.
Use all human resources possible to help solve the behavior problems. This
includes guidance personnel, district office personnel, the principal, supervisors, parents,
and probably most important of all, the students themselves. A positive attitude and
enthusiasm are important ingredients for teachers to have in establishing positive
classroom management. Bad days will probably occur, but one would hope that these
days are few and far between if the proper preparations are made.
Teacher Competencies:
Most teacher competencies are lists of teacher abilities that revolve around the
planning, implementation, and evaluation of student learning situations. These
competencies are based on a knowledge of student development, learning capacities, and
cultural, economic, and personality factors. Teacher competencies can be implemented
through whole group instruction, small group instruction, one-on-one teaching, team
teaching, and other group configurations. Interdisciplinary curriculum models adopted by
some schools now require team teaching across curriculum areas, and the student teacher
should readily get as much experience as possible with such techniques if the
opportunities are available in their schools.
The Interstate New Teacher Assessment and Support Consortium (INTASC) has ten
principles relating to the knowledge, disposition, and performance that new teachers
should possess and be able to use (Huntington College Education Department, 1997).
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1. The teacher understands the central concepts, tools of inquiry, and structures of
the discipline(s) that he or she teaches and can create learning experiences that
make these aspects of subject matter meaningful for students.
2. The teacher understands how children learn and develop, and can provide learning
opportunities that support their intellectual, social, and personal development.
3. The teacher understands how students differ in their approaches to learning and
creates instructional opportunities that are adapted to diverse learners.
4. The teacher understands and uses a variety of instructional strategies to encourage
students’ development of critical thinking, problem solving, and performance
skills.
5. The teacher uses an understanding of individual and group motivation and
behavior to create a learning environment that encourages positive social
interaction, active engagement in learning, and self-motivation.
6. The teacher uses knowledge of effective verbal, nonverbal and media
communication techniques to foster active inquiry, collaboration, and supportive
interaction in the classroom.
7. The teacher plans instruction based on knowledge of subject matter, students, the
community, and curriculum goals.
8. The teacher understands and uses formal and informal assessment strategies to
evaluate and ensure the continuous intellectual, social, and physical development
of the learner.
9. The teacher is a reflective practitioner who continually evaluates the effects of
his/her choices and actions on others (students, parents, and other professionals in
the learning community) and who actively seeks out opportunities to grow
professionally.
10. The teacher fosters relationships with school colleagues, parents, and agencies in
the larger community to support students’ learning and well-being.
The principles can be subdivided into standards that can be related to the National
Council for the Accreditation of Teacher Education (NCATE) standards. Sometimes, in
training programs, beginning teachers initially concentrate too heavily on teaching skills.
It may be more helpful for these teachers to first become familiar with learner
characteristics and motivation. Given such knowledge and a strong content background,
students learning to be teachers may find that fitting their techniques to specific learning
needs is relatively easy.
Tyler (Madaus & Stuflfebeam, 1989, p. 200) proposed a logical system of curriculum
and instruction development. His rationale for such development has four major points:
1.
2.
3.
4.

clarification of purpose
selection of learning experiences
organization of these experiences
assessment of progress
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Tyler further suggested that a study of the learner be done. Hunter (1976) has
indicated that the most important factor for teachers is promoting learning in their
students. Her book “Teach More – Faster” should be prescribed reading for every
student who is becoming a teacher. Much of what Hunter has written in her other books
is immediately useful for the student teacher.
A good plan for success in student teaching is for the student teacher to begin
classroom teaching in an area of strength with competencies that are better developed
than other areas. This lends confidence so that as the student teacher moves into those
less developed competencies, she or he develops more self confidence and performs at a
higher level. The primary competencies of teaching are planning, implementing,
instructing, and evaluating. Beginning with setting objectives and establishing how those
objectives are to be met, the student teacher can plan the most effective activities and
materials to help students reach those objectives.
Student Teaching Communication:
Communication is one of the most important elements in the success of the
student teaching experience. It is a tool to be used in the delivery of instruction and in the
development of associations with all the various parties involved in the student teaching
experience: the cooperating teacher, the university professor, the students, the school
administration and staff, other faculty, parents and school patrons.
Clarity of expression is highly relevant during student teaching. To be articulate
in communication usually reflects a high quality of thinking, and, because thinking is a
major tool of the classroom teacher, communication is a reflection of the kinds of
thinking the professional is capable of doing.
It is critical for the student teacher to understand the difference between the
mechanics of communication and the content of communication. The mechanics may be
nearly perfect but if the content is flawed or inappropriate, the student teacher may
appear in a bad light. Likewise, if the content is good, but the mechanics are incorrect,
this will reflect on the student teacher’s preparation.
Communication can be divided into listening, speaking, reading and writing.
During the student teaching assignment, all four of these areas of communication take on
added meaning. The spoken work will be the student teacher’s most used communication
tool although listening skills should be especially developed and utilized during this
assignment. The writing that the student teacher does will be viewed by students, the
cooperating teacher, the university supervisor, the school administrator and parents; it
must be correct and diplomatic. Reading skills used by the student teacher can save time
and greatly assist with materials acquisition, lesson planning, and general professional
development.
Because the student teacher is attempting to adapt to a school setting, everything
related to that school setting should be read carefully. The daily bulletin board usually

2009 HICE Proceedings
Page 2660

located adjacent to the faculty mailboxes in the administrative office, notices from that
office that are routinely delivered to the classroom, the bulletin board in the teacher’s
lounge, and notices from the district central office are all important for the student
teacher to read carefully. Being a beginner in the school business means that the student
teacher should stay current with what is being published in the daily newspaper relative
to schools in the areas and to all reports of school board meetings and activities.
Maintaining an awareness of what is happening to students, faculty and staff through
reading the newspaper provides conversation topics with those individuals.
Writing is another major form of communication for the student teacher.
Additional writing tasks that usually occur during the student teaching assignment are
writing letters of application, writing letters of requests for materials and composing
resumes. In such materials, the allowable margin of error is zero. Materials with
misspelled words or errors in grammar can cause applications to be rejected.
The chalkboard or white board are two of the major methods of written
communication with students. The cooperating teachers have usually had years of
experience to perfect such board writing; comparatively, the student teacher’s writing on
the board sometimes falls short. This can be remedied by a lot of practice before or after
school when no students are in the classroom. One of the things that university
supervisors want to see demonstrated is the ability of the student teacher to write legibly
on the board.
Writing for overhead transparencies requires concentrated effort. It is important
for the student teacher to observe how other teachers manage to stand beside the projector
and avoid standing in front of the projected image on the screen. Handwriting numbers
and symbols must be readable. It is helpful for the student teacher to keep in mind that
such writing is meant to be read, not just to be written.
The importance of the spoken word in learning can not be overemphasized. The
voice is an accurate indicator of the anxiety the student teacher may be experiencing, and
although the students may not be aware of such clues, the cooperating teacher will notice
them. Getting involved in the classroom activity early in the assignment and maintaining
a comfortable relationship with the students and the cooperating teacher contribute to a
more pleasant speaking voice for the student teacher. It is important for the student
teacher to realize that the manner in which he or she speaks conveys more than the words
themselves. Vocal articulation is a most important competency for any teacher. Although
teachers use their voices in different modes, for example, drama coach, band director, and
physical education teacher, clarity of meaning is basic to all. As the student teacher is
observing other teachers during the early part of the assignment, being aware of how well
various teachers articulate helps the student teacher to develop further personal
articulation. To perfect vocal qualities in the classroom such as tone, degree of harshness
and volume requires practice.
By listening to what students are saying; the student teacher can better plan
instruction, determine where problems lie and accurately manage better classroom
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control. The listening equivalent to having eyes in the back of the head is having ears of
the heart: to hear what people are trying to say in addition to hearing what they are
saying. It is especially important to listen to parents. Student teachers must be careful to
avoid falling into the trap of believing that they have the answers parents need if the
parents would just listen! It is the student teacher who should listen. Frequently, in
listening to parents, what we hear is what we are listening for, not what the parents are
really trying to say.
Any discussion of communication would be incomplete without a mention of
body language. The student teacher should be made aware of how body language such as
eye contact and facial expressions indicate to students such things as control, sincerity to
others when they are speaking, and levels of intensity to listeners. Posture, volume, and
tone say as much as the words that are chosen to convey the oral message.
Material availability:
Today’s economic problems also exist within the classrooms. Budgetary priorities
and other economic factors result in classrooms that need additional materials and
supplies. Each teacher is faced with the necessity of developing curricular materials to
supplement those provided by the school. Materials developed by the student teacher are
the primary source of teaching materials.
One of the first places student teachers can look for supplementary materials is
the school library or media center. They should check textbooks, teaching kits, games,
trade books, films, picture files, tape recordings, slides, maps, globes, charts, models, and
lists of community resources. A major materials resource is the Internet. Web-based
materials are available through online computers and can be utilized by the student
teacher or by the classroom students on assignment. The Cyber educator: The Internet
and World wide web for K-12 Education (Bissell, Manring, & Rowland, 1999) covers
many areas of educational sources that will be useful to the student teacher. It includes
resources on educational psychology, methods and subject area resources, student
diversity and exceptionalities, measurement and evaluation, classroom and school
websites, and research. This information takes the user directly to the site for printing and
materials needed.
An additional source of technological materials for curriculum use is a
commercial initiative entitled “Cable in the Classroom.” This is a service free to schools
and provides more than 500 hours of commercial-free educational materials each month.
Use of “Cable in the Classroom” is usually a school district decision made in cooperation
with the local cable TV company.
Some books may be outdated but can be quite beneficial for additional reading,
for making games, and for use in learning centers. Teachers sometimes trade books with
other teachers; this helps in locating books at different reading levels.
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Additional equipment to be utilized are the computers in the classroom that can be
used for word processing, drill and practice, research, gathering information from the
Internet for projects and papers, and creative writing. Other equipment such as graphing
calculator in the math class may be utilized.
Student teachers should consider the possibility of enriching the classroom with
resource people from the community. If carefully selected, individuals can be found who
have specialized knowledge that will fit with the current instruction. Bringing in
appropriate examples from the community can do much in promoting positive public
relations. The resource people proved to be an added asset to the “real life” interests of
students.
Attractively arranged bulletin boards can do a great deal in both elementary and
secondary classrooms to improve the atmosphere of the classroom. Displays of student
work and teacher-made bulletin boards all have their place.
Field trips can be valuable learning resources. Certain points should be understood:
1. A successful field trip requires a great deal of planning, a major element of which
is the inclusion of a sufficient number of reliable, experienced chaperones.
2. The school policies concerning field trips should be studied. Check with the
principal concerning legal responsibilities involved, the need for medical
authorization slips, and available insurance.
3. Parental consent for your students for trips is imperative.
4. Students should know the purpose of the field trip and be involved in the
planning.
5. Thorough arrangements for transportation should be made.
6. Trips should be well supervised with careful planning for the movement of
students to and from school.
7. Beneficial evaluation and follow-up techniques should be included in the
planning.
Instructional Evaluation:
The development of student portfolios is becoming more frequently used and can
be an excellent reflection of the classroom student’s progress. As materials are designed
for use in a student’s portfolio, a rubric should be designed for each task indicating the
degree of accuracy shown on that task.
Benchmarking is a valuable tool in assessment. A benchmark is a point of
reference against which any improvement can be measured. This concept is an important
one to consider in planning lesson materials to avoid redundancy and to be able to
measure achievement.
Assessment tools come in several shapes. They can be standardized, criterionreferenced (based on the criteria), norm referenced (based on the overall group), self
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designed, or commercially printed. A variety of types of assessment will assure the most
accurate evaluation of a student’s progress. Assessment by observation has some inherent
dangers in that one observer may miss seeing what another observer may see. To guard
against such problems, it is advisable to use two observers for any observational
assessment.
In addition to knowing whether the assessment is valid and reliable, the student
teacher must question whether or not it will show that the students have learned what he
or she was trying to teach them. If this does not occur, the assessment is of no value. This
is the key to planning the assessment as the student teacher plans the objectives of the
lesson or thematic unit.
Among problems that the student teacher must anticipate are those of evaluating
for individual personal and cultural differences. Maintaining a classroom standard,
evaluating special needs students who have been mainstreamed, dealing with students
who have other teachers who use different evaluation techniques, and being able to work
with parents in explaining the grades that student eventually take home are critical skills
for the student teacher to develop.
Adequate record keeping is a must. There is no substitute for documentation. The
student teacher must be able to explain at any time just what the classroom achievement
status is for any one of the students, both to the cooperating teacher or principal and to
parents and students. It is imperative to keep records up to date.
Parent conferences are a method of reporting to parents. They are usually
scheduled before or after school. Some schools provide PTA meeting times or other
parent-teacher contact. Care must be given to make special arrangements with those
parents who cannot get to the school during school hours. Conferences with parents can
be rewarding and enlightening to student teachers. Usually such conferences are held at
the request of either the parents or the students’ teacher based on an academic or behavior
problems. Whatever type of reporting to parents is chosen, reports should be kept positive
and objective. Care must be used so that reports are realistic. If reports are glowing,
parents will be surprised if the grades are poor.
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Philosophical statements:
Why I want to teach: (fall of 2007 and spring 2008)
•
•
•
•
•
•
•

to make a difference
to help children feel confident
to help others make their dreams come true
to conduct research
to appreciate other cultures
to work with foreigners
to help immigrant children transition to American schooling

Appendix B
Student Journals fall 2007 (fifteen week three credit master seminar course)
1) Things I have done well this week that helped students learn:
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Fun activities
Changed seating arrangement
Rephrase explanations (many teachers don’t do this)
Playing games
Be creative with lesson planning
The benefit of using visuals in an ell classroom
How working with students on a one to one basis helps so much!
Having a good rapport with students
Make the room print rich
Sometimes it’s ok to translate
Forcing myself to speak slower
Keeping the students on task at all times
Differentiating instruction
Show students that teachers really do care
“I can’t believe I’m going to get paid for this!”
Connecting curriculum to students’ personal lives (for volcanoes, I brought in a
picture of me in Costa Rica standing in front of different volcanoes)
“How do I listen to students’ stories while accomplishing my teaching goals?”
Act quickly and adapt to change
Help students develop ownership to activities
Keeping track of how many times you call on a student
Learning that a lesson is always “in progress”
Reflecting
True use of critical thinking skills (using clues/information to solve a problem)
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•

Incorporating technology in the classroom

2) Thoughts I have had this week:
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

How fast time goes
Are ESL teachers always pulled in different directions?
Will I feel as comfortable with middle school as I do with elementary?
Getting used to my new placement
Stress of student teaching and graduate school
“Am I ready to be a full fledged teacher?”
“I don’t like being in the faculty room.”
“My student’s education is in my hands”
“How can I keep the kids focused and interested in my lessons?”
“My creativity is starting to bloom”
“I thought I chose the wrong profession”
Time management problems
Prefer teaching high school rather than elementary
“I will eat lunch in my own room when I get a job”
Change my register when I speak to children
“It takes time to perfect your style”
“The scheduling process is frustrating”
“ESL teachers are the last people to make schedules”
“When will ESL start?” (September 12, 2007)
“Is it a normal practice to read NYSESLAT scores out loud in front of the other
students?”
Following mentor teacher’s classroom policies and enforcing his/her rules
Teaching to somebody else’s style, not mine
I see a lot of what my Adelphi professors told us not to do!!
“Which is worse: having a bad evaluation from your university professor or
having a bad one from your mentor teacher?”
“Throughout the day, it feels like my students and I are learning from each other”
“I exposed my students to pumpkin pie (many of them had never tasted this
before. It’s nice to create memorable experiences for my students.”
“How can a teacher control a student when detentions and suspensions do not
pose a threat?”
Student teaching is stressful

3) Feelings I have had this week:
•
•
•
•

Feeling nervous about my new experience
Feeling overwhelmed
Rollercoaster ride of emotions
Stress
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•
•
•
•
•
•
•
•
•
•
•
•
•

Feeling disappointed in myself
Feeling sad that I’m leaving
Feelings of displacement
My head was spinning
A rewarding feeling
FEAR!!!!
Feeling alive after being observed by my university supervisor
Hearing of war stories between mainstream teachers and ELL teachers
How to handle the resentment that some mainstream teachers have towards esl
teachers
Pacing charts offer no flexibility
Translating documents is time consuming. It’s not part of our jobs.
Mentor teachers wanting us to base our plans on McGraw Hill reading series.
Adelphi University should start screening mentor teachers (October 22- October
26, 2007)

4) One important thing I learned this week:
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Pull out is more effective than push in.
Learn the names of the students from the first day
Things don’t always go as planned (fire drills)
Try different ways of teaching until the students understand the concept
Knowing when to let go, don’t worry about the little things
Let students have some independence
Give things a chance (thinking about not working with a certain age group and the
enjoying the experience
Although hectic and stressful, student teaching helped me prepare for my teaching
career
In order to do this job well, I need a good night’s sleep (being tired affects my
teaching)
Being catty with other teachers is a waste of time
“No two classes are the same. A lesson that’s a huge success in one class can be
mediocre in another.”
Think before you speak
A teacher must know his/her students
“Kids are sponges!! They remember everything you say and everything everyone
else has told them.”
Don’t read every piece of scripted material
Reflect on everything you do in order to become a better teacher
ESL is not only teaching English, it has specific content material also
Pick and choose battles
Communicate with other school staff members to obtain as much information
about the students as possible
Wait time is very important for newcomer ESL students
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•
•
•

“Quality of the lesson is more important than the quantity.” (Dr. Buttaro was
right!”)
Classroom management in high school is different than classroom management in
elementary school
Have eyes in the back of your head at all times

5) Things I want to remember to do in the future to help students:
•
•
•
•
•
•
•
•
•
•
•
•
•

Creativity is important
Make sure students understand before moving on
Be patient
Don’t take things personally
Use visuals
Students need to feel supported, secure and comfortable, many of these young
kids endure hardships to come to the USA
Material should be language level appropriate and interesting
Choose high interest topics for lessons
Learn who my students are, how they learn best
There are plenty of opportunities to teach mini lessons
Expect anything and assume nothing
Take time to answer students’ questions
Make my lessons engaging

6) Things my university supervisor should know:
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Student teaching is tougher than I thought
Being nervous about interviewing for a teaching position
“Thank you for all your help!”
You have been very supportive, helpful and motivational force during this entire
experience
Poco a poco (little by little)
My lack of confidence has a lot to do with my nervousness
I am thinking about my second observation already
“I am extra nervous about the students asking me a question I may not have the
answer to.”
“I enjoyed my student teaching experience.”
I learned what to do and what not to do
I have never been so exhausted in my life
Teaching is not for wimps
I really enjoy working with high school students
The interview seminar was very informative
“Thank you for your guidance and support throughout my student teaching
experience”
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•
•

“I am thankful I had a supervisor who was willing to listen to the good, the bad
and the ugly.”
“The beginning of the semester was rough for me and your support and advice
were incredibly helpful.”

Appendix B
Student journals spring 2008 (fifteen week three credit master seminar course)
1) Things I have done this week that helped students learn:
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Monitored student progress by rotating around the room
Made a 3-D word wall
Used different voices to depict opposing characters during the read aloud
Added art work to help students express writing
Get to know students’ backgrounds
Study students’ strengths and weaknesses
Using the overhead projector
Use a variety of learning styles (visual, auditory and kinesthetic)
Having students do short presentations on their native country (build up their self
esteem)
Get away from the textbook
Lowering students’ affective filter
Taking the students on a field trip (Bronx zoo)
Teaching the kids about the cycle of a butterfly with live caterpillars
Writing a letter to a character in the book

2) Thoughts I have had this week
•
•
•
•
•
•
•
•
•
•
•
•

Work and dedication required in the teaching profession is largely misjudged
Not everyone can be a teacher
Frustrated by lack of time
Disbelief over how much time is spent on testing and not on learning
Allow students creative freedom with their writing
How much progress students make when their parents are active participants in
their education
Lucky to be paired with a cooperating teacher who allows me creative freedom
Continuing my education in Spanish so I can achieve bilingual proficiency in
order to be a greater asset to my students
A lot of preparation goes into making effective lesson planning
I feel more comfortable teaching things I have researched and mastered than a
concept that is new to me
I am learning and developing new teaching skills
How can I better utilize the diversity of my students? The wealth of cultures is a
powerful teaching tool
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•
•
•
•
•
•
•
•
•
•
•

My students have many hardships. I don’t want to overwhelm them yet I don’t
want to underwhelm them either.
“I have 34 students. How do I teach so many people? How can I have a personal
relationship with all of them?”
As an educator, my job is not only to teach English but also to initiate thoughtful
discussions on important issues facing our country.
Teaching writing is tough
Being an ESL teacher means that I am a “bridge builder” among students of
different cultures. Knowing other languages and cultures makes someone a better
ESL teacher
“I am tired of state tests. You could see how tired the students are. Some of them
have blank faces as they look at the tests.”
“How do I teach and manage the classroom?”
“Why do administrators and other content area teachers treat us like their step
children?”
Mummifying an apple for the unit on Egypt
Writing names and hidden messages in hieroglyphics
I don’t always need a quiz to assess my students’ learning

3) Feelings I have had this week:
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Brain overload
Exhaustion
Attachment to children
Out of my element
Impressed by students
Nervous about hunting for a job
Surprised that a smaller class was harder to manage
Regretful that we did not have student teaching for a full year to help enhance our
experience
Satisfaction during teaching
“A student thanked me (this is why I want to teach). No matter how tired I get, if
someone appreciates my teaching, I feel happy.”
“I formed a bond with the students and it’s hard to let go.”
“I feel like I’m abandoning them.”
Many newcomer students are SIFE
“I feel like I was born to teach.”

4) One important thing I learned this week:
•
•
•
•
•

Planning and having additional work prepared if students finish the activity early
Reward students
You can’t always accomplish each objective. Time does run out.
Adjust the lesson to meet the needs of the students
Make sure to include every student in the lesson
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•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Discontinue activities that do not yield positive results
Do everything in your power to keep students from slipping through the cracks
Never stop expanding your knowledge
Theory and practice are two different things
Professional development keeps teachers updated
Find the balance between harder exercises and some fun filled activities
Having a good rapport with students
Teaching is tough
Be clear and precise when giving instructions. Never assume students know what
to do.
ESL teachers have a lot of paperwork
Constantly repeat information
Patience
Realia helps students remember
Include educational games
Teach students to believe in themselves
Group work is effective in ESL
Combine ESL and content areas
Lower students’ affective filters
Advocate for students’ rights
Give wait time when asking questions
Students prefer open-ended questions for assessment instead of multiple choice
“Never give up!!”
“Sometimes you learn more than the students do.”
Technology is important and necessary (smartboard, power point presentations,
etc.)

5) Things I want to do in the future to help students learn:
•
•
•
•
•
•
•
•
•
•
•
•
•

Make lessons practical
Keep students guessing
Be less predictable
Use hands on material
Incorporate students’ interest to and in their learning
Challenge the students
“Come prepared with a plan ‘B’”.
Bring visual aids to bring reading to life
“Laugh !!! Smile!!!”
Take time to talk to your students on a personal level before overwhelming them
academically
If the teacher is organized, the students will be organized
“How can we test students if we don’t teach them much?”
“Don’t become apathetic after many years of teaching.”
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•
•
•
•
•
•
•
•
•
•

Respect students. Don’t embarrass them.
Make lessons meaningful to students.
Cultural presentations should be part of every class
Email conversations
Games motivate students to learn.
Be patient (what may seem easy for us is difficult for the students)
Review what was previously taught
Treat students with dignity and respect
Help students feel they are valued members of society
Start doing more arts and crafts

6) Things my university supervisor should know:
•
•
•
•
•
•
•
•
•
•
•

•
•
•
•
•
•
•

I appreciate your critique about being conscious about the use of idioms in the
classroom
I incorporated more wait time and I found that it gives students more time to
collect their thoughts and ideas
I feel nervous and anxious about moving on
I am preparing for your visit and hope to have improved
ESL population in Long Beach is dwindling due to the high cost of living
I am trying to think outside the box and appeal to the students
I appreciate the time you have taken to mentor us
“Thank you for continuing to support us as educators and eventual colleagues.”
“I feel I have greatly improved from the first day I set foot in the classroom and
there are many people I have to thank especially you.”
“Thank you for sharing your experience with us and inviting your former students
to share their experiences as well.”
“Having such an active professor as you are, I became more active in looking for
and attending professional development courses, workshops, conferences. This
semester I have become a TESOL member, attended the TESOL convention and I
also attended the ABE conference. These were all very good experiences.”
“This semester is almost over and I would like to thank you for being so
knowledgeable, creative, cooperative and supportive. I have learned a lot from
you and your course.”
“I am graduating in May 2008 but if I had to take more courses, I would love to
have them under your supervision. Thank you!”
I learned that quality is more important than quantity
My mentor teacher should retire soon. She has been teaching for over 28 years
and the students need a fresh brain
“I thank God for having you as a supervisor!”
“It was really beneficial having you come into the classroom and observe me.”
“I have learned things about myself as a teacher and things that I do in my
classroom that I never knew before. Thank you for this experience and helpful
feedback.”
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•
•
•
•

This has been a very sad week for me because one of my student was deported
together with his family
I try to include all the important skills in learning a new language (listening,
speaking, reading and writing)
Thank you for your unconditional help.
You have made me more professional and creative.
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RESHAPING THE ACADEMIC PRACTICES THROUGH
INTERACTIVE MULTIMEDIA TECHNOLOGY IN SCIENCE
PROGRAMMES FOR OPEN AND DISTANCE LEARNING.
Dr.I.Damayanthi Devi, Prof and Head, Dept.of Zoology; Dr.B.R.Ambedker Open University;
Road no – 46 , Prof.G.Ram Reddy marg, Jubilee Hills, Hyderabad- 500033, India.
E-mail : deviid74@yahoo.com

Abstract
Objective of the Study
To explore the new dimensions of Open and Distance teaching - learning practices as
technology advances to support more accessible avenues for student learning.
Methodology
This paper focuses on the influences of multimedia technology on the teaching - learning
process of science courses. It documents the transformation of a graduate level course on
Fish Pathology for open university Zoology students. The author also examines four
potential pathways to identify the importance of introducing Multimedia Technology in
Open and Distance Education:
•
•

•
•

Examining critically the existing practices in teaching - learning process in
Dr.B.R.Ambedker Open University.
Study the pedagogic design of interactive multimedia Fish Pathology course
materials in the subject of Zoology developed by the author by using one of the
sophisticated authoring tools, ‘Macromedia Director’ on ‘Macontosh
platform’.
Analyse the pros and cons of this Multimedia orientated approach and problems
in adopting this technology in teaching - learning.
Discuss the reflections of the students on the overall materials developed in the
project.

Expected outcome
By designing and developing the course in various interactive multimedia modules, the
university is able to offer the course at a considerably low cost, while maintaining
quality.
Keywords
Content development, Technology-based Teaching and Learning, Curriculum Design and
Development, Best Practices, Case Studies.
………………………..
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INTRODUCTION & BACKGROUND
The strategies employed to teaching and learning process in the Open University system
is the “multimedia approach” ( Fig 1) adopted by developing self learning print
materials, providing facilities for face to face counseling in study centers, broadcasting
radio and telecasting lessons through TV channels and also provide facilities for
practical training in respective Study Centres.

Fig 1. ODL Teaching /learning system

CRITICAL EXAMINATION OF THE VARIOUS INSTRUCTIONAL
MEDIA ADOPTED IN OPEN& DISTANCE LEARNING.
Table --- 1

Instructional media

Merits & Demerits

•

Self Instructional
printed text

The most instructional support in science
education is the Print meterial. The print medium
faces limitations because it is 75% verbal based –
very limited representation of media elements and
no visual stimuli.

•

Audio cassettes

Audiocassettes have better control in comparison to
the other media - Amenable to rewind, forward and
stop.
But Audio medium has limitations---- Lack of
visual stimuli, photos, diagrammes , which are
essential to science teaching/learning process.
Hence they are mainly supplementary reading
materials for sciences
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•

Radio Transmission

Radios are economical and available freely, more
accessible to the student.
But Radio broadcasts face the limitations. —Lack
of control;
Learner cannot operate at his/her own pace.
Transmission demands a great deal of discipline
and time management.
Hence it is mainly a supplementary reading
material for science courses.

•

Video cassettes

Video provides both Audio and Visual stimuli –
much more powerful media than print and audio.
But the non-availability of videocassettes hinders
self-directed learning.

•

Telecasts

•

Lab.Practical/Training

Television, as instructional medium has a great
opportunity in delivering materials for science
courses. Transmitted lessons can be recorded.
But there are limitations in the usage of television
because of – the transmission time and
transmission channel allocation.
Practical training in the Laboratory is a great
opportunity for the learner to learn the laboratory
techniques. It is learning-centered" process - The
students and teachers are partners in this - there are
no limitations.

Nearly 60–70% of the course delivery to learners in multimedia approach or multiple
media approach is Unidimontional delivery that implies a one-way direction from
teacher to learner with single function technologies. Example: Audiocassettes, Tele
lessons, Radio lessons, Video lessons.
Dr.B.R.Ambedker Open University, premier institution offering science courses through
distance mode.
A brief survey to study the Existing practices in Teaching learning process in
BRAOU.
The Science Students of Dr.BRAOU studying “Zoology” as one of the subject in three
year degree programme, taken as sample for study the Existing practices in Teaching
learning process. This survey is done orally by direct interview method.
• When questioned according to strategies employed by the students to learn the
materials, many students indicated they simply tried to memorise the lessons in
the textbooks and the experimental procedures, morphological structures
appearing in the manuals.
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•
•

The main concern expressed by students was the large volume of work-required
to be learned, particularly for the laboratory component of the courses which is
hard to memorise.
They also indicated that, the duration of the practical classes is not sufficient, for
covering the syllabus i.e. for viewing the specimens, performing the dissections &
volumetric analysis in the subjects like Zoology.

Barrows & Branda, 1975 expressed that, In Science courses where a large volume of
material is required to be learned, there may be little emphasis on critical thinking, selfdirected learning or integration of knowledge.
Saunders and Thompson (1997) point out that both student and faculty have additional
responsibility in a distance environment. Faculty must alter both course design and
teaching strategies to take the advantage of Technologies and assure maximum
interaction in Theory and Practical classes.Student must assume more responsibility for
their learning, taking an initiative for requesting clarification and feedback to make up
for the immediacy offered by face-to-face formats.
The Technology-based education is expected to significantly change curricula structure,
change the development of teaching laboratories, and even influence the role of a
university faculty in classroom teaching. There has been a recent move to use the power
of high-performance computing to teach engineering courses.( ( Mayer, R.E., 1997.)
Now in this technological era one should think about the teaching - learning technology
where various media types combine in one platform along with interactivity to overcome
the above said limitations in open and distance learning system. The Author strongly
feels that such technology is the “ interactive multimedia technology”.

WHAT IS INTERACTIVE MULTIMEDIA TECHNOLOGY?
Interactive multimedia Technology ( fig 2) is “Reader centered”, “Learning centered”
which involves a range of technologies and applications centered on the creation, storage,
presentation and analysis of multimedia data, as well as the study of human interaction
with multimedia systems.

Fig -2 Interactive Multimedia process
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Interactive multimedia combines various media types and interactivity. According to
Buckley et al., 1999, the Interactive Multimedia is becoming an important tool for faculty
in the biological sciences due to increasing conceptual and functional complexity that
presents educational challenges that cannot be adequately addressed with traditional
teaching methods.
The beneficial effect of multimedia learning was most effective for students with low prior
knowledge about the subject and with those having high spatial learning capabilities,
established independently ( Mayer, R.E., 1997.)
In this paper the author attempts to explain the design and development of interactive
multimedia modules developed in the project “Developing, Testing & Evaluation of
interactive multimedia learning (IMML) modules on Fish diseases” for the
undergraduate students of Fishery Science& Aquaculture at Dr.B.R.Ambedker Open
University, funded by the Commonwealth of Learning (COL). Fish Pathology, which
encompasses the disciplines of Pathology, Microbiology and Diagnostics, was selected
because it is an integrated field and because it is a disease state that directly or
indirectly touches us all.
The overall objective of this IMML modules developed in this project is to relate
concepts of how cells behave in different assays and what is occurring at the molecular
level to lead to the development of a disease.
The Target Audience are diagnostic pathologists, fish health biologists, and grade-level
students involved in fish health research in addition to students of undergraduate
Fishery Science & Aquaculture at Dr.B.R.Ambedker Open University
The completed module and insights gained from its development are presented as a
potential "multimedia pedagogy" for the development of other multimedia science
learning environments.

HOW TO DEVELOP THE INTERACTIVE MULTIMEDIA
COURSEWARE CD-ROMS?
This section describes the Author’s experience.
Developing interactive multimedia courseware for teaching and learning can be a very
complex task. Complexity includes:
•
•
•
•

A wide range of theories, knowledge and skills
The challenge of ever-improving technology
A team of diverse expertise, and
The union among educational purposes, entertainment and resources

Developing multimedia project needs a diverse range of expertise, including
professionals in education and technology. Key personnel comprise (a) content
developers, (b) instructional technologists, (c) media specialists in preparation of
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multimedia materials (d) courseware developers responsible for authoring and CDROM production. It is teamwork with contribution from areas of:
•
•
•
•
•
•
•
•

Teaching and learning
Subject knowledge
Video creation Audio production
Audio production
Graphic design
Computer programming
Authoring
Program evaluation

The experience reveals that managing people requires the leadership, commitment,
abilities to motivate people, taking and implementing decisions, managing meetings,
managing conflicts, etc.

DESIGN Of INTERACTIVE MULTIMEDIA COURSEWARE TO
RESHAPE & ENRICH INTERACTIVE LEARNING
From the authors experience in going through the complexity in developing multimedia
project for teaching and learning on Fish pathology, the movie based interactive
multimedia modules are developed in 3- staged procedure in this project.
1) Pre authoring stage or instructional designing stage
2) Authoring process or technical design stage
3) Post authoring stage or CD-ROM preparation and technical testing &
evaluation stage

1) Pre authoring stage or instructional designing stage
Pre authoring stage mainly involves A) Design of courseware structure, (b) Content
development c) Preparation & procurement of data pertaining to media elements
As noted by Sherry & Morse (1996), without information about the students' cognitive
level, and without detailed analysis of the software domain, the software will be
inefficient to help students. Hence, all of these characteristics and necessities must be
taken into consideration within the script writing process of multimedia materials.

Pre authoring stage or Instructional designing involves two important parameters:
•

Analysis,
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•

Development

Analysis
To bring about effective teaching and learning, interactive multimedia materials require
careful planning. The first phase in pre authoring stage includes the analysis of a number
of areas: (a) goals of the project, (b) learner’s profile, (c) resources and constraints, and
(d) financial support.
Stating the goals is an important part of planning. The goals identified should be related
to what the target students should learn. Specific learning objectives and the design of the
project should be developed according to these goals.
An overall plan for the project with the following sub-headings can be worked out at this
stage: background to the project, aims and objectives, overview of the design, products
and outcome, dissemination of products, action plan, monitoring and evaluation
procedures, budget, expertise and other support required.
Development
Activities of the second phase in pre authoring stage comprise: (a) development of
content/ script development (b) design of learning methods, (c) selection of media. These
activities are based on the result of the analysis phase. There is no fixed sequence of
conducting these activities.
The key personnel at this stage are the content developers including subject knowledge
experts, curriculum experts, and instructional technologists. The communication with
media specialists and courseware developers throughout the process of content
development is very important. This reduces the differences in opinions of all parties, and
facilitates the actual production of materials if the ideas of the content developers are
fully understood by the production teams.
Two aspects of development requires in preparation of interactive multimedia materials.

a. Development of content / script development
b. Development of data, preparation & procurement of media elements

a. Development of Content / Script Development
Script writing for multimedia needs perfect planning and contributes the success of the
program. Writing the scripts for educational IMML modules is different from one written
for the printed and visual media. It also requires a new set of writing concepts,
approaches and techniques.
• A scriptwriter who writes a script for multi-media applications, should be well
informed on many elements and especially on multi-media technology, its
language and design process because the basic skill and peculiar capabilities that
the scriptwriter possesses are only advantageous to attain its goal
• The writer must combine virtually all media techniques in an interactive way for
the benefit of the students.
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Here are the few important concepts the writer must observe while writing the scripts
for IMML modules.
•

Modular program structure is especially preferred due to its flexible structure
for multi-media applications. This makes them stand out from other media. In the
modular program type, where different presentation types are used together, each
presentation type requires different style, but all these should all be integrated
with each other.

•

Care should be taken in all the to ensure that , information does not accumulate in
a non- linear way. The information to be given in a script should not exceed a
certain number or intensity.

•

The text must develop step-by-step build up of ideas within sequential
explanations in the form of interactive dialogue boxes whereby students carry out
activities, inputting their own text in response to questions. The sentences should
be concise, simple, informative and directly oriented to the subject.

•

Interactivity, the most important feature of IMML modules , which in itself
makes it distinct from other mediums, also contributes to differences in the script
writing process. The interactivity requires a larger number of variables in writing.
The writer can present information, ideas and emotional simulation in the form of
linear or non-linear fashion. Hence, the writing process for IMML modules has
complete flexibility.

•

The script prepared by the writer must be utilized more effectively in a "self
tutorial" mode. For this, Hyperlinked Information Frames for learner
Interactivity must be developed with great care. The Information frames are;
Hyperlinks - text-text, text-picture, picture-picture, text - audible representations..
These provide the most effective method for enabling the non-linear learning.
These are available to the student for amplification or further inquiry, assist and
enrich the learning process.

•

The Concept Maps – the backbone for multimedia presentations are to be
developed with its many links to other topics and frames. The concept maps
harness the power of our vision to understand complex information "at-a-glance.
The author used " The hierarchy pattern ”concept map that presents the
information in a descending order of importance is used in the project. The most
important information is placed on the top.

•

The Contents page or main menu for each specific topic must design by the
writer . The learner can access the different sections (normally in whatever order
they wish) of the IMML module through this main menu. The contents page and
concept maps tell the student the teacher's intended structure of the topic.
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•

A limited number of Self-assessment questions must be incorporated to test
student-understanding levels of the presentation after each module.

•

Preparation of Story Board
The final step in pre authoring stage is preparation of storyboard. Preparation of
Storyboards is based on the script developed. The learning and training activities
need to be mapped or composed on paper and implemented through multimedia
features. This architecture storyboard has to support the learner objectives, i.e. to
facilitate the corresponding learning activities.

b. Development of Data, Preparation & Procurement of Media elements.
Information is better understood and retained when supplemented with graphics &
Animations. Preparation and procurement of .media elements required for the
presentation must be done in pre authoring stage.
• Media elements procurement
Information is better understood and retained when supplemented with graphics &
animations.
These media elements include, video clips, still images or photographs, scanned pictures,
animated files, sound files and more important are the text documents typed in the
computer are to be assembled at this stage.
These may be either in analogue or digital format. Later these can be converted into
interlacing GIF (Graphic Interchanging Format) files to reduce the file size. To display
the large graphics JPEG (Joint Photographic Export Group) format is used.
• Video production
The video production for use in this project IMML module preparation is a multi step
process.
• A video is first made on tape, which involves full-scale movie production. The
most important issue that must be considered in producing a video for computer
playback is- the impact of the video versus the playtime. Disk space is a limiting
factor, so a video clip must be shortest time possible.
• Once a movie has been recorded on videotape, the movie is digitally captured to
the computer.
In this project the team has successfully captured video by using the QuickTime
support. Macromedia Director provides extensive support from QuickTime. So it is
also possible to directly import existing quick time movie into the cast and make them
play in the presentation.
• Video Editing
The next step is video editing. Adobe Premiere is an excellent software tool adopted for
editing digital movies.
In this step, portions of the raw video are cut and pasted to make the final product. The
final procedure in the production of video is compression for CD-ROM playback.
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• Sound Production
Multimedia sounds files included in this project are text narration and sound effects. The
sound production procedure for narration is:
• First writing of the text proposed to be recorded.
• Next, a soundproof area must be set up for recording the narration.
• Using a good-quality computer microphone, the narration can be recorded directly
to the computer hard drive also.
• The Explanatory Screen Text always goes with the audio commentary. The audio
commentary presents identical visual text simultaneously.
The software Sound Edit for Macintosh is used in this application for sound
recording.
In brief, the writer while writing the script, he/she must consider all audio and visual
objects, such as movement, natural colors, natural light, natural sound, natural music,
dialogue, format, arrangement of shots, types of techniques, special view effects,
assembly and editing, sound effects, graphic, animation, etc.

2) Authoring process or technical design stage
The Authoring Process or technical design stage is the second stage in developing IMML
modules. An authoring system is an environment in which multimedia lessons are
created. These authoring environments provide tools to develop user interactions, enter
text, perform limited animation in two dimensions, evaluate user input, and integrate
multimedia elements such as sound, animations, and graphics and navigational guidance
buttons developed in the first stage. The implementation of these visual elements, such
as display arrangement, perspective, tone and colors, frames, etc. lead to different effects
on the students. So an acute awareness of these variables helps to make a connection
between the script presented and the meaning intended to be given.
The key personnel at this stage are the courseware developers, instructional technologists
and media specialists.
The important parameters involved in Authoring process or technical designing stage are
described below:
•

An architectural design of Multimedia " Screens”
Designing of Screens requires perfection and planning because a perfectly designed
screen focus the learner’s attention, helps the learner to find and organize the
information and also facilitate lesson navigation. These Multimedia " Screens” are
based on the storyboards prepared in the Pre Authoring stage.

First, the screen layout is designed to aid readability. Usually, the screen is divided into
two sections, e.g. video on the right side, text on the left side. For some screens, text is
accompanying the visuals, giving an outline explanation, and the audio elaborate on the
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outline.The screens are designed with full content outline of the entire topic, which is
sufficient for the busy students to grasp without having to listen through the audio
commentary.
•

Technical Design of Hyperlinked Information Frames for Interactive Education

The Information frames are; Hyperlinks - text-text, text-picture, picture-picture, text audible representations. These Hyperlinked Information Frames must be designed
basing on the Hyperlinked Information Frames already prepared in the Pre Authoring
stage.
The technical designing of these frames is crucial. The topic covered by the frame is
presented in the header. The Marker gives the location (address) of the frame. A set of
frames describes a concept map with its many links to other topics and frames. Lingo, a
full featured scripting language links the related frames elsewhere.
•

Movie production

The IMML materials in this project are written primarily in the Macromedia Director
Version 8 on Macintosh platform. Macromedia's Flash 6 software is used for
animations, because Flash is a vector-based animation program, it produces small file
sizes. Within Director, all major software modules are created as Director ’movies’.
Each movie contains a set of ’cast members’, which define the basic graphics, text,
video, and script objects, which are accessible from the movie.
Cast is a multimedia database. One can import a wide range of data and multimedia
element formats directly into the cast; popularly known as “Cast members” Once
the multimedia element for the movie are created and place them into the cast table,
we tie these cast members together by using the Score facility.
The score structure within Director creates a very powerful development
environment for interactive animation where the score acts as a compact display of
concurrent event sequences among many channels. Score board is a sequencer for
displaying, animating and playing the cast members. It consists of frames and
channels.
These features of Director enable to create very sophisticated sequences in viewers and
activities. The Director scripting language (’Lingo’) supports a partial set of objectoriented features. Macromedia Director utilizes lingo, a full featured scripting
language, which is useful to add interactive features and navigational structures that
allow two-way communications between the user and the application interactivity and
programmed control. Using lingo scripts one can chain together separate Director
Documents, call other frames in the movie, generate system beep, and connect markers
and so on.
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For example : A script that makes the computer beep one time require a programming:
On mouse Up
Beep
End mouse Up
According to M. F. Iskander, et.al. 1993, a two-dimensional frame-based mosaic of
learning devices, augmented in a third dimension containing various illustrations and
evaluations, comprises an entire body of knowledge and related interactive links.
•

Navigational guidance and student control

The Instructional design of the project is totally “Learning centered” with user
friendliness. The student’s access to the movie starts with the contents page or main
menu from which learners can access to different sections (normally in whatever order
they wish). The contents page (or map), tells them the teacher's intended structure.
1. In each screen, an audio-bar move to indicate how far the audio file for that
screen has progressed. The audio commentary presents identical visual text
simultaneously. Transcript of the audio commentary is accessable to students for
each screen by clicking on a Audio button. Much Care is taken to ensure that the
words or the audio should synchronise with the corresponding visuals.
2. The graphics build-up finishes at or before the end of the audio file. Hence
students have a visual indication of the progress of the screen information.
3. The icons with descriptive text add further clarity to the direction of the
navigation and provide the guidance to the student, “to return to home”, “go to
previous page” or “go to next page” and so on.

4. A pop-up window accessed by the Notes button for the student to record notes
throughout the study process.
5. A quit button for the students to skip to any section/frame of the package, in any
order they wish.

3 ) Post authoring stage
This is the final stage in developing IMML modules. Post authoring stage involves a)CDROM Preparation b) Decisions on assessment strategies c) Technical testing &
Evaluation.
The key personnel at this stage are the courseware developers and instructional
technologists and media specialists and the end users of this product – Here in this project
the Students of Dr.BRAOU, Aqua farmers from Kolleru region and Counselors who
teach the subject from the course development team.

2009 HICE Proceedings
Page 2686

CD-ROM Preparation : The completed multimedia movie based modules data is
compressed and packaged into a single executable file (EXE file) for CD-ROM
distribution. The lesson files are prepared for the read-only CD-ROM format. Finally, an
installation program is written to give the user a friendly, easy-to-follow way to install
and use the software.
Technical testing and evaluation are conducted throughout this stage to ensure quality
production.

• Assessment strategies.
In assessing the quality , Questionnaire impact evaluation method was employed. A
designed Questionnaire was supplied to the students.
• Technical Testing & Evaluation
Technical testing and evaluation was conducted throughout Authoring stage to ensure
quality production. The Technical testing & Evaluation is done in two stages.
Stage 1:Testing in the initial trial material
Stage 2: Testing in the final stage
The main purposes of these evaluations are for courseware improvement and for
subsequent development of guidelines/instructions for users. In order to evaluate the
effectiveness of these materials, pre-test and post-test are conducted.
Stage 1: Testing in the initial trial material
The development of IMML materials on Fish Diseases was guided by feedback from
scientist focus groups, aqua farmers from Kolleru belt where finfish culture is at peak,
multimedia experts and discussions and survey with undergraduate students. These
meetings were conducted by CEMCA in Dr.BRAOU campus.
Stage 2: Testing in the final stage
At Final stage the feedback was gathered from the Fishery Science students and
councellors of Dr.BRAOU.
The Process of Evalution Method
Questionnaire impact evaluation method was employed to evaluate the materials.
A Questionnaire was supplied to the experiment groups of students. The process of the
Evalution method is shown in Table 1.
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Table -1. The Process of Evalution Method

Group
B.Sc 3rd
year Course
iv Fishery
science &
Aquaculture
Students

Groups
Zoology Lab.
Group
Control (C)
IMP
(Experiment G.)

Measurement
Questionnaire
impact
evalution

Process
Lab Based Learning
Computer Based
Learning

Forming the Research Groups
The research group is made up of a total of 100 students of B.Sc 3rd year Course IV
Fishery science & Aquaculture of Dr.B.R.Ambedker open university. Hyderabad. While
forming the students’ groups, interests and curiosities of the students for the computer
and lab based medium were taken into consideration.
A questionnaire was given to the class taught with IMML lecture - ware and asked the
students opinion about the use of the lecture-ware and its positive and negative attributes
in the following four aspects.
i. Students Learning with Interactive multimedia
ii. Multimedia presentation
iii. Students Preference for mouse or keyboard as an input device
iv. Adopting the novel approach, the combination of text with the
Hyperlinked Information Frames

2009 HICE Proceedings
Page 2688

Results & Discussion

1. Students Response to Learning with Interactive multimedia material
Students were asked to rank the overall experience of learning from the computer on
scales from 1 (negative) to 5 (positive) in the areas of attractiveness, stimulation,
satisfaction and ease of operation. Responses were positive on all scales, with 13
responses at the lower end of the scale (1 or 2).
•

•

The responses to the questionnaires were more favorable to these IMMLs.
The majority of students who saw the multimedia materials were in favor of its
being used for the entire class or at least in conjunction with other teaching
methods.
The students found the step-by-step build up of ideas within sequential explanation
of text along with animation is immensely useful in understanding the concepts and
their interrelations. Students particularly liked materials with graphics, explanation
of disease symptoms with sequential animations, and interactivity.
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.
•

Students strongly preferred the multimedia materials with some kind of movements
and strongly felt that these movements in the form of animations are enhancing the
understanding of certain concepts of the subject. For example; movement on
disease sequence, clinical signs and symptoms.

•

Some students had found difficulty in taking down the key points from materials in
to their notes.

•

Only three counselors in the class expressed their concern that the teacher would be
distanced from the class by focusing attention on the computer and not on the
students.

2. Students Response to Multimedia presentations
Students were asked to rank the overall Students Response Multimedia presentation
on scales from 1 (negative) to 5 (positive) in the areas of incorporation of full colour
images, animated graphics& hyperlinks as aids to learning. Responses were positive on
all scales, with 2 responses at the lower end of the scale (1 or 2).
•

•
•

Responses to the value of full colour images, animated graphics and hyperlinks as
aids to learning were all strongly positive. All saw the combination of quarter
screen pictures with text and the amount of text presented on each screen as
appropriate.
The size and font of text used (Times of New Roman 14) seen as inappropriate
by half the respondents.
Students found it easy to move to any desired section of the material for the
purpose of reviewing it, but half of them had some difficulty with the use of the
icons.

This aspect needs further modification. The Supplementary documentation or an in
built tutorial on the use of the icon bar must be given as pop-up window with control
button.
•

The majority of the respondents indicated that they would like to have more study
material in CD-ROM format; Very few remained neutral. All the respondents
indicated that if study materials were generally available in this format they would
purchase a PC and CD-ROM drive.

3. Students Response to Preference for mouse or keyboard as an input device
About their preference for mouse or keyboard as an input device, only 72 respondents
indicated preference for the mouse. Few students have expressed their desire to increase
their computer skills as part of the process of learning with the computer
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4. Students Response to adopting the novel approach, the combination of text with
the Hyper linked Information Frames.
Students were asked to rank the overall Students Response to the combination of text
with the hyper linked information frames on scales from 1 (negative) to 5 (positive).
Responses were positive on all scales, with no responses at the lower end of the scale (1
or 2).
All the students indicated that the extensive use of hyperlinks enabling them to cross
reference in various aspects. Few counselors felt that the number of self-assessment
questions incorporated to test the students can be increased in the hyper linked frames
designed for evaluation.
A high percentage of the respondents mentioned that the courseware was interesting and
that it helped them visualize and understand difficult concepts. All the students indicated
that this enable them to develop new perspectives and insights into this subject.

Conclusions
For decades, educational debates focused upon how teachers should teach? According to
Cuban (1984), such debates grouped teaching practices in two classifications:
1. Teacher-centered instruction, where uhe teacher frequently presents
information (but treated as knowledge) to learners, and
2. Student-centered instruction, where learners employ own skills to
discover information and construct knowledge.
If we analyse these two categories, in both the groups, loyal teachers are working;
however , both can be dictatorial.
In this new technology era one should explore ways of going beyond and summing up
both the practices under the third catetegory "learning-centered" process. In this
setting, students and teachers are partners in learning and constructors of knowledge.
Teachers in this learning environment are facilitators, subject experts, thought provokers,
and educational experts. These teachers should inspire the students to become creative
and independent thinkers. When knowledge is inactive or when it lacks purpose, it is
dead (Perkins, 1986). When presenting subject content, teachers may use diverse methods
and strategies that integrate technologies based upon a creative and systematic design of
instruction that nurture discussions, debates, small group interactions, and student
curiosity. Interactive Multimedia technology can be a teacher’s tool in finding creative
ways that encourage students to self-test, self-question, and self-regulate learning in
helping them to create solutions to complex problems.
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An Adaptive Spiral Learning Mechanism for
Sustaining User Motivation in E-learning Drill Systems
Yuichiro YOSHINARI
Tokyo Denki University
To support language learning and training that requires repetitive drills and exercises,
many schools and universities adopt e-learning systems.

Although these types of

computer-assisted instruction (CAI) systems can offer students increased opportunities for
studying without teacher intervention, we observed a big problem at Tokyo Denki University in
getting anticipated results which stems from the fact that for large amounts of drill exercises,
whenever the level of the exercises goes too far out of range of the students’ abilities – both too
high or too low – it becomes difficult for them to stay motivated to complete the entire sets of
exercises required. For example, when certain drills are too easy and the success rate is near
99%, then the learners do not feel challenged at all and they lose interest in completing a large
collection of similar type drills because they feel they have already mastered the material. On
the other hand, if the success rate is too low, for example consistently near 10%, learners also
lose motivation in continuing to tackle large sets of study exercises when they are not
completely sure they have understood the past material.
In this work, we developed a concept called a spiral learning mechanism to automatically
monitor the rate of success in answering drill questions by students and tune the delivery of drill
exercises based on this information so that the training materials are not too easy or too hard,
but moderately difficult for learners. In the implementation of our spiral learning system in
actual classes at TDU, we found that the moderate success rate where most learners feel
comfortable in studying seems to be between 60-80%. Since the spiral learning mechanism
adjusts to student levels in real-time, learners will be able to progress faster through their strong
areas and slower through the areas that they need extra practice in and this ensures that by the
end of the training the exercise items at each level are thoroughly mastered. This tailoring of
the study load and pace for students is completely automatic and can be done even when the
student is away from the classroom without nearby teacher assistance.
The spiral learning mechanism proposed in this work is illustrated in Figs. 1-4. In each
block of study, the drill exercise items of each unit are first arranged in a bank in order of
difficulty. When a learner logs on to the system and enters the module for the first time, a
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portion of the items from the easy level of the bank enters the spiral item pool (Fig. 1). The
system shuffles the items in the pool and randomly selects one of the items to appear on the
screen (Fig. 2). If the learner’s response is correct, the system marks the item with a flag and
returns it to the pool (Fig. 3). In the case of an incorrect response, the item goes back to the
pool unmarked.

By repeating this operation a sufficient number of times, the student

concentrates on learning the items within the pool. At the end of intensive training for the
current pool contents, items which have the required number of flag marks (e.g., two in Fig. 4)
can be regarded as acquired and will be removed from the pool. New items from the bank
enter the pool (Fig. 4) and the procedure is repeated until all of the drills are completed.

Figure 1: Initial selection of easy level

Figure 2:

Learning items presented to

items for the learning pool.

student in random order.

Figure 3: Flagging of correctly answered

Figure 4: Mastered items are removed from

items.

the pool and replaced with new items of
higher difficulty.
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Based on this spiral learning mechanism, we developed and implemented an
e-learning system for the undergraduate English courses at TDU and observed that the size of
the pool is the key for student motivation. A fixed pool size can be too large for some or too
small for others and cannot satisfy and sustain learning motivation for all students. From this
observation, we improved the spiral learning mechanism to flexibly adjust the size of the
question pool based on the success rates of students in each module. To accomplish this, the
spiral learning mechanism slowly increases the number of questions in the pool for each
attempt of a module as shown in Fig. 5 and after the answering success rate goes below a
predetermined threshold (Fig. 6), the pool begins to shrink. This tuning is automatic and helps
to keep the pool of questions suited to student learning capacity and motivation at all times.

Figure 5: The pool size is adjusted based

Figure 6: Success rates are monitored in real-time

on the success rate to maintain a moderate

to check for drops below the threshold.

level of difficulty for students.
In many commercial systems and courseware packages on the market, the level of the
target learner is usually fixed and there is no easy way of tailoring the training materials for
students with varying areas of strengths and weaknesses in the subject matter. By enhancing
e-learning drill systems with the spiral learning mechanism developed in this work, we are able
to effectively control the pace at which students progress to new levels of difficulty in a learning
unit and provide a great range of individualized training and drill work to students without
requiring countless hours of human instructor intervention or system management.
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TEACHING METHODS AND TRUANCY
By Ronald E. Bartholomew, D.Phil.

Truancy has been a great problem in public education for as long as education has been compulsory.
Today, despite the effort of administrators, teachers, law enforcement officials and the courts, the
evidence is that the problem, far from declining, is now on a huge scale. After much research into the
causes of and possible solutions to this problem, it became accepted, in both government and academic
circles, that truancy was a problem with the student, his family, and/or his surroundings and could be best
dealt with by law enforcement agencies.

Unfortunately, the institutionalization of this inadequate

explanation of the causes of truancy has inevitably led to further misunderstandings about the problem
and has not provided any solutions. More recent research that has revisited truancy, however, suggests
that students are more likely to truant because of school deficiencies, particularly those of a curricular
nature, than for reasons arising from their personal inadequacies.1 Students often truant to avoid certain
subjects, teachers, and classes rather than for reasons concerned with an inadequate home life. While
many different aspects of schools have been studied in connection with truancy, a glaring absence of
research on the effects of pedagogy on truancy led to this study. The purpose of the exercise has been to
examine the effects of pedagogy (being defined as the teaching methods used by the teacher in the
classroom) on truancy.

It is the thesis of this chapter that there is a relationship between teacher pedagogy (pedagogy in this
study will be defined as the instructional methodology teachers use in their classrooms) and truancy, and
some instructional methods are apt to encourage student attendance, while others tend to encourage
truancy.

As early as 1985, scholars began suggesting a need for a closer examination of the possible link between
teaching methods and truancy. Galloway put forward this recommendation: “A possibility which has so
far received little investigation is that there may be a link between high absence rates and… the lessons
of certain teachers.2 Reid agreed with this and further asserted:
This is a serious and surprising omission because it is apparent that some pupils
deliberately miss school in order to avoid unpopular lessons. Bird et al. found that
certain pupils form adverse opinions of their curriculum if they perceive it as being
irrelevant, if they are unable to relate to its academic slant, if they cannot meet the
demands it makes, and if the content or teaching style or teaching input leaves them
feeling failures…. Can I pre-empt these surveys by suggesting that some of the pupils’
criticism will be directed towards the curriculum, teaching styles…. Central to all of
these aspects will be what takes place in the classroom…. To me, the correlation
between bad teaching, and unsuitable curriculum, a general disinterest in the welfare of
lower ability pupils and absenteeism, alienation and disaffection is so obvious as to be
self-evident.3

2
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Afterwards, O’Keeffe and others conducted valuable studies in relation to this which have validated
Reid’s conjectures.4 However, O’Keeffe admitted that one of the limitations of his report was that it left
“the conceptual distinction between ‘curriculum’ and ‘pedagogy’, ‘subject’ and ‘lesson’ largely unprobed.”5 A careful analysis of subsequent research revealed that while ample evidence has continually
amassed establishing a relationship between “truancy” and “teaching methods,” the conceptual
distinctions referred to by O’Keeffe have remained ambiguous.6 Therefore, the purpose of this study is to
more clearly (a) identify particular types of classroom teaching methods and (b) examine what
relationship they have, if any, to truancy. This chapter will provide in-depth analyses between the
relationship of these teaching methods and truancy.7
Reasons for Class Truancy
In order to investigate the possible relationship between curriculum, pedagogy and truancy, a research
instrument entitled “STAR V”8 was developed and then administered to 2,727 students attending three
diverse Western States high schools. The findings of this thesis are drawn from the data obtained from
these surveys.9 In one part of the survey, the students were asked to respond to the words “Reasons for
cutting school or class.” They were allowed to choose from a list of seventeen options the ones that they
believed best described their reasons for playing truant. Some reasons pinpointed specific explanations
for their truancy, while others were more general in nature.

One example of the more general

10

propositions was Question 30 which stated: “(I truant because) I do not like some of my classes.”
Dislike for Some of Their Classes
Tables 1 and 2 below show the incidence and frequency of truants who cited the issue of Question 30 as a
reason for their truancy.
Table 1 - Truancy by Q30: I do not like some of my classes

Truants who did not
select this as a reason
Truants who did
select this as a reason
Totals

School
Truants
(%)

Class
Truants
(%)

264
(28.9)
68
(8.0)
332
(18.8)

434
(47.5)
428
(50.4)
862
(48.9)

Both
kinds of
truants
(%)
215
(23.5)
354
(41.6)
569
(32.3)

All
Truants
(%)
913
(100.0)
850
(100.0)
1,763
(64.6)

There were 850 truants (48.2% of all truants and 31.2% of all students) who gave this as one of the
reasons for their truancy. This was a large portion of the sample—almost one-half of all truants and
nearly one-third of all students. Of those who gave this as one of the reasons for their truancy, 428

3
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(50.4%) engaged in class-only truancy, and another 354 (41.6%) engaged in both school and class
truancy. Taken together, 92.0% of all those who gave this as one of the reasons for their truancy,
engaged in class truancy. Only 68 (8.0%) truants who gave this as a reason for their truancy were
school-only truants, or truants who reported missing whole days of school only. Therefore, the large
majority of those who gave this as a reason for their truancy were skipping selected classes, not entire
days of school.
Table 2 - Frequency by Q30: I do not like some of my classes

Truants who did not
select this as a reason
Truants who did
select this as a reason
Totals

Not
Often
(%
of
truants)
780
(85.4)
566
(66.6)
1,346
(100)

Often
(%
of
truants)
89
(9.7)
187
(22.0)
276
(100)

Very
Often
(%
of
truants)
44
(4.8)
97
(11.4)
141
(100)

All
Truants
(%)
913
(51.8)
850
(48.2)
1,763
(100)

It is equally important to note that of this sample, 566 (66.6%) indicated that their truancy occurred “not
often,” or by definition from the survey, only 1-2 times in a two month period. These meant that those
who gave this as one of the reasons for their truancy attended almost all their classes almost all the time,
and rarely engaged in school-only truancy. When this large portion of students did truant, it was more
often selective, infrequent class truancy with “I do not like some of my classes” as one of the reasons for
their truancy. Could this have possible pedagogical implications in the sense that students may have
disliked some of their classes because of a particular teacher’s teaching methods?

The Relationship between Teaching Methods and Truancy

Of the 850 truants who gave “I do not like some of my classes” as one of the reasons for their truancy,
491 (57.7%) also gave Question 22, “I do not like the way some teachers teach” as a reason. 42 (8.6%)
were school-only truants, 233 (47.5%) class truants, and 216 (44.0%) engaged in both types of truancy.
Therefore, 449 (91.6%) truants who gave these combined reasons for their truancy admitted to being
class truants only or missing class and school (233 or 47.5% and 216 or 44.1%--a combined 91.6%).
Therefore, the vast majority of students who gave these combined reasons (Question 30 and 22) for their
truancy were class truants. In other words, these truants were missing selected classes at least partially
because they did not like some of their classes and they did not like the way some teachers taught. More
truants gave these two combined reasons (Questions 22 and 30) for truancy than any other two classvariables combined. In fact, they represented 27.9% of all truants. The frequency of their truancy further
indicated that it was selective in nature. There were 289 (58.9%) who reported their truancy occurred

4
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“not often,” or infrequent. Therefore, the majority of students who gave both Questions 30 and 22 as
combined reasons for their truancy attended most of their classes most of the time. When they did
choose to truant, it was most often in the form of infrequent, selective class truancy. This validated their
explanation for their truancy—they did not like some of their classes and they did not like the way some
teachers taught.

The second most common reason for truancy given in conjunction with Question 30 was Question 28, “I
want to avoid particular teachers.” There were 377 truants who gave this reason. The majority of those
who gave these combined answers as a reason for their truancy were class truants (168 class-only truants
or 44.6%, and 177 who participate in both types of truancy, or 46.9% = a combined 91.5%). More than
half of these truants (209 or 55.4%) said their truancy occurred “not often,” thus suggesting it was
predominantly selective, infrequent class truancy.

The next class variable combined with Question 30 for analysis was Question 27, “(I truant) to avoid
particular subjects.” The number of students who said they were truant because they did not like some of
their classes and who also said they were truant in order to avoid particular subjects was 342. This was
the third most frequent reason given in conjunction with Question 30. The majority of truants who gave
these two reasons for their truancy were also class truants (153 or 44.7% and 163 or 47.7% = 92.4% class
truants). There were 191 (55.8%), or more than half of these truants who reported that their truancy
occurred “not often.” This indicated that students who were truant were so because they did not like
some of their classes and they were trying to avoid particular subjects. They were very selective (in)
about which classes they were skipping—only 47 (13.7%) of these truants said they were truant “very
often.” When both the percentage of students who were class truants and the frequency of their truancy
were considered together, a pattern of truancy emerged suggesting a carefully thought-out skipping of
specific classes.

The next class variable combined with Question 30 for analysis was Question 32, “(I truant because) the
lessons seem to be of no use to me.” There were 299 students who gave these combined reasons for their
truancy. This formed the fourth largest group of truants who gave a class variable combined with
Question 30 as a reason for their truancy. As was expected, the results of this query showed that the vast
majority (281 or 94.0%) of truants who did not like some of their classes (Question 30) and who also felt
that the lessons seem to be of no use to them (Question 32) were class truants. Only 18 (6.0%) were
school only truants. The variable “the lessons seem to be of no use to me” suggested that these truants
were not able or willing to see the relevance of what was being taught to their current or possibly even
future situation. If this were considered in terms of the “students as consumers” model, it would be a
clear indication that these students were picking and choosing which classes to miss and which to attend.
This would be the case, at least partially, because the classes seemed to be of no use to them. The
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frequency of this group’s truancy further established this idea. Of those truants who chose Questions 30
and 32 both as reasons for their truancy, 168 (56.2%) of them indicated that the frequency of their
truancy was “not often.” This meant that of the truants who chose both of these as explanations for their
truancy, 94.0% of them were class truants and 56.2% of them truant “not often.” The majority of these
students were seldom truant, and when they were, they skipped a class here and a class there. This
suggests that they did not believe all of their lessons were of no use to them, but perhaps the lessons of
the classes they did not like and subsequently chose to truant.

The final class variable given by students in conjunction with Question 30 was Question 23, “I do not
understand some of the lessons.” There were 235 (27.6%) of the 850 students who gave both Question 30
and Question 23 as reasons for their truancy. While this was the smallest group to give a class variable
as an explanation of their truancy in conjunction with Question 30, it was still over one-quarter of the
truants who cut because they did not like some of their classes. More than half of the students (121 or
51.5%) who gave Question 23 in conjunction with Question 30 as reasons for truancy were those who
participated in both types of truancy. Because these students participated in class truancy as well as
school truancy, the majority of them are class truants (90 or 38.3% class-only truants + 121 or 51.5%
both kinds of truants = 89.8% class truants). However, there was a higher percentage of school truants
who gave Question 23 as a reason for their truancy combined with Question 30 than any other reason (24
or 10.2% school-only truants + 121 or 51.5% both kinds of truants = 61.7% school truants). This would
seem to indicate that truants who did not like some of their classes and did not understand some of the
lessons were more likely to skip entire days of school in addition to specific classes than other groups of
truants who did not like some of their classes. This suggests that these truants may not have been able to
understand other lessons as well and perhaps were not doing particularly well in school in general.
However, the frequency of this subgroup’s truancy was similar to that of the other subsets above. It was
primarily “not often,” which would suggest selective truanting of single classes or whole days of school.
There were 127 (54.0%) who indicated that their overall truancy frequency was “not often.” This
suggests that even though a majority of these truants skipped whole days of school (61.7%), their truancy
was still relatively infrequent. Their responses to the questionnaire indicated that they attended most of
their classes most of the time. This seems to indicate that their truancy was more related to their classes,
since their infrequent truancy, whether class or school, was at least partially explained by the reasons
given by them: they did not like some of their classes and they did not understand some of their lessons.

In summary, more than any other pedagogical variable, a dislike for their teachers’ teaching methods was
given by truants, in conjunction with not liking some of their classes, as a reason for their truancy. More
truants gave “I do not like the way some teachers teach” as a reason for being truant in this combined
analysis than they did for avoiding a particular teacher or subject matter, or on the grounds of the
perceived uselessness of the lessons or their inability to understand them. In other words, the students
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themselves gave “the instructional methods teachers use in the classroom” as the greatest reason for
truancy when combined with the variable “I truant because I do not like some of my classes.” This
means that there was a stronger relationship between teaching methods and truancy in combination with
the issues of Question 30, “I do not like some of my classes,” than was apparent in the combination of
any other pedagogic variable and Question 30. This at least partially confirms the thesis: “There is a
relationship between the teaching methods employed by teachers in the classroom and truancy.”

Teaching Methods that Encourage Attendance and Discourage Truancy

In addition to identifying those things that discouraged student attendance, a question was included in the
instrument that queried the students regarding which methods teachers employed that encouraged
attendance. The students’ written responses to this query, Question 115, “What does your teacher do in
class that encourages you to attend?” seemed to agree with the above analysis. Table 3 below shows the
analysis of those written responses.
Table 3 - Students’ Written Responses to Question 115
Written responses
“Nothing”
Makes class/learning fun
Left it blank—no answer
Is a good teacher/interesting lessons
I like the teaching methods
Attendance part of grade
Gives assignments/homework
Teacher is nice, caring, good
personality
Gives food, candy, donuts
Has low expectations
Gets the students to interact with the
teacher and each other
Does not give boring lectures/talk too
much
Helps my future
Is mean, threatening, uses guilt trips
Students’ responses were too vulgar to
record
Affects citizenship grade favorably
Gives tests/helps me prepare for tests
Other responses

School 6
(1368)
292
287
259
89
73
41
65
86

School 7
(218)
44
32
49
33
0
19
4
12

School 8
(1066)
162
154
159
91
97
108
61
24

Total
(2652)
498 (18.8%)
473 (17.8%)
467 (17.6%)
213 (8.0%)
170 (6.4%)
168 (6.7%)
130 (6.0%)
122 (4.6%)

44
28
9

8
8
2

32
14
31

84 (3.2%)
50 (1.9%)
42 (1.6%)

6

0

32

38 (1.4%)

9
0
13

1
2
1

26
22
9

36 (1.4%)
24 (0.9%)
23 (0.9%)

18
0
49

0
1
2

4
15
25

22 (0.8%)
16 (0.6%)
76 (2.9%)

It is important to note that all students, not just truants, were invited to respond to this question. More
than was the case with any other response or group of responses, students (1,086 or 40.8%) indicated that
it was the teachers’ teaching methods that encouraged them to attend class. Four of the six responses
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with the highest frequencies made specific reference to teaching methods which students said encouraged
them to come to class (see the highlighted responses in Table 3 below). Besides those who left this
question blank (467 or 17.6%), the other two responses with the next highest frequencies were “My
teacher doesn’t do anything to encourage me to come to class” (498 or 18.8%) and “Attendance is part of
my grade” (168 or 6.7%). These negative influences, however, are outweighed by the positive ones.
This analysis seems to suggest that the methods teachers employed in their classrooms had a larger
combined impact on encouraging their students to attend their classes than any other factors mentioned in
a response or group of responses.

As can be seen in the table above, students mentioned specific teaching methods that encouraged them to
come to class. The purpose of the next portion of this analysis is to explore some of the methods that
encouraged and discouraged student attendance.

Were there teaching methods students generally preferred, or on the contrary, disliked, and what effect
did that have on their truancy? In order to ascertain this, statistical analyses have been used to compare
each teaching method variable with the subset of truants that gave Question 30 and 22 as reasons for their
truancy.11 The higher the total number of truants, the more we can assume that what they wanted from
teaching did not exist in the classes they skipped. This was because we were analyzing responses from
students that (a) were truant because they did not like some of their classes and the way the teacher
taught, and (b) we were seeking to discover what pedagogies they preferred. Their responses indicated
that at least one of the reasons for their truancy was that their teachers were not using the teaching
methods they preferred.

Conversely, their responses suggested that if teachers used the preferred

teaching methods in the classes the students were cutting, they would be more likely to attend. This was
accentuated by the fact that the majority of these truants were skipping selected classes only on an
infrequent basis (1-2 classes in a two month period).

The teaching method that appeared to be the least preferred by those who truant because they did not like
some of their classes and disliked the teaching method was “the teacher lectures the entire time.” Of the
491 truants who gave both Question 22 and 30 as reasons for their truancy, 276 (56.2%) either disagreed
or strongly disagreed with Question 81, “I like classes when the teacher lectures the entire time.” There
were 131 (47.5%) of these truants who were class-only truants. In addition, 125 (45.3%) were truants
who engaged in both types of truancy. That means a total of 256 (92.8%) truants who gave Questions 22
and 30 as reasons for truanting and either disagreed or strongly disagreed with the statement “I like
classes when the teacher lectures the entire time” were class truants. The fact that: (a) 256 (92.8%) of
those truants who responded this way were class truants, and (b) 158 (57.2%) of them indicated that they
only cut 1-2 classes in a two month period would suggest that the majority of these truants were very
selective class truants who cut classes at least partially because they did not like classes when the teacher
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lectured the entire time. The question could be posed, “Why did they not truant those classes more?”
Some of those who responded this way did. There were 73 (26.4%) who indicated that they were truant
often (1-2 classes a week) and 45 (16.3%) said they were truant very often (2 or more classes a week).
However, most truants that responded this way went to most of their classes most of the time. They were
truant at about the rate of 1 class per month.

There was an interesting comparison with the above analysis and the results of the query of the subset of
students who gave Questions 22 and 30 as reasons for truancy and either agreed or strongly agreed with
Question 84, “I like lessons when the students are encouraged to interact with the teacher.” These two
teaching methods—“lecturing the entire time” and “interacting with the students” are contrasting
methods. What was the comparison between truants who did not like “classes when the teacher lectured
all the time” and truants who liked “lessons when they were encouraged to interact with the teacher?
One method used one-way communication; the other facilitates two-way interaction and communication.
Of the 491 truants who gave Questions 22 and 30 as reasons for truancy, 216 (44.0%) either agreed or
strongly agreed with Question 84. In other words, they liked lessons when they were encouraged to
interact with their teachers. An additional 128 (26.1%) neither agreed nor disagreed with Question 84,
meaning they did not mind lessons when they were encouraged to interact with their teacher. Only 147
(29.9%) of these truants did not like to interact with their teachers. In other words, the majority (44.0% +
26.1% = 70.1%) of those who were truant in this sample either liked or did not mind classes where they
were encouraged to interact with their teacher. This suggests that one of the teaching methods that could
have encouraged these truants to attend class more often is positive teacher-student interaction. This is
highlighted by the frequency of their truancy. Of the 216 truants who agreed or strongly agreed with
Question 84, 135 (62.5%) reported that the frequency of their truancy was “not often,” or only 1-2 classes
in a two month period. The analysis of this data indicated that the majority of truants who responded this
way liked lessons when they were encouraged to interact with their teachers. Their truancy was very
selective and infrequent. Apparently they attended most of their classes most of the time, but sometimes
chose to skip those classes where they were not being encouraged to interact with their teachers. The
analysis of this data taken together with the analysis of Question 81 above could be summarized as
follows: Students were more likely to truant when the teacher lectured the entire time instead of teaching
lessons that encouraged the students to interact with the teacher.

The teaching method that appeared to be the most preferred by the truants in this sample was “classes
where the students work in groups.” Of the 491 students who gave both Questions 22 and 30 as reasons
for their truancy, 270 (55.0%) disagreed or strongly disagreed with Question 80, “I do not like classes
where the students work in groups,” meaning, of course, that they liked classes where students work in
groups. This combination of answers suggests that at least one of the reasons these 270 truants did not
like some of their classes and they did not like the way some of their teachers taught is that group work
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was not a teaching method employed by these teachers. The majority of those who were truant for these
combined reasons engaged in class truancy (256 or 94.8%) and were infrequently truant (150 or 55.6%
gave “not often” as the frequency of their truancy). This suggests that these truants typically attended
most of their classes most of the time and rarely engaged in school-only truancy (only 14 truants or 5.2%
were school-only truants).

When these students were truant, they were skipping selected classes

infrequently at least partially for the reasons given in this query.

The Importance of Interaction with the Teacher and Other Students
A contrasting comparison with the above analysis came from the results of the query of the subset of
students who gave Questions 22 and 30 as reasons for truancy and either disagreed or strongly disagreed
with Question 82, “I like classes where the teacher gives assignments and we work on our own.” In other
words, what was the comparison between truants who liked “classes where the students work in groups”
and truants who did not like “classes where the teacher gives assignments and we work on our own”?
These two teaching methods—“having students work in groups” and “giving assignments and having
students work on their own” could be seen as contrasting approaches. One method encouraged students
to interact; the other may have even discouraged student-to-student interaction. Of the 491 students who
gave Questions 22 and 30 as reasons for their truancy, 202 (41.1%) either disagreed or strongly disagreed
with Question 82. The majority were class truants (182 or 90.1%) who indicated that their truancy
occurred “not often” (105 or 52.0%). This suggests their truancy was infrequent and selective, missing
classes they did not like because, among other reasons, they would rather work in groups than on their
own.

The analysis of this data taken together with the analysis of Question 80 above could be

summarized as follows: it appeared that students were more likely to truant when they were given
assignments and asked to work on their own than if they were given the opportunity or even encouraged
to work in groups. In summary, truants in general preferred lessons that provided opportunities to
interact with their teacher and other students. It appears that the more teachers employed these two
methods of instruction, namely, the more the incidence of truancy, particularly class truancy, would
decrease.

Further analysis of the data indicates that truants who liked classes where students worked in groups also
placed a high value on student autonomy in the classroom. Of the 1,002 truants who liked classes where
students worked in groups, 469 (46.8%) either disagreed or strongly disagreed with Question 85, “I do
not like classes when the students control what is going on.” Of the truants who liked classes where
students worked in groups, 294 (29.3%) neither agreed nor disagreed with Question 85, and only 239
(23.9%) agreed or strongly agreed with it. In other words, almost twice as many truants (46.8% >
23.9%) who preferred classes where students worked in groups also preferred classes where the students
controlled what was going on. An even larger portion of these truants either preferred student autonomy
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or did not mind classes where the students controlled what was going on (46.8% + 29.3% = 76.1% >
23.9%). As expected, a large number of these truants (239 or 51.0%) were class-only truants, and an
additional 165 (35.2%) also engaged in class truancy. Therefore, the majority of these truants (404 or
86.1%) were skipping selected classes. The majority of these truants (332 or 70.8%) reported that they
were truant from class only 1-2 times in a two month period. The fact that they were truanting selected
classes infrequently suggests that when they did skip a class, it was at least partially because students
were not working in groups and had little or no autonomy in the classroom. This suggests that not only
would more students likely attend classes if students worked in groups, they would also be more likely to
attend classes if they had more of a voice in what was going on in the classroom as opposed to classes
where students did not work in groups and the teacher completely controlled what was going on.

Another interesting fact that emerged from a continued analysis of the data was that of the 882 truants
(50.0% of 1,763 total truants) who either agreed or strongly agreed with Question 84, “I like lessons
when the students are encouraged to interact with the teacher,” The largest subset of these truants was
those who sometimes did not pay attention in class. There were 548 truants (62.1%) who either agreed or
strongly agreed with Question 84 and also agreed or strongly agreed with Question 105, “I sometimes do
not pay attention in class.” This might indicate that at least one of the reasons they were not paying
attention in class was because they were not being encouraged to interact with the teacher during the
lesson. Of these truants, 292 (53.3%) were class-only truants, and an additional 176 (32.1%) also
engaged in class truancy. Of the 548 truants who preferred lessons when students were encouraged to
interact with the teacher and sometimes did not pay attention in class, 468 (85.4%) engaged in class
truancy. There were 413 or 75.4% who reported that their truancy occurred “not often.” Taken together,
the majority of these truants were skipping selected classes infrequently. The analysis of these data
seems to suggest that at least one reason for this appeared to be that they were not being encouraged to
interact with the teacher and were also not paying attention in class.

The third largest subset was closely related to the one examined above and was the group of truants who
preferred classes where they were encouraged to interact with the teacher and also daydreamed in class
and missed a lot of what is going on. There were 520 truants (59.0%) who either agreed or strongly
agreed with Question 84 who also agreed or strongly agreed with Question 104, “I sometimes daydream
in class and miss a lot of what is going on.” The majority were class-only truants (279 or 53.7%), and an
additional 167 (32.1%) also engaged in class truancy. That means 446 of these truants (85.8%) engaged
in class truancy. This would seem to indicate that their truancy was selective in nature. This suggests
that one of the reasons they were daydreaming and missing a lot of what was going on in class was
because they would have preferred interacting with the teacher but were not being encouraged to do so. O
those who were truants, 395 (76.0%) reported that their truancy frequency was “not often.” implies that
the majority of them were truant from selected classes infrequently (on the average of one class a month).
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This would seem to indicate that if these truants were being encouraged to interact with their teacher and
were not daydreaming in class and missing a lot of what was going on, the incidence and frequency of
class truancy would decrease. This also seems to suggest that at least one reason they were daydreaming
in class was because they were not being encouraged to interact with their teacher. If these truants were
encouraged to so interact (with the teacher in class) it might reduce the incidence and frequency of
daydreaming in class as well as class truancy.

The second largest subset of truants that preferred lessons where the students were encouraged to interact
with the teacher was that group of truants who also liked classes which worked in groups. There were
541 truants (61.3%) who either agreed or strongly agreed with Question 84 and either disagreed or
strongly disagreed with Question 80, “I do not like classes where the students work in groups.” The
majority of these truants (297 or 54.9%) were class-only truants and an additional 148 truants (27.4%)
also engaged in class truancy. Therefore, 445 (82.3%) were class truants who were skipping selected
classes. One possible explanation for their class truancy is that they preferred classes where students
work in groups and where they were also encouraged to interact with their teacher. In other words, the
incidence of their class truancy would decrease if they were encouraged to interact with both their teacher
and the other students in the classes they were skipping. The frequency of their truancy seems to imply
this as well, in that 421 (77.8%) of these truants were rarely truant.

The fourth largest subset of truants who preferred lessons where the students were encouraged to interact
with their teachers was the group of truants that did not like classes when their teachers lectured the
entire time. There were 484 truants (54.9%) who either agreed or strongly agreed with Question 84 and
disagreed or strongly disagreed with Question 81, “I like classes when the teacher lectures the entire
time.” The majority of them (253 or 52.3%) were class-only truants, and an additional 141 (29.1%) were
also class truants. Accordingly, 394 (81.4%) were class truants, indicating that the majority of these
truants were cutting selected classes at least partially because they did not like classes where the teacher
lectured the entire time but did like lessons when students were encouraged to interact with the teacher.
As (was) noted above, these truants did not dislike teachers; in fact, they preferred lessons where students
were encouraged to interact with the teacher. At least one explanation for their truancy was that they
were unable to interact with their teachers if the teachers lectured the entire class period.

Importance of Interacting with the Teacher
There were 882 truants (50.0% of all truants) who either agreed or strongly agreed with Question 84, “I
like lessons when the students are encouraged to interact with the teacher.” An additional 503 truants
(28.5% of all truants) neither agreed nor disagreed with Question 84, meaning that a total of 1,385 truants
(78.6% of all truants) either preferred or did not have a problem with lessons where they were
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encouraged to interact with their teacher. The fact is that the words, “I like lessons when the students are
encouraged to interact with the teacher” expressed the second most preferred teaching method of all
truants. In light of this, it was not surprising that only 460 truants (26.1% of total truants) gave Question
28, “I want to avoid particular teachers” as a reason for their truancy. However, this was still a large
number of truants, and (there is) valuable information that can be gained by examining why certain
teachers have a positive effect on truancy. As expected, very few truants who gave Question 28 as a
reason for their truancy were school-only truants. There were 211 (45.9%) who were class-only truants
and an additional 211 who also participated in class truancy, making a total of 422 (91.7%) class truants.
This means that almost all truants who gave Question 28 as a reason for truancy were skipping selected
classes at least partially for the reason stated in the question: “I want to avoid particular teachers.” The
majority of these truants were engaged in highly selective class truancy because 57.0% (262) of them
indicated their truancy occurred “not often.”

Interestingly, the largest subset of those who truanted to avoid a particular teacher was that group which
preferred lessons where they were encouraged to interact with the teacher. There were 201 truants
(43.7%) who gave Question 28 as a reason for their truancy who also agreed or strongly agreed with
Question 84, “I like lessons when the students are encouraged to interact with the teacher.” Only 131
(28.5%) truants indicated that they did not prefer lessons when they were encouraged to interact with
their teachers. It may seem that giving “avoiding certain teachers” as a reason for truancy while
preferring lessons “when students are encouraged to interact with their teachers” involves a contradiction
in terms. However, data analyses have already shown that students predominantly preferred lessons
when they were encouraged to interact with their teacher. The data is consistent with the view that at
least one reason that truants who like to interact with teachers wanted to avoid particular members of
staff was that these were precisely those who did not encourage interaction. It was not surprising that the
majority of these truants (100 or 49.8% class-only truants + 83 or 41.3% class truants = 183 or 91.0%)
were involved in class truancy. They indicated by their responses that one of the reasons they skipped
classes was to avoid teachers who did not encourage students to interact with them during the lesson. In
addition, a majority of these truants (126 or 62.7%) indicated that they truant “not often.”

Another interesting finding in relation to Question 28 was not necessarily anticipated. The survey
included four questions that gave more specific reasons to explain why some students played truant to
avoid particular teachers. They were Questions 29, 33, 44 and 45 and they read as follows:
29.

My teachers insult me.

33.

My teachers are sarcastic or rude.

44.

My teachers are unfair.

45.

My teachers embarrass me in front of others.
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It was expected that the majority of truants who selected Question 28 “I want to avoid particular
teachers” as a reason for their truancy would also have selected at least one of the four reasons above as a
more specific explanation. However, of the 460 truants who gave Question 28 as a reason for truancy:
1. Only 166 (36.1%) gave Question 33, “My teachers are sarcastic or rude” as an additional
explanation for their truancy. There were 294 (63.9%) who did not give this as an additional
reason.
2. Only 155 (33.7%) gave Question 44, “My teachers are unfair” as an explanation for their
truancy. Nearly twice as many (305 or 66.3%) did not give this as an additional reason.
3. Only 150 (32.6%) gave Question 29, “My teachers insult me” as an explanation for their truancy.
More than twice as many (310 or 67.4%) did not give this as an additional reason.
4. Only 118 (25.7%) gave Question 45, “My teachers embarrass me in front of others” as an
explanation for their truancy. Almost three times as many (342 or 74.3%) did not give this as an
additional reason.

Interestingly, a larger number of truants (210 or 46.7%) did not give any of these as additional
explanations for Question 28. However, there were 201 (43.7%) truants who said they were truant to
avoid particular teachers because they were not being encouraged to interact with the teacher. More
truants gave this as a reason for avoiding particular teachers than any of the reasons given in Questions
29, 33, 44 and 45. The analysis of these data would suggest, then, that truanting to avoid a particular
teacher had more to do with interacting with the teacher than the disagreeable personality traits of
teachers. The students’ responses seemed to suggest that being encouraged to interact with the teacher
was important enough to these truants that any interaction with a teacher was preferred to no interaction
at all. Was it possible that to the students bantering back and forth with teachers in a sarcastic and even
rude way was seen as preferable to no interaction with teachers? Apparently it was, because more of
these truants complained about not being encouraged to interact with their teacher than any other single
reason for truanting to avoid certain teachers. Having said this, I still note that rudeness, sarcasm,
unfairness, and insulting teacher behavior did affect truancy, just to a lesser degree. In common sense
terms, it would be entirely rational for students to seek to avoid situations where they were insulted and
embarrassed. The evidence I have uncovered here seems to suggest that the more students were
encouraged to interact with their teachers, the more likely it was that the incidence and frequency of
truancy would decrease. In addition, as students perceived that offensive teacher behaviors such as
rudeness, sarcasm, unfairness, insults, and purposely embarrassing students in front of the class
decreased, the more likely the incidence and frequency of truancy among these truants would also
decrease.
.
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Teacher Expectations and Truancy

In order to examine the effects of “high teacher expectation of student performance” on truancy, several
independent variables were analyzed. Questions 78 and 79 were used as the static independent variables.
They read, “My teachers demand good behavior in class” (78) and “My teachers expect that homework is
properly completed” (79). Combinations of three dynamic independent variables were compared against
them. They were Questions 103, 104, and 105. They read: “I sometimes deliberately misbehave in class
to disrupt a lesson” (103), “I sometimes daydream in class and miss a lot of what is going on” (104), and
“I sometimes do not pay attention in class” (105).

Question 103 identified overt misbehavior

(deliberately disrupting). Questions 104 and 105 identified covert misbehaviors (daydreaming and not
paying attention).

As would be expected, the smallest group of truants in this sample was those who agreed or strongly
agreed with Question 78 and 79, but disagreed or strongly disagreed with Questions 103, 104, and 105.
In other words, they not only understood their teachers’ high expectations for academic performance and
behavior inside and outside the classroom, they also complied with those expectations.

They did not

deliberately disrupt, daydream, or lose focus in class and they completed their homework properly. Only
110 (6.2% of total truants) of these students were truant. There were 47 (42.7%) who were class-only
truants, 43 (39.1%) who were school-only truants, and 20 (18.2%) who participated in both types of
truancy. Of the 110 truants in this sample, 97 (88.2%) indicated that they were truant “not often.” In
other words, students who clearly understood that their teachers demanded good behavior in class and
that homework be done properly, and whose overt and covert behavior in class was compliant with these
expectations, were rarely truant, and if they were the frequency of that truancy was minimal.

Of the contrasting sample, or those who were aware of their teachers’ high expectations but did not
comply with them, surprisingly, only 180 truants (10.2% of total truants) agreed or strongly agreed with
Questions 78, 79, 103, 104 and 105. That means only about 10% of all truants who were aware of their
teachers’ high expectations reported going against them deliberately inside and outside of class. There
were 88 (48.9%) students who were class-only truants and an additional 73 (40.6%) were also involved
in class truancy. That means the majority of them (114 or 63.3%) were skipping selected classes. Only
66 (36.6%) of them reported being truant often or very often. So, the majority of those truants who are
aware of their teachers’ high expectations but reported deliberately going against them (overtly and
covertly) are nevertheless involved in selective, infrequent class truancy. This raised several interesting
questions.

It would be expected that more students who were deliberately rebelling against their

teachers’ high expectations would be truants. It was also expected that the frequency of their truancy
would be greater. The analysis of this data seems to suggest that truants who were aware of the high
expectations of their teachers may have been skipping classes where they sometimes disrupt, daydream,
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or lost their focus in class. They did not cut many classes; in fact, they attended most of their classes
most of the time. However, for at least the reason suggested by this analysis, these truants admitted to
being truant from selected classes infrequently and to sometimes deliberately disrupting lessons,
daydreaming, or not paying attention. It appears that the majority of their class truancy may have been
focused on those classes where they disrupted, daydreamed and lost focus some of the time. In other
words, one explanation for their truancy is they would rather skip class than intentionally disrupt,
daydream or lose focus in class. The incidence, frequency and explanation of their truancy suggest that it
may have been more related to a dislike for teaching methods than to a deficiency in the truants
themselves.

The largest subset of truants in this sample consisted of those who indicated they knew of their teachers’
high expectations and complied overtly but not covertly. There were 313 truants (17.8% of total truants)
who agreed or strongly agreed with Questions 78, 79, 104 and 105, but disagreed or strongly disagreed
with Question 103. In other words, these truants believed their teachers had high expectations for their
performance inside and outside of class, and exhibited outward signs of good behavior in class (did not
disrupt) but daydreamed and did not pay attention. It would appear that the majority of these were class
truants who were aware of high teacher expectations and displayed the outward manifestations of
compliance in class, but covertly were daydreaming or not paying attention. There were 45 (14.4%) who
said they were school-only truants and 157 (50.2%) who reported they were class-only truants. There
were 111 (35.5%) who participated in both types of truancy. That meant 268 (85.6%) were class truants.
This selective class cutting again points to a possible dislike of teaching methods. Not only did most of
these truants skip selected classes, 239 (76.4%) of them indicated that the frequency of their truancy was
“not often.” Therefore, a large portion of these truants attended their classes most of the time and did not
deliberately disrupt. However, sometimes they daydreamed and did not pay attention and missed a lot of
what was going on. These data suggest that at least one explanation for their infrequent and selective
class truancy was that in some of their classes they lost interest and daydreamed or missed a lot of what is
going on. It appears that instead of deliberately disrupting some of these lessons, they chose to truant
from them instead.

In summary, students who were aware of their teachers’ high expectations for student performance in and
out of class and rose to those expectations were less likely to truant. Students who were aware of those
high expectations but sometimes did not comply with them in class were more likely to truant those
selected classes, albeit infrequently.

However, the highest incidence of truancy, particularly class

truancy, was among those students who were aware of their teachers’ high expectations and did not
disrupt but daydreamed and missed a lot of what was going on in class. This suggests that these truants
chose to skip these classes on an infrequent basis instead of attending and disrupting a lesson. Therefore,
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it appeared that the more teachers used teaching methods that captured the attention of these truants, the
more likely the incidence of their class truancy would decrease.

Administration of Discipline and Truancy

In order to examine the effects of the administration of firm and fair discipline in the classroom on
truancy, I again employed a multi-variable analysis. Questions 14 and 15 were used as the dependent
variables. Questions 44, 78 and 103 were used as the independent variables. By comparing different
combinations of these variables I found that it was possible to identify what effects, if any, firm and fair
discipline had on truancy. Only 216 truants (12.3% of all truants) gave Question 44, “My teachers are
unfair” as a reason for their truancy. An even smaller number of truants (119 or 6.7% of all truants)
disagreed or strongly disagreed with Question 78, “My teachers demand good behavior in class.” When
combined, only 35 students who reported any kind of truancy (2.0% of all truants) gave Question 44 as a
reason for their truancy and also disagreed or strongly disagreed with Question 78. In other words, only
2.0% of all truants said their teachers were unfair and did not demand good behavior in class—or—did
not administer firm and fair discipline. This suggests that the absence of firm and fair discipline could
hardly be offered as an explanation for truancy. On the other hand, 1,547 truants (87.7% of all truants)
did not give Question 44 as a reason for their truancy. In other words, these truants did not say they were
truant because their teachers were unfair. In addition, 1,644 truants (93.3% of all truants) did not
disagree or strongly disagree with Question 78, or, they indicated that their teachers demanded good
behavior in class. Combined, 1,463 truants (83.0% of all truants) did not give “my teachers are unfair” as
a reason for truancy and also did not disagree or strongly disagree that their teachers demanded good
behavior in class. Thus, this large group of truants (83.0% of all truants) reported that their teachers
demanded good behavior in class and were fair. A large majority of these truants were class truants.
There were 729 truants (49.8%) who were class-only truants and an additional 438 (30.0%) were also
engaged in class truancy. That means 1,167 (79.8%) were class truants. If the data showing the incidence
and frequency of their truancy is combined, it indicates that over 79% of these truants skipped classes
infrequently. This data suggests that the absence of firm and fair discipline had a negative relationship to
truancy, as only 2% of all truants indicate an absence of firm and fair classroom discipline. It also
suggests that firm and fair discipline had a positive relationship with truancy. This seems to indicate that
the more a teacher demanded good behavior in class, even if the teacher was perceived by the truant as
being “fair,” the more students were likely to truant, especially specific classes. This finding contradicts
the literature on teaching methods, particularly that published by the US Department of Education.12

An interesting finding in regards to this was how truants responded to firm and fair discipline and the
effects of those responses on truancy. Of the sample above, only 265 (18.1%) agreed or strongly agreed
with Question 103, “I sometimes deliberately misbehave in class to disrupt a lesson.” In other words, less
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than one-fifth of these truants claimed they deliberately disrupted lessons. However, 910 (62.2%) either
disagreed or strongly disagreed with Question 103. They reported that they did not deliberately disrupt
lessons. This data suggests that a much larger portion of students whose truancy could at least be
partially explained by firm and fair discipline responded covertly instead of overtly. In other words, a
larger number of these truants did not disrupt lessons (910), as compared to those who did (265). There
were 447 (49.1%) of these truants who were class-only truants. An additional 251 (27.6%) were also
class truants, making a total of 698 (76.7) class truants. It would appear from this data that the majority
of these truants avoided classes rather than disrupt lessons where teachers administered firm and fair
discipline. Of these truants, 760 (83.5%) indicated their truancy occurred “not often.” This, taken with
the incidence and type of truancy, suggests that the majority of these truants were skipping selected
classes infrequently, this truancy occurring at least partially for the reason that the teacher demanded
good behavior in class, even though the teacher was perceived by these truants as fair. The analysis of
these data suggest that: (1) more truants responded to firm and fair discipline covertly (by not disrupting
when they did attend), than overtly (by disrupting classes they attended), but (2) more truants chose to
skip classes where firm and fair discipline was administered, albeit it infrequently, rather than attend.

Reasons for Non-Truancy

An item of interest in this study is the analysis of the data regarding the reasons non-truants gave as
explanations for their decision not to truant either school or class. By comparing the results of such an
analysis, one might conceivably uncover similarities and/or differences between truants and non-truants.
The following table shows that more than any other reason, 554 (57.5%) of non-truants gave Question
51, “I think it (truancy) is the wrong thing to do” as a reason for attending both class and school. This
indicated a high level of morality in the decision making processes of these non-truants. The second
most prevalent reason given was Question 49, “It would affect my chances for college.” There were 549
(56.9%) non-truants who gave this as one of the reasons for their non-truancy. This seems to indicate
there was a high level of motivation to succeed in secondary school in order to enhance the chances of
being accepted into college. The third most common reason given by non-truants was Question 48, “I
am afraid I will get caught and get into trouble.” There were 453 (47.0%) non-truants who offered this
an explanation for their non-truancy. This seems to indicate their fear of school authorities and/or
parents and the perception these non-truants had of the likelihood of being caught. In contrast to those
who selected Question 51, these non-truants do not appear to be motivated by an equally high level of
morality. The fourth most frequent reason given for non-truancy was Question 52, “I enjoy going to my
classes.” There were 379 (39.3%) non-truants who gave this a reason for their non-truancy. Of all the
reasons these non-truants could have selected from the STAR-V instrument, this one is the most
applicable to this study. It suggests that for almost 40% of all non-truants, there was something about
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their classes that was enjoyable enough that they gave that enjoyment as a reason for their choice not to
truant.

Table 4 - Reasons for Non-Truancy
Reasons given for
non-truancy

Q 48: I am afraid I
will caught and get
into trouble
Q 49: It would affect
my chances for
college
Q 50: It would affect
my being able to play
sports
Q 51: I think it is the
wrong thing to do
Q 52: I enjoy going
to my classes

Non-truants
who gave
this as a
reason
453
(47.0%)

Non-truants
who did not
give this as a
reason
511
(53.0%)

Total NonTruants

549
(56.9%)

425
(44.1%)

964
(100%)

206
(21.4%)

758
(78.6%)

964
(100%)

554
(57.5%)
379
(39.3%)

410
(42.5%)
585
(60.7%)

964
(100%)
964
(100%)

964
(100%)

Table 5 below shows the results of a multi-variable analysis of what part or parts of class might have
been enjoyable enough to encourage these students not to truant. The results of the analysis, resemble
those of the data on the truants, in that non-truants preferred classes where students were allowed to
interact with each other (working in groups) and with their teachers. Of the 379 non-truants who gave
Question 52, “I enjoy going to my classes” as a reason for not truanting, 207 (57.6%) either strongly
disagreed or disagreed with Question 80, “I do not like classes where students work in groups,” and 274
(72.3%) either strongly agreed or agreed with Question 84, “I like lessons when the students are
encouraged to interact with their teacher.” This would appear to further validate the findings of the
analyses of the data on the truants, which seemed to indicate that lessons where the students were
encouraged to interact with each other (by working in groups) and with their teachers encouraged
students to attend class rather than truant school and classes. In addition, the analysis of these data seems
to validate the findings of the data on those who truant in regards to Question 81, “I like classes when the
teacher lectures the entire time.” Of the 379 non-truants who gave Question 52, “I enjoying going to my
classes,” only 115 (30.3%) agreed or strongly agreed with this statement, while 168 (44.4%) either
strongly disagreed or disagreed with this statement. More non-truants disagreed or strongly disagreed
with this statement than those who agreed or strongly agreed, or those who did not agree or disagree.
This seems to suggest that overall, when teachers lecture the entire class period it does not encourage
students to attend class or school.
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Table 5 - Non-Truancy as a function of Enjoying Class and Teaching Methods
Teaching Method

Q 80: I do not like
classes where students
work in groups
Q 81: I like classes
when the teacher
lectures the entire time
Q 82: I like classes
where the teacher gives
assignments and we
work on our own
Q 84: I like lessons
when the students are
encouraged to interact
with the teacher

Non-truants
who strongly
agreed or
agreed
86
(22.7%)

Non-truants
who strongly
disagreed or
disagreed
207
(54.6%)

Non-truants
who did not
agree or
disagree
86
(22.7%)

379
(100%)

115
(30.3%)

168
(44.4%)

96
(25.3%)

379
(100%)

166
(43.8%)

97
(25.6%)

116
(30.6%)

379
(100%)

274
(72.3%)

30
(7.9%)

75
(19.8%)

379
(100%)

Total Nontruants

Contrary to the findings of the analyses of the data on actual truants, however, more non-truants agreed
or strongly agreed with Question 82, “I like classes where the teacher gives assignments and we work on
our own” than those who disagreed or strongly disagreed, or those who did not agree or disagree. The
reason for this departure from the findings of the analyses of actual truancy is not apparent. However,
one thing is clear: non-truants are more encouraged to attend classes when they are encouraged to interact
with the teacher than by any other single teaching method. This might suggest that even when nontruants are given assignments and work on their own, they are more likely to be encouraged to attend
classes where they are also encouraged to interact with the teacher, even while working separately from
other students. In addition, more non-truants enjoyed working with other students in groups than those
who enjoyed working on their own (207 or 54.6% > 166 or 43.8%). Therefore, the overall analysis of
these data seems to indicate that the same teaching methods that encouraged the largest population of
non-truants to attend classes and school are the same as those methods found in the previous sections of
this chapter to encourage truants’ attendance.

Conclusion

Truancy among secondary school-aged children continues to be one of the greatest challenges in modern
societies. While it is an obvious challenge to educational professionals, it is also a challenge to social
workers, parents, businessmen, and law-enforcement officials. Truancy has been the subject of much
study and debate over the past several decades, but little change has resulted from these studies or the
policies they have affected. It is the contention of this study that almost all truancy studies to date have
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ignored two crucial aspects of the phenomenon: (1) most truancy is not skipping whole days of school,
but rather selected classes, (2) truancy usually results from a student’s consciously weighed choice to cut
school or class.

This study has sought to examine the effects of pedagogy (being defined as the teaching methods used by
the teacher in the classroom) on truancy. Two different questions guided the research. First, what effect,
if any, do the teacher’s methods have on truancy? Second, are there specific teaching methods that
encourage or discourage truancy?

The analysis of the data led to the following conclusions: (1) Many truants who skipped classes they did
not like gave their dislike for the way some teachers teach as a reason. That reason was more common
than explanations based on a dislike of a particular teacher or subject matter, or on the perceived
uselessness of the lessons or the students’ inability to understand them. (2) In addition, the majority of
truants who skipped classes did so because they did not like the subject matter, or could not see the
usefulness of the lesson or understand what was being taught, also reported that they were skipping
because they did not like they way the teacher taught those lessons. These findings point to the
conclusion that the teaching methods employed by teachers have a stronger relationship to truancy than
any other aspect of the curriculum or pedagogy included in this analysis.

In addition, the following conclusions can be drawn regarding specific teaching methods: (1) Most
students preferred lessons that provided opportunities to interact with their teacher and other students.
The more teachers encouraged students to interact with them during the lesson and provided
opportunities for students to work in groups, the more the incidence of truancy, particularly class truancy,
decreased. Conversely, the more teachers lectured the entire class and/or gave assignments that required
students to work on their own, the more the incidence of truancy, particularly class truancy, increased.
(2) Most truants preferred classes where the students had autonomy and even some voice in what was
going on in the class. Truancy, particularly class truancy, decreased the more student autonomy was
allowed by the teacher. (3) Students who said they were truanting to avoid particular teachers said it was
more a function of not being encouraged to interact with their teacher than rude, sarcastic, unfair or
insulting teacher behavior. However, rudeness, sarcasm, unfairness, and insulting teacher behavior did
affect truancy, just to a lesser degree. (4) High teacher expectations for student performance inside and
outside the classroom had a positive effect on truancy. Many students chose to truant rather than display
overt non-compliance to these high expectations. However, an even larger number of students attended
class on the pretence of compliance while covertly going against their teachers’ high expectations. In
summary, these findings indicate that the incidence and frequency of truancy decreased when teachers
interacted with their students during the lesson, provided opportunities for students to work in groups,
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allowed for some student autonomy, and did not overwhelm students with excessively high standards of
performance.
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ABSTRACT
Knowledge transfer is a major concern to improve educational policies and practices.
Building on the linkage agents’ perspective of knowledge transfer, this paper aims to 1)
investigate the typical process of knowledge transfer in education, and 2) identify the
main factors having an impact on the effectiveness of this process. Our findings suggest
that linkage agents are central actors in the knowledge transfer process in education.
Their intervention is essential in order to adapt the knowledge produced by researchers
and to make it easier to adopt and use by practitioners. Moreover, our results show that
the effectiveness of knowledge transfer in education depends on several factors that we
classified into three major categories: 1) determinants related to transferred-knowledge
attributes, 2) those related to the actors involved in the process (i.e., researchers, linkage
agents and practitioners), and 3) determinants related to transfer mechanisms. Since
determinants are by definition intervening variables, our results allow to generate
multiple conclusions and evidence based recommendations for future research, as well as
for managers and policy-makers in education who intend to foster and improve their
knowledge transfer strategies and practices.

Keywords: Knowledge transfer; Education; Linkage agents, Systematic review,
Determinants
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KNOWLEDGE TRANSFER IN EDUCATION:
A SYSTEMATIC REVIEW
Knowledge transfer is a major concern to improve educational practices (Huberman,
1990; Love, 1985; Willmott, 1994). Indeed, even if new information and communication
technologies have made it much easier for practitioners to access research results, there is
still a large gap between the knowledge produced and that used in practice. Anderson
(1992) argues that this could be due to the fact that researchers often allow much more
interest and possess much more experience in the production of new knowledge than in
the dissemination of their research results. This constitutes a major barrier to the diffusion
of research results to managers, policy-makers and practitioners. For other authors, the
reasons of this gap are attributed to practitioners. Hence, the resistance of practitioners to
adopt new knowledge (Kirst, 2000) and their often limited competencies and skills
(Hemsley-Brown & Oplatka, 2005) are some of the main handicaps for the appropriation
and application of research results. Whether the drawback is on the research or the
practice side, it’s largely admitted that knowledge transfer between researchers and
practitioners could significantly help to reduce this gap.
Drawing on the systematic review methodology, this paper aims to advance knowledge
on knowledge transfer in education by investigating the typical process and the main
determinants of the phenomenon in this particular context. The research findings should
provide a better understanding of the knowledge transfer process in education and allow
making evidence-based recommendations for researchers as well as for managers and
policy-makers in order to improve knowledge transfer activities.

THE CONCEPTUAL APPROACH
Several models of knowledge transfer and utilization have been proposed in the literature
on education. Havelock’s models (Havelock, 1973) are among the primary theoretical
developments in this field. These models have become broadly known through the works
of Huberman (1983; 1990; 2002) and Huberman & Gather-thurler (1991). Several other
models have been developed after Havelock’s frameworks. According to Neville &
Warren (1986), the theoretical approaches to study knowledge transfer and utilization in
education could be regrouped into four main models: 1) the RDD (research, development,
diffusion) model, 2) the problem-solving model, 3) the linkage model, and 4) the social
interaction model.
The RDD model (research, development, diffusion) focuses on the advancement of
knowledge as the most critical factor for research utilization (Hargreaves, 1999;
Havelock, 1973; Neville & Warren, 1986; Love, 1985). It subscribes to a science push
approach where the knowledge producer, mainly university researchers, is the central
actor in the knowledge production and diffusion process. In addition to giving all the
importance to the university-created knowledge, this model supports a logic of absence of
knowledge exchange between actors belonging to different disciplines and different fields
of expertise (Hargreaves, 1999). This linear approach to the knowledge creation and the
diffusion process stresses much more the knowledge production phase and ignores the
users’ context (Neville & Warren, 1986).
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In the problem-solving model, users are the principal initiators of change, since they are
responsible for needs’ identification and formulation (Havelock, 1973; Neville & Warren,
1986; Love, 1985). The researcher is considered as a simple “technician” that is solicited
to respond to the users’ needs (Love, 1985). According to Havelock, as cited by Love
(1985), there are five steps in the problem-solving model of knowledge transfer: 1) need
identification, 2) articulation of the problem, 3) search for solutions, 4) selection of the
best solution, and 5) implementation of the retained solution to satisfy the need. Two
major criticisms could be addressed to the problem-solving model. First, this model is
just interested in users’ needs-driven knowledge. It’s then unaware of the large amount of
knowledge produced for other purposes than answering users’ needs. Second, this model
pays little attention to transfer mechanisms that should be implemented to facilitate the
communication between researchers and users. This could act as a barrier to knowledge
transfer and utilization of research results, especially when the interests and needs of
users are not in accordance with the issues investigated by researchers.
The linkage model integrates the concepts of the two preceding ones. It emphasizes the
implementation of mechanisms to ensure formal linkages between knowledge producers
and potential users (Huberman, 2002; Neville & Warren, 1986; Love, 1985). However,
one of the criticisms addressed to this model is the specificity and the exclusivity of the
linkage mechanisms it suggests between researchers and users. According to Huberman
(1983), this model oversimplifies the knowledge transfer process by mobilizing a narrow
perspective regarding the mechanisms that could be mobilized, especially in the
education field (Huberman, 1983; Neville & Warren, 1986).
Finally, the social interaction model emphasizes knowledge diffusion between persons
and systems (Cros, 1997; Hargreaves, 1999). According to this dynamic perspective,
knowledge utilization is a result of repeated interactions between researchers and users
(Havelock, 1973; Huberman, 2002). Users are then considered as co-producers of
knowledge alongside with researchers (Hargreaves, 1999). As argued by Havelock
(1973), Huberman (1983; 1990), and Huberman & Gather-Thurler (1991), the people
working on the interface between the two communities (i.e., researchers and users) play a
critical role in the knowledge transfer processes. These individuals could be specialists
interested in university research, pedagogy counsellors working in a school system or
professional managers involved in knowledge transfer activities (Huberman & GatherThurler, 1991). Along with the contextual factors of researchers and users, this model
underlines a large set of linkage mechanisms that can develop an effective area of
reciprocal interest between the two sides. One of these mechanisms is the intermediary
agents between research and practice milieus, also called linkage agents, knowledge
brokers, boundary-spanners, gatekeepers and translators in the literature (Brown &
Duguid, 1998).
The social interaction model is adopted as a conceptual approach in this study for two
main reasons. First, this model integrates the different dimensions tackled in the other
theoretical models as it considers both the systems of researchers and users, as well as all
the intermediation channels that could be used to bring these two systems closer. Second,
we believe that such a model is well suited to the education field. The latter is a domain
of practices requiring an active participation from all actors. It then subscribes perfectly
to the social interaction model knowledge creation dynamic. Hence, our perspective
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emphasizes the role of linkage agents between researchers and practitioners (Figure 1).
By favouring the communication of needs between the two communities and by
facilitating the dissemination and appropriation of knowledge by practitioners, linkage
agents could substantially contribute to improve the knowledge transfer process in
education.
Figure 1. The Conceptual Framework
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Knowledge
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It’s worth noting that our emphasis on the intermediation role of linkage agents in
transferring knowledge between researchers and users does not exclude the alternative of
direct knowledge transfer between these two communities of actors. However, this type
of transfer (i.e., direct transfer) is out of our focus in this paper.

METHODS
This paper uses a systematic review approach in order to investigate the knowledge
transfer process and its determinants in education. A systematic review is a literature
review following a rigorous, transparent and reproducible process, and aiming to identify,
select, appraise, analyze and synthesize, in a systematic and comprehensive way, research
evidence on a specific research topic (Becheikh et al., 2006; Cook et al., 1997; Transfield
et al., 2003; Moynihan, 2004). Systematic reviews are now widely considered as the least
biased and most rational way to synthesize research evidence, and a powerful tool to
provide the best available knowledge for decision making (Fox, 2005; Moynihan, 2004).
The basic steps of a systematic review include: 1) formulating an explicit research
question, 2) fixing inclusion and exclusion criteria, 3) finding relevant studies, 4)
selecting the studies according to the inclusion and exclusion criteria, 5) assessing the
quality of retained studies, 6) summarising and synthesising study results, and 7)
interpreting the review results (Alderson et al., 2004; Moynihan, 2004; Transfield et al.,
2003).
This systematic review sets out to answer the two following research questions: 1) Which
are the main stages making up a typical knowledge transfer process in education? 2)
Which are the main determinants of knowledge transfer in education? To be included in
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the review, a study has to deal with knowledge transfer in education and treat
conceptually and/or operationally at least one of the two research issues (i.e., stages
and/or determinants of knowledge transfer). Published peer-reviewed papers as well as
research reports were considered. Books, dissertations and book reviews were excluded,
due to time and resource limitations. We assume, however, that relevant ideas and
significant scientific contributions included in books and dissertations are often published
afterwards in peer-reviewed articles.
We used a three-stage strategy to locate relevant studies for the review. First, we carried
out a systematic computerized search within three multidisciplinary and two specialized
databases. The electronic search strategy is detailed in the appendix. In addition to the
electronic search, we carried out a manual search within all the volumes of the following
journals: Educational Administration Quarterly, Studies in Educational Evaluation,
Teaching and Teacher Education and Oxford Education Review. The manual search also
covered some references cited in some electronically identified documents. The third and
last stage of our search strategy is the contact of some experts identified within our
research network and on the websites of some research centers specialized in education.
All the identified documents were treated using the EndNote software in order to identify
and eliminate duplicate studies.
All in all, 8981 documents were identified and reviewed by the research team members,
according to the inclusion and exclusion criteria (see Figure 2). A first sorting based on
the documents’ titles and abstracts led us to exclude 8248 documents that did not meet at
least one of the inclusion/exclusion criteria. The thorough reading of the full text of the
remaining 773 documents concluded to the exclusion of 677 citations. Hence, 56
documents crossed the double sorting. Each one of these documents was subjected to a
meticulous assessing of its methodological quality by all the members of the research
team. This step led us to exclude 6 documents. Thus, 50 documents were definitely
included in the systematic review.
Figure 2. Systematic Review Flow Diagram
Identified documents
8981
Documents excluded based on
title and abstracts
8248
Documents retrieved for a
more detailed evaluation
733

Documents retained after the
second sorting
56

Documents excluded after a
thorough reading of the full text
677

Documents excluded due to
quality imperfections
6

Documents included in the
systematic review
50

The publications’ trend of the included documents (Figure 3) clearly shows that the
number of works on knowledge transfer in education increased remarkably since the
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beginning of the nineties. Most of the studies included in the systematic review are
scientific peer-reviewed articles (88.0%) while 12.0% are research reports (Figure 4).
Moreover, the distribution of the included studies by type of research (Figure 5) shows
that 44.0% of them cover qualitative work, 42.0% are conceptual trials, and only 14.0%
include an empirical quantitative validation.
Figure 3. Publications’ trend
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Figure 4. Distribution of the included
studies by type of document

Figure 5. Distribution of the included
studies by type of research
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THE KNOWLEDGE TRANSFER PROCESS IN EDUCATION
The knowledge transfer process in education aims to increase the use of research results
by potential users (Havelock, 1973; Huberman, 1983) in order to improve practices, to
implement new programs, and to resolve specific problems. As explained earlier, our
perspective in this study is based on the social interaction model where knowledge
transfer involves three categories of actors, namely researchers, users and linkage agents.
However, the examination of the included studies shows that a large number of works on
education investigated the knowledge transfer process between two systems of actors (i.e.
researchers and users). An adaptation effort is then necessary in order to take into account
the integration of linkage agents into the knowledge transfer process. Thus, we will begin
by integrating the research results on the dyadic knowledge transfer process (i.e., between
two systems of actors) before adapting the results to the triadic knowledge transfer
process (i.e., researchers-linkage agents-users).
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The knowledge transfer processes between two systems of actors (researchers-users)
The number of steps composing a dyadic knowledge transfer process varies according to
the authors. An integration of the models proposed in the literature leads us to propose a
six-step process, going from the generation of knowledge by researchers to its utilization
by users (Barnard & al., 2001; Hemsley-Brown, 2004; Kirst, 2000; Love, 1985). These
steps include: 1) knowledge generation, 2) knowledge adaptation, 3) knowledge
dissemination, 4) knowledge reception, 5) knowledge adoption, and 6) knowledge
utilization (Figure 6). The three first steps are commonly attributed to researchers,
whereas the other three steps concern the users.
Figure 6. Main steps of a dyadic knowledge transfer process
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Knowledge generation consists in the creation of knowledge by knowledge producers
(Hemsley-Brown & Sharp, 2003; Love, 1985). In education, knowledge could be
generated from various sources including university research communities, professional
associations, ministries and government agencies, transfer and innovation centers, and
communities of practice. Knowledge adaptation concerns research results and aims to
make them accessible to and easily understandable by potential users. This step is crucial
for the success of the knowledge transfer process since it will have an influence on the
decision of the user to adopt or not the knowledge generated by researchers. Indeed, the
availability of research results does not necessarily guarantee their adoption and
utilization by potential users. Several authors have found that the format in which the
research results are presented could be an incentive or a barrier to the adoption of
knowledge in the education community (Hemsley-Brown, 2004; Kirst, 2000; Love,
1985).
Knowledge dissemination is associated with the transfer of research results to
communities of practice (Neville & Warren, 1986; Hutchinson & Huberman, 1993).
Dissemination is a complex process whose success depends simultaneously on several
dimensions like the dissemination agent’s characteristics (e.g., its credibility), the
disseminated product (e.g., relevance of research results for users), the final user’s
characteristics (e.g., personal motivation to use research results), the communication
channels used (e.g., collaboration networks), the communication format (e.g.,
presentations, reports, etc.), as well as the resources allowed for these activities (e.g. time,
human and financial resources) (Huberman & Gather-Thurler, 1991; Kirst, 2000). Failing
to take these dimensions into account is often cited as one of the reasons why research
results are under-utilized by practitioners in education (Boostrom & al., 1993; HemsleyBrown, 2004; Wikeley, 1998; Willmott, 1994).
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Knowledge reception refers to the user’s first contact with the knowledge generated,
adapted and disseminated by the researcher. The success of this step largely rests on the
previous steps researchers’ endeavour to make research results easily accessible for and
understandable by users (Barnett, 2005; Bickel & Cooley, 1985; Hemsley-Brown &
Sharp, 2003). However, the effectiveness of this step also requires the awareness of
knowledge receivers (Rogers, 1995 cited by Hemsley-Brown & Sharp, 2003). This
awareness depends primarily on the interest the users have for research results and the
concrete needs these research results could eventually satisfy (Roy & al., 1995).
Knowledge adoption is the next step in the knowledge transfer process. The adoption
concept is mainly investigated in the literature on innovations’ adoption (Roy & al.,
1995). As defined by Rogers (1983), cited by Roy & al. (1995), adoption refers to the
process by which an individual or any other decision-making unit comes through a first
level of awareness of the existence of an innovation, to form an attitude towards the
innovation, to the decision to adopt or reject it, to the implementation of the new idea
and, finally, to the confirmation of the adoption decision. The determinants of adoption
have been widely documented in the literature on innovation diffusion, especially through
Rogers’ works (Hemsley-Brown & Sharp, 2003). In the context of knowledge transfer,
the adoption determinants include the motivation of the receiver to use or not the new
knowledge, the degree of resistance to external knowledge, the actors’ leadership, the
compatibility with existing policies and practices, the availability of resources, etc.
Finally, knowledge utilization refers to the application of the knowledge generated,
adapted, and disseminated by the researcher, and received and adopted by the user in
order to achieve specific goals and objectives (Bickel & Cooley, 1985; Love, 1985).
Beyer & Trice (1982), cited by Roy et al. (1995), distinguish three forms of knowledge
utilization: 1) instrumental utilization (research results are used to solve concrete
problems or to meet specific needs), 2) conceptual utilization (knowledge is used to
support and provide food for thought), and 3) symbolic utilization (knowledge is used to
legitimate, justify and support decision making). Several studies (e.g., Bickel & Cooley,
1985; Hemsley-Brown, 2005; Huberman et Gather-Thurler, 1991; Herrington, 1998;
Kirst, 2000) found that these three forms of knowledge utilization apply to the education
context.
It’s worth noting that even though the knowledge transfer process is presented here as a
linear one, it’s rarely the case in practice. As argued by Roy et al. (1995), most of the
time, each step in the process requires multiple iterations and feedback loops are then
necessary. However, the sequential presentation is often used instead of the cyclic one,
mainly because it facilitates the knowledge transfer process description.
The knowledge transfer process according to the linkage agents’ perspective
(researchers-linkage agents-users)
The reality of knowledge transfer in education shows that there is still a large gap
between research and practice. In spite of the huge amount of knowledge generated by
researchers, research results often fail to effectively come through the subsequent steps of
the knowledge transfer process. This makes their utilization by users a lowly probable
event. To overcome the situation, the central role that could play the linkage agent as an

7

2009 HICE Proceedings
Page 2733

intermediary between researchers and users is largely recognized (Roy et al., 1995).
Linkage agents are individuals that have contact with both researchers and users, and
could then build a bridge allowing a better interaction between them.
As noticed earlier, the linkage agents’ perspective suggests that researchers disseminate
their research results to linkage agents, whose role is then to facilitate their transfer and
diffusion to users. The intermediation role of the linkage agents means that the
knowledge transfer process is composed of two dyadic ones: a transfer process between
researchers and the linkage agent, and another one between the latter and practitioners.
Hence, the global knowledge transfer process could be conceived in three main phases
(Figure 7). In phase 1, linkage agents receive the knowledge produced and disseminated
by researchers. Then, they adopt and adapt this knowledge to practitioners’ conditions
and context (phase 2), before disseminating it to knowledge practitioners (phase 3).

DETERMINANTS OF KNOWLEDGE TRANSFER IN EDUCATION
The reviewed studies allow to bring out several determinants of knowledge transfer in
education. Having conceived knowledge transfer as a three-phase process, we will
present these determinants according to these phases. Thus, we suggest three main
categories of determinants of the knowledge transfer process in education: 1) the
determinants related to the transferred knowledge attributes, 2) those related to the
characteristics of actors involved in the knowledge transfer process (i.e., researchers,
linkage agents and practitioners), and 3) the determinants related to the transfer
mechanisms (Figure 7).
Figure 7. Determinants of knowledge transfer in education according to the linkage
agents’ perspective
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Determinants related to transferred knowledge attributes
The determinants of knowledge transfer related to the transferred knowledge attributes
correspond to the characteristics that this knowledge should verify in order to facilitate its
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transfer between actors. The review of the included studies reveals several transferred
knowledge attributes that have a direct impact on the knowledge transfer process
effectiveness and results. First, the transferred knowledge should be easy to understand
by the receiver. It should use an appropriate simple, precise and clear language and be
supported by concrete examples and experiences (Kilgore & Pendleton, 1993; Kirst,
2000). Explicit and codified knowledge is certainly easier to transfer and to explain than
tacit knowledge since it is often supported by formal conceptual frameworks and accurate
language (words, numbers, symbols, graphs, etc.) (Rynes et al., 2001). However,
Benjamin Martz & Shepherd (2003) argue that in education, explicit knowledge is not
sufficient and should, most of the time, be supported by tacit knowledge in order to
ensure a successful transfer process. This is because in education, knowledge transfer is
often about personal and collective experiences as well as best practices, which give
practical value to knowledge users (Abdoulaye, 2003, Anis et al., 2004).
The transferred knowledge should also be applicable to the education context in order to
help its transfer. Hemsley-Brown & Sharp (2003) show that the lack of applicability of
the transferred knowledge is one of the most important barriers to its adoption and
utilization by potential users. Applicability involves that knowledge consider the
specificities of the education context (values, ideologies, practices, etc.), answer specific
users’ needs, and be easily usable by practitioners (Bickel & Cooley, 1985; Kirst, 2000;
Lloyd et al., 1997; Love, 1985).
The effectiveness of knowledge transfer in education also depends on its accessibility.
When the information coming from research is easily available and accessible, this makes
it easier for practitioners to use it. Accessibility here is not only related to the physical
availability of knowledge, but also to its intellectual accessibility (Hemsley-Brown,
2004). The impressive number of scientific papers and research reports published on
education could be a serious barrier to their use by practitioners (Hemsley-Brown &
Sharp, 2003). It then becomes important for the linkage agent to assess the relevance of
the available knowledge and to make syntheses of pertinent research results before
disseminating them in a simple and clear way to users.
Another important attribute of the knowledge that could have an important impact on the
effectiveness of its transfer is its relevance. Relevance means that knowledge should be
interesting, credible and produced at the opportune time. According to some authors, the
relevance of the transferred knowledge plays an important role to ensure the effectiveness
of its transfer and could contribute to bring researchers and users closer (Abdoulaye,
2003; Boostrom et al., 1993; Carter & Doyle, 1995; Love, 1985). Hemsley-Brown (2004)
argues that the research design has an important impact on the practitioner’s perception
of its results’ relevance. When the research is conducted according to users’ needs and
involves practitioners in the early stages of the research process, the results could be
perceived as more relevant by users (Lloyd et al., 1997). According to Boostrom et al.
(1993), relevant and useful results are not abundant in the educational field. It is then
important for future research to put emphasis on the relevance and usefulness of their
research for practitioners, to ensure a better knowledge transfer.
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Actors’ related determinants
The review of the included studies allows to identify several determinants of knowledge
transfer that are related to the actors involved in the process (i.e., researchers, linkage
agents, and practitioners). We will present these determinants by distinguishing, for each
actor, those related to the individuals and those concerning the organizational context.
While the first determinants are related to the actors themselves, the second ones concern
the institutional characteristics of the organization to which those actors belong.
Researchers’ related determinants
Determinants related to researchers concern the endeavours that the latter and their
institutions should make in order to facilitate the transfer of their research results to
linkage agents or practitioners. At the individual level, the adaptation, contextualization
and dissemination efforts made by the researcher are crucial determinants of the
knowledge transfer process in education (Hemsley-Brown, 2004; Bickle & Cooly, 1985;
Love, 1985; Huberman, 2000; Anderson & Franklin, 2000; Ozga, 2004; Anderson, 1992;
Abdoulaye, 2003). It is then important that researchers allocate the necessary time to
bring to fruition these activities. Researchers’ credibility also has a significant impact on
the transfer of their research results. This credibility is often developed with time due to
sustained interactions between researchers and the other actors involved in the knowledge
transfer process (Huberman, 1987; 1990).
At the organizational level, the determinants of knowledge transfer are mainly related to
the experience of the research organization (university, research center, etc.) with
knowledge transfer activities (Anis et al., 2004), as well as the importance and the
recognition given by the organization to these activities (Abdoulay, 2003). Therefore,
research organizations willing to collaborate with linkage agents and/or practitioners in
education should implement incentive policies and release the necessary resources (time,
funding, etc.) to encourage their researchers to engage in knowledge transfer activities.
Linkage agents’ related determinants
As mentioned above, linkage agents play a crucial role in the knowledge transfer process
as intermediaries between researchers and end users. Therefore, the effectiveness of the
process depends largely on the attributes of these linkage agents, both at the individual
and the organizational level.
The literature on knowledge transfer in education shows that the professional experience,
the cognitive abilities, the social capital as well as some personal attributes of the linkage
agents are important determinants of knowledge transfer. Obviously, linkage agents
should have some experience in knowledge transfer activities (Anis et al., 2004; Beier &
Ackerman, 2005). This experience develops with time, but could also be acquired
through participation in thematic conferences, seminars and workshops (Matzat, 2004).
The cognitive abilities of linkage agents refer to their capacity to grasp and assess the
quality of research results, as well as their ability to select pertinent research issues
according to the education context and stakes (Hemsley-Brown, 2004; Kilgore &
Pendleton, 1993; Miller et al., 1994). The cognitive abilities of linkage agents are an
important determinant of knowledge transfer in education since they have a direct impact
on the adoption and adaptation efforts they make before disseminating knowledge to
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practitioners (Hemsley-Brown, 2004; Miller et al., 1994; Kilgore & Pendleton, 1993).
The cognitive capacities of linkage agents could be reflected by the graduate academic
degrees they earned which indicate their familiarity with the research process and results.
The social capital held by linkage agents is another determinant of knowledge transfer in
education. It refers to interactions, partnerships and collaborations they develop with
researchers and practitioners (Ozga, 2004; Hammett & Collins, 2002; Rynes et al., 2001;
Chickering & Gamson, 1999; Love, 1985). Social capital could be enhanced through
face-to-face meetings and electronic interactions between actors (Chickering & Gamson,
1999; Hammett & Collins, 2002), but also with social events and activities (Rynes et al.,
2001). Finally, the reviewed studies reveal some other personal attributes that determine
the effectiveness of knowledge transfer in education. This includes the linkage agents’
positive attitude toward research (Gauquelin & Potvin, 2006), their leadership (HemsleyBrown, 2004; 2005), and their openness to newness and change (Ozga, 2004).
In addition to these individual attributes, some characteristics related to the organization
to which the linkage agent belongs are also important to ensure the effectiveness of
knowledge transfer. These organizational determinants particularly concern the
organizational structure and context as well as the resources and policies dedicated to
knowledge transfer activities. Organizations showing a low degree of centralization and
formalization are more likely to succeed in their knowledge transfer activities (Browne,
2005). Moreover, bureaucratic procedures and the lack of support and negatives pressures
from colleagues figure among the major obstacles to knowledge transfer (Browne, 2005;
Barnard et al. 2001). It then becomes important to the linkage agent’s organization to
develop and sustain a culture that encourages collaboration and information-sharing in
order to improve the effectiveness of knowledge transfer (Lloyd et al., 1997).
Financial, human, and physical resources are also mentioned as important determinants
of knowledge transfer in education (McPherson & Nunes, 2002; Patricia, 2000;
Abdoulaye, 2003; Powers, 2003; Hemsley-Brown, 2004). The time allowed for
knowledge transfer activities is also an important factor of their success. Hemsley-Brown
(2004) argues that one of the factors constraining knowledge transfer and utilization in
education is the lack of time, for linkage agents, to read, understand, adapt and
disseminate research results. Finally, the examination of the articles included in our
systematic review shows that organizations having established internal policies to
encourage knowledge transfer activities between and by their employees succeed better
in transferring knowledge than those that do not have such policies (Huberman, 1983;
Wikeley, 1998; Abdoulaye, 2003; Miller et al., 1994). These policies could consist in
financial incentives, promotion opportunities or training for members engaged in
knowledge transfer activities (Huberman, 1983; Abdoulaye, 2003).
Practitioners’ related determinants
Practitioners (i.e., teachers, pedagogic counsellors, etc.) are the end users of the
knowledge produced by researchers and adopted, adapted and disseminated by linkage
agents. The reviewed studies show that some determinants of knowledge transfer are
related to practitioners’ individual and organizational attributes. Once again, the time
allowed by practitioners to acquire and adopt new knowledge is an important determinant
of knowledge transfer. As argued by Hemsley-Brwon (2004), the lack of time is one of
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the barriers preventing practitioners from going through transferred knowledge.
Practitioners’ adoption and use of knowledge are also conditioned by their motivation to
do this. Some authors (e.g., Baldwin & Ford, 1988; Nyden & Wiedel, 1992) suggest
enhancing this motivation by establishing a reward system that encourages practitioners
to use and implement new practices and programs in their immediate context. The
implication of practitioners at an early stage in the research process is another
determinant of their adoption and utilization of research results, since it allows them to
better understand these research results (Huberman, 2002; Hemsley-Brown & Sharp,
2003). Finally, the practitioners’ competencies in research is another determinant of
knowledge transfer towards educational establishments (Collinson et al., 2003).
Therefore, training should be offered to practitioners in order to allow them to develop
linkages with researchers and linkage agents, and also to get used to research results
(Huberman & Gather-Thurler, 1991).
At the organizational level, the organizational climate, culture, structure, procedures, and
resources are among the cited factors as determinants of knowledge transfer in education
(Alexander, 2000; Ben-Peretz, 1994; Bickel & Cooley, 1985; Huberman, 1987; 1990).
The organizational climate could act as a facilitator or an obstacle to knowledge transfer.
Some situations, like a lack of organizational support to knowledge activities, a lack of
explicit implication of managers in the process, and a negative attitude towards research,
could prevent knowledge transfer to schools (Barnard et al., 2001; Bickel & Cooley,
1985). As for the organizational culture, the education field is often characterized by a
shortage of time for practitioners to plan their activities, a rigid timetable, a
predetermination of curriculum, content and materials, and an emphasis on order which
are all factors that impede knowledge dissemination towards practitioners (Ben-Peretz,
1994). In addition, the success of knowledge transfer depends on the perception that the
practitioners have of the benefits of the research results on their context and practices
(Huberman, 1983). However, most of the time, practitioners rarely perceive these
benefits due to their often busy schedule. The consequence is a lack of attention given to
research results by practitioners.
An important obstacle to knowledge transfer in education is the large gap between
researchers and practitioners (Huberman, 1983; 1987; 1990; Ben-Peretz, 1994). Most of
the time, practitioners perceive researchers as belonging to a theoretical world which is
far from the concrete context of educational establishments and systems. It then becomes
important to make bring the two communities closer (i.e., researchers and practitioners)
in order to reduce this gap and create a better atmosphere for cooperation and knowledge
transfer (Hemsley-Brown & Sharp, 2003; Miller et al., 1994). Finally, it’s worth noticing
the importance of physical, financial and human resources as determinants of knowledge
transfer. When practitioners have, at their disposal, adequate resources, it could help them
to better acquire, adopt and use new knowledge (McPherson & Nunes, 2002; Powers,
2003).
The actors’ related determinants of knowledge transfer in education are summarized in
table 1.
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Table 1. Actors’ related determinants of knowledge transfer in education
Actors
Researchers

Individual attributes
- Adaptation efforts
- Contextualization efforts
- Dissemination efforts
- Researchers’ credibility

Organizational attributes
- Experience in knowledge
transfer
- Emphasis given to
knowledge transfer

Linkage
agents

- Professional experience
- Cognitive abilities
- Social capital
- Personal attributes

- Organizational structure
- Resources dedicated to
knowledge transfer
- Policies to encourage
knowledge transfer

Practitioners

- Time allowed to acquire
and adopt new knowledge
- Motivation to acquire and
adopt new knowledge
- Ability to understand
research results

- Organizational climate
- Organizational culture
- Organizational structure
- Organizational procedures
and policies
- Organizational resources

Selected references
Abdoulaye (2003);
Anderson & Franklin
(2000); Anis et al. (2004);
Hemsley-Brown (2004);
Hubeman (2000);
Ozga (2004)
Anis et al. (2004); Beier &
Ackerman (2005);
Chickering & Gamson
(1999); Hammett & Collins
(2002); Hemsley-Brown
(2004); McPherson &
Nunes (2002); Matzat
(2004); Rynes et al. (2001)
Ben-Peretz (1994); Bickel
& Cooley (1985);
Collinson et al. (2003);
Hemsley-Brown (2004);
Huberman (1987; 1990);
Huberman & GatherThurler (1991)

Determinants related to transfer mechanisms
Transfer mechanisms consist in all the means through which knowledge moves along the
knowledge transfer process. They allow actors (i.e., researchers, linkage agents and
practitioners) to exchange knowledge and information. The reviewed literature shows
that there are several mechanisms that could be used to promote knowledge transfer in
education, but also that these transfer mechanisms have an impact on the effectiveness
and the success of the knowledge transfer process. Two categories of transfer
mechanisms are distinguished in the literature: 1) the information mechanisms, and 2) the
interaction mechanisms.
Information mechanisms refer to the ways used to acquire or disseminate knowledge
without personal interaction with other actors. This includes, for example, research
reports, scientific papers, professional journals, information reports, best practices guides,
education tools, emails, blogs, etc. (Argote et al., 2000; Bickel and Cooley, 1985;
Huberman, 2002; Kirst, 2000; Neville and Warren, 1986). Abdoulaye (2003) suggests the
creation of a central database of good practices and innovations developed in education
as a solution to optimize knowledge management and transfer. He argues that an
adequate conception and presentation of these databases, along with an available access
for practitioners, would encourage the latter to use new knowledge and practices.
As for interaction mechanisms, they consist of the ways used to acquire or disseminate
knowledge by relying on personal interactions with other actors. Some examples of
interaction knowledge transfer mechanisms are oral presentations, academic conferences,
seminars, professional colloquiums, workshops, training sessions, formal meetings,
informal discussions, social activities, etc. (Boostrom et al., 1993; Chazan et al., 1998;
Hemsley-Brown & Sharp, 2003; Neville & Warren, 1986, Ozga, 2004). Interaction
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mechanisms are very important to ensure the success of knowledge transfer, especially in
education where transfer concerns tacit knowledge, experiences and competencies most
of the time. This kind of transfer requires an iterative, interactive and reflexive process
between actors. Implementing an educational reform, for example, calls for creating
opportunities to test and discuss pedagogic changes that this reform entails (Omar ElSheikh 2000). These opportunities allow practitioners not only to adopt the new
knowledge, but also to share their experiences and to develop a collective new practice in
a new educational structure (Briscoe & Peters, 1997; Hammett & Collins, 2002; Kahne &
Westheimer, 2000; Serafini, 2000; Wagner 2003). Training sessions are probably the
most suitable knowledge transfer mechanism in education (Argote et al., 2000). They
allow practitioners to develop new abilities related to the application of new knowledge
in concrete work situations (Barnard et al., 2001). This should increase their interest in
new knowledge and consequently its adoption and use.

DISCUSSION AND IMPLICATIONS
Knowledge transfer is critical to improve policies and practices in education. Our
findings suggest that linkage agents are central actors in the knowledge transfer process.
Indeed, in the education field, the knowledge to be transferred is diversified, including
pedagogic programs and reforms as well as factual, interpersonal and conceptual
knowledge. In many cases, the complexity of the knowledge produced by researchers
could make it difficult for practitioners to understand and adopt it. Hence, the
intervention of linkage agents becomes essential in order to adapt the knowledge
produced by researchers and to make it easier to adopt and use it for practitioners.
Along with the major role played by linkage agents, the effectiveness of knowledge
transfer in education also depends on other factors. Our findings suggest that, in
education, the determinants of knowledge transfer could break down into three major
categories, namely: 1) determinants related to transferred-knowledge attributes, 2) those
related to the actors involved in the process (i.e., researchers, linkage agents and
practitioners), and 3) determinants related to transfer mechanisms. Determinants are by
definition intervening variables in the sense that the presence of each one of them could
increase the effectiveness and/or the efficiency of the knowledge transfer process. Thus,
managers and policy-makers could use these determinants as levers to improve their
knowledge transfer strategies.
The determinants related to the transferred-knowledge attributes suggest that linkage
agents should ensure that the knowledge to be transferred to practitioners is intellectually
and physically accessible to them. This knowledge has to be applicable and easily
adaptable to the practitioners’ specific context. The actors’ related determinants suggest
that, when interacting with researchers, linkage agents have to choose, as much as
possible, those who make every endeavour to adapt, contextualize and disseminate their
research results. They should also choose those researchers who maintain sustainable
interactions with the practice sphere. In addition, linkage agents have to interact more
with researchers coming from research organizations that possess good experience, and
encourage and promote knowledge transfer activities.
In addition, to improve knowledge transfer in education, linkage agents have to allow the
necessary time to their transfer activities. They also have to regularly attend scholar and
14
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training programs in order to update their competencies and maintain cognitive abilities
allowing them to follow, understand and utilize the knowledge coming from research.
Another important issue for linkage agents is to maintain regular and repetitive
interactions with practitioners, and to create communication and exchange opportunities
between researchers and practitioners. On the organizational side, knowledge transfer
organizations have to be able to identify research results from multiple sources
(universities, colleges, research centers, etc.), and promote a culture of informationsharing and exchange inside their organization and with researchers and practitioners.
They also have to allow the necessary resources and to set up policies that encourage and
promote knowledge transfer activities.
In order to improve the knowledge transfer process, linkage agents also have to use a
language that is simple and common to practitioners when adapting research results.
Their adaptation efforts should lead to information presented in a synthesized, attractive
and comprehensible way. Moreover, linkage agents should encourage interactions
between practitioners. They should also promote a culture of thought, questioning and
debate within the practice sphere. In addition, linkage agents have to explain to
practitioners the potential impacts of reforms and changes, and create opportunities to test
the proposed changes in situ before generalizing them on a larger scale. It’s also
important to use multiple mechanisms when communicating and transferring knowledge
with researchers and practitioners. These mechanisms could be simply informative (e.g.,
reports, scientific papers, web sites, etc.) or designed to foster interaction between actors
(e.g., oral presentations, conferences, workshops, training sessions, seminars, etc.).
Finally, it’s worth noticing that our results are based on the best available knowledge on
knowledge transfer in education. However, we should recognize that in practice, each
agency, each organization and each establishment is specific. That’s why we propose to
consider our results as avenues to improve knowledge transfer in education and to be
conscious that they could, and should be enriched according to the specific context of
users.

15
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Appendix. Electronic Search Strategy
1. Databases’ Description (source: web site of Laval university library,
www.bibl.ulaval.ca)
MULTIDISCIPLINARY DATABASES.
- ProQuest ABI/INFORM global. This database indexes about 1800 economical
journals from around the world.
- EBSCO. The search was done within the following sub-databases:
o
Business Source Premier (BSP). This database covers economic and
business fields. It indexes the full text of thousands of peer-reviewed and
academic journals.
o
Academic Search Premier (ASP). It indexes about 4600 periodicals in
major knowledge fields.
o
Educational Resources Information Center (ERIC). It includes abstracts of
articles coming from more than 900 scientific journals including Current
Index to Journals in Education (CIJE) and Resources in Education (RIE).
- ISI Web of Science. This database indexes the main journals in the fields of
sciences, social sciences and arts.
DATABASES SPECIALIZED IN EDUCATION.
- Education Abstracts. This database indexes the abstracts of published works on
education.
- CBCA Education (via CBCA complete). This database allows access to a large
variety of Canadian periodicals dedicated to education.
2. Search Strings
SEARCH STRING 1
(knowledge OR information OR research OR practice OR results OR
findings) AND (transfer OR utilization OR dissemination OR diffusion OR
adoption OR adaptation OR translation OR assimilation OR acquisition OR
sharing OR generation) AND (educ* OR training OR school OR scholar OR
teach* OR learning OR pedagogi* OR academic OR curriculum OR
formation)
[The symbol (*) indicates that all the words having as a root the set of characters preceding
it are located by the search engine]

SEARCH STRING 2
(connaissance OR information OR recherche OR pratique OR résultat OR
savoir) AND (transfert OR utilisation OR dissémination OR diffusion OR
adoption OR adaptation OR vulgarisation OR assimilation OR acquisition
OR partage OR génération) AND (éduc* OR formation OR école OR
scolaire OR enseign* OR apprentissage OR pédagog* OR académique OR
curriculum)
[This search string is the French equivalent of the search string 1]
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SEARCH STRING 3
pedagog* W3 chang*
[The symbol W3 indicates that the two words it links have not to be separated in the text by more than
three words. This technique was used in order to avoid the unlimited number of research documents
dealing with changes others than pedagogic]

3. Search strategy
In order to keep the number of retrieved documents under control, and following
Thorpe et al. (2005), we adopted the following search strategy:
- The initial search with each search string is done in the documents’ title, abstract
and keywords;
- If more than 1500 documents are obtained, the search is restricted to documents’
title and abstract;
- If more than 1500 documents are obtained, the search is restricted to documents’
abstract;
- If more than 1500 documents are obtained, the search is restricted to documents’
title.
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The Interaction of Assessment Format and Sex in Assessing Knowledge Structure Coherence
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Introduction
Analyses of students’ understandings of challenging science concepts provide critical
insights into how students structure their understandings and how best to teach these science
concepts. Given the importance of these analyses, how does assessment format affect these
analyses? Does assessment format interact with sex in these analyses?
While several studies have attempted to analyze students’ knowledge structure
coherence, the results of these studies continue to provide conflicting data. Ioannides and
Vosniadou (2002) (further referred to as I&V) investigated the knowledge structure of force
concepts of 105 Greek children across four age groups finding 88.6% of students demonstrating
coherent theories in at least one of seven meaning categories.
In 2004, diSessa, Gillespie, and Esterly (further referred to as DG&E) conducted a quasireplication of the I&V study with 30 American students across different ages, finding only
16.6% of students were consistent for a specific force meaning. Clark, Schleigh, and D’Angelo
(2008) investigated the possibility that differences in the assessment methods employed by
DG&E and I&V resulted in diverging results, finding that differences in the assessment
approaches and assessment format may contribute to these diverging results. This suggests there
may be additional factors within the assessment methods that researchers employ that affects the
assessment of students’ understandings and knowledge structure coherence.
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This study examines how assessment format might affect analyses of students’
knowledge-structure-coherence and the force-meanings students demonstrate through
explanations. The study furthermore investigates possible interactions between assessment
format and sex in these analyses. More specifically, the current study examines students’
explanations of force across multiple contexts using two assessment formats in a counterbalanced design: (a) an interview replicating the DG&E methods, and (b) a written format
designed to be similar to the interview format in terms of the questions posed and the question
structure.
This comparison will allow us to determine whether constructed-response-formats could
offer an acceptable substitute for interview-formats, which are time-consuming and laborintensive, and which act as a barrier in assessing large sample populations.
Methods
This study included 47 students (25 girls and 22 boys). Both the interview-assessment
(IA) and the constructed-response-assessment (CR) were administered to all students in a
counter-balanced design. Approximately half of the boys (11) and half of the girls (11) were
administered the IA first. In addition each assessment was timed and students’ preference for
format was recorded.
All interviews were videotaped following the same replication question sets distilled by
DG&E from I&V. Students were asked a total of ten question sets, each consisting of two images
of a stick figure and a stone with some variation in the events (Figure 1). Students were asked,
for both images, if there was a force on the stone; where that force came from and why there
might (not) be a force. If both stones had a force, students were asked to compare the forces.
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Figure 1. Question Set # 4 from the IA format, adopted from DG&E
The CR assessments involved a paper-pencil format addressing the same ten question sets
(Figure 2). Once instructions were given there were no further interactions with the students
while they completed the CR. Time and preferences were recorded.

Figure 2. Question set #1 from the constructed-response-format assessment.
The coding scheme designed by DG&E was used to code the responses for both
assessment formats (Figure 3). Students were coded in the meaning categories for each question.
They could be coded for more than one meaning in each question as meanings in any event can
overlap. After coding each question, the number of times that a meaning was matched was
counted for each student. The meaning that had the most matches was recorded as the student’s
best-match-meaning. Replicating the DG&E and the Clark study, students that had at least eight
matches in any meaning were coded as being partially-consistent in their meanings. Students that
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coded ten out of ten times in any one meaning were coded as being fully-consistent. This would
then support the idea that the students had a coherent theoretical framework for that given force
meaning.
The coding scheme involved a logic approach with rules that allowed the coding scheme
to be operationalized. Two coders were used for 20% of the students to help prevent bias with an
IRR of greater than 90%.
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Meaning of Force

Set 1-Big vs. small
stones standing on the
ground.

Set 2-Unstable vs. stable Set 3-Unstable small vs.
similar stones standing unstable big stones
on a hill
standing on a hill.

Internal

-Force only on the big
stone, but not due to air,
gravity or ground.
-Force on both stones but
greater force on the big
stone, but not due to air,
gravity or ground.

- Equal force on both
stones, but not due to air,
gravity or ground.

Internal/movement

-Force only on the big
stone, but not due to air,
gravity or ground.
-Force on both stones but
greater force on the big
stone , but not due to air,
gravity or ground.

-Force on the stable stone -No force on any stone.
only, but not due to air,
gravity or ground
- Force on both stones, but
more force on the unstable
stone but not due to air,
gravity or ground.

Internal/acquired

-Force only on the big
stone, but not due to air,
gravity or ground.
-Force on both stones but
greater force on the big
stone, but not due to air,
gravity or ground.

-Force on the stable stone
only, but not due to air,
gravity or ground
- Force on both stones, but
less force on the unstable
stone but not due to air,
gravity or ground.
-Force on both stones, but
more force on the unstable
stone, but not due to air,
gravity or ground.

-No force on any stone.
-Force only on the big
stone but not due to air,
gravity or ground.
-Force on both stones but
greater force on the big
stone but not due to air,
gravity or ground.

Acquired

-No force on any stone.

-No force on any stone.
-Force on the unstable
stone only, but not due to
gravity or ground

-No force on any stone.
-Equal force on both
stones, but not due to
gravity or ground.
-Force on both stones but
greater Force on the big
stone, but not due to
gravity or ground.

Acquired/push/pull

-No force on any stone.
-No force on any stone.
-Equal force on both
-Force only on the small
stone but not due to gravity stones but not due to air or
gravity

-No force on any stone.
-Equal force on both
stones only, but not due to
air or gravity.
- Force on both stones but
greater force on the big
stone but not due to air or
gravity.

Push/pull

-No force on any stone.

-No force on any stone.

-No force on any stone.

Gravity

-Equal force on both
stones
-Force on both stones but
greater force on the big
stone.

-Equal force on both
stones

-Equal force on both
stones
-Force on both stones but
greater force on the big
stone.

-Force only on the big
stone but not due to air,
gravity or ground.
-Force on both stones but
greater force on the big
stone but not due to air,
gravity or ground.

Figure 3. Sample coding scheme for question set # 1 from diSessa et al. (2004), modified by
Ozdemir (2006).
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Results and Discussion

Comparing Agreement Between Assessments
The primary purpose of this study was to compare how the formats of the assessment,
specifically the interview protocol format (IA) and the constructed-response format (CR),
influence how students, in terms of the force meanings, are coded for consistency and for force
meanings they express. To address the primary purpose, the two assessment formats were
compared at three levels of coding: cell-by-cell, best-match-meanings and students’ consistency
of knowledge structures. The first comparison, on a cell-by-cell level examined if students are
coded for the same force meanings in each question set. The results produced an 88% agreement
between the formats across all students.
The second comparison between assessment formats was to determine how students are
coded for the best-match meanings. Best-match coding was conducted by identifying which
force meaning a student was most often coded for in the individual question sets. In previous
studies (I&V, 2002; DG&E, 2004, Clark et al., 2008) it was identified that students would
express force meanings in seven different meaning categories (internal, internal/movement,
internal/acquired, acquired, acquired/push-pull, push-pull, and gravity). The best-match was
determined by the meaning category that was most often coded across all question sets. Students
could be coded for more than one meaning for each question and two or more force meanings
could therefore “tie” for a given student’s best-match-meaning. A summary of best-match force
meanings for each student was recorded in tables (An example is provided in Table 1). The two
assessment formats were counted as agreeing if they matched for at least one best-matchmeaning.
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Table 1
Coding for Best-Match Meanings & Consistent Knowledge Structures (CR-B). “I” represents the
best-match in the IA format, “C” represents best-match in the CR format, “*” represents partial
criteria consistence and “#” represents full criteria consistence. Letters without symbols do not
meet either criterion for consistent knowledge structures.

The results of this study show that the two assessment formats (the CR and IA) code
students very similarly in terms of the best-match meanings (Figure 4 and Figure 5), however,
there may be some uncertainty as to how these results reflect the agreement between the
assessments. An analysis of the whole population shows that the two formats code 81.8% of the
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students for at least one of the same best-match meanings. As previously mentioned, some
students could have been coded as having more than one best-match meaning because of the
ability of being coded for more than one meaning in each question set. These students were
identified as having a multiple-best-match meaning. An example is Blake (Table 1) who could
be coded as a best match in the internal and internal/acquired meaning categories for both the IA
and the CR assessment formats. Figure 4 represents how students would be coded if the multiplebest-match coding considered only those that agreed with each other. Not all multiple-best-match
coding agreed. For example, Bob (Table 1) had multiple matches for acquire, acquired/pushpull, and gravity in the IA format which only agreed with the CR format for the gravity meaning
category. If the agreement between assessment formats considered the multiple-best-match
situations that didn’t agree, there was only an overall agreement between the assessment formats
of 47.7% (Figure 5). The implications of the multiple-best-match coding are discussed further,
later in this paper.
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Figure 4. Comparing individual best-match meanings across two assessment formats considering the
multiple-best-matches that do agree.

Figure 5. Comparing individual best-match meanings across two assessment formats
considering the multiple-best-matches that don’t agree.
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The third comparison between assessment formats was to determine how students would
be coded for consistent knowledge structures in both assessments. According to the previous
studies (DG&E, 2004; Clark et al., 2008) students that had a match of a force meaning in one of
the seven meaning categories at least eight out of ten times (considered a partial criteria), could
be identified as having a consistent theoretical knowledge structure, while those matching a force
meaning less than eight times would be identified as being fragmented in their theoretical
knowledge structures. Students that had a match of a force meaning in ten out of ten times were
identified as having a consistent theoretical knowledge structure meeting the full criteria (I&V,
2002; DG&E, 2004; Clark et al., 2008).
In comparing the consistency of students’ knowledge structures using a partial criteria
(Figure 6), it was found that the assessments did not have a significant difference; 20% of the
students were identified as consistent in the IA and 22% in the CR. If considering how students
were coded for consistency using full criteria, the results remain the same in terms of comparing
the assessment formats (Figure 7). However, the students would be more often coded as having a
consistent theoretical knowledge structure with 71% of the students identified consistent in the
IA format and 68.9% identified as consistent in the CR format.
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Figure 6. Comparing how students are coded for consistency of knowledge structures following the
partial criteria for consistency. IA and CR represent assessment formats and G and B represent girl and
boy.

Figure 7. Comparing how students are coded for consistency of knowledge structures following the full
criteria for consistency. IA and CR represent assessment formats and G and B represent girl and boy.
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In comparing the cell-by-cell coding, the coding for meanings and the coding for consistent
theoretical structures, the results would suggest that the IA and the CR provide similar information,
except when the multiple-best-match meanings are considered not matching (Figure 5). This seemed like
an important manifestation requiring further exploration.

In previous studies, it was noted that students could be coded for multiple best-match
meanings. However, the methods with which the previous studies analyzed these multiple
meanings were not the same. In the I&V study, the students who were identified as having
multiple best-match meanings were coded as expressing a gravity and other force meaning or a
mixed force meaning category (depending on whether gravity was also implicated in the
student’s response). Then, when determining a best-match meaning, students were compared in
an overall assessment (the OL), which did not allow for multiple best-match scoring. The process
in the DG&E study did make it possible for students to be coded for multiple best-match
meanings. In the DG&E study, there were only 6.7% (2) of the students coded for multiple bestmatch meanings, although none were found for the same age group as the current study. Ozdemir
(2006) also reports that students had multiple meanings, but Ozdemir does not explain how these
were used to determine students’ theoretical knowledge structures, how many students, nor in
what meaning categories students were identified as having multiple-best-match meanings. In the
Clark et al. (2008) study, multiple best-match meanings were also reported. In identifying the
best-match meaning and the level of consistency in knowledge structures, Clark et al provides all
best-match meanings, producing a report that reflects greater numbers of students in the
consistent and not consistent theoretical knowledge structure categories than the absolute value
of actual participants. A summary of the number of students from each study segregated by
country and coding scheme that was found to have multiple best-match meanings can be found
in Table 2. The percentages range from 10% to approximately 33% for the same age group as
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that in the current study. In comparison, the current study found that 22.2% of the students in the
IA format were coded with multiple best-matched meanings and 11.1% of the students in the CR
format were coded with multiple best-match meanings.
Table 2
A summary of the percentages of students found in previous and current studies with multiple
best-match meanings.
Multiple Best-Match Students in the 15 Year Age Group
Group
Format
Percentage
I&V
0.0
DG&E
0.0
Clark U.S.
I&V
33.3
Clark U.S.
DG&E
16.7
Clark China
I&V
20.0
Clark China
DG&E
20.0
Clark Turkey
I&V
12.5
Clark Turkey
DG&E
37.5
Clark Mexico
I&V
16.7
Clark Mexico
DG&E
33.3
Clark Philippines
I&V
10.0
Clark Philippines
DG&E
20.0
Current
IA
22.2
Current
CR
11.1
This is important because it would seem that the two formats are not providing the same
information. Since the best-match meanings are calculated from the cell-by-cell codes which
were found to be similar between the two formats, the multiple-best-match meanings should not
be different between assessment formats. To confirm this, a statistical analysis using a chi square
contingency, with a Yates’ continuity correction produces insignificant results (χ2(1, N = 45) =
1.285, p = .257). While this means that the two formats are similar in what they report in terms
of the students overall, it also means that there is some factor in how students are going to be
coded in terms of what they think for force meanings and that will in turn affect how they are
coded for theoretical knowledge structures. This factor is a possible influence in the difference of
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results from the various studies and may be identified in this study by examining a possibility of
interactions such as sex in how students are coded.
Interactions Within Assessment Formats
It is well known that assessment formats can have a significant effect on performance
levels and that specific formats may be biased for different groups, including boys and girls
(NRC, 2001). Differences in outcomes for various formats may therefore reflect the
measurement of different constructs (e.g., Bateson & Parsons-Chatman, 1989; Sheppard, 2005).
Although overall, the IA and CR format appear to provide the same information, the small
differences which are manifested in the multiple-best-match meanings, may be reflections of
biases. This could also be why the previous studies produced varied results. An analysis of the
interactions between sex, order of assessment and preference was therefore conducted to identify
if these might be the factors influencing the outcomes of the studies and to determine if these
factors may influence how students are coded in the two assessment formats: the IA and the CR.
The analysis included the examination of agreement between the assessments for specific
groups (sex, order and preference) and the examination of outcomes for theoretical knowledge
structures by interactions between groups: sex by preference, sex by order, and preference by
order. This analysis was conducted by comparing cell-by-cell coding, best-match meanings and
theoretical knowledge structures for both partial and full criteria contingencies. These
interactions were all analyzed using a contingency chi squared analysis with a Yates’ continuity
correction to address the small sample size.
In terms of agreement between assessments and the interaction between sex by format, it
was found that there was an agreement between assessment of 89.1% for girls, and 86.1% for
boys (Table 3). The results for the cell-by-cell agreement between assessments when comparing
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the order was calculated as an 88.9% agreement for those taking the CR first and an 87.5%
agreement for those taking the IA first. In terms of the coding for best-match meanings by
assessment order, there was an 82% agreement for those taking the CR first compared to a 75%
agreement for those taking the IA first. In terms of how boys and girls are coded for best-match
meanings in both assessments, it was found that the girls had 12% disagreement between
assessments for force meanings while boys had 25% disagreement for force meanings. This may
seem significant, however it was found to be insignificant using a contingency chi squared
analysis χ2(1, N = 45) = 1.285, p = .257.
The best-match meanings for girls resulted in 40% compared to 15% of the boys coded
with multiple best-match meanings. The chi squared analysis produces an insignificant statistical
analysis χ2(1, N = 45) = 3.80, p = .0509. While the results for these groups were insignificant, the
results of the analysis of the best-match meanings warrants further discussion and examination.
These results suggest that sex may affect how many meanings girls and boys are coded for. The
interaction of sex by format in coding for the best-match meanings was conducted, expecting to
find that girls and boys would have a difference in the way that they were coded for best-match
meanings in one assessment or another, however, this interaction was found to be insignificant.
What this means is that it while the relationship is not confirmed, it may be that girls are more
likely to have multiple-best-match meanings than boys, however, the format doesn’t matter.
The analysis of the interactions between groups was also examined and it was found that
for the most part, these interactions were also insignificant. For example, it was found that there
were more girls who preferred the CR to the IA format, however, while more girls prefer the CR
and more boys prefer the IA, sex does not have a relationship to the preference. In addition, the
order of the assessments does not seem to be related to the preference.
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The analysis of the groups and how they are coded for theoretical knowledge structures
was also insignificant, with some results that warrant mentioning and further examination. Table
3 summarizes the percentages of students coded for consistent knowledge structures for both
fully and partially consistent criteria and a breakdown of the number of students coded consistent
by sex, order and preference in both assessment formats. The numbers in parenthesis are actual
numbers of students in the given cell.

Table 3
Consistent knowledge structure values. Values in parenthesis are actual numbers of students in
each cell.
Percentage of Students For Each Group
Sex
Order
Preference
Girls
Boys
IA
CR
IA
CR
(25)
(20)
(21)
(24)
(31)
(14)
Agreement for Best-Match
89.1
86.7
87.5
88.9
87.9
89.7
Meanings
Partially Consistent (20%
60
85
71.4
62.5
74.2
64.3
allowance)(IA format)
(15)
(17)
(15)
(15)
(23)
(9)
Partially Consistent (20%
64
75
81
62.5
71
64.3
allowance)(CR format)
(16)
(15)
(17)
(15)
(22)
(9)
Partially
80
70
81
70.8
64.5
100
Consistent/fragmented
(20)
(14)
(17)
(17)
(20)
(14)
agreement
Fully Consistent (IA Format)
16
20
14.3
20.8
19.4
21.4
(4)
(4)
(3)
(5)
(6)
(3)
Fully Consistent (CR Format) 20
15
28.6
8.3
42.8
28.6
(5)
(3)
(6)
(2)
(6)
(4)

All (45)
88.0
71.1
(32)
68.9
(31)
75.6
(34)
20
(9)
22.2
(10)

The results present slight differences in how groups were coded for consistent knowledge
structures using the partial and full criteria, however, there was no statistical relationship found
between the sex and how students were coded for knowledge structures in either format. This
suggests that how girls and boys structure their ideas is not different and that the there is no bias
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in the formats for sex in terms of identifying their knowledge structures. This was the case for
both the partial criteria and the full criteria. The analysis for the IA format produced χ2(1, N =
45) = 3.380, p = .066 while the analysis for the CR format produced χ2(1, N = 45) = 0.627, p =
.428. This suggests that it doesn’t matter what sex a student is in coding what kind of knowledge
structures a student has in either assessment format and in these terms, bias is not apparently
obvious for either assessment format. That said, the statistics for the IA format merit further
investigation in future studies.
In terms of the possible relationship between the order of the assessment and the way that
students are coded for partial consistency was examined, with results that suggest no relationship
between the order and how students are coded for partial consistency. The statistical analysis of
the possible relationship between preference and coding for partial criteria for consistent
knowledge structures suggests that there is not a difference in the preference and the way
students are coded for consistency. Examining the affect of order on how students are coded for
consistency using full criteria also produced no statistical relationship. However, the statistical
analysis produces χ2(1, N = 45) = 3.138, p = .076 for students taking the CR first and how they
were coded for consistency using the full criteria. These results suggest that it doesn’t matter
what order a student takes the assessments, or what preference the student has for the assessment
format, the coding for knowledge structures is not affected. That said the statistics for the CR
format are suggestive and warrant further exploration in future studies.
Conclusion
In terms of data collection for future studies in this field, the results of this study suggest
that larger samples of students can be studied using the CR format. The cell-by-cell agreement
and the best-match meanings agreement between the two assessment formats supports the use of
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the CR in future studies, suggesting that we would find the same understanding for forces that
students have in one format as in another. However, the results of the study also suggest that
there is a potential relationship between the sex and how students are coded for best-match
meanings in terms of multi-best-match meanings. This relationship is apparent in both
assessments.
The results of this study therefore suggest that there are not large biases in the
assessments. However, because the cells for statistical analysis were fairly small, due to a small
sample size, it is difficult to know how statistically strong this statement is. It would seem from
the results of this study that the CR can be implemented on a larger scale and that the same kind
of information will be found for all students as that which is found using the IA. Also,
implementing the CR on a larger scale can add to identifying how students think about force
concepts and how they structure their ideas.
The study also highlighted the limitations due to the coding of multiple best match meanings. The
results seem to say that there is something different about the populations since some students express
multiple meanings more than others, but the IA and CR provide the same info. Also, while the IA and CR
are not statistically different in how it codes what students think and how they structure their ideas, it does
show that the CR is more likely to find students meanings more clearly since it codes students with less
best match meanings than the IA did. Although this relationship wasn’t statistically strong, it does warrant
further investigation. It may be that the limitations of a small sample size influence the statistical analysis
and these differences would be magnified in a larger population.
If we really want to know what students think and how they structure their ideas, then we should
examine which meaning categories students had more often coded for multiple best match meanings as
this could be an indication of an unclear force meaning or an indication of an inability to identify what
students really think. It may be that we should be examining the questions we are asking as a next step
and perhaps examining the specific students’ discourse.
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In considering previous studies, the diversity of the results for student consistency may be
an influence resulting from the sex of the participants since girls are more likely to express multibest match meanings and previous studies had different ways of coding or handling multiplebest-match meanings. The relationship between sex and coding for multiple-best-match
meanings was not statistically significant; however, the results did warrant future investigation. It
may be that the limitations of a small sample size influence this statistical analysis, and that a
larger population would magnify this possible relationship. Since girls in the current study might
be considered as having a significant difference in the multiple best-match meanings, identifying
what girls really mean may not be so simple. While we know the number of girls and boys in the
I&V study and the Clark et al study, we do not know which results belong to which sex. We also
do not know how many boys and girls the DG&E study had or how many the Ozdemir study
had. This means that it would be difficult to determine whether the diversity of the results from
the previous studies is a factor of the distributions of the populations in terms of sex in each
study. A larger study with a larger population focusing on the sex of the participants and how
they are coded could address these questions in the future. This study could potentially be
conducted using the CR format.
It is also important to note that the differences found in this study do not support the idea
that girls and boys think differently due to a hardwired or biological affect. The differences in
results found in the current study are not as important as the significant similarities. We cannot
tell why they are coded differently or why they express different amounts of multiple-best-match
meanings. All we can say is that it appears that girls can be coded differently than boys
depending on how the multiple meanings are handled and that the sample population may be
affected by these differences when we try to identify how students think about force concepts
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and how they structure their ideas. It is more likely that girls and boys think differently as a
factor of other influences such as culture, language, experiences, and instructional opportunities.
This should be further explored to resolve the influences and to make a claim as to why girls and
boys may be coded differently.
Finally, an interesting opportunity that arises from this study involves the potential of the
CR format to be used beyond the research application. If the CR format reveals the same kind of
information as the IA format, and the administration of the CR format can be implemented to
large groups of students at one time; this allows the use of this assessment for teachers in their
classrooms. While this was not necessarily the purpose of the current study, this outcome
suggests that teachers could use this as a tool to pre-assess how students are thinking about force.
Teachers could then determine how best to approach their instructional practices to support
student learning.
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The Interaction of Assessment Format and Sex in Assessing Knowledge Structure Coherence
for the Understanding of Force Concepts
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ADDRESS: 111 Teeter Rock Road
Trumbull, CT 06611
5. E-MAIL: LMS602@snet.net
6. ABSTRACT:
In recent decades, neuroscientists made significant breakthroughs in helping
educators to understand how the brain processes information and how children learn.
Soon after birth, the brain makes connections to information that comes through the
senses. Those connections make other connections to form a superhighway of neurons.
In the classroom, connections are developed through a process of organization, rehearsal,
and elaboration as long as the children pay attention and recognize the relationship of the
new information to that which has been previously learned. Our
knowledge about children's learning is well understood. However, less is known about
the teaching brain. Even less is assimilated about the connections necessary for a
brain-based curriculum in teacher education programs. Such is the thrust of the current
proposal wich is dedicated to the development of an ecosystem of interconnecting parts
for enhancing the neural process engaged in the preparation of future teachers. The
major components are: [1] a STRUCTURE of a cluster curriculum, [2] CONTENT that
combines three cognate clusters in an interdisciplinary approach, and [3] a PROCESS
of full integration, immersion, and collateral training.
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AUTHOR: Dr. Louise M. Soares
AFFILIATION: University of New Haven
ADDRESS: 111 Teeter Rock Road
Trumbull, CT 06611
5. E-MAIL: LMS602@snet.net
6. ABSTRACT:
Fundamentally, the brain learns by connecting the neurons through organization,
rehearsal, and elaboration. After collecting research data on the relationship between
teaching and learning in the classroom through the development of three major
instructional models, the author developed three administrative models that enable
educational leaders to make related and relevant connections. These models revolve
around the conditions of specific administrative activities and reside in the point of
convergence of the authority of executive control. These models are:
[1] LEADERSHIP MODEL--with executive control residing in the supervisor,
[2] GUIDANCE MODEL--with executive control residing in groups of teachers
or staff members working together, and
[3] INTEGRATED MODEL--with executive control residing in the individual.
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Motivating Minds with SmartLearning: driven by questions, inspired by findings
•

one district’s strategy to improve literacy achievement and inform professional practice

A sense of urgency blanketed the school district following the release of the
provincial learning assessment results in the fall of 1999. The local paper
announced, “New Westminster Bottom Again!” The district faced many
interrelated challenges: fifty-five percent of the students were not meeting
government expectations in writing; over seventy languages were spoken in our
classrooms; severe poverty issues dominated our inner city environments; and to
top it all the global literacy channel changed and we now had the added
challenge of developing our students’ literacy skills to meet the new international
and national standards for literacy achievement. These standards require
students to think about what they read, explain or describe their thinking;
consider, discuss and talk about their understandings of text and also about the
various processes of reading (OECD/PISA, 1999). With these barriers in front of
us, we had a license to fail.

2009 HICE Proceedings
Page 2770

This paper outlines a district strategy that produced steady, significant, and in
some cases dramatic gains in literacy achievement (1999-2007). The strategy
included the development and evolving work of a K-12 district action research
team, the encouraging effects of their work, and how that work steadily informed
and significantly improved one district’s literacy achievement.

The Powerful Work and the Effects of a District Research Team

Our first task as a district was to develop a strategy for collective inquiry and
problem-solving. Following the hiring of Susan Close as the new director of
instruction, a small group of district K-12 educators joined the multi-district
Learning for Success Research Project led by Dr. Milton McClaren and Susan
Close. They began investigating how the systematic and explicit teaching of
metacognitive strategies effects writing achievement, and student thinking about
learning. The initial findings emerging from the on-going study were very
encouraging. The work kindled professional energy for action research, and
revealed practices that make a profound difference to literacy learning. The work
of the first teams in 1999 led to the development of a K-12 district research team,
a K-12 capacity-building structure open annually to all educators.

For a number of reasons the district chose to focus on writing as a starting point
for improving overall literacy learning: our results were poorest in writing;
educators articulated that they were more comfortable with the writing process
than they were with the reading process; educators were gaining confidence
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with, and feeling more comfortable using performance standards to assess
writing; we had a team of twelve action researchers producing impressive writing
results; and the skill of writing had the power to bring a wide range of educators
into the learning conversation, because it touched every curricular area and
every grade.

We began the collective conversation by engaging teams of educators in
analyses of literature, looking for answers to important questions: What are the
new international and national standards for literacy? What practices make the
biggest difference to the new skills required for literacy learning? Given that we
have diverse, inclusive, and heterogeneously organized classrooms how do we
design learning situations that release the full mental capacities of all learners,
and help them to learn and retain complex literacy skills (Langer, 1997)? How
can we best use assessment to inform planning, teaching, student learning, and
student thinking about learning? What do findings from neuroscience, cognitive
science, assessment, literacy and socio-cultural research tell us about practices
that make the biggest difference to learning and literacy achievement? What
kinds of staff development interactions work best to successfully develop
research-based professional practice?

Out of the study of findings came a call for district and school-based structures
that align and support the work of educators as they journey over time to improve
student literacy achievement. The teachers requested a three-year focus on
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improving writing, and the Board of Trustees passed a motion to support the
three-year goal of improving written expression. The initial goal was to be
followed by a three-year goal to integrate reading and writing, as a way of
improving both reading and writing. The development and evolving nature of the
District Research Team became one of the most influential structures in the
journey to achieve improved literacy achievement.

A structure called the District Research Team formally began in 2000 with twelve
K-12 participants investigating ways to improve written expression. The teams
worked to collaboratively implement and offer feedback on a protocol for
assessing writing. They developed and analyzed class summaries documenting
skill strengths and areas of challenge, and then systematically investigated the
effects of implementing sets of strategies designed to improve aspects of K-12
written expression. By the start of the 2003 school year forty-eight educators
were on the research team, a district protocol for assessing writing was being
implemented and reflected on by all Language Arts/English teachers in the
district, grade-group and discipline-specific analysis and planning sessions had
been established, and the local paper announced huge gains in district writing
achievement with the headline, “Writing Scores Soar!”

In 2003-2004 the team grew again and the Ministry of Education’s District
Review Team cited SmartLearning as a ‘promising practice’, and the local
headline read, “City School District earns kudos from review team – provincial
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team impressed by innovative programs such as SmartLearning.” The front-page
feature in the West Coast section of the Vancouver Sun read, “Program whets
appetites for reading – teachers are inspired.” Further headlines that year
announced, “New learning program gets praise across the province,” and
“Making Reading Better – new approach focuses on teaching critical thinking.”
The SmartLearning framework grew out of a further synthesis of literacy and
learning research conducted by Susan Close, prior to the district embarking on
the further three-year goal to integrate and improve both reading and writing.
Teams of researchers field-tested the research-based approach founded by
Susan, and the research teams investigated the effects of the system of
practices on literacy learning.

In 2004-2005 the district action research teams grew to include over one hundred
K-12 educators (enrolling, non-enrolling and administrators). By this time the
nine-step SmartLearning framework had become the heart of a comprehensive
system called SmartReading. The research team investigations focused on: How
does using the SmartReading System of Practice to systematically and explicitly
teach skills identified through comprehensive assessment, effect literacy
achievement?

Based on the research teams’ experiences, and on K-12 system feedback
gathered during district-wide analysis and planning sessions in June 2005, the
2005-2006 District Research Team evolved into demonstration co-teaching and
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mentoring teams -- organized into grade group configurations: K-2, 3-5, 6-8, and
8-12. Educators expressed a need to be able to see the integrated literacy
practices in action, and they wanted to be able to access people who would work
side-by-side with them, in the classroom, to implement and reflect on the effects
of the practices on student learning. We developed a five-stage continuum of
practice to support the development of specific skill levels, and we began to
showcase the practices through summer institutes and provincial presentations.
Through the system of practice educator researchers in SD40, and educators in
many public and private jurisdictions, developed skills to demonstrate, co-teach,
coach and mentor colleagues working to implement components of the
SmartLearning system of practice. Through this strategy we steadily built system
capacity. We worked to develop leaders able to model practice, and leaders who
have the capacity to develop leadership in others on an on-going basis. Through
the interaction the leaders developed credibility as leaders of learning, gaining
expertise that gives them insight and understanding about the needs of students
and teachers (Fullan, Cuttress & Kitcher, 2005).

As an assistant superintendent, I worked with a team of highly committed parttime district learning facilitators, each with a grade-group responsibility (K-2, 3-5,
6-8, 8-12), to lead the work of the Demonstration Research Teams. We led
planning and training sessions and work in classrooms, side-by-side with teams
of educators, polishing the components in the SmartLearning framework.
Through the interactions the participants:
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•
•
•

•
•

•
•

Used grade-specific performance standards to assess learning
Analyzed achievement patterns to identify skills to target for instruction
Designed learning sequences tailored to develop targeted comprehension and written
expression skills – deliberately choosing sets of learning processes, called SmartThinking
Tools, to advance the learning.
Used the nine-steps of SmartLearning and A/B talk structures to systematically and
explicitly implement the learning sequences in inclusive, heterogeneous classes.
Used the nine-steps of SmartLearning to guide application of skills learned through
whole-class teaching, in small group and independent SmartLearning. Through the work
the students were taught to strategically apply specific SmartThinking tools (cognitive and
metacognitive strategies) to texts read at the independent or fluency level (95%
accuracy). The SmartThinking tools were designed to provide learners with a balance of
right and left brain activity as they learn. (Taylor, 2007; Siegel, 2007).
Engaged the learners in visual thinking experiences during each learning sequence to
enhance conceptual understanding and written expression.
Developed orthographic knowledge through a system of word study (Bear et al, 2001;
2003) we call ‘word work’.

In 2006 individual K-12 demonstration research teachers opened their doors to
visitors through a structure called learning rounds. Through the ‘rounds’ the
teacher researchers modeled or co-modeled various aspects of SmartLearning.
Visitors were able to participate in the planning for the classroom interactions,
observe the learning in action applying research lenses to the learning, and then
participate in analysis and planning sessions following the learning. Many visiting
teams requested follow-up workshops and training sessions to support their own
implementation goals.

The learning round model sets up much like doctors’ working together in ‘grand
rounds’. Through the grand rounds doctors examine the needs of one patient at a
time. Through educational ‘learning rounds’ participants have the opportunity to
focus on selected learners, using research lenses to analyze the learning; and to
study the effects of research-based practices on achievement.

2009 HICE Proceedings
Page 2776

The learning rounds always begin with ‘first words’ from the teacher -- a planning
time when the classroom teacher shares his or her thinking behind the design for
the classroom interactions. Participants share their initial goals for participating,
choose research lenses to apply to the learning as it unfolds, and then everyone
moves into the classroom. During the learning rounds the learning sequences
are often co-teaching situations. The classroom interactions always end with the
learners and the observers reflecting, and with ‘last words’ from the teacher.
Following the learning in action, the participants move into small groups to
discuss and summarize their observations, to assess the learning, and to
collaboratively discuss and plan next steps.

The encouraging effects of K-12 district research teams investigating
common questions.
Over the past seven years the work of the District Research Teams has informed
professional practice and decision-making in the district. Their work is rooted in
what happens in classrooms, focuses on learners and learning, promotes inquiry
and reflection, is collaborative and leads to application across the grades and the
curriculum (Fullan, Cuttress & Kitcher, 2005). District Research Team educators
play an important facilitation role in district conversations. They share the effects
of research-based practices on student learning in school and district grade
group/department interactions. Their insights and findings serve to widen the
professional conversation. In June 2005, the Board of School Trustees
commended the work of the research teams and passed a motion to continue
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support for their work. Each year since the Board has annually commended the
research team work and continued to support the collegial interactions.

For seven years, the SD40 District Research Team has investigated the effects
of the SmartLearning system of practice on reading and writing achievement.
Through these investigations, the district has seen significant and often dramatic
effects on literacy learning. Examples of findings from our 2004-2007 research
which also included the Ministry funded Literacy Innovation Teams’ Project (K12):
• In a cohort of 153 grade five students, 20 began the three-month Literacy Innovation study
not yet meeting expectations in both reading and writing. At the end of the study only two
(both on I.E.P.s) were not meeting expectations in reading. 76 children fully met or
exceeded expectations. The results in writing were similar.
• In a youth alternate centre, out of thirty 13- 16 year olds, all on academic I.E.P.s, twentynine met grade level expectations in both reading and writing at the end of the one-year
study.
• A 14 year old, clinically assessed to never be able to read or write not only demonstrated
the ability to read and write, but also showed metacognitive ability.

Forming and sustaining the work of grade-level (K-2, 3-5, 6-8, 8-12) district action
research teams, committed to implementing and studying the effects of the
SmartLearning approach on reading and writing achievement, has been the
mainstay of the District learning agenda.

Over a quarter of the teachers in the district have participated on district research
teams, and the whole system voluntarily uses the District’s SmartReading and
writing assessment to track achievement. The following graphs show gradespecific writing and reading achievement for the whole district over time,
achievement as measured using the Ministry of Education’s annual grade 4, 7
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and 10 Foundation Skills Assessment. The district also uses the SmartReading
and SmartWriting assessment to monitor grade-level system, school and
individual achievement. Standardized protocols and marking procedures built into
the assessment for, as and of learning process ensure validity and reliability.
Performance scales aligned with provincial learning outcomes, and exemplars
(grades 1-12) are used to establish achievement levels and to support teacher
planning and teaching. The assessment tools were developed and refined over a
six-year period and were informed by hundreds and hundreds of teacher gradelevel team hours – studying, implementing and reflecting on the approach. The
goal was to develop an assessment process that aligns testing and teaching
(Allington, 2001), and one that informs learning both formatively and summatively
at the classroom, school and district level.

A Rigorous Focus on Achievement over Time
The grade 4 students cited in the 2000 data moved through to grade 7, and on to
grade 10 in June of 2007. From the graphs below you can see their achievement
growth over time in both reading and writing.
Apparent Cohorts: Student Reading Comprehension Gains
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In this graph, it can be seen that students have improved achievement when ranked among other
school districts in the province. Grade 4 students have improved dramatically in the last six years.
The first two cohorts of students also improved their relative ranking across grades 4, 7 and 10. In
the last two years students have declined in their rankings from grade 4 to grade 7. These students
will be closely monitored as they approach the grade 10 examination.
Apparent Cohorts: Student Writing Gains
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The improvement in our students’ literacy skills over the period 2000 to 2007 is remarkable. This
achievement is due to the hard work of our students, in learning to read and write at high levels, to
our teachers, who have implemented the SmartReading approachand other exemplary literacy
practices in their classrooms, and our facilitators and research team members who have worked
with teachers to learn what teaching practices best improve their students’ literacy.

The successes have been capturing global attention for a time now. We have
presented our findings and our approaches through International Reading
Association publications; keynote addresses and presentations at international
literacy conferences held in Manila, Philippines; Beijing, China; Perth and
Melbourne, Australia; Oxford and Canterbury in the UK; during a symposium
presentation at the August 2005 International Congress on Inclusive and
Supportive Education held in Glasgow, Scotland; and during hundreds of
conference presentations, workshops and trainings in Canada.

We know this work is important, and we have clear evidence it is making a
difference. Gains in achievement build confidence and commitment in learners
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big and small. Student reflections kindle energy and confirm we are on a right
track. Recently a room of researchers, listening to colleagues sharing student
reflections that had touched them in some way, literally lit up as they pondered
the significance of the wording. Some made you laugh; some tore at your heart;
some touched the worry cords and some surrounded you with a feeling of pure
satisfaction:
•

I have noticed my thinking is expanding more, and I am thinking of better words. Before it would be
like this ‘goose’ and now it’s like this ‘a cooked goose with hearty vegetables and delicious
potatoes.’ (Kevin, age 8)

•

The processes have really improved the way I organize my thoughts. I have noticed it is much
easier to do my work. Before I would have been staring for four days just wondering how to start. I
am amazed by how much my writing has improved in just one semester.(Wesley, 12)

•

My work is more thorough than last term. I really like the new strategies. They allow me to expand
on my thinking, and they have helped me to think deeper. (Wu,14)

•

I have noticed that my thinking is maturing. I am no longer coming up with answers that are not
even in the same time zone as the question. I am taking more time with my work. Every single one
of the learning tools has helped me to be successful. For example, the web has helped me to make
connections and to put things together like a puzzle. Quadrant Thinking has helped me to see, feel
and hear about what I think. A/B partners have helped me learn what others think. (Angela,9)

•

I love writing! I have a brain of words. I just can't stand it anymore without writing.(Amelie, 6)

•

SmartLearning has helped me stimulate parts of my brain that have been unexplored before. As a
thinker, I can now think of better ways to win an argument than shouting, thinking beyond the
obvious…SmartLearning has helped me think much better. As a speaker SmartLearning has
helped me speak in a much more mature and sophisticated way. I now justify my opinions when I
am talking. I also speak in full and complete sentences. When other people are speaking, I listen to
their opinions patiently and I respect their ideas. I no longer say their ideas are wrong.
Smartlearning has also helped my reading skills develop. I can now really go into the story and put
myself in the character’s shoes. Even when reading non-fiction I can understand the facts way
better. I can now go beyond the obvious when I am reading, which I could never do before.(Frank,
10)
SmartLearning has made an unbelievable good impact on my life. SmartLearning helps me think in
different ways. When we do partner talk, it seems like my knowledge expands. After we do class
talk my knowledge expands even more. It is unbelievable how much I learn before I even start
reading the book. Before I learned how to do SmartLearning, my writing used to be boring and
pointless. I used to have no confidence in my writing whatsoever. After I learned how to do
SmartLearning, I became aware of the criteria of a powerful reader and writer. I feel more confident
in my writing as I improve every time and I expand my vocabulary. (Megan, 11)

•

The sense of urgency is different for us now. The stakes are getting higher. We
have more students meeting the basic standards than we did seven years ago,
but when we look more closely at the data we see the next hills to climb, and
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they look steep. How do we lead more learners to achieve at the higher levels of
literacy? Are we systematically, explicitly and rigorously preparing our students
with the skills to show more complex thinking, insight, and originality in their
learning (McClaren, 2000; Robinson, 2000; Fullan, 2001). Are we equipping all
learners with the tools they need to reach higher levels of achievement, and are
we enabling them to become more intellectually strategic (Fullan, 2001;
Desforges, 2001). Doors open to people with highly developed literacy skills
(McClaren, 1999; Robinson, 2000; Fullan, 2001). Our students’ life chances
depend on us working together -- over time, in the same direction -- to learn and
apply break-through approaches that equip learners with the skill sets needed to
thrive in a complex, information-rich world.

We see the power of systematic collegial inquiry, over time. Staying the course
is paying off. We heeded the advice to take time and to spend a great deal of
energy supporting the implementation of changes in classroom practice, rather
than looking for the next great change to try. Stories and rich data emerging
from each of the SmartLearning research team’s work provides evidence that the
new methods really are making a difference. When we continually learn from
assessment and use the information to carefully design learning sequences that
focus on developing targeted skills, we consistently see dramatic gains in
achievement. We thank Warren Bennis (1997) for his poignant reminder that,
“Collective genius does not just happen; methods matter”, and that “…none of us
is smart as all of us together.”
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Hard questions can have inspiring answers when we work side-by-side to
relentlessly pursue and sustain the journey to learn about learning, all in the
service of enhancing achievement. Out of the work we see a new breed of
leader emerging, a leader focused on both research-based and research-proven
learning. These new leaders develop credibility by gaining expertise that gives
them fresh insights and deep understandings about learning, and about the
growing needs of students and teachers (Fullan, Cuttress & Kitcher, 2005).
Questions guide the journey and continual spirals of findings motivate minds and
inspire new directions. Reflections on the experiences show that real
methodology for system change begins and ends with on-going authentic
conversations about important questions, questions that have the power to
inform and advance classroom, school and district practice.
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Violent acts against children in Japan were traditionally considered private,
isolated incidents largely outside the reach of government policy and legal action
(Upham, 1989). Increasingly, however, public perception in Japan, mainly driven by
the mass media, has shifted away from complacency. A few well-publicized attacks
on children have thus forced Mombusho (the Ministry of Education) to address the
issue openly. This represents the beginning of a significant change in Japan, which
has long felt itself to be an oasis of safety far removed from the dangers of the larger
world.
We document the major incidents behind this shift in perception and look at
how policy has evolved in response to the growing sense of unease. We suggest that
although the Ministry of Education by its authority is empowered to address such
issues, it has not clarified its directives or provided sufficient funding for safety
programs. As a result, communities and parents, mostly organized under the auspices
of the local PTA, have been left with the bulk of the responsibility for securing the
safety of their neighborhoods.
Another result of the Ministry’s hands-off policy is the increasing tendency
for private schools to seek their own security measures from professional security
companies at a cost that is passed on to parents. In a country that has prided itself on
its educational egalitarianism, this trend is one more painful example of the growing
bifurcation between the haves and have-nots in present-day Japanese society.
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Abstract
Although postgraduate design education has existed in western countries for several
centuries, it is still new in China, including Hong Kong and Macao. In the past, although
postgraduate design education has been claimed available in some universities in China,
nearly all of them are fine-art or engineering oriented. Only in the past few years has
postgraduate design education with significant design research elements been
incorporated in the curricula. This paper briefly reviews the trends and development of
design research in postgraduate design education in the western world. It then identifies
the limitations and constraints of the postgraduate design education in China. Based on
case studies in several universities in China, the paper attempts to identify the
opportunities and then new trends of design research in postgraduate design education in
China.

Introduction
Compared to other disciplines, design is a relatively newer discipline. Different from the
"higher level of studies" of some traditional disciplines that have existed for more than
several hundreds years, postgraduate design education has existed in western countries
only in the last several decades. In fact, the directions of development of postgraduate
design education are quite varied. Besides traditional research studies, such as
philosophical research (that is, PhD, DPhil, MPhil), numerous taught postgraduate
programs have appeared in recent years (for example, DDes, MDes, MA, MSc). Apart
from some of these programs being quite general and broad in their objectives and
requirements, other programs are very focused on particular directions and areas.
For the past two decades, universities in China, including those in Hong Kong and Macao,
have offered more postgraduate design programs, or some claimed to be design-related
programs (School of Design, 2003; Siu, 2005a, in press). Many of these programs are
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offered by design schools and departments directly, while quite a lot of them are offered
by fine art, architecture, arts, humanities and engineering schools and departments. Since
the early 2000s, postgraduate design education in China, as in other countries, has
claimed a need to have serious review and organized development (Siu, in press). For
example, a meeting was conducted in Beijing in 2001 and later several smaller meetings
were conducted in other places in China to consider the development of postgraduate
programs as well as new reference materials for the industrial and product design
discipline. Therefore, now is the time for us to explore how postgraduate design
programs can better nurture students to meet the new social, industrial and educational
needs. In particular, while more researchers and designers also expect postgraduate
design education can bring more knowledge contribution through research, now is a good
time to review and identify the opportunities and then trends of design research in
postgraduate design education in China (Siu, 2003).
Views and Trends of Postgraduate Design Education
While better organized formal design education (or, called training in some places) did
not appear until the early 20th Century, when postgraduate design education actually
began is quite vague and arguable. In fact, some of the universities have claimed to
include design-related postgraduate studies earlier than last century. For example, many
architecture schools claim that their research-based studies (that is, at a higher level than
undergraduate programs) that cover creative thinking and design elements appeared much
earlier than the formal definition of design education that appeared in the last century.
Nevertheless, to leave such endless and more or less not-very-meaningful arguments, this
paper would prefer to see what kinds of postgraduate design programs (or studies) have
existed thus far. Among all, the programs provided formally by institutions can be
summarized as follows:





programs purely based on research requirements;
programs mainly based on taught elements;
programs mainly based on research requirements and with some taught elements;
programs mainly based on taught elements and with some research requirements.

Regarding the programs based on or related to research, many of them are up-to-date and
related to philosophical research and analysis (for example, programs called PhD, DPhil
and MPhil in most English speaking countries). The major and nearly the only expected
output of these programs is a traditional thesis. However, this trend of postgraduate
design education has undergone some changes and also received critical comments in
recent years. For example, many educators as well industry practitioners criticize such
kind of programs as they keep students in universities — an ivory tower — and the result

2009 HICE Proceedings
Page 2789

is that their finally generated theses are only put on bookshelves of libraries for limited
people to access. The knowledge discovered or generated by the students cannot bring
significant benefits (that is, constructive and apparent changes) to the society. Therefore,
some design program developers and researchers have defined "research" as not only
related to the narrow meaning of "philosophy". They have initiated particular meanings
of "design research". For example, some universities in the United States have considered
design research that must include a high degree of "applied" research elements. These
research elements are not only on philosophical investigation and discussion, but more
about experimental exploration and analysis. Different from the traditional British style
with a high degree of autonomy for students to identify their research directions, titles,
objectives, and methods of investigation and analysis, some universities in the United
States prefer to relate their students' research with particular projects (that is, most of
them are industrial related projects). Students' research is more or less bounded to
specific topics and with specific roles in particular research labs or centers. Outcomes of
applied research in postgraduate design programs are highly valued, while in turn theses
become a routine stage-report for graduation with less significance compared to the
application value of research.
Obviously, it is still too early to state which of the opposing views can and will dominate
postgraduate design education in the future, while some people still prefer to take the
middle ground and accept both trends of development. They also take a more inclusive
perspective to accept a balanced development of postgraduate design programs in the
society.
Postgraduate Design Education in China
Case studies of postgraduate design education in China
Case studies related to postgraduate design education in China were conducted from 2003
to 2008 (Siu, 2003, 2005a, 2007). Several universities with postgraduate design programs
in mainland China and Hong Kong were selected for focused studies. The major reason
for initiating the studies was the change in the university system in mainland China.
Many of the universities, including design institutes, were combined to form larger
universities. Some of these design institutes (or renamed as design departments after
combining with the universities) have still maintained part of their internal organization
structures and also autonomy for setting up programs, though these institutes are under
the umbrella of their governing universities. Therefore, some of these design institutes
took the chance to review and then reform their programs, including the resource and
directions of postgraduate design programs. In addition, while these design institutes are
now under the university system instead of the conventional institute system, they have
gained more resources to plan and implement postgraduate programs (Siu, in press).
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The studies included reviews of the program documents (for example, program objectives,
structures, graduation requirements), and interviews with the program leaders and
teaching professors. The interviews were conducted in a semi-structured way in order to
allow the interviewers to prompt questions for more in-depth understanding. Moreover,
different design institutes might have different structures and requirements where such
kind of semi-structured interview format was more appropriate and effective to invite
interviewees to give further comments on the existing design education in China.
Key issues
As a country claimed to be one of the Four Great Ancient Civilizations and with
thousands of years of historical and social development, China has a long history in
"education". From traditional informal parent-child home education to different scales
and formats of schools, China has different stages of informal and formal education
systems. Compared to traditional arts and humanities disciplines and subjects, design up
to the present moment is still new in China, even the definition and objectives of the
discipline. The term "design" was still not well discussed in the higher educational field
until the mid 1990s. In the past, "design" was only generally considered and categorized
as a kind of arts or art (Siu, 2003, in press). When asking the older generation of
professors in the universities as well as design institutes about the value of design, they
may agree to its significance. However, when asking what the definition of design is,
many of them may not give a clear explanation.
Nevertheless, while design has been more and more highly valued and design has become
a more known discipline, its potential for offering postgraduate studies has got higher
(Siu, 2005b, 2007). More resources have been injected into developing postgraduate
design programs. In particular in recent years some of the conventional fine art
disciplines and subjects have been criticized and faded in popularity. Conventional
engineering disciplines and subjects have lost part of their attractive characteristics to the
young generation. The importance of design as a discipline with a creative nature and
higher application value to the society as well as the industry has become more
recognized (Leung, 2007). For example, since the mid 1990s, postgraduate research study
such as PhD and MPhil and taught postgraduate programs such as MA(Des) have become
higher valued in Hong Kong (School of Design, 2003, 2008). Since the early 2000s, more
taught postgraduate programs such as MDes in different areas have also been blossomed.
In many cities with highly regarded universities such as Beijing and Shanghai,
postgraduate design programs have also become more popular since the early mid 2000s.
This has been followed by some professors who have graduated from other countries
with a formal education in design research instead of only conventional fine art research,
thus reform and new postgraduate design education with more research elements has
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been urged. In addition, more first-degree graduates expect to stay in universities to
further their studies. Such a situation further enhances the development potential of
postgraduate design programs.
According to the finding of the case studies, several key issues related to recent
postgraduate design education in China are identified:















There has not been sufficient review and discussion on postgraduate design education,
in particular in mainland China.
There is no commonly agreed or accepted structure of programs, for example, length
of study for a commonly recognized degree title in different places.
Elements in programs, even with similar program titles, are quite varied. For example,
some of the master level design programs (that is, duration, contents) in mainland
China are different from those in Hong Kong as well as other foreign countries.
Research elements are particular lacking in many programs. In other words, taught
elements mostly still dominate in the majority of the programs.
Many design institutes or departments still run their programs as other conventional
arts or fine art programs. For example, no specific "design research" knowledge and
experience can be provided to students.
Many programs cannot go along with the changes and meet the needs of the society
and the industry.
Many programs cannot go along with the educational trends of the whole world. In
other words, many programs cannot consider the needs and match with the changes of
the programs in other countries.
There is a lack of experienced professors to guide research students, though an
increasing number of design graduates return to China to work in universities. For
example, many of the professors working in the design institutes and departments
only have knowledge and teaching experience in other disciplines, for example,
engineering, art, social studies.
Team teaching and supervision is still lacking in most of the postgraduate design
programs, in particular the research based programs.
Although increasing numbers of students participate in design projects during their
studies, well organized research training is still lacking.

Opportunities
As the interviewed professors indicated, the development of postgraduate design
education in China is still in its infant stage, or we are at least unable to say it has reached
a mature stage (Siu, in press). In fact, this limitation of design education provides
opportunities for educators to develop well-thought out directions, goals, objectives and
programs. Above all, there are some opportunities for improved program development:
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Based on its rich cultural and historical background, China has a wide spread of
well-developed disciplines and knowledge which give advantage for the development
of design education, including postgraduate design education.
China has its particular culture and social needs, therefore particular trends of
postgraduate design education as well as particular ways of research can be
developed.
Due to its diverse cultural, social and environmental characteristics, program
development as well as research activities in China are more flexible.
Experience from the foreign — western — world can work as reference for the
program development in China.
Development of design education in different regions gives reference to other places
to establish particular programs. For example, universities in Hong Kong, Beijing and
Shanghai have better experience in design research as well as program organization.
All this experience can perform as reference for other places, such as Tianjin,
Guangzhou, Macao.
Mainland China has rapidly been opened to the outside world. This situation has
allowed the society and also universities to have opportunity to have better contact
with other places. For example, exchange of postgraduate design education
experience started in the late 1990s. Such kind of exchange has proved that it brings
insight for the program developers in mainland China.
Mainland China attracts foreign investment. Such investment also brings opportunity
to the industrial, commercial, social and cultural developments. In turn, these
developments also enrich the opportunities for postgraduate research activities. For
example, more international companies have established design labs and research
centers in the mainland universities. More companies have also been interested in
establishing collaboration networks with the universities.

In light of these opportunities, it is foreseen that the following trends of design research
in postgraduate design education will come true in the near future:








Collaboration and interaction in research between east and west will be seen.
Varied research directions will blossom.
More degree graduates will stay in universities to continue their postgraduate research
studies.
More experienced researchers and designers will return to China and they will
directly or indirectly participate or influence the design research in the universities.
More foreign experienced researchers and designers will visit to and stay in China to
carry out research and teaching work in the universities. More exchanges will be
carried out.
Working with the government, industry, NGOs and communities, more applied
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research will appear. In other areas, postgraduate research will provide significant
support and influence to these parties.
Different specific postgraduate research programs will appear with new structures and
contents of programs different from those existing in foreign countries. For example,
more integrated programs will appear.
Multidisciplinary research will be urged and promoted. Design disciplines will be
more specific, while their boundaries will also become vague (that is, more
interactions between/among different disciplines in research).
More inter-institutional and inter-departmental research will appear.
Conventional theses will not be the only research outputs any more. Instead,
integrated outputs (or, research indicators) will replace conventional research outputs.
For example, combined/integrated theses with other applied research outputs such as
designed products and visual images will become the acceptable outputs of
postgraduate design study outputs.
Assessment of the quality of postgraduate students' research outputs will not only be
the sole role of academia, but will also include more contribution from the external
parties outside the universities, for example, the industry.

Conclusions
Postgraduate design education in China is still new and not well-organized in terms of
implementation and further development. Reviews and reforms have also been weak in
that significant improvement for the past decade has not been carried out. All of these do
not mean that postgraduate design education will have no hope or freeze at the current
state (Siu, 2007, in press). Instead, due to the external changes and internal needs and
aspirations, postgraduate design education in China must (or, is forced to) have changes.
As identified above, there are still some critical issues necessary to be concerned with
and solved if a high quality of postgraduate design research is expected. One of the
critical points for success is how to be able to identify and well-use opportunities for
better development of postgraduate design research in China. It is foreseen that China
will develop its own postgraduate design research. The quality of research outputs as well
as their "impacts" will be judged not only by the conventional way and academia, but
more by the whole society.
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Abstract
For years, it’s been debated whether young children are capable of taking part in discourse
surrounding social issues. While some educators agree that social issues are appropriate classroom
discussions to engage in with older students, there are those that are skeptical about having such
“serious” discussions with younger students. Barbara Comber (1999) and Joyce Macphee (1997) assured
us that critical discussions on social issues can and are effectively occurring with young children in early
childhood classrooms.
The case study being presented looked at the social practices in one first and second multi‐age
grade classroom surrounding the topic of poverty and community. Social practices included reading
children’s literature, discussing social issues with classmates, visiting the community kitchen, writing
letters and a grant, as well as creating and presenting posters to other students in the school to rally
support for a project that would benefit those in need within the community. Data collection included
interviews, personal notes, observations, and audiotapes of classroom discussions that were later
transcribed. Critical Discourse Analysis (CDA) as defined by James Gee was used to analyze the data. CDA
involved interpreting situated meanings, cultural models, situated identities, and social languages that
existed within the data. It was found that while students participated in and enjoyed having book
discussions surrounding what makes and “breaks” a community, it was a social action project initiated
by the students themselves that facilitated meaningful connections to their community. It was
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concluded that students finished the school year with a better understanding of the community in which
they lived and the value of people within it, including those in poverty. Students also learned what
community members can do to support each other in times of need. This research study determined
that allowing young children’s own inquiries about a social issue to evolve in the classroom could lead to
positive meaning‐making beyond classroom walls with ongoing support and facilitation by the teacher.
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Abstract
Nationally, the minority college matriculation and graduation rates are lower than
Whites’. This can be due to a variety of issues including the inability to finance college,
a lack of knowledge of college admissions requirements, or other reasons that have not
been properly assessed or addressed. Minority high school students can benefit from
minority service-learning mentors that help them identify barriers and improve their
readiness to attend and succeed in college, as well as serve as role models for successful
college completion. This paper describes a graduate service-learning mentoring program
that sought to engage minority high school students in their preparation for college and
future careers, while developing the knowledge and skills of minority graduate students.

Introduction
In 2005, the American Council on Education reported “students of color continue to
make significant gains in college enrollment, but still lag behind their white counterparts
in the rates at which they pursue a higher education” (ACE, 2005, p. 1). Their 2006
report found that while minority enrollment rose by 50.7 percent between the 1993-04
and 2003-04 school years to total more than 4.7 million students, the number of white
students remained relatively flat, growing by only 3.4 percent, to 10.5 million (Hayes,
2006). Despite this increase in minority enrollment over this period, they are still
underrepresented in institutions of higher education. There have been many scholars,
academicians, and policymakers suggesting ways to ameliorate this problem, but low
minority college matriculation persists. This problem has a negative impact on the career
development of minorities, as they are not prepared to enter careers that require higher
education.
In October 2004, the National Collaborative on Diversity in the Teaching Force (the
Collaborative) disseminated the Assessment of Diversity in America’s Teaching Force
report to discuss the minority teacher shortage and make recommendations for increasing
the pool of college-prepared minority teachers. One of the findings was that “students of
color tend to have higher academic, personal, and social performance when taught by
teachers from their own ethnic groups” (p. 6). This statement has implications for
mentoring minority students. Minority high school students may reap the same benefits
and become better prepared for college matriculation and graduation if they are mentored
by minority college students.
Institutions of higher education must develop programs that address and improve the
matriculation rates of minorities. More importantly, minority faculty and students should
develop and participate in programs that prepare minority students for college entrance
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utilizing academic curriculum (Sims, 2007). Service-learning, a pedagogy that integrates
service into the academic curriculum, has been implemented at hundreds of institutions
nationally and internationally to address community issues. Service-learning is an
appropriate teaching method because it has the ability to build the capacity of the
individual student to serve, inform the institution of higher education through being
involved in the community, and expand the potential of the community to remedy its own
problems (Komives & Woodard, 2003). For these purposes, a pilot program titled
Enhancing Minority College and Career Preparation Service-Learning Mentoring
Program was designed and implemented by the author via a graduate-level course within
the Department of Workforce Education and Development at Southern Illinois University
in Carbondale, Illinois. The purpose of this paper is to describe the model of this
graduate service-learning mentoring program and make recommendations for replicating
the model.
Community Need
Southern Illinois University Carbondale (SIUC) is a college town, and many of the local
middle school and high school students view the University as a representation of typical
college life. In 2006, the minority population of the two city high schools, Carbondale
Community High School (CCHS) and Trinity High School, was 36% and 2%
respectively. A small percentage of this minority student population attends a 4-year
college, including SIUC, limiting their career options. Although each high school has
counseling and guidance services that support students as they prepare for life after high
school, the minority population does not pursue higher education in large numbers.
A greater amount of minority students may not aspire to attend 4-year institutions
because there are not many minority students (approximately 19%) on the local SIUC
campus with whom they can identify. The low college matriculation of minority high
school students may also be a reflection of their lack of readiness to attend college. If
students do not obtain higher education, whether in their community or elsewhere, there
will be negative economic effects. These citizens will not be able to positively contribute
to the economic growth of their communities. In order to explore and address the
community need, the author secured a 2006-2007 Service-learning Grant from Illinois
Campus Compact, a state member of the national Campus Compact. The $4000 grant
was funded by the State Farm Foundation to develop a service-learning mentoring
program to partner local minority high school students with graduate Workforce
Education and Development students at SIUC in order to address low minority college
matriculation. The Enhancing Minority College and Career Preparation Service-Learning
Mentoring Program (EMCCaP) began in the summer of 2006, and a partnership was
established between the author (an assistant professor) and a teacher at Carbondale
Community High School. Illinois Campus Compact named both of them Faculty Fellow
and Teacher Fellow respectively.
Minority Program Participants
The Department of Workforce Education and Development (WED) at Southern Illinois
University Carbondale is designed to prepare undergraduate and graduate students for
careers in teaching and non-teaching roles in education, business, industry, government,
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and other fields. The Department provides theoretical and applied knowledge and skills,
opportunities for experiential learning, and various independent study courses to develop
students for instructional, supervisory/managerial roles, human resource development,
and training in the public and private sectors. In 2006, WED graduate students were
recruited to register for a course titled Special Investigations: Minorities in Higher
Education. Although the course was open to all WED graduate students, all the
prospective students that inquired about serving as mentors were African American. Five
African American students were selected to serve as mentors: two African American
male graduate students and three African American female graduate students.
The independent study course explored issues of access to education and resources,
disparities in educational attainment, and institutional and structural racism that impacts
minorities’ preparation for and entrance into institutions of higher education. A servicelearning component was integrated into the course to allow the graduate students to work
one-on-one with high school students in order to gain firsthand knowledge of some of the
causes of low minority college matriculation and graduation, as well as assist them with
college readiness. This reciprocal relationship of the service-learning partnership helped
them to both gain a deeper understanding of the issues and address the community need,
which is one of the main goals of service-learning (Eyler & Giles, 1999; Furco, 1996;
Jacoby, 1996). Service-learning also includes a reflection component, which is used to
allow students to critically reflect on their service activities and their role as citizens. The
graduate students were required to write journals and a final paper discussing their
academic learning, feelings about their service, implications of their service, and plans to
continue serving their communities.
The minority high school participants were recruited by both the Faculty Fellow and
Teacher Fellow. Each graduate student mentored two high school students of the same
gender. The high school program participants included four African American male high
school students and five African American female high school students (one female
dropped out of the program after deciding upon her college of choice before the program
began). The high school students included five freshmen, one sophomore, and three
juniors. They each signed contracts that obligated them to complete the entire program,
with permission from their parent(s), by attending each meeting, all trips, and events.
Mentoring Program Activities
The mentoring program activities consisted of the following: one-on-one mentoring;
group reflection/discussion meetings; visits to minority-serving institutions, Historically
Black Colleges and Universities (HBCU’s); partnered volunteer work; and
extracurricular events.
Each graduate student was required to donate 80 hours of service, including direct contact
and non-direct contact, between the summer and fall semesters (July-December, 2006).
The majority of the hours were spent in one-on-one interactions between the graduate
students and the high school mentees, which included college and scholarship searches,
goal setting and articulation, visits to meet professionals in the fields of their interest,
meetings with SIUC staff and faculty, attendance at SIUC open house events, and
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practicing the ACT/SAT tests. Some of the mentors also brought their mentees together
with others to have study groups and discussions.
All of the participants were required to participate in at least two volunteer activities
together with their mentors/mentees. The mentor and mentees, as well as the Faculty
Fellow, volunteered at community events together, where they distributed supplies to
children at a Back-to-School Bash at the end of the summer, 2006, played games with
kids at a local Halloween Party, and served International students at a holiday party.
Some students also served in their high schools and at SIUC as concession stand workers
during athletic events.
The entire group of program participants, mentors and mentees, as well as some
parents/guardians, the Faculty Fellow, and the Teacher Fellow traveled to Nashville,
Tennessee and Atlanta, Georgia to visit Historically Black Colleges and Universities
(HBCU’s). High school students were exposed to predominantly African American
college campuses so that they could observe large numbers of minorities attending
college and graduate programs, as well as learn about college admissions requirements,
college life, and career preparation. The institutions they visited included Tennessee
State University, Meharry Medical College, Fisk University, Spelman College,
Morehouse College, and Clark Atlanta University.
Once a month, all program participants were required to attend reflection/discussion
meetings led by the Faculty Fellow. Graduate and high school students were asked to
discuss their experiences with their mentors/mentees and reflect upon the learning that
occurred during their interactions. Some of the meetings were used to develop skills in
college and major selection, time management, and ACT/SAT preparation. Students also
used this meeting time to have a conference call with an African American SIUC alumni
who became a NIKE, Inc. employee, and he discussed with them business etiquette and
the importance of pursuing higher education and continuing to give back to their
communities.
Program participants also enjoyed some extracurricular events together. One of the
mentors distributed tickets to an SIUC men’s basketball game, which were donated to the
mentoring program by a University employee, so all participants were invited to attend.
During one of the HBCU visits, all of the participants (including the parents/guardians)
attended a homecoming football game at the end of the visit. The program participants
and parents were also invited to attend a bowling party on the SIUC campus, which was
hosted by the Disability Support Services Office.
Finally, in January, 2007, which was National Mentoring Month, all of the program
participants and the parents of the high school students attended a celebration dinner as
the culminating event of the program. Students were given a video of program activities
and a certificate of program completion. They were also invited to participate in future
SIUC mentoring programs.
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Impact of the Graduate Service-Learning Mentoring Program
The high school students and mentors completed evaluations after the first college visits.
The graduate students submitted reflection journals in the Minorities in Higher Education
course. And, parents were asked to write letters discussing the impact of the program on
their teens. All of these methods resulted in positive comments regarding the college
preparation of the high school students, as well as development in other academic,
personal, and extracurricular areas.
The evaluations from all who attended the college visits were positive. High school
students expressed an interest in continuing college and scholarship exploration with their
mentors, contacting the colleges that were visited, and researching more HBCU’s. They
also stated that they would talk to their friends and parents about what they were learning,
consult their guidance counselor and mentor regarding registration for future high school
courses, and begin/continue studying for the ACT/SAT tests.
Graduate students reported an enhanced knowledge of the issues minorities face when
preparing for and pursuing higher education as a result of their service-learning
mentoring activities and college visits. They also discussed an increase in their career
development and human resource development skills, improved communication skills,
improved interpersonal skills with diverse groups, and confirmed their future career
goals. For examples, the students who aspired to enter careers working with youth
reinforced their commitment to these fields.
The evaluations of the parents of the high school students were most impressive. Their
satisfaction and appreciation for the mentoring program was high. Most of the parents
believed that their teens were better able to articulate college goals and express their
college needs and expectations. They were happy their teens were initiating
conversations about college and asking more college-related questions. They were also
grateful for the opportunity to visit prospective colleges that target minority student
needs. All of the parents were interested in continuing the program to continue college
exploration and ensure their teens matriculate into institutions of higher education.
Conclusions and Recommendations
The EMCCaP Service-Learning Program has proven to be beneficial to both the high
school students in the community and the minority service-learning graduate students. A
true reciprocal relationship was developed; both the high school students and graduate
students gained positively as a result of participating in the program. The graduate
students developed a deeper understanding of the course content and community issues
that have a national impact on minorities, and the high school students developed skills
and interests that have prepared them for pursuing, and hopefully entering, college.
As of June, 2008, two of the EMCCaP female high school students graduated from
Carbondale Community High School. They have both been accepted to college; one will
be attending a Historically Black University, and the other will attend Southern Illinois
University Carbondale. Also, all of the graduate students have completed their Master of

2009 HICE Proceedings
Page 2802

Science in Education degrees, and one is employed by SIUC as an instructor of incoming
at-risk freshmen.
Programs like EMCCaP should be replicated at institutions of higher education, and
many academic disciplines can integrate the service-learning activities described above.
Teacher education departments, for example, require courses in cultural foundations of
education, social and historical issues in education, and/or social and cultural influences
on learning. Some of these courses lend themselves to exploring the gap in minority
college matriculation via service-learning. The National Collaborative on Diversity in
the Teaching Force (2004) recommended utilizing these types of courses and stated,
“Without understanding the historical, social, and political underpinnings of how
disenfranchised groups have been systematically excluded from receiving a fair and
equitable education, there will continue to be a shallow approach to understanding
diversity issues” (pg. 9). The overarching goal is to ensure students explore issues of
race, access, equity, and diversity in education, as well as promote college and career
preparation to minority high school students.
Institutions of higher education must consider various methods for closing the college
matriculation gap for minorities. Effectively utilizing minorities in service-learning
mentoring programs can help prepare minority high school students for the expectations
of college admissions and retention (Sims, 2007). The institution, college students,
faculty, and community members will benefit from this form of civic engagement. When
minority students serve other minorities via service-learning, it helps institutions of
higher education fulfill their mission of educating citizens and serving the community
simultaneously.
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The purpose of the present study is to examine the relationship between listening style
preference and EFL listening proficiency for Taiwanese college students. Respondents in the
study included six freshman classes of 248 students at a university in Taiwan. One instrument
adopted in the study is a listening test which will designate respondents’ EFL listening
proficiency. The other is a questionnaire of the Listening Styles Profile (Watson et al., 1995)
which identified four distinct listening styles, i.e., people-oriented, action-oriented,
content-oriented, and time-oriented. The respondents first took the EFL listening test, and
then completed the listening styles profile. Finally, an interview was held with ten of the
respondents to probe their perceptions of listening styles. Significant links between each
listening style and EFL listening proficiency and listener gender variables was explored using
correlational tests and analysis of variance. Results of the study show that Taiwanese college
students adopted the people-oriented listening styles most often, and that there is positive
relationship between respondents’ people-oriented listening styles and their scores of EFL
listening test. Based on the results, the significant implication for EFL listening instruction is
to teach EFL listeners employ people-oriented listening styles more frequently to improve
their listening comprehension.

BACKGROUND
Listening has long been recognized as a multidimensional concept. There exists
considerable variation in how individuals perceive, process, remember, and understand oral
messages. Although people respond differently to different situations, it appears that most
people listen more as a function of habit than conscious choice and typically rely on a single
listening style when communicating with others (Shiffrin & Schneider, 1977). As defined by
Watson, Barker, and Weaver (1992), listening style is an individual’s predominant, preferred
approach to listening, conceptualized as attitudes, beliefs, and predispositions about the how,
where, when, who, and what of information reception and encoding. Four distinct listening

2009 HICE Proceedings
Page 2805

styles have been identified (Watson et al., 1995): people-oriented, action-oriented,
content-oriented, and time-oriented. Those who employ the people style tend to listen with a
concern or awareness for others’ feelings and emotions. They try to find areas of common
interests with others and respond empathetically to them. Action listeners prefer concise,
efficient, and error-free messages. They appear to be particularly impatient and easily
frustrated when listening to a disorganized presentation. Content listeners enjoy receiving
complex or challenging information. They carefully evaluate incoming information before
forming judgments and opinions. Time listeners show preference for brief or hurried
interactions with others. They tend to let others know how much time they have to listen. In
fact, most listeners appear hesitant to switch from their preferred listening style (Langer,
1980), even when the use of an alternative approach could enhance their ability to receive and
recall information (Roach & Wyatt, 1988; Wolvin & Coakley, 1992). In many circumstances,
an individual’s predominant listening style reflects a structured, habitual response.
In recent years, with the emphasis on communicative competence in the field of second
language acquisition (SLA), there has been increasing emphasis on listening comprehension
for second language (L2) pedagogy. With the highlighted variation of listening style in terms
of first language (L1) listening, it will be worthwhile to look into the impact of listening style
for L2 listeners. Furthermore, no previous studies have been found directly related to the
current study, that is, to explore the relationship between listening style preference and EFL
listening proficiency. Thus, it is the aim of the present study to fill in the gap for the research
literature on listening style, and also to contribute to the effective instruction of EFL listening
comprehension. The purpose of the present study is to examine the relationship between
listening styles and EFL listening proficiency for Taiwanese college students. The major
research questions explored in the study include: (1) Is there any relationship between
listening styles and EFL listening proficiency of Taiwanese college students? (2) Is there any
relationship between listening styles and EFL listeners’ gender and major? (3) What are EFL
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listeners’ perspectives toward listening styles?

LITERATURE REVIEW
According to Freshour (1987), people spend roughly 45 to 65 percent of their waking
moments listening to other persons. The task to develop a profile of personal listening styles
can help people be aware of their listening habits and further improve their listening
effectiveness. For the past decade, there have been three communication scholars, i.e.,
Watson, Barker, and Weaver, dedicated to the development and validation of listening styles.
In one of their studies (Watson, et al., 1992), they designed the listener preference profile
(LPP) to identify habitual listening responses. Items for the LPP were generated from a
systematic review of the listening literature and modified based on administration to several
pilot groups. Results of factor analysis identified four clusters, including people-, content-,
action-, and time-oriented listening. To validate the LPP, 392 undergraduate students in a
southern university in U.S.A. were administered the LPP twice within 24 hours. Results
indicated that test-retest reliability instruments suggested stability in the assessment of
listener preferences over time.
Later, in a following study (Watson, et al., 1995), the listening styles profile (LSP-16)
with sixteen-item inventory was proposed to assess the four distinct approaches to receive
information. Responses from a large sample of 1799 young adults were employed to evaluate
the psychometric characteristics of the LSP-16.
Findings suggest that the LSP-16 may have considerable utility in clinical, training, and
research environments for measurement and study of the ways that people prefer to listen.
Recently, a study by Pearce, Johnson, & Barker (2003) has been conducted to establish the
validity and reliability of the listening styles inventory (LSI). Their study proposed the
importance of listening effectively in business communication, benefits of LSI to managers,
contexts affecting the purposes of listening, and measures of listening effectiveness.
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With the developed instrument for measuring listening styles, a number of studies have
been conducted to investigate the relationship between listening styles and related factors. In
regard to personality, Weaver & Kirtley (1995) examined the links between four listening
styles (people-, action-, content-, and time-oriented) and three constructs of empathy
(empathetic responsiveness, perspective taking, and sympathetic responsiveness). Results
reveal that individuals scoring high on the people listening style reported a tendency to be
sympathetic but not empathetic. Conversely, individuals scoring high on the action or time
listening styles tended to feel little concern for others in need. And, those scoring high on the
content listening style exhibited the ability to interact with emotionally upset others without
experiencing a congruent affective response. Besides, Weaver, Watson, & Barker (1996)
looked into the relationship between listening style preferences and personality characteristics.
They found that the psychoticism personality type was linked with a socially callous listening
style. Conversely, the extraversion personality type was associated with an expressive,
supportive listening style while the neuroticism personality type was correlated with listening
styles that minimized the time spent interacting with others. A study by Sargent, Fitch-Hauser,
& Weaver (1997) investigated the listening style preference of the Type-A personality.
Findings reveal distinctively different listening styles for Type-A individuals as a function of
their sex. Type-A males emerged as an impatient but pensive listeners who exhibited only
limited concern for others during an interaction. Type-A females, on the other hand, display a
unique “everything for everybody” listening style with enhanced self-perceptions in all
aspects of listening.
In addition, there has been research exploring the relationship between listening styles
and communication. For example, Sargent, Weaver, & Kiewitz (1997) examined the
correlations between communication apprehension in four settings (public, small group,
meeting, and interpersonal) and four listening style preferences (people-, action-, content-,
and time-oriented). They found that individuals with the people and content listening style
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preferences exhibited low communication apprehension in group, meeting, and interpersonal
settings. Chesebro (1999) also studied the relationship between the listening styles people
tend to employ habitually and related levels of conversational sensitivity. Findings reveal a
positive relationship between the people listening style and conversational sensitivity, as well
as weaker positive relationship between the content and action style and sensitivity.
With regard to cultural differences in listening styles, White (1989) studied the
frequency of listener responses in English conversations within and across two groups, i.e.,
midwestern Americans and Japanese raised in Japan. Results indicated that Japanese listeners
displayed far more types of backchannels. While Japanese listening style remained
unchanged in cross-cultural conversations, Americans altered listening style in the direction
of their non-native interlocutors. Moreover, Kiewitz & Weaver (1997) examined cultural
differences in listening style preferences of young adults in Germany, Israel and the United
States. They found that Germans preferred the action style, Israelis preferred the content style,
and Americans preferred people and time styles.
Furthermore, several studies have been conducted to examine the linkage between
listening styles and listener roles. First, a study by Johnston et al. (2000) looked into the four
listening styles in terms of listener sex and gender-role self-perception. Results indicated that
communal respondents preferred a sharing, expressive people-oriented listening style;
whereas agentic respondents preferred an action- and time-oriented listening style.
Significant sex-differences were also evident in listening styles. Females reported a relational,
people-oriented style of listening while males reported a more action, content, and
time-oriented style of listening. Next, Verret (2000) explored the effect of buyer/seller
listening styles on mutual trust, satisfaction, and anticipation of future interactions. Results
revealed no significant relationship between listening style similarity and buyer/seller
relationship quality. Additional findings indicated a significant positive relationship between
people-oriented salespeople and buyer trust, satisfaction, and anticipation of a future
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interaction. A significant, negative relationship was also found between time-oriented
salespeople and buyer trust. Worthington (2001) investigated the influence of listening style
preference on juror decision making for the assignment of negligence and damages. Utilizing
the case of a failed savings and loan, results show that respondents with a people-oriented
listening style tend to find the plaintiffs less a fault, while jurors who are time-oriented
listeners tend to award higher damages to the defense.
Finally, there have been two studies looking into listening styles in the educational
setting. Brian & Kafka (1996) explored listener preference as an explanation for differences
in traditional and nontraditional students’ learning and listening orientations in the college
classroom. They found that traditional students preferred a people-oriented listening style
while nontraditional students were more likely to utilize an action-oriented style. Watson,
Lazarus, & Thomas (1999) conducted a longitudinal study to examine the current preferences
and developmental changes in particular listening habits of medical students during their first
year of medical education. Results pointed out significant differences between the people
orientation and the content and time orientations. As for literature directly related to the
current study, no research has been found to explore the relationship between listening style
preference and EFL listening proficiency. Thus, it is the aim of the present study to fill in the
gap for the research literature on listening style.

METHOD
Respondents
Respondents in the current study were 248 freshmen at a university in central Taiwan.
They were selected based on cluster sampling. There were 105 male and 143 female students.
In terms of respondents’ major, they studied in three different colleges, including 87 students
in the college of design, 56 in engineering, and 105 in management. Having learned English
as a foreign language for about six years in high school, they were approximately EFL
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learners of low-intermediate level. Respondents’ listening proficiency was based on their
scores in a listening test of GEPT (General English Proficiency Test) intermediate level.

Instrumentation
The instruments used in the present study consisted of an EFL listening test, a listening
style questionnaire, and an interview survey. The test is a listening test of GEPT intermediate
level, which includes three parts, i.e., picture description, question response, short
conversation. Each part consists of 15 items, and the whole test lasts about 30 minutes. The
English proficiency of the examinee who passes the GEPT intermediate level is roughly
equivalent to that of a senior high school graduate in Taiwan. Since the respondents in the
present study are university freshmen, it seems quite appropriate to employ the listening test
of GEPT intermediate level. Respondents’ scores on the listening test were used to designate
their EFL listening proficiency in the current study.
Another instrument adopted in the study were a questionnaire of listening style which is
mainly based on the Listening Style Profile (LSP) designed by Watson, Barker, & Weaver
(1995) (see Appendix 1). The questionnaire contains sixteen items designed to assess four
different approaches to listening and receiving information, which are People, Action,
Content, and Time styles. On a five-point scale ranging from “never” to “always”,
respondents indicated their perception of how well each statement applies to them. Previous
research has demonstrated the following alpha reliabilities for each style: People, .61;
Action, .64; Content, .58, and Time, .65 (Watson et al., 1995); People, .60; Action, .62;
Content, .64, and Time, .66 (Sargent et al., 1997).

Procedures
The present study was conducted during class hours of the freshman required course
English Listening & Speaking Practice. Before the experiment began, students were told in
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detail what they were required to do in the study. The respondents first took the EFL listening
test, and then completed the listening style profile. Finally, to probe respondents’ perceptions
of listening styles, an individual interview was conducted by the researcher herself with ten
respondents randomly selected from the 248 students.

Data Analysis
For the scoring of GEPT listening test, the total scores are 120 points. As for the
questionnaire, the scale range for each item is 1-5. Data analysis involved two stages. First,
the correlations between respondents’ listening test scores and the four listening style
measures were computed. Pearson correlation coefficients were computed across the entire
sample. In the second stage, the LSP indices were subjected to analysis of variance. A 2 x 3
factorial design were utilized with subject gender (female, male) and subject major (design,
engineering, management) as independent-measure factors. Mean comparisons subsequent to
significant univariate effects were computed using the post hoc t-test. Finally, respondents’
answers for the interview were not analyzed statistically, but they were transcribed and
categorized according to the four listening styles.

RESULTS
Respondents’ Responses to the Questionnaire of Listening Styles
In the present study, the questionnaire of listening styles contains sixteen items designed
to assess four different approaches to listening and receiving information, which are People,
Action, Content, and Time styles. On a five-point scale ranging from “never” to “always”,
respondents indicated their frequencies of how often each statement applies to them. In terms
of the four approaches of listening styles, results show that respondents adopted the
people-oriented listening styles most often, and next are content-oriented styles, followed by
time-oriented styles. They used action-oriented listening styles least often (see Table 1).
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Moreover, female respondents employed more people-oriented listening styles than male
respondents did, while male respondents used more action, content, and time approaches.

Table 1. Descriptive Statistics of Listening Style Approach on Gender
Gender
Male
Female
Total
Approach
N
Mean SD
N Mean SD
N Mean SD
People

105

3.96

0.56

143

4.05

0.44 248 4.01

0.50

Action

105

3.34

0.72

143

3.31

0.75 248 3.32

0.73

Content

105

3.52

0.69

143

3.49

0.62 248 3.50

0.65

Time

105

3.40

0.64

143

3.30

0.64 248 3.34

0.64

Pearson product-moment correlation was conducted to examine the relationship between
participants’ listening styles and their EFL listening proficiency. Results show that there is a
significant correlation between respondents’ people-oriented listening styles and their scores
of EFL listening test (r＝0.195, p＜0.01). No significant correlation was found between
listening test scores and the other three listening styles.
With regard to the individual listening style, results show that total respondents used
most often the people-oriented style “I focus my attention on other persons’ feelings when
listening to them.” Male respondents adopted most often the people-oriented style “When
listening to others, I quickly notice if they are pleased or disappointed.” Besides, the listening
style most often employed by female respondents was “I nod my head and/or use eye contact
to show interest in what others are saying.” On the other hand, both male and female
respondents employed least often the time-oriented style “I begin a discussion by telling
others how long I have to meet.”
In terms of respondents’ major, Table 2 indicates that respondents in the college of
management used more people-oriented listening styles than respondents of the other two
majors. Furthermore, engineering respondents adopted more action-oriented listening styles
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than the other two majors, and design respondents employed more content-oriented styles.
Results indicate that respondents in the college of design used most often the people-oriented
listening style “I focus my attention on other persons’ feelings when listening to them.”
Engineering respondents adopted most often the style “When listening to others, I quickly
notice if they are pleased or disappointed.” The listening style most often employed by
management respondents was “I nod my head and/or use eye contact to show interest in what
others are saying.” In addition, respondents of all majors least often used the time-oriented
listening style “I begin a discussion by telling others how long I have to meet.”
Table 2. Descriptive Statistics of Listening Style Approach on Major
Major
Approach

Design

Engineering

People

N Mean SD
87 4.05 0.48

N Mean SD
56 3.86 0.58

N
105

Mean
4.07

SD
0.44

Action

87

3.35

0.66

56

3.36

0.86

105

3.28

0.73

Content 87

3.55

0.62

56

3.52

0.72

105

3.45

0.63

Time

3.36

0.70

56

3.36

0.69

105

3.31

0.57

87

Management

Besides, a two-way ANOVA was conducted to examine the relationship between
respondents’ listening styles and their gender and major. Results show that significant effect
was not found for both factors, i.e., gender and major. That is, there are no significant
differences in listening styles between male and female respondents and respondents of
different majors. However, results of pairwise comparisons also indicate that respondents in
the college of management used significantly more people-oriented listening styles than
respondents of engineering did (t=0.84, p=0.027).

Respondents’ Perceptions of Listening Styles
In the current study, an interview was held with ten of the respondents in order to probe
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specifically EFL learners’ perceptions of listening styles. Results of the interview were
presented based on the four interview questions.
1. Which listening style do you like most or use most often? Why?
Most students prefer the listening style of “people.” Their responses include the following
statements: I notice the interlocutors’ feeling to see whether he or she is willing to listen to
what I say. I can feel what other people are trying to express from their tone of voice. I
emphasize the necessity of eye contact when I converse with other people, which make me
feel that you really pay attention on what I am saying. I love to nod when I listen to other
people’s talking and I am really care about other people’s feeling while I am listening. I
prefer listening to other people attentively and I need other people’s reaction while I am
talking. It is polite to listen carefully and care about the interlocutor’s feeling when he or she
is talking to me.
2. Which listening style do you like least or use least often? Why?
Half of students least often use the listening style of “time.” Their perceptions are
described in the following: I try to finish my talking as soon as possible when I am in a hurry.
I would say sorry if I have no time to listen to what other people talk. I might express that I
am in a hurry by looking at my watch. I do not like to hurry other people’s talk. However,
some students proposed they least often use “action” and “content.” They regard action is
really impolite, especially having preconception towards other people’s saying or feeling. It is
not proper to presuppose other people’s point of view. Also, it’s tiring to listen to the
complicated content and try not to listen to the complex information.
3. In your opinion, is there any relationship between listening style and EFL listening
proficiency?
Most students stated that there is no direct relationship between listening style and EFL
listening proficiency. Some said that “usual habits”, “listening contents” is more related to
listening style. Only two students confirmed the positive relationship between listening style
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and EFL listening proficiency. Listening style is more related to the person who is talking to
you. If you are not really care about him or her, you might not listen really attentively and
this would influence on your listening style. Listening style is different between English and
Chinese. When I listen to English, I would focus on the content. When I listen to Chinese, I
would focus on the action. Listening proficiency is more related to listening content rather
than other three styles, people, action, and time. If you do not know what people are saying,
you will not use the three listening styles. So, you need to have certain proficiency in order to
understand the content.
4. In your opinion, is there any relationship between listening styles and EFL listening
gender?
Six students agreed with the relationship between listening styles and listeners’ gender.
Two students thought that there is no difference between listening styles of different gender:
one student said it depends on speakers’ attitudes; the other one student thought that listening
styles are more related to personality. Their responses include: a male is more impatient when
he listens to a female talk. However, a female often expresses her sympathy and compassion
when she is a listener. When I talk to a female, I would like to listen more attentively. When I
talk to a male, I prefer casual way of conversation. Unlike females, it doesn’t matter if I do
not catch a part of a man’s talk. I prefer talking indirectly to a female, and talking directly to a
male. Comparing with female talk, male talk is more straight and direct. A female likes to
focus on other people’s feelings; however, a male prefers talking the key points. A female
prefers the listening style of “people”, but a male prefers “content.”

DISCUSSION & CONCLUSION
According to Shiffrin & Schneider (1977), most people listen more as a function of habit
than conscious choice and typically rely on a single listening style when communicating with
others. Based on the results of questionnaire and interview, the present study proposes that
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Taiwanese college students adopted the people-oriented listening styles most often. In the
study investigating cultural differences in listening style preferences of young adults, Kiewitz
& Weaver (1997) found that Germans preferred the action style, Israelis preferred the content
style, and Americans preferred people and time styles. It seems that the young people in
Taiwan have similar listening style preferences to those in U.S. Maybe such a similarity can
be attributed to the influence of American culture on the Taiwanese society.
Furthermore, the current study suggests that female college students in Taiwan used
more people-oriented listening styles while male students used more action, content, and time
styles. This result is consistent with the research finding of Johnson et al. (2000), that females
reported a relational, people-oriented style of listening while males reported a more action,
content, and time-oriented listening style. As described by Watson et al. (1995), those
adopting the people style try to find areas of common interests with others and respond
empathetically to them. Sargent, Fitch-Hauser, & Weaver (1997) also indicated that females
displayed a unique “everything for everybody” listening style. Moreover, one respondent in
the interview mentioned that a female often expresses her sympathy and compassion when
she is a listener. As a result, results of previous research as well as the present study seem to
support the common stereotype that women are better listeners than men in terms of the
attention and concern for their communication partners.
In addition, findings of the study reveal that there is positive relationship between
respondents’ people-oriented listening styles and their scores of EFL listening test. That is,
Taiwanese college students who employed higher frequency of people listening styles also
had higher EFL listening proficiency. Several possible explanations can be provided for this
research finding. For instance, the people-oriented listening style is defined by Watson et al.
(1995) as the tendency to listen with a concern or awareness for others’ feelings and emotions.
Sargent, Weaver, & Kiewitz (1997) also found that individuals with the people listening style
preferences exhibited low communication apprehension in group, meeting, and interpersonal
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settings. Moreover, Brian & Kafka (1996) indicated that traditional students were more likely
to utilize the people listening style than nontraditional students did, who were at least 25
years old and have been away from formal education for at least three years. In light of the
research evidences mentioned above, it may be inferred that EFL learners in the current study
who were traditional students, i.e., young college students, tend to use people listening styles.
They may probably have better EFL listening comprehension because they have the habit of
paying attention when listening to others. As a matter of fact, concentration has long been
regarded as the key element of effective listening comprehension.
In regard to other findings in the current study, results show that Taiwanese college
students with management majors utilized more people-oriented listening styles while
engineering-major students used more action listening styles. This finding is similar to Veret’s
(2000) that a significant positive relationship was found between people-oriented salespeople
and buyer trust, satisfaction, and anticipation of a future interaction. Not to mention, the main
concern of management field is human being while the engineering field mainly focuses on
machine operation. Furthermore, among the 16 individual listening styles, the study proposed
that college students in Taiwan adopted least often the time-oriented style “I begin a
discussion by telling others how long I have to meet.” This finding may be related to the
Chinese traditional manners that it is considered impolite to tell others in advance how much
time you have for listening to them.
Finally, as indicated by Chesebro (1999), the effectiveness of an individual’s
communication is likely to be influenced by the listening style that person adopts. It seems
that there exists some relationship between listening style and listening comprehension. With
regard to L1 listening, considerable research literature has been found to explore the
relationship between listening styles and related variables, such as empathy, personality,
listeners’ gender, conversational sensitivity, communication apprehension, juror decision
making. However, very few studies have been conducted to examine the listening styles of

2009 HICE Proceedings
Page 2818

L2 listeners. Thus, by providing empirical descriptions and evidences of EFL learners’
listening style preference in terms of their genders and majors, the present study is expected
to contribute to our understanding of the relationship between listening styles and L2
listening proficiency. Moreover, Freshour (1987) proposed that the task to develop a profile
of personal listening styles can help people be aware of their listening habits and further
improve their listening effectiveness. Thus, the current study can also offer some implications
for EFL listening instruction by helping university students in Taiwan understand their
listening styles. EFL teachers can teach their students to develop more people-oriented
listening styles, such as noticing the interlocutors’ feelings, and showing interests in their
words. These people listening styles are actually effective listening strategies which can
facilitate students’ performance in EFL listening comprehension.
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Appendix 1
The Listening Style Profile (LSP)
People
1. I focus my attention on the other person’s feelings when listening to them.
2. When listening to others, I quickly notice if they are pleased or disappointed.
3. I become involved when listening to the problems of others.
4. I nod my head and / or use eye contact to show interest in what others are saying.
Action
5. I am frustrated when others don’t present their ideas in an orderly, efficient way.
6. When listening to others, I focus on any inconsistencies and/or errors in what’s being
said.
7. I jump ahead and / or finish thoughts of speakers.
8. I am impatient with people who ramble on during conversations.
Content
9. I prefer to listen to technical information.
10. I prefer to hear facts and evidence so I can personally evaluate them.
11. I like the challenge of listening to complex information.
12. I ask questions to probe for additional information.
Time
13. When hurried, I let the other person(s) know that I have a limited amount of time to
listen.
14. I begin a discussion by telling others how long I have to meet.
15. I interrupt others when I feel time pressure.
16. I look at my watch or clocks in the room when I have limited time to listen to others.

16
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Abstract
Differentiation is a term that describes a flexible instructional approach, which
allows individual differences in class. One unique strength that separates
differentiation from other instructional approaches is differentiation can reach out to
each student in the same classroom regardless of their differences (Dewhurst, 1996).
In other words, teachers using this approach can effectively address the needs of high
achieving students and students of special needs who are in the same classroom. As a
result, teachers design the instructional approach—differentiation to meet these
differences, that include, but is not limited to, learning motivation, learning styles, and
students’ academic level (Holloway, 2000).
The Differentiation allows teachers to use a variety of instructional strategies in
order to meet the needs of different students (King, 1990). In Taiwan, all college
students must take general English, regardless of their major. However, English
ability often varies widely within the same class. Traditional English teaching
methods are not designed to address this issue and as a result, students with
non-English majors show little improvement, in terms of English language skills.
This study was conducted with a general, freshman English class, while the
differentiation approach was implemented consistently through the entire semester. At
the end of the semester, ten students were randomly selected and interviewed by
another instructor (based on well designed interview questions) to understand their
attitude toward this approach. The data was analyzed using qualitative methods. The
finding indicated that differentiation can be beneficial regarding the reaching of
students possessing different levels of English proficiency.
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CODE SWITCHING AND CODE MIXING IN ARAB STUDENTS - IMPLICATIONS
ABSTRACT
More recently, educators explored code-switching and code mixing in classrooms and have
found it to be effective as a teaching and communicative strategy which can be used among
students (Aguirre, 1988; Hudelson, 1983; Olmedo-Williams, 1983).This survey aims at
finding out the implications of code switching and code mixing in Arabic context. It looks
at attitudes, outlook and need for code mixing and code switching in Arabs. The survey
will be conducted using questionnaires, tape recorded conversations, classroom
observations, newspapers, billboards, brochures and other relevant materials available to
the students. The survey will be conducted in the context of the classroom and interactions
with other people as well. The data will be collected, analysed and results tabulated. The
results will be further analysed for their positive and negative implications on learning a
second language – English. The results will be presented to a larger audience in the form of
paper presentation at the conference for feedback and further research. The researcher
hopes that the survey and its results will interest the English teachers not only from the
Arab countries but other countries as well, because code mixing and code switching, the
two phenomena have positive implications but not negative as was thought by the earlier
linguists.

1.

Demystifying Code mixing and Code switching

Crystal (1987) suggests that code, or language, switching occurs when an individual who is
bilingual alternates between two languages during his/her speech with another bilingual person.
A bilingual is said to be one who is able to communicate, to varying extents, in a second
language. This includes those who make irregular use of a second language, are able to use a
second language but have not for some time (dormant bilingualism) or those who have
considerable skill in a second language (Crystal, 1987). This type of alteration, or code
switching, between languages occurs commonly amongst bilinguals and may take a number of
different forms, including alteration of sentences, phrases from both languages succeeding each
other and switching in a long narrative. Berthold, Mangubhai and Bartorowicz (1997, pg 2.13)
supplement the definition of code switching thus far with the notion that it occurs where speakers
change from one language to another in the midst of their conversations. In general, a person
who code switches demonstrates linguistic creativity and sophistication. Here, we take code
switching as an umbrella term for both code switching and code mixing because our interest is in
the implications of these phenomena rather than the phenomena them selves.
2.

What do the Linguists say?

Experts generally agree that teachers should restrict CS to the inter-sentential type. That is,
teachers should switch languages only from sentence to sentence and not intra-sententially, or
within a sentence. They should, however, accept intra-sentential CS by their learners (Ovando,
2
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1985). There is some evidence; however, that complete separation of the two languages of
instruction is beneficial to the development of both (Cummins & Swain, 1986).Tukinoff (1985)
addressed the use of two languages as a factor in effective instruction. Even though he
distinguished between code-switching and language alternation, his conclusions are nonetheless
pertinent to this study. He writes, “Effective teachers make use of every available resource-including knowledge of a limited English proficient (LEP) student’s native language--to ensure
that students learn. “The purpose of language alternation should be tied to achieving effective
instruction” (pp. 19-50). The teacher’s code switching necessarily serves some basic functions
which may be beneficial in language learning environments. These functions are listed as topic
switch, affective functions, and repetitive functions by Mattson and Burenhult (1999:61).
Regarding students’ code switching, Eldridge says although they may unconsciously perform
code switching, it clearly serves some functions either beneficial or not. He names these
functions as: equivalence, floor-holding, reiteration, and conflict control (1996:305-307).
3. The Survey : Background to the Context

The ministry of higher education in Oman has introduced a common minimum program called
(General Foundation Program) GFP. GFP (General Foundation Program) is a pedagogical
orientation and process which seeks to promote collaborative and cooperative learning, problemsolving, and meaningful communication between learners and teachers and among learners
themselves. All these require learners to interact with both the teacher and other learners. The
GFP aims at providing a comprehensive intellectual base that is relevant to all further study and
to the development of broad thinking and life skills in general. The four areas that have been
selected are English, Math, Computer and Study Skills. These are selected based on the advice
of academic staff in Oman, international literature and international benchmarks.
But in Oman most English language teachers are native speakers of Arabic, and they vary
considerably in terms of their mastery of the English language. In particular, it is important to
note that these foreign language teachers perhaps should not be regarded as true bilinguals who
can choose freely between different codes or languages. Instead, they are, more accurately,
monolingual individuals who have varied skills and knowledge in English and whose task is to
teach this language to the monolingual learners. When English serves both as a content subject
and also as the means of instruction in English language teaching classrooms, Comprehension
and Communication in English can be a barrier for many foreign language learners. Foreign
language teachers are frequently observed to employ the alternation of the mother tongue and the
3
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target language, i.e., code switching. It is in this context that this study looks at how the teachers
switch codes and what specific pedagogical purposes or functions code switching serves in EFL
classroom.
4. The main focus
The presenter has been working in the Sultanate for about six years and has come across the phenomenon of
code switching (CS) quite often and this has triggered off the inquisitiveness to dwell deep into this aspect.

The survey was undertaken to find out convincing answers to the following questions.

1. Which code(s) do students and other Arab speakers of different varieties use when they
engage in intra-group informal discussions?

2. Which code(s) do students and other Arab speakers of different dialects choose when they
engage in informal discussions and conversations with other speakers?

3. Which code(s) do students and other Arab speakers use when they converse with each other?

4. What are the socio-cultural factors behind CM and CS used among students and other Arab
speakers of different/same varieties?

5. Why do students and other Arab speakers switch or mix codes?

6. What are the educational implications of this CM and CS?
5.

How did I go about it?

In this section the discussion would focus on the participants who took part in this survey along
with the instruments used to obtain authentic data.
5.1. Participants
The participants in this study are
(i) 80 students who are at present in the General Foundation Program learning English in
preparation for their Diploma and Degree programs.
(ii) 5 teachers who are teaching English to the students in General Foundation Program.

4
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The students who participated in this study are in the General Foundation Program.

These

students had had 8 years of English taught by a mix of different nationalities of teachers in
schools before they came to colleges. All the students who graduate from secondary schools
have to take a placement test, the scores of which will be used to place the students in different
levels of learning English. So, these participants took the placement conducted by the English
Language Centre, Scientific College of Design.

The five teachers are teaching different skills in the General Foundation Program. Out of the
five teachers, four of them are Arabs and one, I, an Indian. The Arabs are graduates in English
and I am a three-time post graduate in English. The Arabs switch codes in language classrooms
and also on informal occasions like outside the classroom. I switch codes only in the language
classroom and stick to the use of English language outside the classroom.

5.2.

Instruments

Questionnaires, classroom observations and interviews were the tools that were used for
obtaining data.
5.2.1 Questionnaires
(A).Questionnaire to determine the current level of exposure to English
A questionnaire was distributed to the students to know their level of exposure to English in all
domains of their lives.
(B).Questionnaire to identify the attitude to learning English
A second questionnaire was distributed to the students to know about their attitude to code
switching and also what they think about code switching.
(C).Questionnaire to the teachers
A questionnaire was distributed to the teachers as well to know their background knowledge and
their attitude to CM.

5.2.2. Recorded data

5
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Four classes were observed by the researcher and the teaching was recorded. This was done with
the knowledge of the teacher but unknown to the students. The total tape-recorded data amounts
to 6 hours. The four classes that were observed covered all the four skills. The classes were of
two-hour duration and the number of students was 25 in each of these classrooms. The classes
were selected based on the following criteria:
1. Teachers are native speakers of Arabic and have more or less equal proficiency in
English.
2. They teach English at foundation level.
3. They teach all the four skills.
6.

Data analysis
Very interesting conclusions were drawn from the data collected from various sources using different
tools.

6.1. Observations made from Questionnaire (A) (Appendix 1)
1. 80% of the students come from remote villages and they are first-generation learners.
2. Their exposure is limited to the classroom
3. They like to watch English music channels but stick to Arabic channels for their daily
entertainment.
4. They don’t read much of English newspapers.
5. Most of their English vocabulary comes from what the teachers provide them in language
classrooms.
6. Arabic is a dominating language with English used only in the classrooms.

6.2. Observations made from Questionnaire (B) (Appendix 2)
1. Almost all the students agree that they mix languages when they speak.
2. They mix Arabic and English while speaking to their teachers, in the language classroom
and also on informal occasions.
3. They are also of the opinion that it is very beneficial to them when their teachers use two
languages in the language classroom.
4. They also feel that they pick up most of their English vocabulary when the teachers mix
languages as it helps to know the word and its meaning at the same time.

6.3. Observations made from Questionnaire (C) (Appendix 3)
1. The teachers mix codes; English and Arabic, while teaching in a language classroom.
6
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2. Four teachers are native speakers of Arabic while Telugu is my native language.
3. Four teachers use Arabic more than I use in the classroom obviously as they are native
speakers of that language.
4. All of us agree that mixing codes has positive implications on learning a second langue,
English in this case.
5. Arab teachers feel that the students’ exposure to English is very limited, so they should
use Arabic while teaching English.

6.4. Observations from the tape-recorded data and classroom observations
The recorded data support the claim that CM has positive effect on learning English. The
following merits were observed from the data.

6.4.1. It functions as a defensive mechanism for students as it gives the students the
opportunity to continue communication by bridging the gaps resulting from the
incompetencies, if they have any, in using foreign language. Examples from class
observations are;

Teacher 1: It was a Listening and Speaking class. The teacher gave them a topic “Learning a
second language (English) is important.” The students were asked to discuss the topic for about
two minutes in pairs. The students worked in pairs and listed the points on papers. Whenever
they had difficulty in expressing their ideas, they gave the words in Arabic and the teacher or
some of the competent students translated them into English which was helpful in maintaining
the thought.
Student: Learning a second language is good because it helps attefægum …..other people.
Teacher: attefægum – understanding.
Student: Learning a second language is helpful because it helps understanding people.

6.4.2. In this case, the message in target language is repeated by the student in native
tongue through which the learner tries to give the meaning by making use of a repetition
technique. In this case Code Switching functions as a bridge between known (native
language) to unknown (English.)

7
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Teacher 2: The teacher was checking out the vocabulary section of the lesson. He read out a
word and asked the students to repeat the word. While doing so, the students came across words
like the following:

Teacher: century
Student: Ustaad, century yaani qarn!! (Teacher! Century means qarn?)
Teacher: Yes, century means qarn.

Teacher: pronunciation
Students: yaani ntoq? (meaning ntoq?)
Teacher: Yes, pronunciation means ntoq.

6.4.3. It was observed, specially while having group activities in the classrooms, that CS is a
beneficial tool.
Teacher 3: It was a reading class. The teacher asked the students to discuss the topic in groups.
The title of the text was “Academic Life around the World”. The students discussed the topic in
groups and wrote the important sentences in their books. Interestingly, when a student had a
problem expressing herself in English, another student from the same group helped her with the
English word.

Student 1: English is very important as al anglezi luga alamiah
Student 2: …………… international language.

Then the teacher asked them to discuss the challenges that they encountered while they were in
school.
Student1: challenges?
Students 2: tahddiyaat

6.4.4. In this case, the teacher uses code switching in order to avoid conflict and for better
comprehension of the information.

Following the instruction in target language, the

teacher code switches to native language in order to clarify the meaning, and in this way
stresses the importance on the foreign language content for efficient comprehension.

8
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Teacher 2: It was an introductory session conducted by the Head of the English Language
Centre. He was talking about some important points that the students should pay attention to
during the semester. He started off in English but when he realized that they did not understand
what he was saying, he code switched

Teacher: There are some procedures which you have to follow during this semester. Even if you
fail in one subject, you will redo the whole semester. If you take an ‘F’ in two skills, rah taidd el
level.
(......................If you take an ‘F’ in two skills, you must repeat the level.)

7. Implications for teaching

Code switching in language classroom has been found to have positive implications. There are
many uses of code switching by both the teachers and learners.

A. The first function of code mixing is of “equivalence”. . This process may be correlated
with the deficiency in linguistic competence in target language, which makes the student
use the native lexical item when he/she does not have the competence for using the target
language explanation for a particular lexical item
B. Secondly, code switching helps in reiteration, which is pointed by Eldridge as: “messages
are reinforced, emphasized, or clarified where the message has already been transmitted
in one code, but not understood” (1996:306).
C. Thirdly, code switching in language classroom has a repetitive function. In this case, the
teacher uses code switching in order to transfer the necessary knowledge to the students
for clarity. It facilitates language learning, as observed in the vocabulary class, by
providing a chance for the students to learn new English words along with their Arabic
equivalents.
D. Fourthly, code switching helps in directing students’ attention to the new knowledge by
making use of code switching. In this case Code Switching functions as a bridge between
known (native language) to unknown (English.)
E. Finally, code switching helps in building solidarity and intimate relations between the
teacher and the students. In this sense, one may speak of the contribution of code
switching in creating a supportive language environment in the classroom. It acts as a
bridge that builds solidarity between the teacher and the students.
9
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Cook (1991) asserts that code switching may be integrated into the activities used for the
teaching of a second language. He describes two approaches to code switching in
teaching/learning:
1. The first approach uses code switching as a foundation for the development of a second
language like in the activities where the students need to collect information using first language
and present dialogue in the second language.
2. The second method uses reciprocal language teaching. This method requires students to switch
languages at predetermined points pairing students who want to learn each other's languages.
Thus the students alternate between the two languages and exchange the roles of student and
teacher. He also adds that the teachers should be allowed to code switch languages in certain key
areas such as while explaining important concepts, when students are getting distracted, during
revisions or when students are praised or reprimanded. On this basis, switching may be used as
an effective teaching strategy for second language learning.
8.

Conclusion

To conclude, CS has been noticed as a common feature amongst Arab students and their effort to
learn English found to be easy through CS. The positive effects of CS have been once again
confirmed through this survey. The implication is, teachers who can learn local language of
students would be more successful in teaching than those who have reservations about using any
language other than the target language. At the same time, caution should be exercised in using
CS as a teaching tool, and teachers should know where to draw a line, so that it would not
become a translation technique. It seems, from the presenter’s experience, that CS would be an
effective tool in EFL contexts.
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Appendix1 A. Questionnaire to Determine Students’ Current Level of Exposure to English
1. What language(s) do you often speak?
Arabic ………. English………. Others………..
2. What language did you first learn to speak before school age?
Arabic ………. English………. Others………..
3. What language did you learn at the primary school?
Arabic ………. English………. Others………..
4. What language(s) was/were used in teaching you in elementary/primary school?
Arabic ………. English………. Others………..
11

2009 HICE Proceedings
Page 2833

5. What language did you learn at the secondary school?
Arabic ………. English………. Others………..
6. What language do you normally use to communicate with your family?
Arabic ………. English………. Others………..
7. What do you use to reach non-members of your close family (uncle, cousin, nephew, aunt)?
Arabic ………. English………. Others………..
8. In what language do you interact with your colleagues (friends)?
Arabic ………. English………. Others………..
9. What language would you normally use if a friend visits you in your college or if you visit
your friend in his/her college?
Arabic ………. English………. Others………..
10. What language would you use in speaking to a non-colleague or a person not familiar with
you, if you visit or happen to come across such a person?
(a) in his office or place of work?
Arabic ………. English………. Others………..
(b) in his Home?
Arabic ………. English………. Others………..
(c) in an informal setting (like a party, club house, restaurant, market, football field, etc.)?
Arabic ………. English………. Others………..
11. Have you ever worked or lived in a big city or town and for how long?
12. Do you prefer Arabic TV channel or English TV channel for news?
13. For entertainment, do you watch Arabic TV channels or English TV channels?
14- Do you read Arabic newspapers or English newspapers?
Appendix 2
B. QUESTIONNAIRE ON ATTIDUE TO CODE MIXING AND CODE SWITCHING
1. Have you ever observed the language people use while speaking?
2. Do they use one language or mix words or sentences from another language?
3. How many languages do people mix while speaking?
4. What are those languages?
5. Do you mix languages while talking to another person?
6. How many languages do you mix while talking?
12
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7. What are those languages?
8. Do you like mixing languages while speaking?
If yes, answer question no.10
If no, answer question no.9
9. Why don’t you like mixing languages? Tick in the following boxes.
a. Because my language is better than English
b. Because it has all the words equivalent to English
c. Because it is difficult to understand when you mix languages
d. Because it is wrong to mix two languages while speaking
e. Because people think that I don’t know my language well
f. Because I will forget my language
g. Because people want to show off that they know two languages
h. Because my religion and culture prohibit it
i. because my friends laugh at me
10. Why do you mix words from another language? Tick from the following:
a. Because I don’t know the word in my language
b. Because the word in my language is a complex one
c. Because it sounds good
d. Because I know two languages
e. Because I want to show people that I know two or more languages
f. Because my friends use it
g. Because I am learning a new language
h. Because it is easy to convey meaning to people
i. Because it helps me practice the new language that I am learning
j. because using words from another language is good
11. Do you think you can learn better if you mix words from English with Arabic ?
12. What is the nationality of your teachers?
13. Do they speak Arabic or any other language?
13
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14. Do your teachers mix Arabic and English when they speak to you?
15. Do you like it if your teacher uses Arabic and English while teaching English in the
classroom?
16. Do you think it is good for the students if the teachers mix Arabic and English while
teaching in the classroom?
17. Do you think you can learn new words from the teachers when they mix Arabic and
English?
18. Do you think it will help you in understanding the lesson well if your teachers mix Arabic
and English while teaching?

Appendix 3 C. Questionnaire for teachers to know their attitude to code switching.
1. Which country are you from?
2. What was the medium of instruction in your school?
3. What is the language(s) that you generally use with your family?
4. What is the language(s) that you use with your colleagues and friends?
5. Have you observed your speech while talking to others?
6. Do you mix languages when you speak?
14
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7. If yes, what are those languages?
8. Which subject do you teach?
9. Do you use Arabic or English in teaching?
10. Do students communicate with you in Arabic or English?
11. If they ask you a question in English how do you respond?
12. Do students communicate with each other in Arabic or English?
13. What do you think of mixing languages while speaking or teaching?
14. Does it help the students when you mix Arabic and English while teaching?
15. Why do you mix Arabic and English while teaching? Tick the following boxes:
a. Because I don’t know the word in my language
b. Because the word in my language is a complex one
c. Because it sounds good
d. Because I know two languages
e. Because I want to show people that I know two or more languages
f. Because I feel the students are not exposed to English
g. Because it is easy to convey meaning to people
h. because using words from another language helps the students in learning English

15
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Making Sense of Being Poz: The Transformative Learning of People Living with HIV
Lisa M. Baumgartner and Keegan N. David
Northern Illinois University
Abstract. Researchers Courtenay, Merriam, and Reeves (1998) uncovered the meaningmaking process in People Living with HIV/AIDS (PLWHAs) when it was considered a
terminal illness. The purpose of this study was to uncover the meaning-making process in
People Living with HIV (PLWHs) as a chronic illness. Fourteen HIV-positive individuals
were interviewed. Although the findings largely confirmed Courtenay, Merriam and
Reeves’s (1998) study, mediating factors in the meaning-making process were
uncovered. There are implications for transformative learning theory and HIV/AIDS
educators.
HIV is considered a manageable chronic disease in the United States because people have
access to life-extending medications (Teague, 2007). As a result, the number of people living
with HIV in the United States was estimated at 1.2 million in 2005 (UNAIDS, 2006) which is an
increase from 850,000-950,000 in 2002 (Centers for Disease Control, 2004).
People need to make sense of living with HIV as a chronic disease instead of a terminal
illness. This learning can be additive in nature such as learning about the potential side effects of
a new life-extending medication or it can entail a complete change of worldview. In
transformative learning, individuals critically reevaluate their assumptions in order to “gain a
frame of reference…that is more inclusive, differentiating, permeable (open to other viewpoints),
critically reflective of assumptions, emotionally capable of change, and integrative of
experience” (Mezirow, 2000, p. 19).
Mezirow delineates a 10-step process that begins with a disorienting dilemma such as a
divorce, death of a loved one, or diagnosis of an illness. This disorienting dilemma propels
people to reflect critically on their assumptions about the world. This critical reflection can lead
to a “perspective transformation” or changes in “habits of mind” or worldview which lead to a
“more inclusive, discriminating, permeable and integrative perspective” (Mezirow, 1990, p. 14).
People talk to others about their new perspective and eventually integrate it into their lives.
Individuals might also have changes in meaning schemes that are “sets of immediate beliefs and
expectations, beliefs, feelings, and attitudes” (Mezirow 2000, p. 18). In short, people’s feelings
and attitudes can change or they can have a complete change in worldview. Generally, people
demonstrate their changes in worldview by taking actions based on their new perspectives.
Meaning-making is central to transformative learning. Few studies examine the
meaning-making process in those diagnosed with HIV/AIDS. Researchers explored the
meaning-making process of those diagnosed with HIV/AIDS when it was considered a terminal
illness but not as a chronic illness (Baumgartner, 2002; Courtenay, Merriam & Reeves, 1998;
Courtenay, Merriam, Reeves, & Baumgartner, 2000). Using Mezirow’s (1991) conceptualization
of transformative learning as their theoretical framework, Courtenay, Merriam, and Reeves
(1998) concluded that the meaning-making process for 18 participants consisted of five
categories. First, people experienced an initial reaction that included “cognitive, affective, and
behavioral responses” (p. 71). Next, the catalytic experience “helped the respondents begin to
view their diagnosis in a new way and make decisions about how to live” (p. 71). Third, during
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the first phase, exploration and experimentation, people took stock of their lives, critically
examined their priorities and made adjustments in their activities based on their new priority of
helping others. In Phase Two, “Consolidation of New Meaning” (p. 74), people “help[ed] other
HIV-positive individuals” (p. 74). Last, their new perspective stabilized. In making sense of
being HIV-positive participants realized their new perspectives included: an opportunity to
make a meaningful contribution, a heightened sensitivity to life and a need to be of service to
others.
Researchers completed a follow-up study with the 14 of the original 18 participants two
years later. They concluded that participants’ perspective transformation held over time and there
were changes in meaning schemes including: a future-oriented perspective, a greater attention of
care to the self, and a greater integration of HIV/AIDS into who they were (Courtenay, Merriam,
Reeves & Baumgartner, 2000). A third study with 11 of the original 18 participants confirmed
the stability of the perspective transformation. The previous meaning-schemes remained. New
meaning schemes included an expanded view of intimacy and an increased appreciation for the
human condition (Baumgartner, 2002).
It is possible that the meaning-making process could differ for people diagnosed with
HIV as a chronic illness as opposed to a terminal disease. Therefore, the purpose of this study is
to investigate the meaning-making process of people diagnosed HIV-positive 1996 or later.
Further, an investigation of the mediating factors in meaning-making is warranted as learning
does not occur in isolation and uncovering these factors to reveal additional complexities in the
meaning-making process.
Methodology
Sample selection occurred through criterion sampling (Patton, 2002). Volunteers were
sought from AIDS Service Organizations (ASOs) located in the Midwest. The criterion for
selection included: (1) Age 18 or older, (2) HIV-positive for a year or longer (3) Diagnosed HIVpositive in 1996 or later with access to life-extending medication and (4) Did not have an AIDS
diagnosis.
The sample consisted of 14 adults. Respondents ranged in age from 25 to 52 years old.
The median age was 44. Participants were interviewed between May 2007 and May 2008.
Participants were diagnosed HIV-positive between 7 months and 12 years prior to the interview.
There were 3 African American men, 3 African American women, 5 White men, 1 White
woman, 1 Latino man and 1 African American male-to-female transgender. Participants’
education level extended from high school graduate to some graduate coursework. Eleven
participants had either attended college or were college graduates. Eight were unemployed, 4
were employed, and 2 were students at the time of the interview. All participants fit the study
criteria with the following exceptions: One participant was diagnosed 7 months prior to being
interviewed. However, he had reflected on his learning process so his data was included.
Another participant was diagnosed in 1995 but had access to life extending medications.
Data Collection and Analysis
Data collection consisted of 14 one and one-half to two hour interviews using a semistructured interview guide. Areas investigated included the process of identity incorporation, the
nature of learning that occurred during that process, and questions concerning how other
identities were affected by HIV.
We took field notes using Spradley’s (1980) four-part method of transcription. First,
notes were taken during the interview. Second, we penned supplemental notes after the interview
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that detailed impressions attained during the interview. A third set of notes contained
impressions, hunches and tentative findings and a fourth set of notes contained tentative analysis
and explanations.
We provided participants their respective interview transcript as well as a summary of
tentative findings. Throughout the interview, we asked participants if our perceptions of the
conversation had the ring of truth to them. Despite numerous phone calls, two participants were
unable to be reached and they did not receive interview transcripts or summaries of findings.
Those who received transcripts and tentative findings were asked to make comments and either
return the transcript or discuss any issues or concerns. A final summary of the findings and
implications was provided to the participants. In addition, the findings were peer reviewed.
Data were analyzed inductively using the constant comparative method (Glaser &
Strauss, 1967; Strauss & Corbin, 1990). Interviews were conducted and transcribed and we read,
re-read and coded the transcripts and looked for themes within and across transcripts. Similar
themes were organized into categories and refined. These themes addressed the questions about
identity incorporation, the nature of learning, and how HIV affects other identities.
Findings
The nature of learning was transformational. The process of transformative learning
largely confirmed the findings in Courtenay, Merriam and Reeves’s (1998) study that examined
the centrality of meaning-making in the lives of People Living with HIV/AIDS (PLWHAs). In
addition, mediating factors in the meaning-making process and additional meaning schemes were
uncovered.
Initial Reaction
Participants had cognitive, affective, and behavioral reactions to the diagnosis. Cognitive
responses included shock, numbness, and believing that death was near. This replicates
respondents’ reactions in the 1998 study. When asked how he felt when diagnosed Lee stated, “I
felt like I was punched in the stomach. I mean it took me awhile to process it because I was just
basically numb at that point.” Enrique stated, “The first thing that [came] to mind was ‘I’m going
to die. I’m going to die.’ [That] was in my mind 24 hours.” This fear of death occurred for a
majority of the participants although most participants knew life-extending medications existed.
Anger, sadness/depression, and fatalism emerged as affective reactions to the diagnosis.
Enrique’s shock quickly turned to sadness and then anger. He said, “[I was] sad…and then I was
angry toward people—toward my sex partners because someone had it and didn’t tell me.”
Linda showed signs of depression: She stated, “I just had a mental breakdown and I never went
back to work after that. I went through a deep depression…It was hard for me to get out of bed.”
Last, Jason confessed, “I suffer from depression…. when I was finally diagnosed there was part
of me saying, ‘This was kind of what you wanted all along. An easy way out.’”
Each person had strong emotional reactions even though access to life-extending
medications was available. Others took actions that included using drugs and alcohol for a
period, seeking information about HIV/AIDS, and talking to others. Clinton’s remark was
typical, “I…continued basically doing what I was doing prior to [diagnosis.] The drinking went
up to another level. Getting high went up another level.” Brian noted, “I opened up to one of my
colleagues. So I think that is really important.” Lee talked with his roommate after diagnosis and
then sought information. He said, “I got information is the first thing. It was the key for me. You
know, looking up stuff at the library. Going online.”
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This initial reaction lasted several days to several years. Most participants remained in the
initial reaction a year or less. This was followed by a turning point or catalytic experience that
propelled them into meaning-making of the disease.
Turning Point/Catalytic Experience
Like Courtenay, Merriam, and Reeves’s (1998) participants, respondents remained in the
initial reaction stage from several days to several years. The catalytic experience helped people
view their disease differently. This event fit in one of three categories: (1) gaining education
about HIV, (2) support from others, and (3) medical intervention.
For many, observing others with HIV and talking with medical personnel precipitated a
need to get educated about HIV. Blackberriz saw friends die. She said, “As I was seeing a lot of
my associates and friends just die, I’m like, ‘I need to get educated about it.’ So I just started
learning more about it.” Like others, Terry believed he was going to die until he went to his
doctor. He related:
I go in and see the doctor and he takes my blood and… he tells me that he can keep me
alive for ten years and that kind of changed my life when he told me that at the time…and
I said, ‘Quit playing.’…so that was the turning point. I could get busy living or get busy
dying.
For two participants, Clinton and Christina, medical intervention was necessary to start
making sense of the disease. Christina stated,
What probably did it the most was when I had to start taking meds. It was a giant slap in
the face…I would go for my medical stuff everything three months but the real slap in the
face was, “Oh, by the way, you got to go on medicine. RIGHT NOW!”
Phase 1: Exploration and Experimentation
Similar to the participants in the 1998 study, respondents took stock of their lives and
made adjustments in activities. Taking stock meant questioning priorities and re-creating their
identities. For Rich, this meant becoming his own man. He asserted, “I felt very empowered that
I was HIV positive. I really felt I no longer had to do what I felt people wanted of me. It freed me
to do what I wanted to do.” Lee stated, “I am a more giving person than I thought I was. I have
more to give.”
For Christina, an HIV-related health scare and her need to start an HIV medication
regimen prompted her to work though resentments against her family. She said,
For whatever reason, I may come face-to-face with God at any time…I thought, ‘I do not
want to have all this baggage.’…I just don’t want to encounter God with all this luggage.
So..I had to write the letters [to people who hurt her] and I carried the stupid letter around
for five months. Then I threw it away and it worked.
Many participants felt a connection to others that they had not previously experienced.
Enrique declared, “I always thought I was self-sufficient but that is a lie…We all need each
other. We need company.” Blackberriz added, “[HIV] has given me a chance to take life more
seriously…and to enjoy people.” Christina said, “[It’s] less of me and them. More of ‘us.’ How
are WE going to do things? What is going to happen to us?” Rich’s HIV diagnosis precipitated a
need to reconcile with his family. He announced,
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He wasn’t a dad at all. [Laughter]. We are actually growing closer and…getting sick is
what made that change too. I decided, you know, this is the only dad I’m going to get…I
came back to my real family and am trying to connect on a deeper level with my sister
and my father.
Linda, a self-described, impatient person claimed, “It took me to get sick and to come to
terms with being patient with people…I’m so much more patient with other people around me
and my kids.” Lee stated, “I’ve become much more empathetic.”

Phase 2: Consolidation of New Meaning
All participants realized people were the top priority in their lives. It is important to note
that for most respondents HIV was not their central identity nor did they exclusively help only
HIV-positive people, but many fulfilled their need to give back through HIV/AIDS-related
service work. Randy co-chaired a group for those living with HIV and recovering from chemical
dependency. He said, “That was good too because we would come in contact with people who
were just fresh, you know, and I would invite people to the group that were already living with
the virus so they would make people feel comfortable.” Christina attended health department
advisory meetings and has lobbied at the state capitol for funding for HIV/AIDS medications.
Brian “became very involved in community agencies in the city.” Clinton made HIV/AIDS work
his profession. He works for a national organization that has placed him at a local ASO where he
does “an array of things from testing to counseling to case management to prevention to
education and outreach.” Blackberriz stated, “In the beginning when I was coming out of denial,
I was like,’ What do I want to do?’ Then it was like, ‘I want to educate people.’ So I started
learning the proper information so I could educate people. I got on the State HIV Prevention
Board.” Clinton added, “Just the people I come across, if I can just do something meaningful in
their lives I think I can help make this world a little better.”
Phase 3: Stabilization of the New Perspective
Like the participants in Courtenay, Merriam, and Reeves’s (1998), study, respondents
made meaning of the disease by gaining new worldviews. Participants gained a sense of selfrespect, wanted to be of service to others, and had a heightened sensitivity to life.
Self-respect/self-esteem. In his literature review of transformative learning, Taylor (2007)
notes that some “shared transformational characteristics transcend context, such as greater selfdirectedness, assertiveness, self-confidence and self esteem” (p. 184). Most participants
experienced greater self-esteem after reevaluating their lives. They valued themselves and their
talents. Lee asserted, “I have some talent and I’m trying to use it…I do have a brain…Before I
didn’t think I was good enough to be involved in causes and stuff. Now, I know I am.”
Blackberriz claimed, “I totally did change. I don’t have to sleep with these people to get them to
like me…. I had to learn to love myself so I had to deal with my HIV as well as my transgender.”
Clinton echoed Blackberriz’s sentiment, “I value myself a lot more. I just know there are so
many different things I can do…everybody doesn’t look at me like I used to think—like a sex
object or something like that.” When asked what she’d learned when coming to terms with
being HIV-positive Niecy responded, “Self-love. Self-respect. Self-dignity.” This self-love
meant that participants stopped their self-destructive behavior.
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Service to others. Respondents made sense of their HIV diagnosis by reaching out to help
others. This was the most common perspective change for the group. Lee’s comment was
typical: “I focus more on what I need to do to help the wider community. In particular, my fellow
HIV sufferers and the public at large.” R., who had never been outside her hometown, got
involved in an AIDS Service Organization and went to Washington, DC to lobby to keep a
hospital open.
Heightened sensitivity to life. Several people appreciated what life had to offer.
Blackberriz noted, “[HIV] has given me a chance to take life more seriously and enjoy each and
every day…Now I appreciate everything…I might be sitting here and I might just look at this
chair and I’m just like, ‘Oh, those fibers are so pretty.’” Linda’s sensitivity to life was apparent.
I have a chair…In the beginning it was my ‘Looking at my life pass me by’ chair because
I have a garden apartment and it faces right out to [a street] and over to the park and it’s
beautiful…I didn’t think it was pretty for the first part of my illness….Now I call [that
chair] my ‘inspiration chair’ because now I see all the beauty out there. I see all the wild
things out there. I kind of see the things that are out there and I didn’t see before.”
Randy stated, “I couldn’t stand to hear the birds in the morning and now I look forward to
that. I look forward to seeing the sun and all that come up. Basically, I never paid attention to
that before.”
Changes in Meaning-Schemes
In addition to changes in perspective, participants experienced changes in meaningschemes. Most participants gained an increased appreciation of the human condition and
recognized the value of caring for themselves.
Appreciation for the human condition. Lee recognized that people were on their own
journeys and had their own battles. He was less bothered by homophobic people. He mentioned,
“Those that are homophobic—they don’t bother me… I don’t let them get to me the way I used
to. I realize they have their own issues to deal with. Many of the most rancid homophobics are
usually closet cases.” Terry noted, “I’ve embraced people—whatever level they are on. I’m just
more…open. I don’t have that myopic vision anymore….Life is too short to be judgmental.”
Enrique stated, “There are a lot of people who have problems with substance abuse…. I thought
they were weak or they were people who didn’t know how to manage their lives…But now I
understand because…I started to realize that it’s easy to jump on …alcohol or substance abuse
because you need to block [HIV] out of your mind.” Blackberriz commented, “I just learned to
accept people for who they are.”
Balance/Self-Care. Unlike the previous studies, HIV never was central in most
participants’ lives. Few immersed themselves in HIV/AIDS activities in the same way that
participants in the previous studies had so they had no need to pull back from HIV-related
activities. However, learning balance and self-care were still important in the meaning-making
process. Blackberriz attended several groups. She announced, “One program is supposed to be
all about Self and the other program I’m in is all about helping other people. I think there needs
to be a little combination of both.” Several recognized the need for balance between work and
life. Enrique worked 65 hours a week until work-related stress weakened his immune system.
Enrique was looking for a job that did not consume his life. He indicated, “I’m going to do
something comfortable that will give me financial security to pay my bills and pay my
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medication but I need time to enjoy things. I really enjoy going to movies and hanging out.”
Linda worked many hours prior to her bout with depression. Now, she is “looking for something
part time but something you don’t have to think at.” Rich identified strongly with his job. He
said, “I used to put my whole heart into [my work]. Now it’s all about staying well
psychologically, mentally and morally, I suppose.” Randy, who remains actively involved in
HIV and Alcoholics Anonymous groups stated, “Since November I can feel the balance…I’m
not as anxious as I was. I am learning to take my time…Now I think I’m mellow.”
Mediating Factors in the Meaning-Making Process
Meaning-making does not occur in splendid isolation. It is influenced by participants’
sociocultural context. Meaning-making occurred because of social interaction with others.
Further, stigma and an initial inability to connect with groups had an effect on the meaningmaking process.
Social Interaction. Whether one-on-one or in a group setting social interaction was a
necessary part of the meaning-making process. Sense-making occurred when people saw others
in the same situation. The information they received from others about living with the disease
served as a turning point for some people. HIV/AIDS Service Organizations and support groups
provided a place to enact their new meaning perspectives and give back to the HIV/AIDS
community.
Blackberriz joined an HIV/AIDS group a year after diagnosis. She remarked, “I was like
a sponge just wanting to soak all this information up because the only thing I knew prior to
that…was that people were dying…It made me knowledgeable and it made me feel better about
the whole situation.” Blackberriz enacted her desire to educate others about HIV by joining
various AIDS Service Organizations. She said, “I got on the State HIV Prevention Board….I was
with a non-profit organization for transgender people. I just wanted to help as many people as
possible.” Enrique joined a support group very shortly after diagnosis and met an HIV-positive
friend. Enrique said, “We started talking and he started telling me, ‘Don’t worry.’ He really
helped me and made me see things different…. [The support group] help[ed] me to stop being
mad and upset about the whole situation.” Niecy joined an HIV/AIDS Organization and
journeyed to Washington, DC to lobby for HIV/AIDS related causes. Randy joined a support
group. He saw others living with the disease and this helped him make sense of it. He related,
“You can only go so far with your family….You have to come out of that and you have to [be
with] somebody that is actually walking in the same shoes as you are.”
Stigma. Although much as been learned about how HIV is transmitted, the disease is still
stigmatized. This stigma affected the meaning-making process because it prevented disclosure
to others who could have assisted in the meaning-making process. People also avoided seeking
information about the disease. Had people received accurate information about the disease
sooner, they might have moved from their initial reaction to meaning-making more quickly.
For about a month, Lee did not research HIV because he “was concerned about what
people would think.” For a time, Niecy did not look at HIV materials or do research on HIV
because she “didn’t want people to look at [her] that way…because they would have thought
[she] had it.” Jason stated, “I don’t have a computer at home so if I use the computer here at the
library, I am self-conscious when I bring something up on the internet that says ‘HIV.’ I’ll try to
hide the screen.” Blackberriz indicated that non-HIV-related organizations might not want her to
talk about or research about HIV in their organization. She reported,

2009 HICE Proceedings
Page 2845

The only barriers in certain places are that they want you to be quiet. Maybe the
organization isn’t for that. Maybe they are thinking about the client’s own comfort with
HIV…Some people don’t want you to talk about it. They want you to go in the back
room.
Christine dropped out of a college course because of her classmates’ reactions to the
question, “What would you do if you had to work next to someone with a terminal illness?” She
communicated, “I couldn’t believe the ugliness coming out of these kids.” She said, “It just came
to me. I said, ‘I’m not ready for this….I am not ready to take on this population and these
preconceived notions.’ I chose to remove myself.”
Initial difficulty connecting to support groups. Several people found their initial foray
into the world of HIV/AIDS support groups unsuccessful. They found the groups unwelcoming,
could not meet when the groups were meeting, or transportation issues and family
responsibilities kept them from attending. This impeded the meaning-making process somewhat
because for several participants, the education and support people received in the group provided
the turning point from the initial reaction to the diagnosis and people started to make meaning.
Further, in group people were able to start to change their perspective and to enact their new
meaning perspectives.
For Christina, family responsibilities and a lack of transportation prevented her from
attending support groups. She said, “I think I went to a couple of support groups because it was
really hard because of [my grandson]. I didn’t have anyone to watch [him]…and then
transportation was a problem. I didn’t have a car and the public transportation around here is not
very good in the evening.” Lee said, “When I was first diagnosed I tried support groups but they
seemed too cliquish and not very welcoming…I basically dealt with it with a few friends.” R. has
not found an appropriate support group. She said, “A lot of groups I’ve been to—they don’t
have—that are not good for me. They are either being HIV positive and intravenous drug user or
being positive and homosexual …So it doesn’t fit my criteria.” For Rich, groups were not
helpful. He said, “I went to a newly diagnosed group and only went a couple of times. They all
seemed so ignorant of their conditions that I felt it was a waste of time for me…They were still
grappling with ‘How did I get this?’ I can’t sit around and talk like this.” Rich found another
group later that was more appropriate for his situation.
Discussion
The purpose of this study was to understand the meaning-making process in the lives of
people living with HIV as a chronic illness. This study confirmed that the meaning-making
process is largely similar to those diagnosed with HIV/AIDS when it was a terminal illness
(Courtenay, Merriam & Reeves, 1998). People gained a new worldview and changes in meaning
schemes. Mediating factors influenced the meaning-making process. Namely, social interaction
was a necessary part of the process. Stigma affected information-seeking behavior and disclosure
that might have impeded meaning-making. Last, the inability to connect to a proper support
group affected the meaning-making process.
The meaning-making process in transformative learning was confirmed with people
living with HIV as a chronic illness. This study confirms that the initial reaction is important in
the meaning-making process. Those who progressed through the initial reaction quickly were
people that knew others with HIV, who were working in the HIV/AIDS field already who got
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connected to HIV/AIDS groups shortly after diagnosis and quickly learned more about the
disease. Eleven of the 14 participants’ reactions lasted a year or less because they encountered
groups or individuals with HIV and got educated on the topic.
Like Courtenay, Merriam and Reeves’s (1998) study, this study confirms the importance
of emotions in the transformative learning process. The emotions had to be worked through
before the meaning-making process could begin. Mezirow (2000) notes the importance of
emotions in the learning process. He states, “Transformative learning, especially when it
involves subjective reframing, is often an intensely threatening emotional experience in which
we have to become aware of both the assumptions undergirding our ideas and those supporting
our emotional responses to the need to change” (pp. 6-7). Like Courtenay, Merriam and
Reeves’s study, participants’ emotions varied depending on whether or not they expect the
diagnosis. Behaviors such as excessive use of alcohol and drugs for a period are old ways to cope
with a new issue. Courtenay, Merriam, and Reeves note, “A period of time is devoted to trying to
make the old perspectives, assumptions and ways of coping accommodate the disorienting
dilemma” (p. 74).
Like 1998 study participants, the catalytic event jarred people from initial reaction.
Gaining education about HIV, gaining support from others, and medical intervention exemplified
this category. Surprisingly, many people believed they were going to die although they were
aware of life-extending medications. Perhaps part of the reason that the sense-making process is
similar is because both populations is because both saw the disease as a terminal illness for a
period of time. Unlike Courtenay, Merriam and Reeves’s participants (1998), who did not have
access to life-extending medications, the knowledge that HIV truly is a chronic illness was a
catalyst for meaning-making for respondents in this study.
People experienced a perspective transformation. Similar to the 1998 study, participants
needed to be of service to others and had a heightened sensitivity to life. Participants in the 1998
study gained an increased sense of purpose after diagnosis. They felt the need to make a
meaningful contribution to the world through HIV work. This was NOT the case for participants
in this study. Although three of the 14 mentioned that HIV gave them a sense of purpose, it was
not a robust theme. Perhaps this is because for most, HIV was never central in their lives. It was
one of a myriad of issues they were dealing with including family concerns, financial issues, and
non-HIV related health concerns. In addition, they were raising grandchildren, they found great
purpose in their work and they realized quite quickly that they would live with HIV long term.
This study found that people’s perspective transformation included an increased sense of selfworth.
This study uncovered mediating factors in the meaning-making process. Like Courtenay,
Merriam and Reeves’s (1998) study, this study found that social interaction was important. The
support group, as well as interactions with HIV-positive individuals NOT in the group, helped
people make sense of the disease. The group helped people deal with emotions such as anger and
sadness and people provided information that helped newly diagnosed folks to realize that they
were going to live and have a good future with HIV. People also used AIDS Service
Organizations as a platform to enact their new meaning-schemes.
Unlike Merriam, Courtney, and Reeves’s (1998) study, this study uncovered the effect of
stigma on the meaning-making process. Mezirow (2000) discusses sociocultural factors that
influence meaning making and stigma is an example of such a factor. Our society sees this
disease still as one that affects the marginalized in our society including gay men and
intravenous drug users. Stigma impeded disclosure to others and affected information seeking
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about the disease. Disclosure and learning correct information about the disease helped people in
the sense making process and stigma stymied these actions.
An inability to connect to an appropriate support group impeded the meaning-making
process. This is a new finding. Although people made meaning with other HIV-positive
individuals if they were unable to find a group, the group really helped them enact their new
meaning schemes through providing opportunities for HIV/AIDS advocacy and outreach.
People continued to have changes in meaning-schemes in addition to the perspective
transformation. All new meaning schemes concerned respecting self and respecting and
appreciating others. Interestingly, participants had the same meaning scheme changes as those
found in Merriam, Courtenay, Reeves and Baumgartner’s (2000) investigation of the stability of
the perspective transformation.
This study has implications for HIV/AIDS educators. Namely, since stigma is a barrier to
gaining information about HIV and to starting the sense-making process, destigmatizing the
disease is important. Unfortunately, HIV/AIDS historically has been associated with gay men
and intravenous drug users and the medical community’s insistence on categorizing those
infected according to sexual orientation (e.g. gay) and drug use perpetuates the stigma.
HIV/AIDS educators and health professionals need to continue to tell the public that people from
all lifestyles have this disease and that, with proper treatment, it is a manageable chronic illness.
Second, the importance of screening people into appropriate support groups and support
systems is evident from this study. For the participants of this study, it appeared that coming into
a welcoming group that was at the same developmental place in life as well as in the trajectory of
coping with a chronic illness was important.
There are limitations to this study. First, all participants were referred from AIDS Service
Organizations. All participants were currently involved in HIV/AIDS support groups at those
organizations. The meaning-making process might be different for those not connected to ASOs.
In addition, this group was highly educated in that 11 of the 14 had attended college. Most
participants were in their 40s. Perhaps less educated, younger participants would have made
meaning differently. Future studies should further investigate how sociocultural factors might
influence the meaning-making process.
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Abstract:
In this paper, the results of two years of a research aimed at carrying out a comparative
analysis between the European Transfer Credit System (ECTS) and the traditional
teaching and learning system (TTLS) are presented. The ECTS is a student-centered
system based on the student workload required to achieve the objectives of a program,
and the outcomes of its application have been quite positive. In order to carry out the
statistical analysis of the data collected in the educational experiment and make the right
decisions, both treatment and control groups were formed and several tests of
hypothesis were conducted. The overall results were satisfactory, and it was shown that
in some subjects the differences between the ECTS and the TTLS were significant.
Furthermore, in general, the students under the ECTS passed more exams and with
better grades than the students under the TTLS. Also, the teaching-learning
methodology strategies, tutor sessions, assessment methods, use of the VLE, use of
interactive methods, student teamwork and cooperative work, and collaborative work
among professors performed better under the ECTS than under the TTLS.

1. Introduction
The traditional teaching and learning system (TTLS) in the EUIT de Telecomunicacion
(EUITT) at the Universidad Politecnica de Madrid (UPM) is based on content-centered
teaching, which according to Lara [1] focuses on and meets the requirement of the
content. In short, mastery of the content is paramount and the organization of the course
cannot be changed to meet the needs of either the instructor or the students.
However, this system fails to motivate students for further learning, it does not take into
consideration the needs and perceptions of the students and the students do no have an
active participation in the construction of a better framework from which to generalize
their knowledge [1].
In addition, in the TTLS in the EUITT-UPM the definition of credits is not based on the
student workload required to achieve the objectives and learning outcomes of a study
program [2]. But one credit stands for 10 student working hours in class, without taking
into consideration the independent and private study, and the preparation of projects and
examinations of the students either. Furthermore, generally speaking, in the TTLS the
student workload after classes is not taken into consideration in the final grade.
Therefore, due to the drawbacks of the TTLS a research team consisting of professors of
the EUITT-UPM joined together to conduct a two-year research on engineering
education (during the academic years 2005-2006 and 2006-2007), aimed at carrying out
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a comparative analysis between the TTLS and the European Credit Transfer and
Accumulation System (ECTS) [2].
In accordance with [2], some of the key features of the ECTS are the following:
•

•

•
•

ECTS is based on the principle that 60 credits measure the workload of a full-time
student during one academic year. The student workload of a full-time study
program in Europe amounts in most cases to around 1500-1800 hours per year and
in those cases one credit stands for around 25 to 30 working hours.
Credits in ECTS can only be obtained after successful completion of the work
required and appropriate assessment of the learning outcomes achieved. Learning
outcomes are sets of competences, expressing what the student will know,
understand or be able to do after completion of a process of learning, long or short.
Student workload in ECTS consists of the time required to complete all planned
learning activities such as attending lectures, seminars, independent and private
study, preparation of projects and examinations.
Credits are allocated to all educational components of a study program (such as
modules, courses, placements, dissertation work, etc.) and reflect the quantity of
work each component requires to achieve its specific objectives or learning
outcomes in relation to the total quantity of work necessary to complete a full year
of study successfully.

In this paper, the results of the above-mentioned research and the assessment process
used to evaluate both the TTLS and the ECTS are presented. Also, the advances made
during the development of a research project that has tried to go beyond particular
experiences within the framework of the European Higher Education Area (EHEA)
during the academic years 2005-2007 are shown.
In spite of the fact that in the early stages of the research project there were many
professors at university that did not see the need of a change for a better teaching and
learning system, after more than two years of research on Engineering Education and
having tested that there are significant differences between the academic results of the
students under the TTLS and the ones of the students under the ECTS in several
subjects, at present most of the professors and students at university have understood
that a student-centered system is the way to go and are moving on to the ECTS.
However, there is still room for improvement, more feedback is needed and some
overall conclusions must be drawn in order to get ready to face future challenges.

2. Teaching methodology
In the research project, the teaching methodology was based on student-centered
teaching strategies, which focused on the needs and perceptions of the students, in order
to develop the cognitive abilities of the students [1]. In this sense, collaborative and
cooperative learning methodologies were used [3]. The students worked together in
small groups in the classroom [4] and outside the classroom; they interacted in
purposely structured heterogeneous groups to support the learning of themselves and
others in the same group in order to build cooperation skills. This learning process was
carried out under the supervision of the instructor and he/she also acted as a coach and
facilitator. Furthermore, the scheduling of all the subjects followed a common pattern:
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1) Before each class students were encouraged to read ahead few sections of the
textbooks used in classes and to discuss the material in order to come to class
prepared.
2) The lecture and laboratory sessions in the lecture room and the laboratory room
were based on student-centered teaching strategies.
3) After each class the students were given homework activities to be done in small
groups or in independent and private study.
Moreover, in order to promote tutor session, at the beginning of each semester, small
groups of students, consisting generally of no more than four students, were formed and
encouraged to sign up for 30 minutes long tutor sessions in which the professors
showed them the importance of tutor sessions for both each student and each small
group of students, taking into consideration their strengths and weaknesses [5].
With regard to the assessment methods [6], the evaluation system that all the professors
used in this educational experience was a blend between the traditional student
assessment of learning system and the one based on continuous assessment, which is
designed to make it possible for the students to keep up with their own progress in their
studies and make improvements where needed. Also, it is aimed at facilitating the
process of identifying strengths and weaknesses of the teaching and learning
environment as well as raising the quality of teaching each subject.
At the start of each semester the students were informed about the methods of
assessment, the way in which student achievements were going to be examined and
graded, the pass grade and the factor by which the continuous assessment is weighted in
each specific subject.
In general, the first two academic years of the project the marking scheme for each
subject was constructed as follows: 70% exam paper and 30% continuous assessment,
including participation in classes and activities developed in the Virtual Learning
Environment (VLE).
The software system used in this project was Moodle, which is a well-known freesoftware e-learning platform, and all the professors that participated in the research
project used b-learning (i.e., blended learning) to improve their teaching efficiency [7].
The VLE was used to provide follow-up materials online, continuous assessment tasks
for their (online) discussion, homework assignments, and online activities or exercises.
Also, it was used to make available the material from the professors and the scheduling
of each unit of work, to participate in forums assigned by the professors, and to provide
forum questions and e-mentoring or e-tutoring [8,9].
In order to carry out the collaborative work, the group consisting of the professors that
participate in the project and the student representatives worked together in order to
create a mutual knowledge structure derived from group consensus. They worked
together in order to identify and define the problems of the teaching and learning
methodology, to search for solutions that the group can agree, to test out hypothesis
about the solutions, and so on. Since the start of the research project, on average, the
above-mentioned group has had a bi-monthly meeting [3].

3. First part of the research
In the first part of the experiment, before making statistical decisions about the
efficiency of the ECTS on the basis of sample information, the first step was to conduct
the analysis of the information regarding the results of the academic year 2005-2006.
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This statistical analysis was done by using SatGraphics Plus 5.1 Professional for
Windows.
In the first part of the research, 32 new first-year students (NFYS) were chosen to
participate in the educational experiment. This group of students was called EHEA
group, and its students were chosen at random from a group of 150 NFYS that wanted
to participate voluntarily in the research.
However, due to unknown reasons, 6 students dropped out of the experiment in the first
semester of the academic year 2005-2006. Thus, before the start of the second semester,
the EHEA group was increased at random up to 32 students one more time.
In the experiment, the control groups were the following:
•
•

A group consisting of the 315 NFYS that studied under the TTLS. This group was
called Control-A group.
A group consisting of 26 NFYS in the first semester and 32 NFYS in the second
semester, with the same characteristics as the EHEA group but that studied under
the TTLS. This group was called Control-B group.

Also, for the analysis, the following performance variables were taking into
consideration: final grades, average grade of all the subjects and average number of the
subjects that the students passed.
3.1 Analysis of the final grades of the NFYS
The results of the NFYS enrolled in the subjects under statistical analysis are shown in
Table 1. From this table, it can be seen that in the first semester of the academic year
2005-2006 the number of NFYS was 341, and that in the second semester the number of
NFYS was 326.
In Table 1, AC is Analysis of Circuits, En is English, Mat is Mathematics, Pr is
Programming Languages, LS is Logic Systems and Ph is Physics. Also, ES is enrolled
students in the subjects, ENDO is students that do not dropped out the subjects, EP is
students that passed the subjects, and ENP is students that did not pass the subjects. The
local minimum grade to pass the subjects is 5.0, and the maximum grade is 10.0.
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NFYS
Analysis
variables
ES
ENDO
EP
ENP
%ENDO
%EP
Mean of
the
grades
Median
of the
grades
Mode of
the
grades
Minimum
grade
Maximu
m grade
Standard
deviation
of the
grades
Skewness
of the
grades
Kurtosis
of the
grades

Subjects under statistical analysis

326
49
3
46
15.03
0.92

MatII
326
147
62
85
45.09
19.02

326
94
33
61
28.83
10.12

3.42

1.12

4.39

3.35

3

3.5

0.6

4.4

3

0

5

5

0

0

0

0

0

0

0.7

0

10

8.8

9.2

9

7.8

7.6

10

5

1.69

2.14

1.92

2.56

1.91

1.74

1.55

2.14

2.06

3.47

2.7

5.12

3.12

2.99

0.02

5.44

1.17

0.61

-0.59

-2.44

1.82

-1.99

-1.51

-1.34

4.75

-1.83

-2.14

AC-I

En

Mat-I

Pr-I

LS

AC-II

Ph

341
184
33
151
53.96
9.68

341
288
111
177
84.46
32.55

341
132
17
115
38.71
4.99

341
170
47
123
49.85
13.78

341
266
67
199
78.01
19.65

326
113
32
81
34.66
9.82

3.01

3.93

2.09

2.94

3.19

2.75

3.6

1.5

2.35

5

0.1

0

0.3

7.7

Pr-II

5

Table 1. Results of the NFYS enrolled in the subjects under statistical analysis.
Therefore, based on the information given in Table 1 the decision that the data from the
subjects AC-I, En, Mat-I, Pr-I, LS and Ph did not come from normal populations was
made.
However, in order to make right decisions with regard to whether the data from Mat-II,
AC-II and Pr-II came from a normal population, it was decided to use the chi-square test
and the Kolmogorov-Smirnov test. Thus, the null hypothesis H0 was that the above data
came from a normal population, and the p-value was compared against a significance
level α of 0.10 [10-14].
After having carried out the tests of hypotheses for Mat-II, AC-II and Pr-II, the results
were that the null hypothesis was rejected for AC-II and Pr-II at the 90% confidence
level. However, for Mat-II the null hypothesis was accepted at the 90% confidence
level.
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3.2 Analysis of the final grades of the EHEA, the Control-A and the Control-B
groups
The academic results of the students of the EHEA, Control-A and Control-B groups are
shown in Tables 2, 3 and 4, respectively.

EHEA
Analysis
variables
ES
ENDO
EP
ENP
%ENDO
%EP
Mean of
the grades
Median of
the grades
Mode of
the grades
Minimum
grade
Maximum
grade
Standard
deviation
of the
grades
Skewness
of the
grades
Kurtosis of
the grades

Subjects under statistical analysis

32
6
0
6
18.75
0.00

MatII
32
15
8
7
46.88
25.00

32
17
8
9
53.13
25.00

3.77

1.57

5

3.76

2.9

4.1

1.65

5.3

3

2.9

5.2

0

0.4

0.5

0.1

1.2

0.6

6.5

8

6.6

6.6

3

9.4

7.5

1.74

1.73

2.36

1.78

1.65

1.10

2.44

2.25

0.65

-0.01

0.18

0.54

0.18

-0.39

-0.11

0.11

0.27

-0.27

-0.93

-1.14

-0.97

-0.73

-0.59

-1.42

-1.01

-1.30

AC-I

En

Mat-I

Pr-I

LS

AC-II

Ph

26
17
5
12
65.38
19.23

26
22
14
8
84.62
53.85

26
14
5
9
53.85
19.23

26
18
6
12
69.23
23.08

26
21
6
15
80.77
23.08

32
24
8
16
75.00
25.00

3.74

5.2

3.52

3.43

3.39

3.3

5.05

3.55

2.7

3.2

5

1.4

2.1

1

6.9

8.1

1.52

Pr-II

5

Table 2. Academic results of the EHEA group in the academic year 2005-2006
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Control-A
Analysis
variables
ES
ENDO
EP
ENP
%ENDO
%EP
Mean of
the grades
Median of
the grades
Mode of
the grades
Minimum
grade
Maximum
grade
Standard
deviation
of
the grades
Skewness
of
the grades
Kurtosis of
the grades

Subjects under statistical analysis

291
43
3
40
14.78
1.03

MatII
291
132
54
78
45.36
18.56

291
77
25
52
26.46
8.59

3.33

1.05

4.32

3.26

3

3.4

0.4

4.35

3

0

5

5

0

0

0

0

0

0

0.7

0

10

8.8

9.2

9

7.8

6.4

10

7.1

1.69

2.14

1.88

2.58

1.92

1.76

1.61

2.11

2.02

0.67

0.46

5.77

0.61

0.47

0.11

5.50

0.23

0.10

-0.15

-0.62

1.52

-0.71

-0.42

-0.53

4.94

-0.71

-1.11

AC-I

En

Mat-I

Pr-I

LS

AC-II

Ph

315
167
28
139
53.02
8.89

315
266
97
169
84.44
30.79

315
118
12
106
37.46
3.81

315
152
41
11
48.25
13.02

315
245
61
184
77.78
19.37

291
89
24
65
30.58
8.25

2.94

3.83

1.92

2.88

3.18

2.6

3.4

1.35

2.3

1.5

5

0.1

0

0.3

7.7

Pr-II

5

Table 3. Academic results of the Control-A group in the academic year 2005-2006
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Control-B
Analysis
variables
ES
ENDO
EP
ENP
%ENDO
%EP
Mean of
the grades
Median of
the grades
Mode of
the grades
Minimum
grade
Maximum
grade
Standard
deviation
of
the grades
Skewness
of
the grades
Kurtosis of
the grades

Subjects under statistical analysis

32
6
0
6
18.75
0.00

MatII
32
14
7
7
43.75
21.88

32
7
2
5
21.88
6.25

3.13

0.03

4.39

3.21

3.4

0

4.8

2.6

0

1.5

2.6

0.1

0

1.1

0

7.6

7.3

0.2

8.4

7.1

2.71

2.14

2.17

0.08

2.81

2.70

0.90

0.35

0.80

0.24

2.45

0.07

0.16

-0.04

-1.23

-0.35

-0.42

6.00

-1.84

-1.23

AC-I

En

Mat-I

Pr-I

LS

AC-II

Ph

26
14
2
12
53.85
7.69

26
25
6
19
96.15
23.08

26
13
1
12
50.00
3.85

26
13
5
8
50.00
19.23

26
25
6
19
96.15
23.08

32
12
3
9
37.50
9.38

2.74

3.60

1.54

3.39

2.85

2.35

3.4

1.4

2.9

2.5

2.8

2.5

0.1

0

1.2

0.2

0.7

0

0

0.3

5.9

6.7

5

7.6

1.73

1.50

1.60

0.44

0.39

-1.00

-0.26

Pr-II

Table 4. Academic results of the Control-B group in the academic year 2005-2006
From Tables 2, 3 and 4 it can be seen that the mean value of the final grades of the
students of the EHEA in the subjects under analysis was higher than the one of the
students of the Control-A and Control-B groups. However, before making any decision
about TTLS and ECTS it was necessary to check whether the differences in the
academic results of the above groups were significant.
To that end, from the above tables it can be seen that for the subject Ph in the Control-A
and Control-B groups as both the value of the skewness and the one of the kurtosis of
the final grades lie outside the range -2 to 2, it can be said that the data from this subject
in these groups did not come from normal populations; and for Mat-I in the Control-A
group as the value of the skewness also lie outside the range -2 to 2, it can be said that
the data from this subject in the Control-A group did not come from a normal
population either.
Nevertheless, in order to check whether the data from the other subjects came from
normal populations it was necessary to carry out the chi-square test and the
Kolmogorov-Smirnov test. Here, the p-value was compared against a significance level
α of 0.10, and the null hypothesis H0 was that the above data came from normal
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populations. Therefore, for the tests of hypothesis in which the p-value was higher than
or equal to 0.10, H0 was accepted at the 90% confidence level.
The subjects in which H0 was accepted were the following: AC-I (EHEA and ControlB), En (EHEA and Control-B), Mat-I (Control-B), Pr-I (Control-B), LS ( EHEA), AC-II
(EHEA and Control-B), Ph (EHEA), Mat-II (EHEA and Control-A), Pr-II (Control-B).
For these subjects p-value ≥ 0.15.
Also, from Tables 2-4 it can be seen that the academic results of the students of the
EHEA group were better than the ones of the students of the control groups .

3.3 Tests of hypothesis about the differences among the mean value of the final
grades of the EHEA, the Control-A and the Control-B groups
The main objective of this subsection is to make decisions about whether the differences
between the mean values of the final grades of the EHEA and the ones of the control
groups were significant. That is, we are going to check whether there were significant
differences between the ECTS and the TTLS.
Therefore, in order to carry out the tests of hypothesis, the mean value of the final
grades of the EHEA and the one of the control groups were analyzed, and the ratio
between the variances of the EHEA and each one of the control groups were analyzed
as well.
For the cases under study, the null and the alternative hypothesis were the following:
1) Assuming that we know the size, the mean values and the standard deviations of the
samples, and assuming that their variances are equal to each other, the null
hypothesis was that the mean values of the final grades were equal to each other
(i.e., μ1 = μ2). The alternative hypothesis was that they were different from each
other. The significance level was 0.05.
2) Assuming that we know the size and the standard deviations of the samples, the null
hypothesis was that the ratio between the variances of the samples was equal to 1
(i.e., σ12/σ22 = 1). The alternative hypothesis was that such a ratio was different from
1. The significance level was 0.05.
The results of the tests of hypothesis are shown in Tables 5 and 6.

Subject
AC-I
En
Mat-I
Pr-I
LS
AC-II
Ph
Mat-II
Pr-II

Tests of hypotheses for the EHEA and the Control-B group
Mean
Standard deviation
Rejected
Accepted
Rejected
Accepted
Rejected
Accepted
Accepted
Accepted
Accepted
Accepted
Accepted
Accepted
Rejected
Rejected
Accepted
Accepted
Accepted
Accepted
Table 5. Tests of hypotheses for the EHEA and the Control-B group
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Subject
AC-I
En
Mat-I
Pr-I
LS
AC-II
Ph
Mat-II
Pr-II

Tests of hypotheses for the EHEA and the Control-A group
Mean
Standard deviation
Rejected
Accepted
Rejected
Accepted
Rejected
Accepted
Accepted
Accepted
Accepted
Accepted
Accepted
Accepted
Accepted
Rejected
Accepted
Accepted
Accepted
Accepted
Table 6. Tests of hypotheses for the EHEA and the Control-A group

Therefore, from Tables 5 and 6 it can be said that the differences between the final
grades of the students of the EHEA and the one of the control groups are significant for
the subjects in which the decision made after carrying out the test of hypothesis was to
reject the null hypothesis.
In short, the differences between the EHEA group and the Control-B group were
significant for the subjects AC-I, En, Mat-I and Ph. In these subjects, the ECTS
performed better than the TTLS.
Furthermore, the differences between the EHEA group and the Control-A group were
significant for the subjects AC-I, En and Mat-I. As in the above comparative analysis, in
these subjects, the ECTS performed better than the TTLS.

4. Second part of the resarch
The main objective of the second part of the experiment was to carry out a comparative
analysis between the ECTS and the TTLS during the academic year 2006-2007. In this
part of the experiment, the population consisted of the 280 NFYS, and the educational
experiment consisted of the following stages:
1) First stage:
•

•

All the NFYS were asked to participate voluntarily in a survey aimed at
collecting information about where they came from, what their grades to enter
university were, why they chose to study Telecommunication Engineering,
whether they liked the subjects taught in the first year of the Telecommunication
Engineering degree, what their parents studied and what their hobbies were.
Also, all the NFYS had to do an exam consisting of several questions of
Mathematics, Physics and basic Analysis of Linear Circuits aimed at knowing
what their strengths and weaknesses were.

The results of both the survey and the exam allowed us to find variables associated
to the personality of the students and variables associated to their previous
knowledge, before entering university.
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2) Second stage:
•
•
•

•

The EHEA group consisted of 80 students chosen at random from the 280
NFYS.
The students of the EHEA group followed the ECTS.
One of the control groups consisted of 80 students chosen from the 280 NFYS
that did not belong to the EHEA group but they all had the same characteristics
as the students of the EHEA group. This group was called Control-C group and
the choice of its students was based on the variables found in the first stage of
this second part of the experiment. Also, this group followed the TTLS.
The other control group consisted of the 200 NFYS that did not belong to the
EHEA group. This group was called Control-D group.

3) Second stage:
This stage was aimed at carrying out the statistical analysis of the data.

4.1 Analysis of the final grades of the NFYS
The results of the NFYS enrolled in the subjects under statistical analysis are shown in
Table 7. From this table, it can be seen that in both semesters of the academic year
2006-2007 the number of NFYS was 280. As in the previous analysis, the variable
under analysis is the final grade of the students in each one of the subjects under
analysis.
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NFYS
Analysis
variables
ES
ENDO
EP
ENP
%ENDO
%EP
Mean of
the grades
Median of
the grades
Minimum
grade
Maximum
grade
Standard
deviation
of
the grades
Variance of
the grades
Skewness
of
the grades
Kurtosis of
the grades
Confidence
interval
(mean)
Confidence
interval
(standard
deviation)

Subjects under statistical analysis

280
33
9
24
11.79
3.21

MatII
280
87
27
60
31.07
9.64

280
46
37
9
16.43
13.21

4.17

2.74

3.69

6.11

3.6

4.3

1.7

3.5

6.15

0.1

0

0.1

0

0.9

1.6

8.5

9.1

9.9

8.4

7.7

8.6

10

1.94

2.21

2.12

2.64

2.19

2.69

1.93

1.82

4.39

3.78

4.91

4.48

6.99

4.80

7.23

3.72

3.32

1.75

0.38

2.13

-0.66

1.93

0.03

1.23

1.83

-0.63

-1.80

-1.53

-1.26

-1.38

-2.69

-1.88

-1.50

-1.10

0.23

[3.23; [4.48;
4.03] 5.00]

[2.75;
3.57]

[4.24;
5.14]

[3.59;
4.34]

[3.68;
4.66]

[1.78;
3.69]

[3.28;
4.10]

[5.57;
6.65]

[1.85; [1.78;
2.42] 2.15]

[1.96;
2.55]

[1.84;
2.49]

[2.40;
2.94]

[1.90;
2.60]

[2.16;
3.56]

[1.68;
2.27]

[1.51;
2.29]

AC-I

En

Mat-I

Pr-I

LS

AC-II

Ph

280
108
38
70
38.57
13.57

280
217
117
100
77.50
41.79

280
113
34
79
40.36
12.14

280
86
49
37
30.71
17.50

280
191
77
114
68.21
27.50

280
79
36
43
28.21
12.86

3.63

4.74

3.16

4.69

3.96

3.25

5

2.9

5.05

0

0.4

0

8.4

10

2.09

Pr-II

Table 7. Results of the NFYS enrolled in the subjects under statistical analysis in the
academic year 2006-2007
From the characteristics of the variable final grades shown in Table 7, it can be seen that
both the value of the skewness and the one of the kurtosis of the final grades lie between
-2 and 2 in all the subjects under analysis except for the subjects Mat-I and LS.
Therefore, it can be said that the data from these two subjects did not come from a
normal population.
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4.2 Analysis of the final grades of the EHEA, the Control-C and the Control-D
groups
The academic results of the students of the EHEA, the Control-C and the Control-D
groups in the academic year 2006-2007 are shown in Tables 8, 9 and 10, respectively.

EHEA
Analysis
variables
ES
ENDO
EP
ENP
%ENDO
%EP
Mean of
the grades
Median of
the grades
Minimum
grade
Maximum
grade
Standard
deviation
of
the grades
Variance of
the grades
Skewness
of
the grades
Kurtosis of
the grades
Confidence
interval
(mean)
Confidence
interval
(standard
deviation)

Subjects under statistical analysis

80
15
6
9
18.75
7.50

MatII
80
24
12
12
30.00
15.00

80
14
13
1
17.50
16.25

4.38

3.64

4.68

7.06

3.6

5

3.7

4.9

6.5

0.3

0

0.1

0

2.6

2.9

8

8.3

9.9

7.9

7.5

7.4

10

2.03

1.95

2.13

2.85

2.32

2.75

1.28

1.80

3.90

4.14

3.82

4.54

8.13

5.40

7.58

1.64

3.24

-0.62

-1.13

0.55

-0.26

0.94

-1.25

-0.23

0.40

-0.73

-1.04

-0.86

-0.76

-0.95

-1.83

-1.16

-1.23

-0.40

0.80

[3.85; [4.77;
5.30] 5.77]

[3.02;
4.28]

[4.13;
5.62]

[3.49;
5.00]

[3.53;
5.23]

[2.15;
5.17]

[4.14;
5.22]

[6.03;
8.10]

[1.59; [1.74;
2.64] 2.46]

[1.60;
2.51]

[1.72;
2.80]

[2.41;
3.50]

[1.86;
3.11]

[2.02;
4.34]

[0.99;
1.80]

[1.30;
2.90]

AC-I

En

Mat-I

Pr-I

LS

AC-II

Ph

80
31
18
13
38.75
22.50

80
66
44
22
82.50
55.00

80
40
15
25
50.00
18.75

80
34
19
15
42.50
23.75

80
57
24
33
71.25
30.00

80
31
18
13
38.75
22.50

4.57

5.27

3.65

4.88

4.24

5

5.75

3.5

5

1.1

1

0.3

8

10

1.98

Pr-II

Table 8. Academic results of the EHEA group in the academic year 2006-2007
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Control-C
Analysis
variables
ES
ENDO
EP
ENP
%ENDO
%EP
Mean of
the grades
Median of
the grades
Minimum
grade
Maximum
grade
Standard
deviation
of
the grades
Variance of
the grades
Skewness
of
the grades
Kurtosis of
the grades
Confidence
interval
(mean)
Confidence
interval
(standard
deviation)

Subjects under statistical analysis

80
7
2
5
8.75
2.50

MatII
80
28
8
20
35.00
10.00

80
22
16
6
27.50
20.00

4.52

2.83

3.48

5.77

4.4

4.5

1.5

3.15

5.65

0.5

0.4

1.3

0

0.9

2.2

8.5

8.1

9.3

8.1

7.7

8.6

9.1

1.75

2.32

1.97

2.35

1.87

3.00

2.01

1.74

4.50

3.06

5.40

3.90

5.52

3.50

8.96

4.05

3.03

1.35

0.50

0.93

-1.14

0.46

0.09

0.91

1.62

0.10

-0.70

0.87

-0.62

-0.73

-1.62

-0.63

-0.40

-0.01

-0.37

[2.96; [4.30;
4.54] 5.15]

[2.84;
4.61]

[4.09;
5.45]

[3.77;
5.00]

[3.56;
5.48]

[0.06;
5.60]

[2.70;
4.26]

[5.00;
6.54]

[1.69; [1.50;
2.85] 2.10]

[1.84;
3.14]

[1.60;
2.59]

[1.99;
2.87]

[1.34;
2.85]

[1.93;
6.59]

[1.59;
2.74]

[1.34;
2.49]

AC-I

En

Mat-I

Pr-I

LS

AC-II

Ph

80
30
10
20
37.50
12.50

80
68
39
29
85.00
48.75

80
29
10
19
36.25
12.50

80
35
23
12
43.75
28.75

80
59
28
31
73.75
35.00

80
17
8
8
21.25
10.00

3.75

4.72

3.72

4.77

4.39

3.2

5

3.3

5.1

0.6

0.6

0

8.4

10

2.12

Pr-II

Table 9. Academic results of the Control-C group in the academic year 2006-2007
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Control-D
Analysis
variables
ES
ENDO
EP
ENP
%ENDO
%EP
Mean of
the grades
Median of
the grades
Minimum
grade
Maximum
Grade
Standard
deviation
of
the grades
Variance of
the grades
Skewness
of
the grades
Kurtosis of
the grades
Confidence
interval
(mean)
Confidence
interval
(standard
deviation)

Subjects under statistical analysis

200
11
1
10
5.50
0.50

MatII
200
35
7
28
17.50
3.50

200
10
8
2
5.00
4.00

3.78

1.45

3.17

5.53

3.7

3.6

0.4

2.7

6.05

0.1

0

0.7

0

0.9

1.6

8.5

9.1

9.7

8.4

6.1

8.3

7.2

1.86

2.31

2.12

2.55

2.23

2.02

2.02

1.66

4.13

3.47

5.36

4.50

6.52

4.96

4.08

4.08

2.76

2.65

1.08

2.47

-0.65

1.59

1.59

2.28

2.55

-2.13

-0.42

-0.62

-0.63

-0.99

-2.04

-0.58

1.37

0.22

1.98

[2.79; [4.21;
3.71] 4.81]

[2.35;
3.43]

[3.98;
5.16]

[3.41;
4.28]

[2.96;
4.60]

[0.09;
2.80]

[2.47;
3.86]

[4.34;
6.72]

[1.75; [1.67;
2.42] 2.10]

[1.99;
2.77]

[1.78;
2.63]

[2.28;
2.90]

[1.78;
2.98]

[1.41;
3.55]

[1.63;
2.65]

[1.14;
3.03]

AC-I

En

Mat-I

Pr-I

LS

AC-II

Ph

200
77
20
57
38.50
10.00

200
151
73
78
75.50
36.50

200
73
19
54
36.50
9.50

200
52
30
22
26.00
15.00

200
134
53
81
67.00
26.50

200
31
10
21
15.50
5.00

3.25

4.51

2.89

4.57

3.84

2.8

4.4

2.5

5.1

0

0.4

0

8.4

10

2.03

Pr-II

Table 10. Academic results of the Control-D group in the academic year 2006-2007
From the characteristics of the variable final grades shown in Tables 8, 9 and 10 it can
be seen that the only subjects in which either the value of the skewness or the one of the
kurtosis of the final grades lie outside the range -2 to 2 are AC-I, Mat-I, Ph, Mat-II and
Pr-II in the Control-D group. Therefore, it can be said that the distributions of these two
subjects cannot be approximated by normal distributions.
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4.3 Comparative analysis between the final grades of the students of the EHEA
group and the ones of the control groups in the first semester of the academic
year 2006-2007
For the subject AC-I, taking into consideration the information given in Tables 8, 9 and
10, the mean value and the standard deviation of the final grades of the students of the
EHEA and the Control-C groups, the t-value of the t-test is equal to 2.53. Also, given a
significance level α of 0.05 and that the p-value for this test is smaller than α, the null
hypothesis that the mean values of the final grades of the two groups are equal to each
other is rejected at the 95% confidence level. Therefore, the observed differences
between the distributions of the final grades of the EHEA and the Control-C groups are
significant.
For the subject En, taking into consideration the information given in Tables 8, 9 and
10, the mean value and the standard deviation of the final grades of the students of the
EHEA and the Control-C groups, the t-value of the t-test is equal to 1.84. Also, given a
α equal to 0.05 and that the p-value for this test is higher than α, the null hypothesis that
the mean values of the final grades of the two groups are equal to each other is accepted
at the 95% confidence level. Therefore, the observed differences between the
distributions of the final grades of the EHEA and the Control-C groups are not
significant.
For the subject Mat-I, taking into consideration the information given in Tables 8, 9 and
10, the mean value and the standard deviation of the final grades of the students of the
EHEA and the Control-C groups, the t-value of the t-test is equal to 2.59. Also, given a
α equal to 0.05 and that the p-value for this test is smaller than α, the null hypothesis
that the mean values of the final grades of the two groups are equal to each other is
rejected at the 95% confidence level. Therefore, the observed differences between the
distributions of the final grades of the EHEA and the Control-C groups are significant.
For the subject Pr-I, taking into consideration the information given in Tables 8, 9 and
10, the mean value and the standard deviation of the final grades of the students of the
EHEA and the Control-C groups, the t-value of the t-test is equal to 1.09. Also, given a
α equal to 0.05 and that the p-value for this test is higher than α, the null hypothesis that
the mean values of the final grades of the two groups are equal to each other is accepted
at the 95% confidence level. Therefore, the observed differences between the
distributions of the final grades of the EHEA and the Control-C groups are not
significant.
For the subject LS, taking into consideration the information given in Tables 8, 9 and
10, the mean value and the standard deviation of the final grades of the students of the
EHEA and the Control-C groups, the t-value of the t-test is equal to -0.34. Also, given a
α equal to 0.05 and that the p-value for this test is higher than α, the null hypothesis that
the mean values of the final grades of the two groups are equal to each other is accepted
at the 95% confidence level. Therefore, the observed differences between the
distributions of the final grades of the EHEA and the Control-C groups are not
significant.
Finally, Table 11 shows the results of the tests of hypothesis carried out in this
subsection for the subjects taught in the first semester of the academic year 2006-2007.
In these tests, the null hypothesis were the following: the mean values of the final
grades of the groups under comparative analysis were equal to each other, and the
variances of the final grades of the groups under comparative analysis were also equal
to each other. Furthermore, α is equal to 0.05.
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EHEA vs
Control-C
AC-I
En
Mat-I
Pr-I
LS
EHEA vs
Control-D
AC-I
En
Mat-I
Pr-I
LS

Results of the tests of hypothesis
Mean
Standard deviation
Rejected
Accepted
Rejected
Accepted
Accepted
Mean
Rejected
Rejected
Rejected
Accepted
Accepted

Accepted
Accepted
Accepted
Accepted
Accepted
Standard deviation
Accepted
Accepted
Accepted
Accepted
Accepted

Table 11. Overall results of the tests of hypothesis. First semester of the academic year
2006-2007
From Table 11 it can be said that the differences between the final grades of the students
of the EHEA group and the Control-C group are significant for the subjects AC-I and
Mat-I, in which the decision made after carrying out the test of hypothesis was to reject
the null hypothesis. In these subjects, the ECTS performed better than the TTLS.
Furthermore, the differences between the final grades of the students of the EHEA
group and the Control-D group were significant for the subjects AC-I, En and Mat-I. As
in the above comparative analysis, in these subjects, the ECTS performed better than the
TTLS.
4.4 Comparative analysis between the final grades of the students of the EHEA
group and the ones of the control groups in the second semester of the
academic year 2006-2007
For the subject AC-II, taking into consideration the information given in Tables 8, 9 and
10, the mean value and the standard deviation of the final grades of the students of the
EHEA and the Control-C groups, the t-value of the t-test is equal to -0.42. Also, given a
α equal to 0.05 and that the p-value for this test is higher than α, the null hypothesis that
the mean values of the final grades of the two groups are equal to each other is accepted
at the 95% confidence level. Therefore, the observed differences between the
distributions of the final grades of the EHEA and the Control-C groups are not
significant.
In addition, taking into consideration the information given in Tables 8, 9 and 10, the
mean value and the standard deviation of the final grades of the students of the EHEA
and the Control-D groups, the t-value of the t-test is equal to 2.00. Also, given a α equal
to 0.05 and that the p-value for this test is smaller than α, the null hypothesis that the
mean values of the final grades of the two groups are equal to each other is rejected at
the 95% confidence level. Therefore, the observed differences between the distributions
of the final grades of the EHEA and the Control-D groups are significant.
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For the subject Ph, taking into consideration the information given in Tables 8, 9 and
10, the mean value and the standard deviation of the final grades of the students of the
EHEA and the Control-C groups, the t-value of the t-test is equal to 1.78. Also, given a
α equal to 0.05 and that the p-value for this test is higher than α, the null hypothesis that
the mean values of the final grades of the two groups are equal to each other is accepted
at the 95% confidence level. Therefore, the observed differences between the
distributions of the final grades of the EHEA and the Control-C groups are not
significant.
In addition, taking into consideration the information given in Tables 8, 9 and 10, the
mean value and the standard deviation of the final grades of the students of the EHEA
and the Control-D groups, the t-value of the t-test is equal to 0.95. Also, given a α equal
to 0.05 and that the p-value for this test is smaller than α, the null hypothesis that the
mean values of the final grades of the two groups are equal to each other is rejected at
the 95% confidence level. Therefore, the observed differences between the distributions
of the final grades of the EHEA and the Control-D groups are significant.
For the subject Mat-II, taking into consideration the information given in Tables 8, 9
and 10, the mean value and the standard deviation of the final grades of the students of
the EHEA and the Control-C groups, the t-value of the t-test is equal to 4.49. Also,
given a α equal to 0.05 and that the p-value for this test is smaller than α, the null
hypothesis that the mean values of the final grades of the two groups are equal to each
other is rejected at the 95% confidence level. Therefore, the observed differences
between the distributions of the final grades of the EHEA and the Control-C groups are
significant.
In addition, taking into consideration the information given in Tables 8, 9 and 10, the
mean value and the standard deviation of the final grades of the students of the EHEA
and the Control-D groups, the t-value of the t-test is equal to 6.20. Also, given a α equal
to 0.05 and that the p-value for this test is smaller than α, the null hypothesis that the
mean values of the final grades of the two groups are equal to each other is rejected at
the 95% confidence level. Therefore, the observed differences between the distributions
of the final grades of the EHEA and the Control-D groups are significant.
For the subjects Pr-II, taking into consideration the information given in Tables 8, 9 and
10, the mean value and the standard deviation of the final grades of the students of the
EHEA and the Control-C groups, the t-value of the t-test is equal to 4.62. Also, given a
α equal to 0.05 and that the p-value for this test is smaller than α, the null hypothesis
that the mean values of the final grades of the two groups are equal to each other is
rejected at the 95% confidence level. Therefore, the observed differences between the
distributions of the final grades of the EHEA and the Control-C groups are significant.
In addition, taking into consideration the information given in Tables 8, 9 and 10, the
mean value and the standard deviation of the final grades of the students of the EHEA
and the Control-D groups, the t-value of the t-test is equal to 6.81. Also, given a α equal
to 0.05 and that the p-value for this test is smaller than α, the null hypothesis that the
mean values of the final grades of the two groups are equal to each other is rejected at
the 95% confidence level. Therefore, the observed differences between the distributions
of the final grades of the EHEA and the Control-D groups are significant.
Finally, Table 12 shows the results of the tests of hypothesis carried out in this section
for the subjects taught in the second semester of the academic year 2006-2007.
In these tests, the null hypothesis were the following: the mean values of the final
grades of the groups under comparative analysis were equal to each other, and the
variances of the final grades of the groups under comparative analysis were also equal
to each other. Furthermore, α is equal to 0.05.
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EHEA vs
Control-C
AC-II
Ph
Mat-II
Pr-II
EHEA vs
Control-D
AC-II
Ph
Mat-II
Pr-II

Results of the tests of hypothesis
Mean
Standard deviation
Accepted
Accepted

Accepted
Accepted
Rejected
Rejected
Mean
Rejected
Rejected
Rejected
Rejected

Rejected
Accepted
Standard deviation
Accepted
Rejected
Rejected
Accepted

Table 12. Overall results of the tests of hypothesis. Second semester of the academic
year 2006-2007
From Table 12 it can be said that the differences between the final grades of the students
of the EHEA group and the Control-C group are significant for the subjects Mat-II and
Pr-II, in which the decision made after carrying out the test of hypothesis was to reject
the null hypothesis. In these subjects, the ECTS performed better than the TTLS.
Furthermore, the differences between the final grades of the students of the EHEA
group and the Control-D group were significant for the subjects AC-II, Ph, Mat-II and
Pr-II. As in the above comparative analysis, in these subjects, the ECTS performed
better than the TTLS.

5. General results of the surveys carried out at the end of each semester during
the two academic years of the research
The overall satisfaction of both the students and the professors that participated in this
two years research was quite positive. However, there is still room for improvement and
the continuous feedback from all the participants is needed in order to improve the
teaching and learning system.
In spite of the fact that most of the students that participated in the research project are
in favor of the ECTS, some of them think that the workload is higher [15]. Therefore, in
order to understand student differences [16], in the first two years of the experiment the
first-year students were separated into two different groups, one consisting of NFYS
and the other consisting of students who are taking the subjects again. Thus, as shown in
this paper, the educational experiment was aimed at the NFYS.
Also, this academic year (2007-2008), there are faculty and student mentors, who are
interested in ensuring that the NFYS and students who experience socioeconomic,
academic, and personal challenges can have a successful academic year [17].
Finally, this academic year all the lecture rooms of the EUITT-UPM for all the firstyear students have been designed to facilitate teamwork among students and to make
them feel comfortable in classes [18].
The overall results of the surveys carried out during the research can be summarized as
follows:
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1) Weaknesses
• The study of the students after classes should improve.
• As the student workload is still high, several students drop-out more than
one subject in the middle of the semesters.
• The preparation of the students before entering university should improve.
• All the professors of the school should follow the same continuous
assessment system.
• The general marking scheme for all the subjects should improve increasing
the importance of the continuous assessment activities, the participation of
the students in classes and the activities developed in the VLE.
2) Threats
• There was a lack of communication between the professors that participated
in the research and the ones that did not participate in it. Also, there was not
a web site in which professors and students of all around the country could
interchange ideas on their experiences with the introduction of the ECTS.
• As the professor workload is still high, some professors are not 100% willing
to change the traditional methods of teaching. So, some of them prefer the
TTLS.
• In order to improve communication, teamwork and lateral thinking, the
amount of interdisciplinary lessons should be increased [19].
• In spite of the fact that the academic results of the EHEA groups were better
than the ones of the control groups, the academic results cannot be
considered as the only parameters used to assess the quality of the ECTS.
• Professors have to work harder in order to let the students know that with the
ECTS they will work harder but they will also learn more and pass the
subjects with better marks.
3) Strengths
• The changes that have been introduced into the teaching and learning
systems due to the new methodology have improved the performance of the
students in most of the subjects.
• It has been shown statistically that there are significant differences between
the academic results of the students that followed the ECTS and the ones of
the students that followed TTLS in several subjects.
• The collaborative work among professors has been positive and it has been
one of the key issues to the satisfactory results in several subjects.
• With the ECTS the professors have followed the progress of the students in
classes during all the semester better than with the TTLS.
• The use of the VLE has yielded satisfactory results.
• The student-centered system has allowed us to improve the performance of
the students in activities in classes and after class.
• The new system allowed the professors to carry out a better planning of the
content of the subjects they teach.
• The blended approach to teaching, face-to-face and e-learning, and the use of
interactive methods to break the monotony have yielded satisfactory results.
• With the ECTS the students feel more comfortable in classes.
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•

With the ECTS professors are more approachable, available and willing to
meet.

4) Opportunities
• The project started in a moment in which all the universities in Spain were
starting to adapt the curriculum content of their technical degrees to the
EHEA, and in spite of the fact that there is still room for improvement, the
research in Engineering Education presented in this paper yielded
satisfactory results. These results allowed us to enjoy the benefits of the new
teaching and learning methodology, and to be prepared for collaboration and
cooperation in excellence in engineering education with other member states
of the European Community.
• Due to the satisfactory results attained in this research, there is a positive
atmosphere in school and at university with regard to the need of introducing
new innovative ideas in order to improve the performance of the students.
• As the research on Engineering Education presented in this paper and some
members of the engineering education research team have received
recognitions and awards from the Rector of the Universidad Politecnica de
Madrid during the academic years 2005-2006 and 2006-2007, we have
received institutional support and won the opportunity to have this research
totally supported by the Universidad Politecnica de Madrid under several
research projects on “Innovative Education and the EHEA”.
• Due to the satisfactory results attained in this research, currently (i.e., the
academic year 2007-2008) all the NFYS of the EUITT-UPM are studying
under the ECTS, and we are planning to expand the application of the ECTS
to all the students of the school within the next two years.
• Thanks to the new methodology professors have had the opportunity to
improve the marking scheme for each subject and give more importance to
the work of the students in class and after class.

6. Conclusions
The statistical analysis conducted in this paper has shown that the application of the
ECTS to improve the performance of the NFYS has yielded satisfactory results.
From the first part of the experiment (i.e., the academic year 2005-2006), it can be seen
that the ECTS performed significantly better than the TTLS in the subjects AC-I, En,
Mat-I and Ph. However, in spite of the fact that in the other subjects there were
differences, it can not be said that such differences were significant. Furthermore, in the
first part of the experiment, the performance and success rates of the EHEA group were
better than the ones of the control groups.
From the second part of the experiment (i.e., the academic year 2006-2007), it can also
be seen that the ECTS performed significantly better than the TTLS in the subjects MatII, AC-II, Ph and Pr-II; and, in spite of the fact that in the other subjects there were
differences, it can not be said that such differences were significant.
In this part of the experiment, the performance, success and drop-out rates of the EHEA
were better than the ones of the control groups. Nevertheless, the general performance
of the Control-C group was better than the performance of the Control-D group.
To sum up, in spite of the fact that there is still plenty of room for improvement, the
improvement in the performance of the students under the ECTS was significantly
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better than the one of the students under the TTLS in several subjects. Also, the students
under the ECTS passed more exams and with better grades than the students under the
TTLS. Also, the teaching-learning methodology strategies, tutor sessions, assessment
methods, the use of the VLE, the use of interactive methods, student teamwork, the
collaborative work among students and the one among professors performed better
under the ECTS than under the TTLS. All this tools along with a student-centered
teaching strategy, allowed us to improve the overall performance of the NFYS.
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ABSTRACT
The purpose of this study was to evaluate the effectiveness of the different program
delivery models for gifted students and the nature of gifted education in Missouri currently.
School districts were sent a Gifted Education Program Questionnaire (GEPQ) that addressed the
nature of gifted education and the perception of educators about the gifted programs in their
school districts. Historical core data including dropout rates, graduation rates, MAP scores,
discipline referral rates, and attendance rates were used as dependent variables to determine the
effectiveness of gifted program delivery models in Missouri.
The grades most frequently served by gifted programs were 3-8 and boys were enrolled
in gifted programs at a higher rate than girls. Minorities comprised 18% of the enrollment in
gifted programs by school districts. The current research did not identify one program delivery
model as more effective than another program delivery model with all of the dependent
variables; dropout rates, graduation rates, MAP scores, discipline referral rates, or attendance
rates. The only consistent result was that programs with more than two program delivery models
were more effective than gifted programs that offered only one program delivery model. The
perceptions of educators were that stakeholder support was important, resources for gifted
programs were a concern, and meeting student needs was both a strength and concern for gifted
programs throughout the state. This was a knowledge-based, baseline program evaluation of
gifted education in Missouri.

2009 HICE Proceedings
Page 2874

7th Annual Hawaii International Conference on Education 2009
Abstract
Staying up-to-date is it possible?
Technology Management in Teaching Institutions: Getting Around the Red Tape,
Keeping Technology Current and Compatible with Industry Standards
Presenter
Dr. John Kugler
Hyde Park Career Academy
6220 S. Stony Island
Chicago, IL 60637
312-203-1534
kuglerjohn@hotmail.com
Abstract
Designing, developing and maintaining a highly efficient modern laboratory facility in an inner city
urban high school or post-secondary setting is a prerequisite for competing in a global economy. In
most instances initial funding and set up are granted. What becomes a problem is the continuous
change technology managers have to deal with on a daily basis. In this presentation, different
strategies will be presented to help keep equipment current and up to industry standards. Current
technology managers and administrators have the daunting task to keep pace with the daily
expansion of technology innovations. In a time of fiscal belt-tightening and ever-increasing private
competition for instructional resources it is paramount to be able to not only teach with technology
that is current but to take one step further and stay ahead of the curve by developing proactive tech
management plans to integrate expansion and up to date without high cost change outs or
licensing issues. The focus here will be not on what to buy or how to buy technology and keep it
up-to-date, but the development of resources and partnerships that can bring tech labs towards
models of self-sustainability.
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What can the Battelle and the CBC Tell Us About Young Children “At Risk”
for Challenging Behaviors?
Katharyn E. K. Nottis, Bucknell University, Pennsylvania
Barbara Yingling Wert, Bloomsburg University, Pennsylvania
Dona Bauman, University of Scranton, Pennsylvania
Introduction
The prevalence rate for young children at risk for or with behavioral disorders is
estimated to be 10 to 15 % of preschool children, and 6 % of Head Start children (Conroy &
Brown, 2004). These incidences of challenging behavior may predict mental health issues, social
adjustment issues and/or increased challenging behaviors that will impede school success and
impact transition to adult life (Lipsey & Derzon, 1998; Wagner, Cometo, & Newman, 2003;
Walker, Ramsey, & Gresham, 2005). Some children seem to outgrow these behaviors with
intervention, while others continue to have challenging behaviors that further develop into
social/emotional and potentially mental health difficulties in both school and community
(Sandall, Swartz, & Joseph, 2001). Estimates of the number of children with behavior disorders
vary but Epstein and Cullinan (1998) have suggested that approximately 33% of all children will
experience behavior problems that concern their teachers at some time during any given school
year and that about one-third of those children (10% of the school age population) will require
intervention or assistance of school personnel outside the regular classroom (Sugai, Sprague,
Horner, & Walker, 2000). The number of children identified as having emotional/behavioral
problems during the preschool years is increasing. However, in early intervention programs,
there are difficulties identifying children for services and especially those who may have future
behavior problems.
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Children with emotional or behavioral disorders are characterized primarily by behavior
that falls significantly beyond the norms of their cultural and age group on the dimensions of
externalizing and internalizing behavior (Heward, 2006). Externalizing behaviors include
classroom behaviors of getting out of their seats, yelling, talking out and cursing, disturbing
peers, hitting or fighting, ignoring the teacher, complaining, arguing excessively, stealing, lying,
and destroying property (Heward, 2006). Many juvenile delinquents and young men in prison
could be diagnosed with emotional behavioral disorders.
Students with emotional disorders have dismal academic records (Heward, 2006; Wagner,
Cameto & Newman 2003)). Two-thirds cannot pass competency exams for their grade level.
They have the lowest grade point average of any group of students with disabilities (Wagner,
Cameto & Newman, 2003). They have the highest absentee rate of any group of students. Only
20%-25% leave high school with a diploma or certificate of completion compared to 50% of all
students with disabilities and 76% of all youth in the general population. More than 50% drop
out of high school (Heward, 2006). The sooner intervention can be started the better the success
rate. The problem is how to identify children with challenging behaviors at an early age.
All young children engage in challenging behaviors at various times during their early
development. Children with challenging behaviors do not develop in a vacuum (Dunlap et.al,
2006). Characteristics of challenging behavior might include the following: “interferes with
children’s learning, development, and success at play; is harmful to the child, other children, or
adults; puts a child at risk for later social problems or school failure” (Kaiser & Rasminsky,
2003, p. 9). There is a growing body of evidence that indicates that for some children early
incidences of challenging behaviors are predictors of later difficulties (Conroy, Dunlap, Clarke,
& Alter, 2005). Serious challenging behaviors in early childhood are associated with problems in
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socialization, school adjustment, school success, and can cause problems in further education
and jobs in later life (Campbell, 1995; Hemmeter, Ostrosky, & Fox, 2006).
The development of children’s challenging behaviors is complex and there is no single
factor that accounts for them. Research shows that there are four broad categories that describe
factors that may contribute to the development of challenging behaviors (Hester, Baltodano,
Hendrickson, Hester, & Tonelson, 2004). The first category revolves around the child. A child
may have developmental delays or a certain temperament that does not match those of the
primary caregiver or teacher. This may lead to the start of a challenging behavior. A second
category deals with the family and parenting styles. A parent’s education level, degree of
situational stress or depression, or punitive/negative style of interaction can have a significant
influence on the development of behavioral issues (Bagnato, Blair, McNally, & Slater, 2004).
Some families simply do not have the time or resources to care for a child the way he or she
needs. The third broad category includes poverty. Poverty and its resulting features can lead a
child to feel “socially disorganized” from other children; he or she may have little experience
socializing and becoming close to others in the neighborhood, which consequently negatively
affects the child in other realms such as school. If a child has not had proper socializing
experiences, he or she may feel out of place and separate from others (Bagnato, Blair, McNally,
& Slater, 2004). As a reaction to this discomfort, the child may lash out or display a challenging
behavior.

Other community factors include exposure to violence, abuse, and inadequate

childcare. Each of these features can be a possible factor in the development of a challenging
behavior in a child (Dunlap, Fox, & Powell, 2002; Kaiser & Rasminsky, 2003).
School-related factors, the fourth category, include classroom instruction, quality of the
teacher and his/her teaching skills, and physical layout of the classroom. This is the category
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where teachers have the most impact (Bagnato, Blair, McNally, & Slater, 2004, p. 303). The
slightest inconsistencies in the classroom can also enhance a challenging behavior.
The Current Study
The purpose of this pilot study was to explore the relationship between behavior and
cognitive development in students in Head Start using the framework of the first three factors
identified by Hester et al. (2004) as contributing to challenging behaviors: developmental delay,
family, and poverty. Two assessments were used to measure behavior and development, the
Battelle Developmental Scale (given by caregiver/teachers) (Newborg, 2005) and the Child
Behavior Checklist (given by both parents and caregiver/teachers (Achenbach & Rescorla,
2000). In addition, the researchers wanted to explore whether parents and caregiver/teachers
would view behaviors the same way. A common basis for defining behavior difficulties in
young Headstart children was needed to make comparisons between parent and caregiver
observations of children.
Methodology
Design
A within subjects post-test design with no control groups was used for this pilot study.
All tests were administered to all of the students. Descriptive statistics were used to summarize
the data and Spearman’s rho was used to examine the relationships between scores on the
Battelle Developmental Scale (Newborg, 2005) and the Child Behavior Checklist (Achenbach &
Rescorla, 2000), as well as the relationship between parents and caregiver/teachers views of
behaviors.
Participants
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Participants were twenty-eight, 3-5 year-old children who were enrolled in early
childhood Head Start classrooms and were identified by their teachers as having challenging
behaviors. The Head Start classrooms were located in both rural and urban settings in
Northeastern and North Central Pennsylvania.
Materials/Measures
Two assessments were administered to the children. These were the Child Behavior
Checklist (CBC) for Ages 1 ½ to 5 (given by both parents and caregiver/teachers) which is a subtest of the Achenbach System of Empirically Based Assessment (Achenbach & Rescorla, 2000)
and the Battelle Developmental Inventory (BDI) (given by caregiver/teachers) (Newborg, 2005).
The CBC was developed to systematically assess maladaptive behavior in preschoolers.
Content validity of the different CBC scales has been documented; almost all items were found
to discriminate between children who had been referred because of behavioral problems and
those who had not been referred (Achenbach & Rescorla, 2000). Criterion-related validity of the
scales was also “supported by significant discrimination between referred and nonreferred
children” (Achenbach & Rescorla, 2000, p. 100). This assessment has two groupings of subtests that overlap so that scores link directly from the CBC to the Diagnostic and Statistical
Manual, 4th edition (1994) on both internalizing and externalizing behaviors (DSM-Oriented
Scale). For this reason, the items on the CBC can be used in the diagnosis of severe behavior
disorders.
The BDI was designed to assess typical child development across adaptive,
personal/social, communication, motor, and cognitive domains. Internal consistency reliability
for 13 sub-domains and total score was determined through split-half reliability. Mean
reliabilities for all sub-domains were at or above .85; the mean reliability for the total score was
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.91 (Newborg, 2005, pp. 109, 111). Newborg (2005) reported that, “…content-, criterion-, and
construct-related evidence of validity has been documented” (p. 141).
Procedure
Headstarts in both urban and rural Pennsylvania were recruited to participate in the study.
A total of 15 classrooms/teachers volunteered and recommended child participants. Teachers
also recruited families for the study after discussion regarding behavior issues with the child
participants in the Headstart setting. Family demographic information was obtained and The
Child Behavior Checklist (Achenbach & Rescorla, 2000) parent form was completed by family
members under the guidance of the researchers. In a couple cases, the form was read to family
members. Teachers then completed The Child Behavior Checklist (Achenbach & Rescorla,
2000) teacher form for each child. Identified children with challenging behaviors were then
assessed by the researchers using the Battelle Developmental Inventory (Newborg, 2005) for
personal/social, cognitive, and communication abilities. Results were then analyzed.
Results
Results showed two significant relationships between cognitive development and
behavioral issues, one with the entire sample, and the other with the rural subset. The first was a
significant negative correlation between the Battelle Personal-Social Score and the CBC
Emotional/Reactive score given by teachers/caregivers (rs = -0.66, p<.05) for the rural sample (n
= 11). The second finding was a significant positive correlation between the Battelle Cognitive
score and the CBC Attention Problems score given by teacher/caregivers (rs = 0.44, p <.05) for
the entire sample (N = 28). In this case the higher the cognitive score on the CBC, the more
likely the child presents clinical problems in attention.
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In terms of the relationship between parents and caregiver/teachers assessments of
behaviors, as can be seen in Table #1, there was a significant, positive correlation between parent
and caregiver scores on all CBC domains, except Anxious-Depressed. Whereas most of these
correlations were strong (rs > .60), there were three domains (two tied directly to the DSM-4)
where the correlations were moderate: CBC Somatic Complaints, rs = .47, p < .05; CBC, DSMOriented Scale Affective Problems, rs = .43, p < .05; and CBC, DSM-Oriented Scale,
Anxiety/Problems, rs = .48, p < .05.
_____________________________
Insert Table #1 about here
_____________________________

Discussion
The Battelle Developmental Inventory (2nd Ed.) (Newborg, 2005) Personal Social Score
is based on measurement of 100 items dealing with adult interactions, peer interactions, selfconcept, and social role. The CBC Emotional/Reactive score is designed to determine the kinds
of problems that form a specific behavioral syndrome. “This syndrome may reflect early
manifestations of mood disorders” (Achenbach & Rescorla, 2000, p. 117). The higher the score
on the Battelle, the better the child’s social skills. The lower the total score of the domain on the
CBC, the more the child functions in the normal as opposed to clinical range. The first
significant finding, the negative correlation that was found between the Battelle Personal-Social
Score and the CBC Emotional/Reactive score given by teachers/caregivers, showed that children
with higher social skills were less likely to present a clinical manifestation of a mood disorder.
The second strong positive correlation was with the Battelle Developmental Inventory
(Newborg, 2005) total cognitive score and the CBC attention problems domain which is made up
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of three subdomains. These three sub-domains include “Attention and Memory”, “Reasoning and
Academic Skills,” and “Perception and Concepts.” Thirty items are tied to this attention and
memory sub-domain. The attention problems section is made up of issues such as an inability to
sit still, difficulty with directions, and fidgeting, etc. This finding indicates that those with
higher cognitive scores also had higher scores on attention problems, and vice versa. This
positive relationship seems unusual and in need of further study, as it is generally thought that
the more cognitively capable the child, the less there should be attention difficulties.
There could be a number of explanations for this unusual finding. First, since attention is
also considered a part of the cognition score on the Battelle Developmental Inventory (Newborg,
2005), it is possible that the positive correlation found is showing a relationship between
attention factors on both assessments. Second, some things that children do that could indicate
inattention could also indicate boredom. Bright young children could be bored with the activities
in the typical Head Start classroom and their behaviors could be viewed as showing inattention.
A third possibility could also be argued; children doing well cognitively at a young age might
still be fidgety, inattentive, etc. because of immaturity and so attention problems may be
developmental rather than behavioral issues. Finally, tied to the previous explanation, there may
be a greater developmental expectation of attention problems when children are younger so that
it wouldn’t be viewed as an issue affecting cognition. Future research should examine this,
looking specifically at the relationship between the sub-domain scores on the cognitive section of
the Battelle Developmental Inventory (Newborg, 2005) and the CBC Attention Problems
(Achenbach & Rescorla, 2000).
Strong, positive correlations between parents and caregivers/teachers assessments of
behavior showed that both tended to view children’s behaviors in the same way, except for the
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Anxious/Depressed CBC sub-domain. This indicates that in general, the CBC can be used with
both parents and teachers/caregivers, and even parents with limited literacy skills.
There were two key sampling limitations in this pilot study, the lack of a random sample
or random assignment to groups, and the small size. Researchers attempted to compensate for
these limitations by using non-parametric correlations which can be used with smaller, nonrandom samples (Huck & Cormier, 1996). Future studies should consider random assignment to
groups and larger samples. Larger, random samples would better show the relationship between
CBC and Battelle scores.
The increase in preschoolers with behavioral issues and the need for identifying children
whose challenging behaviors will lead to later emotional behavioral disorders underscores the
importance of this research. This pilot study attempted to determine whether commonly used
assessments could show relationships between challenging behaviors and development in a
group of children impacted by poverty. Future research should continue this examination in an
effort to find a standardized way of looking for indicators of challenging behaviors and their
effect on child development.
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Table #1
Correlations Between Parents and Caregiver/Teachers Assessments of Behaviors
Sub-Domain CBC

Correlation Coefficient

p value

Emotional/Reactive

.77

.000

Anxious/Depressed

.31

.111

Somatic Complaints

.47

.014

Withdrawn

.67

.000

Attention Problems

.72

.000

Aggressive Behavior

.87

.000

DSM-Oriented Scale – Affective Problems

.43

.027

DSM-Oriented Scale – Anxiety Problems

.48

.012

DSM-Oriented Scale – Pervasive

.63

.000

.74

.000

.89

.000

Developmental Problems
DSM-Oriented Scale – Attention
Deficit/Hyperactivity Problems
DSM-Oriented Scale – Oppositional
Defiant Problems
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The purpose of this study was to determine the satisfaction level of existing
Workforce Education and Development (WED) Master’s students attending the two-week
summer session towards the WED Master’s program at Southern Illinois University
Carbondale. Increased competition, dynamic educational environment, challenges such as
budget cut, higher costs in obtaining college education, changing demographics in the
population, declining enrollments, and a general public call for accountability have
educational institutions realize the importance of student satisfaction (Cheng & Tam, 1997;
Kotler & Fox, 1995). A survey research design was utilized to carry out this study.
Findings indicate the majority of the students were either satisfied or extremely satisfied
with the WED Master’s program.
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Introduction
The introduction of performance-based policies in the United States requires that
higher educational systems to be more accountable. For instance, state systems are now
putting policies in place to obligate state educational institutions to provide data and
evidence to show that they are offering quality education and education-related activities
to students in an effective and efficient manner (Hatcher, Prus and Fitzgerald,1992; Redd,
1998).
Student outcomes, student retention, attrition, and graduate rates are some of the
key measures of the quality and overall effectiveness of the higher educational institution
(Hatcher, et al., 1992; Redd, 1998). The implementation of these policies provides
incentives and encouragement for higher educational institutions to study factors that
affect the quality and overall effectiveness of their programs. Student satisfaction level
has been found to be one of the factors that affects the quality and overall effectiveness of
a university program (Aitken, 1982; Astin, Korn, & Green, 1987; Bailey, Bauman, &
Lata, 1998; Love, 1993; Suen, 1983). In addition, student recruitment and retention have
always been the core activities of higher educational institutions. Student satisfaction has
been identified a factor that affects student recruitment and retention (Hatcher, et al.,
1992; Love, 1993). This basically implies that the higher the level of satisfaction with
the educational environment, the higher the likelihood that the student will stay at the
educational institution and recommend the institution to others. As a result, student
satisfaction has been integrated as a part of the discussion in respect of institutional
effectiveness and student outcomes (Astin, Korn, & Green, 1987; Bailey, Bauman, &
Lata, 1998).
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Problem Statement
Increased competition, dynamic educational environment, challenges such as
budget cut, higher costs in obtaining college education, changing demographics in the
population, declining enrollments, and a general public call for accountability have
educational institutions realize the importance of student satisfaction (Cheng & Tam,
1997; Kotler & Fox, 1995). Studies have shown student satisfaction to have a positive
impact on student motivation, student retention, recruiting efforts and fundraising
(Borden, 1995; Frazer, 1999).
The students’ positive feeling and satisfaction is contingent to the students’
academic and social experiences obtained at the particular institution (Aitken, 1982; Betz,
Menne, Starr, & Klingensmith, 1971; Danielson, 1998; Hatcher, et al., 1992; Stikes 1984;
Tinto, 1993). However, most student studies in higher education focus more on intrinsic
factors of student motivation. It is assumed that students who join graduate school are
more highly motivated than college students and so attrition rates are lower in graduate
schools (Suhre, Jansen & Harskamp, 2006). As a result, student satisfaction among
graduate students is assumed and only usually considered when competition affects
enrolment. There is need for more research in higher education that focuses more on
student needs and concerns for the purposes of improving academic programs. In
addition, extrinsic factors need to be considered as well.
Being able to identify and address students’ needs and expectations allows
educational institutions to attract and retain quality students as well as improve the
quality of their programs (Elliott & Shin, 2002). Therefore, it is vital for educational
institutions to determine and deliver what is important to students. Therefore, the
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purpose of this study is to determine the satisfaction level of existing Workforce
Education and Development Master’s students attending the two-week summer session.
Research Questions
To achieve the purpose of this study, the following questions need to be addressed.
1. What personal demographics characterize current Workforce Education and
Development (WED) graduate students attending the two-week summer session?
2. What geographic area is represented by the current Workforce Education and
Development (WED) graduate students attending the two-week summer session?
3. What is the overall WED Graduate Program satisfaction level of all graduate
students attending the two-week summer session?
4. What is the overall WED Graduate Program satisfaction level of graduate
students enrolled in the off-campus course delivery program attending the twoweek summer session?
5. What is the overall WED Graduate Program satisfaction level of graduate
students enrolled in the on-campus course delivery program attending the twoweek summer session?
6. To what extent does specific Graduate Program characteristics contribute to the
satisfaction level of all graduate students attending the two-week summer session?
7. To what extent do specific Graduate Program characteristics contribute to the
satisfaction level of graduate students enrolled in the off-campus course delivery
program attending the two-week summer session? (please see “definition of
characteristics” section for these program characteristics.
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8. To what extent do specific Graduate Program characteristics contribute to the
satisfaction level of graduate students enrolled in the on-campus course delivery
program attending the two-week summer session?
9. To what extent are the specific WED Graduate Program characteristic related to
overall program satisfaction/dissatisfaction level of all graduate students attending
the two-week summer session?
10. To what extent are the specific WED Graduate Program characteristics related to
overall program satisfaction/dissatisfaction level of graduate students enrolled in
the off-campus course delivery program attending the two-week summer session?
11. To what extent are the specific WED Graduate Program characteristics related to
overall program satisfaction/dissatisfaction level of graduate students enrolled in
the on-campus course delivery program attending the two-week summer session?
Significance of the Study
First, the staff and the director of the WED graduate program can integrate the
results and findings of the study in the retention strategies through necessary modification
and improvement of the WED Master’s program to meet the needs and concerns [as
indicated in the results of the study] of the current students who are enrolled in 2-week
Summer program. Moreover, the results of this study can also be used to assist in
marketing the WED’s graduate program to prospective students and their families. Last,
but not least, this study adds to the importance of how student satisfaction assessment can
be utilized as a tool to ensure the program’s quality and effectiveness.
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Limitations and Delimitations
Limitations always exist in any study. In particular, this study has two limitations.
First of all, the use of a convenient sample limits the generalizability of the results and
findings of the study. In addition, the absence of random sampling does not permit the
analysis of the data collected using inferential statistics. For the delimitations, this study
only surveyed Master’s students who are enrolled in the 2-week Summer program in
2008 in the Department of Workforce Education and Development, Southern Illinois
University Carbondale.
Definition of Characteristics
Student satisfaction-Student satisfaction refers to the attraction, pride, or positive
feeling that the students develop toward the program or institution (Danielson, 1998;
Hatcher, et al., 1992).
Determinants of satisfaction- These refer to the academic and social factors that
contribute to student satisfaction (Aitken, 1982; Betz, Menne, Starr and Klingensmith,
1971).
Operational definition-In this study, we will refer to determinants of satisfaction
as graduate program characteristics. These include admission procedures; faculty
members in the WED department; courses offered in the WED department; program
advisement; other students in the WED graduate program; interaction with faculty in the
WED department; networking opportunities among faculty and students: communication
within WED department and with students; WED graduate program costs; distribution of
courses delivered by distance; preparation for your desired career goal/position;
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preparation for a PhD program; reputation of the WED Master’s program; and the
reputation of SIUC.
Review of Literature
Student satisfaction refers to the attraction, pride, or positive feeling that the
students develop toward the program or institution (Danielson, 1998; Hatcher, et al.,
1992). Strike (1984) indicated that the level of students’ positive feeling or satisfaction is
associated with students’ being able to find adequate resources to meet their academic
and social interests. The students’ ability to project and implement their self concepts as a
students or viewing themselves as part of the institution is also related to their positive
feeling of satisfaction (Sedlacek, 1987; Stikes, 1984). The students’ positive feeling and
satisfaction is also contingent to the students’ academic and social experiences obtained
at the particular institution (Aitken, 1982; Betz, Menne, Starr, & Klingensmith, 1971;
Danielson, 1998; Hatcher, et al., 1992; Stikes 1984; Tinto, 1993). The academic and
social experiences of students are the vehicles that drive students into the life of the
institution (Tinto, 1993). In his Interaction theory into argues that student persistence can
be predicted by their degree of integration. He refers to two kinds of integration;
academic and social integration. Academic integration refers to how students perform
academically (grades) and social integration is how the students interact with faculty
(Suhre, Jansen, and Harskamp, 2006).
Previous studies have shown that students who report positive academic and
social experiences expressed greater satisfaction with their overall college experience
(Bailey, et al., 1998; Danielson, 1998; Tinto, 1993). Other key determinants of student
satisfaction include academic performance, quality of curriculum, quality of instruction,
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quality of academic advising, student satisfaction with major, and the level of isolation
felt by the student (Aitken, 1982). Interaction between faculty members and students is
also a factor affecting student satisfaction in their academic experiences (Allen, 1987;
Betz, et al., 1971; Love, 1993; Tinto, 1993). This implies that sufficient and positive
faculty-student interaction will contribute to overall student satisfaction (Danielson,
1998; Nettles, et al., 1986; Tinto, 1993). Interaction with fellow students is also
associated with student satisfaction (Aitken, 1982).
Research Methods
This study is a descriptive research study using survey method. The population
included all the Master’s students in the department of Workforce Education and
Development about 243 students. The 86 students enrolled in the 2-week WED Master’s
program of Summer, 2008 are the sample chosen for this study.
A convenient sampling design was used in this study. This means that no random
sampling or assignment was performed. Convenient sampling was used because of the
time constraints imposed on this study, the researchers had only one week to collect the
data. The sample frame was specified as all students enrolled in the 2-week WED Master’s
program of Summer, 2008. However, not all those enrolled were WED Masters students,
some were from other departments taking WED summer courses as electives. The nonWED student responses were not considered and together with those who were absent or
had dropped the courses, they totaled up to 29 students. The sampling units or those
whose responses were considered in the study were 57 WED graduate students enrolled
in the 2-week WED Master’s program of Summer, 2008.
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In terms of sample characteristics, there were 57 WED students enrolled in the 2week WED Master’s program of summer, 2008. Of the 57 students, 34 were classified as
non-traditional. Non-traditional students enroll into the WED Master’s degree through the
off-campus degree program. If they are Illinois residents, then they must attend one (1)
two-week summer session on SIUC campus and will not attend campus courses in either
the fall or spring semester. If they are not Illinois residents, they must attend two (2) twoweek summer sessions on SIUC campus and will not attend campus courses in either the
fall or spring semester. The remaining 23 students were classified as traditional students.
In this study, traditional students were defined as students who enroll into the WED
Master’s degree through the on-campus degree program. For convenience, they attend the
summer two-week session in addition to attending courses on campus in either or both
the fall and spring semester.
Instrument
A 5-point Likert-type scale questionnaire was used as a data collection instrument
in order to obtain student attitudes toward different characteristics. The questionnaire
was divided into three main sections. The first section which contained only one item
which asked participants to rate their overall satisfaction of the WED Master’s program.
The second section asked participants to rate their overall satisfaction on 14 different
items. The forced choice statements presented were in order of Extremely Satisfied, Satisfied,
Somewhat Satisfied, Unsatisfied and Extremely Unsatisfied. The last section asked participants
to provide their demographic information.

2009 HICE Proceedings
Page 2898

10
Instrument Validity and Reliability
The instrument developed by the WED graduate program [with slight
modification] was used to collect the data. The modification included adding two extra
questions to the second section, and the omission of “ethnicity and race” in the
demographic section. Appropriate permission was elicited and granted to use the
instrument with this slight modification. To establish the validity of the instrument, the
WED graduate program conducted a review of literature and utilized a penal of experts to
generate the items found in this instrument. In addition, the focus groups and pilot studies
were performed in order to establish the reliability of the instrument. In addition, the
instrument was reviewed by another panel of researchers before it was distributed to the
subjects. As a result, the validity and reliability of this instrument were established.
Data Collection Process
After resuming from class break, the researchers explained the nature of the
survey and how the results were going to be used. The participants were invited to
participate in the survey and were told that it would take only 10 to 15 minutes to fill out
the questionnaire. It was emphasized that their participation was voluntary and their
responses would be kept unanimous and confidential. Before the informed consent and
questionnaire were handed to the participants, the participants were told that should they
wish not to participate in the survey, they did not have to sign the informed consent nor
fill out the questionnaire.
Data Analysis
SPSS Version 14.0 was used to perform the analyses to addresses the research
questions. Data analyses included descriptive statistics and a Spearman’s rho correlation.
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Descriptive statistics included measurements of frequencies, percentages, means, and
standard deviations. The Spearman’s rho correlation showed the degree to which subjects
maintained the same relative position on two measures (McMillan & Schumacher, 2006).
A Likert-type scale falls within the ordinal level of measurement (Jamieson, 2004). That
is, response categories have a rank order, but the intervals between the values can not be
equal. Therefore, the appropriate statistics for ordinal data are nonparametric tests such as
Spearman’s rho correlation (Jamieson, 2004, p. 1217). The correlations are reported in
isolation of all other related variables.
This team of researchers are aware that the aspects of a graduate program are
correlated amongst themselves and that multiple regression would have been a better
method to account for the shared relationships; however, the sample size was too small to
run multiple regression analysis. As a result, the rho and p values computed may not
accurately reflect the relationship between all of the aspects of the WED department and
overall program satisfaction due to shared variability and inflated type I error. The alpha
level of .05 was predetermined for this study. The following section presents respondent
data and results according to eleven research questions.
Findings
Research Question 1: What personal demographics characterize current Workforce
Education and Development (WED) graduate students attending the two-week summer
session?
Data for Research Question 1 were analyzed via descriptive statistics. As reflected
in Table 1, the ages of the respondents’ ranged from 22 years old to 54 years old. The
mean of the respondents’ ages was 35.33, with a standard deviation of 9.59.
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Table 1
Age of Respondents

Characteristic
Age

n

M

sd

Min

Max

57

35.33

9.587

22

54

Table 2 contains other demographic characteristics of the respondents. All 57 of
the respondents declared Workforce Education and Development as their major. Of the
respondents, 30 (52.6%) were female, 27 (47.4%) were male, 29 (51.8%) were single and
27 (48.2%) were married. Twenty-three (40.4%) were identified as traditional students
(defined by taking courses on campus year-around), 19 (33.3%) were identified as nontraditional students attending 1st summer session, and 15 (26.3%) were identified as nontraditional students attending 2nd summer session. The majority of students (62.5%) are
either into their first or second year of the graduate program. Twenty-six (48.1%) of the
students reported a 4.0 grade point average(GPA).
Table 2
Demographic Characteristics of Respondents

Characteristics

Frequency

Percent

Major (n = 57)
Workforce Education and Development

57

100

Gender (n = 57)
Female

30

52.6

Male

27

47.4
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Characteristics

Frequency

Percent

Single

29

51.8

Married

27

48.2

Traditional student

23

40.4

Non-traditional attending 1st summer

19

33.3

Non-traditional attending 2nd summer

15

26.3

1st semester (0.0)

4

8.3

One-half year (0.5)

9

18.8

One year (1.0)

20

41.7

One and half year (1.5)

3

6.3

Two years (2.0)

10

20.8

Two and half year (2.5)

1

2.1

Three years (3.0)

1

2.1

3.0 – 3.4

10

18.7

3.5 – 3.91

18

33.2

4.0

26

48.1

Marital Status (n = 56)

Student Status (n = 57)

Years completed so far in Program (n = 48)

Current Grade Point Average Range (n = 57)

Research Question 2: What geographic area is represented by the current Workforce
Education and Development (WED) graduate students attending the two-week summer
session?
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Data for Research question 2 was calculated in miles from Southern Illinois
University Carbondale (SIUC) campus area code and is presented in Table 3.
Table 3
Miles from SIUC area code 62901 (N=57)

Characteristic

n

M

sd

Median

Max

Min

Miles from 62901

51

266

409

65

1812

0

Range
0
7 - 22

Freq

Percent

14

27.5

10

19.7

7

14.0

11

21.9

7

14.0

2

4.0

55 - 85
165 - 520
675 - 996
1500 - 1800

Research Question 3: What is the overall WED Graduate Program satisfaction
level of all graduate students attending the two-week summer session?
Of the 55 respondents, 15 (27.3%) were Extremely Satisfied, 30 (54.5%) were
Satisfied, 9 (16.4%) were Somewhat Satisfied, and 1 (1.8%) was Extremely Unsatisfied.
Research Question 4: What is the overall WED Graduate Program satisfaction level of
graduate students enrolled in the off-campus course delivery program attending the twoweek summer session?
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Of the 32 respondents, 10 (31.3%) were Extremely Satisfied, 14 (43.8%) were
Satisfied, 7 (21.9%) were Somewhat Satisfied, and 1 (3.1%) was Extremely Unsatisfied.
Research Question 5: What is the overall WED Graduate Program satisfaction
level of graduate students enrolled in the on-campus course delivery program attending
the two-week summer session?
Of the 23 respondents, 5 (21.7%) were Extremely Satisfied, 16 (69.6%) were
Satisfied, and 2 (8.7%) were Somewhat Satisfied.
Research Question 6: To what extent does specific WED Graduate Program
characteristics contribute to the satisfaction level of all graduate students attending the
two-week summer session?
Research Question 7: To what extent do specific WED Graduate Program characteristics
(listed above) contribute to the satisfaction level of graduate students enrolled in the offcampus course delivery program attending the two-week summer session?
Research Question 8: To what extent do specific WED Graduate Program
characteristics (listed above ) contribute to the satisfaction level of graduate students
enrolled in the on-campus course delivery program attending the two-week summer
session?
Research Question 6, 7, and 8 defined specific characteristics of the WED
Department that contributed to the Graduate Program. More specifically, 14
characteristics were identified that were particular to the two-week summer session. The
results of the analysis are presented in Table 4.
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Table 4
Specific characteristics of the WED Department
n

Extremely
Satisfied

Satisfied

Somewhat
Satisfied

Unsatisfied

Extremely
Unsatisfied

All graduate students

57

20(35.1)

29(50.9)

4(7.0)

4(7.0)

0

Non-traditional students

34

10(29.4)

19(55.9)

2(5.9)

3(8.8)

0

Traditional students

23

10(43.5)

10(43.5)

2(8.7)

1(4.3)

0

All graduate students

57

29(50.9)

23(40.4)

4(7.0)

1(1.8)

0

Non-traditional students

34

21(61.8)

11(32.4)

1(2.9)

1(2.9)

0

Traditional students

23

8(34.8)

12(52.2)

3(13.0)

0

0

All graduate students

57

21(36.8)

27(47.4)

7(12.3)

1(1.8)

1(1.8)

Non-traditional students

34

13(38.2)

16(47.1)

3(8.8)

1(2.9)

1(2.9)

Traditional students

23

8(34.8)

11(47.8)

4(17.4)

0

0

Characteristic and Student Status
Admission Procedures

Faculty Members in WED Department

Course Offered in WED Department

Note. n = responses (percentage)

16
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Table 4 (continued)
Specific characteristics of the WED Department

n

Extremely
Satisfied

Satisfied

Somewhat
Satisfied

Unsatisfied

Extremely
Unsatisfied

All graduate students

57

9(15.8)

27(47.4)

10(17.5)

6(10.5)

5(8.8)

Non-traditional students

34

6(17.6)

17(50.0)

4(11.8)

3(8.8)

4(11.8)

Traditional students

23

3(13)

10(43.5)

6(26.1)

3(13.0)

1(4.3)

All graduate students

56

23(41.1)

25(44.6)

5(8.9)

3(5.4)

0

Non-traditional students

34

15(44.1)

16(47.1)

3(8.8)

0

0

Traditional students

22

8(36.4)

9(40.9)

2(9.1)

3(13.6)

0

57

28(49.1)

21(36.8)

8(14)

0

0

Non-traditional students

34

18(52.9)

11(32.4)

5(14.7)

0

0

Traditional students

23

10(43.5)

10(43.5)

3(13.0)

0

0

Characteristic and Student Status
Program Advisement

Other students in WED Graduate Program

Your interaction with faculty in the WED
Department
All graduate students

Note. n = responses (percentage)

17
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Table 4 (continued)
Specific characteristics of the WED Department

n

Extremely
Satisfied

Satisfied

Somewhat
Satisfied

Unsatisfied

Extremely
Unsatisfied

57

19(33.3)

23(40.4)

13(22.8)

1(1.8)

1(1.8)

Non-traditional students

34

10(29.4)

15(44.1)

8(23.5)

0

1(2.9)

Traditional students

23

9(39.1)

8(34.8)

5(21.7)

1(4.3)

0

57

20(35.1)

27(47.4)

5(8.8)

3(5.3)

2(3.5)

Non-traditional students

34

10(29.4)

15(44.1)

4(11.8)

3(8.8)

2(5.9)

Traditional students

23

10(43.5)

12(52.2)

1(4.3)

0

0

All graduate students

56

11(19.6)

23(41.1)

16(28.6)

4(7.1)

2(3.6)

Non-traditional students

34

7(20.6)

10(29.4)

14(41.2)

1(2.9)

2(5.9)

Traditional students

22

4(18.2)

13(59.1)

2(9.1)

3(13.6)

0

Characteristic and Student Status
Networking opportunities among faculty
and students
All graduate students

Communications within WED Department
and with students
All graduate students

WED Graduate Program costs

Note. n = responses (percentage)

18
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Table 4 (continued)
Specific characteristics of the WED Department

Characteristic and Student Status
Distribution of courses delivered by
distance
All graduate students

n

Extremely
Satisfied

Satisfied

Somewhat
Satisfied

Unsatisfied

Extremely
Unsatisfied

54

12(22.2)

22(40.7)

14(25.9)

5(9.3)

1(1.9)

Non-traditional students

34

8(24.2)

13(39.4)

8(24.2)

4(12.1)

0

Traditional students

21

4(19.0)

9(42.9)

6(28.6)

1(4.8)

1(4.8)

Preparation for your desired career
goal/position
All graduate students

57

17(29.8)

31(54.4)

6(10.5)

3(5.3)

0

Non-traditional students

34

10(29.4)

18(52.9)

5(14.7)

1(2.9)

0

Traditional students

23

7(30.4)

13(56.5)

1(4.3)

2(8.7)

0

All graduate students

50

10(20.0)

24(48.0)

12(24.0)

4(8.0)

0

Non-traditional students

32

7(21.9)

12(37.5)

9(28.1)

4(12.5)

0

Traditional students

18

3(16.7)

12(66.7)

3(16.7)

0

0

Preparation for a PhD program

Note. n = responses (percentage)

19
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Table 4 (continued)
Specific characteristics of the WED Department

n

Extremely
Satisfied

Satisfied

Somewhat
Satisfied

Unsatisfied

Extremely
Unsatisfied

All graduate students

57

25(43.9)

27(47.4)

4(7.0)

1(1.8)

0

Non-traditional students

34

18(52.9)

13(38.2)

2(5.9)

1(2.9)

0

Traditional students

23

7(30.4)

14(60.9)

2(8.7)

0

0

All graduate students

57

20(35.1)

27(47.4)

9(15.8)

1(1.8)

0

Non-traditional students

34

14(41.2)

16(47.1)

3(8.8)

1(2.9)

0

Traditional students

23

6(26.1)

11(47.8)

6(26.1)

0

0

Characteristic and Student Status
Reputation of MS WED Program

Reputation of SIUC

Note. n = responses (percentage)

20
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Research Question 9: To what extent are the specific WED Graduate Program
characteristic(listed above)related to overall program satisfaction/dissatisfaction level of
all graduate students attending the two-week summer session?
Research Question 10:To what extent are the specific WED Graduate Program
characteristics(listed above) related to overall program satisfaction/dissatisfaction level
of graduate students enrolled in the off-campus course delivery program attending the
two-week summer session?
Research Question 11: To what extent are the specific WED Graduate Program
characteristics(listed above) related to overall program satisfaction/dissatisfaction level
of graduate students enrolled in the on-campus course delivery program attending the
two-week summer session?
The purpose of Research Questions 9, 10, and 11 was to examine the relationship
of respondents’ overall program satisfaction to the 14 characteristics associated with the
two-week summer session using Spearman’s rho correlation. Results of the analysis are
presented in Tables 5, 6, and 7.
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Table 5
Spearman Correlation between Overall Program Satisfaction level of all graduate
students attending the two-week summer session and characteristics of the WED
Graduate Department

Characteristic

n

rho

Preparation for your desired career goal/position

55

.635**

Courses offered in the WED Department

55

.619**

Program advisement

55

.593**

Reputation of MS WED Program

55

.505**

WED Graduate Program costs

54

.482**

Other students in WED Graduate Program

54

.473**

Networking opportunities among faculty and students

55

.443**

Preparation for a PhD program

49

.430**

Communication within WED Department and with students

55

.418**

Your interaction with faculty in the WED Department

55

.415**

Faculty members in the WED Department

55

.399**

Reputation of SIUC

55

.312*

Distribution of courses delivered by distance

52

.260

Admission procedures

55

.249

Note. *p < .05. **p < .01.
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Table 6
Spearman Correlation between Overall Program Satisfaction level of graduate students
enrolled in the off-campus course delivery program attending the two-week summer
session and characteristics of the WED Graduate Department off campus

Characteristic

n

rho

Courses offered in the WED Department

32

.697**

Program advisement

32

.683**

Preparation for your desired career goal/position

32

.683**

Communication within WED Department and with students

32

.605**

WED Graduate Program costs

32

.583**

Reputation of MS WED Program

32

.543**

Networking opportunities among faculty and students

32

.540**

Other students in WED Graduate Program

32

.519**

Your interaction with faculty in the WED Department

32

.514**

Faculty members in the WED Department

32

.501**

Preparation for a PhD program

31

.406*

Admission procedures

32

.327

Reputation of SIUC

32

.239

Distribution of courses delivered by distance

31

.197

Note. *p < .05. **p < .01.
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Table 7
Spearman Correlation between Overall Program Satisfaction level graduate students
enrolled in the on-campus course delivery program attending the two-week summer
session and characteristics of the WED Graduate Department.

Characteristic

N

rho

Preparation for your desired career goal/position

23

.548**

Courses offered in the WED Department

23

.486*

Reputation of SIUC

23

.471*

Reputation of MS WED Program

23

.448*

Other students in WED Graduate Program

22

.445*

Preparation for a PhD program

18

.430

Program advisement

23

.424*

Distribution of courses delivered by distance

21

.389

Faculty members in the WED Department

23

.279

Networking opportunities among faculty and students

23

.257

Your interaction with faculty in the WED Department

23

.218

WED Graduate Program costs

22

.178

Admission procedures

23

.106

Communication within WED Department and with students

23

-.032

Note. *p < .05. **p < .01.
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Conclusions
The purpose of this study was to determine the satisfaction level of existing
Workforce Education and Development Master’s students attending the 2008 two-week
summer session. More specifically the study (a) compiled a demographic profile, (b)
determined the level of satisfaction with characteristics particular to the WED graduate
program, and (c) measured their degree of satisfaction regarding overall satisfaction with
the WED graduate program.
Demographic Profile
Respondents’ age ranged from 22 to 54 with a mean of 35 years old. The WED
graduate program is more desirable for persons of maturity or otherwise known as nontraditional students (meaning upper age), which is typical of the type of students who
enroll graduate school. Students who are admitted into the WED graduate program must
have completed at least two years of work experience; this may be an additionally reason
for the age of students enrolled in this program.
The majority of students reside at least 55 miles from the SIUC campus. The
dedication of time off away work, away from family, and the financial burden of room
and board for the two weeks is a testament of their commitment and need for this
graduate degree.
The 2008 summer session was designed for the non-traditional students which
were reported as the majority (59.6%) in this present study. A non-traditional student was
defined as a student enrolled in the off-campus degree program (OCDP). As a
requirement, students residing outside of Illinois must commit to two summers of on-
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campus (SIUC) instruction, while in-state residents must commit to attending for one
summer. Therefore, the results are indicative of the program format.
Satisfaction of Characteristics
Of the 55 respondents, the majority were overall satisfied with the WED graduate
program. However, the on-campus students and non-traditional students differ on their
level of overall satisfaction. Of the 23 on-campus respondents’ 91.3% were extremely
satisfied or satisfied while 75.1% of the non-traditional students (n = 32) were extremely
satisfied or satisfied.
The results continue with the differences between non-traditional students and oncampus students with regards to the satisfaction of characteristics of the WED graduate
program. The non-traditional students were most satisfied with faculty members in the
WED department while the on-campus students were most satisfied with communications
within the WED Department and with students.
Overall Satisfaction with Characteristics
Both groups of students indicated the characteristics of WED graduate program
does prepare you for your desired career/goal position, courses offered in the WED
program, program advisement, and the reputation of the MS WED program contribute to
the overall satisfaction level with the WED graduate program.
Interestingly, the reputation of SIUC by the on-campus students is moderately
correlated while the off-campus has low correlation to overall satisfaction with the Wed
graduate program.
The characteristics of communication within the WED Department and students,
networking opportunities among faculty and students, interaction with faculty in the
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WED Department, and faculty members within the WED Department while these are
moderately positive correlated among the non-traditional students, these characteristics
ranked low among on-campus students.
Not surprisingly, the distribution of courses by distance was indicated as the
lowest positive correlation with overall program satisfaction. This could be contributed to
the limited number of online courses offered by the WED program.
Implications
The WED graduate program should continue to market their program to
experienced workers who want to further their education. The WED graduate program
caters to two distinct groups of students (a) on-campus and (b) non-traditional students.
This study proved that each group of students has different needs. The WED graduate
program director, WED faculty, the WED chair need to focus on sustaining the
characteristics with which each group of students are satisfied and develop a strategic
plan to improve the characteristics with which they are dissatisfied. These characteristics
should be communicated between and among graduate students, faculty, and
administration.
The WED graduate program accommodates the needs of their students through
the design of the program format. This study has allowed the stakeholders to pinpoint
what each group (on-campus and non-traditional) of students need to be successful in
obtaining their Master’s degree. Not only current students needs need to be addressed but
for the improvement of quality of the WED graduate program to attract and retain future
students.
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Doing What is Needed: Training Highly Qualified Beginning Teachers
What Beginning Highly Qualified Teachers Should Know and Be Able To Do
For the past three decades urban school districts have faced continuing teacher
shortages. State and national political rhetoric has shifted from general discussions of
statements of what constitutes a highly qualified teacher to specific discussions of what
newly credentialed teachers should know and be able to do. Coupled with a national call
to raise standards in teacher preparation and licensure programs, researchers began to
discuss a link the between the importance of teacher knowledge and student achievement.
Several reports including, The Nation at Risk, the Holmes Group; John Goodland’s
National Network for Educational Renewal; the Renaissance Group; the Project 30
Alliance, The National Commission on Teaching and America’s Future, The National
Board for Professional Teaching; and the National Council for Accreditation of Teacher
Education were critical of teacher education institutions and recommended more rigorous
and measurable teacher credential candidate standards, higher teaching expectations
including academic performance, and explicit calls for teacher preparation programs to be
evaluated partially by how well their graduates meet performance standards (Hitz, 2008).
During the last decade teacher credential programs emphasized performance
standards for teacher credential programs. Ferguson (1991) supplied data that supported
the notion that teacher’s experience-as measured by scores on a licensing examination,
master’s degrees, and experience-accounted for about 40% of the measured variance in
student reading and mathematics in grades 1-11. Ferguson also asserted that after
controlling for economic status, the large disparities in achievement between black and
white students were almost entirely accounted for by differences in the qualifications of
their teachers. The notion of raising teacher performance standards continued to be fueled
by recommendations of the National Board for Professional Teaching Standards
(NBPTS), the Interstate New Teacher Assessment and Support Consortium (INTASC),
and the performance-based standards of the National Council for Accreditation of
Teacher Education (NCATE) (Hitz, 2008).
Defining Highly Qualified Teachers
A report from the National Commission on Teaching and America’s Future was
published with the following challenge; “By the year 2006, America will provide every
student with what should be his or her educational birthright: access to competent, caring
and qualified teaching” (Darling-Hammond 1996, p. 1). The report further documented
the relationship between student achievement and teacher skills by stressing what
teachers know and can do is crucial to what students learn (National Committee on
Teaching and America’s Future, 1996). Similar findings were reported by DarlingHammond & Bell (1995; 1997); Darling-Hammond (1995, 1997); and Honawar (2008).
These and other results continued to support the contention that a highly qualified teacher
possesses the ability to raise student achievement.
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Through authorization of the Higher Education Act, Congress imposed reporting
regulations on all schools and colleges of education through Title II as an attempt to
ensure the quality of teacher education programs. Using data from the Title II
requirements, the U.S. Department of Education issued a report, Meeting the Highly
Qualified Teachers Challenge: The Secretary’s Annual Report on Teacher Quality, The
data collected for this report suggested that schools of education and formal teacher
training programs were failing to produce the types of highly qualified teachers that the
No Child Left Behind (NCLB) Act, demands. The report continued to question the value
students receive from attending schools of education and recommended the
implementation of alternative teacher education programs and streamlining teacher
certification through alternative routes (Hitz, 2008).
Under No Child Left Behind (NCLB) legislation, states have greater flexibility in
how they use federal education funds, how teachers are credentialed, and the reduction or
revision of licensure requirements (U.S. Department of Education, 2002). Responding to
NCLB’s call for developing alternative certification and the reduction, revision, or
elimination of licensure requirements, several alternative teacher preparation programs
have been developed and implemented. Notable alternative teacher credentialing
programs include: Teach for America and the teaching residencies of Chicago’s
Academy for Urban School Leadership (AUSL), the Boston Teacher Residency Program,
and the Boettcher Teachers Program in Denver (Darling-Hammond, 2008).
Raising Standards for Teacher Credential Candidates
Elmore (2002) suggests that the knowledge, skills and abilities necessary for what
a teacher should know and do reside in three domains: (1) deep knowledge of the subject
matter (e.g., math, science, history-social science) and skills (e.g., reading and writing)
that are to be taught; (2) expertise in instructional practices that cut across specific subject
area, or general pedagogical knowledge: and (3) expertise in instructional practices that
address the problems of teaching and learning associated with specific studies and bodies
of knowledge, referred to as pedagogical content knowledge(p.17). What a successful
beginning teacher should know and be able to do are reflected in the California Teaching
Performance Expectations (TPE’s) (California Commission on Teacher Credentialing,
2008).
A New Mandate
In response to the mandates of NCLB in 1998, the California Legislature passed
California Senate Bill 2042 requiring all teacher credential candidates applying for a
preliminary Multiple or a Single Subject Teaching Credential; pass a California
Commission on Teacher Credentialing (CTC) approved Teaching Performance
Assessment (TPA). Implementation of Senate Bill, 2042 was delayed by the Commission
in 2003 in response to requests received from the Legislature and others during the state’s
financial crisis at that time. Senate Bill 1209 (Chapter 517, Statutes of 2006), however,
mandated the implementation of a TPA requirement for all multiple and single subject
professional teacher preparation programs beginning July 1, 2008. The Commission took
action in December 2006 to require that any candidate who began a teacher preparation
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program on or after July 1, 2008 must pass a TPA prior to recommendation for a
credential (CTC, 2008)
Today, California universities offering a teacher credential program are mandated
by the State Legislature to implement a TPA. Two Commission approved TPAs include
the California Teaching Performance Assessment (CalTPA), and the Performance
Assessment for California Teachers (PACT). Both assessments are based on the
California Standards for the Teaching Profession as exemplified in the TPE’s for
beginning teachers. The CalTPA measures a candidate’s knowledge, skills and
understanding of California’s TPE’s except for TPA 12 (Professional, Legal, and Ethical
Obligations), which is measured within the teacher preparation program. The CalTPA
provides candidates with a series of four performance tasks, each of which increase in
complexity. The tasks are embedded within the teacher preparation program sequence
and are both administered and scored by program sponsors. The PACT was developed by
Stanford University and a consortium of public and private institutions of higher
education. It consists of Embedded Signature Assignments (ESA’s) and the Teaching
Event. The PACT measures all thirteen TPE’s. Currently, a third TPA assessment
developed by California State University, Fresno is under Commission review (CTC,
2008).
For California teacher credential candidates to successful meet the requirements
of a TPA, teacher credentialing programs will need to continue to tailor credential
programs focusing on a candidate’s ability to make teaching decisions based on
intentional cognitive decisions supported by research-based rationale. Intentional
cognitive decisions include a number of teaching decisions teachers use to match learning
of subject matter to preferred student learning patterns. Students enrolled in teacher
credentialing programs should receive practice in teaching for student success by
designing, teaching, and assessing multiple ways to present lessons (Sternberg, Torff &
Grigorenko, 1998; Sternberg, 2002). Examples of intentional cognitive reflections
include reflection on decisions about: (1) instructional design; (2) subject matter
pedagogy; (3) designing assessment, and (4) developing comprehensive teacher
competencies (Elmore, 2002).
Research Questions
This paper responds to a series of questions about California TPA’s and the
training of highly qualified teachers. They include: (1) What is the rationale for including
a TPA into a teacher credential program? (2) Does the incorporation of a TPA into a
teacher credential program significantly change the way credential candidates are
trained? (3) What are the effects of a university incorporating a TPA into their teacher
credentialing program? (4) Do teacher credential program experiences contribute to
candidate knowledge of California TPE’s? And (5) Does incorporation of a TPA into a
teacher credential program contribute to what a beginning teacher should know and be
able to do.
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Rationale for Inclusion of a California Teaching Performance
Assessment Into A Teacher Preparation Program
The CalTPA and the PACT were developed as a series of tasks that measure a
candidate’s performance on California’s TPE’s. Senate Bill 1209 (Chap. 517, Statutes of
2006) mandates the statewide implementation of a TPA (CTC 2008). The purpose of a
TPA is to sustain high quality standards for the preparation and teaching performance of
credential candidates by: (1) assuring that all students recommended for a preliminary
multiple or single subject teaching credential demonstrate a satisfactory level of mastery
of the California TPE’s, (2) using TPA results as an indication of program effectiveness;
(3) providing candidates a way to judge their progress and needs with their teacher
preparation program; (4) providing evidence of a candidate’s development for use in an
induction program and (5) meeting the requirements specified in Senate Bill (SB) 1209
(chapter 517, Statutes of 2006) concerning the state wide implementation of a TPA
(CTC, 2006, CTC 2008). The California TPE’s incorporated are described below.
California Teaching Performance Expectations (TPE)
A. Making subject matter comprehensive to students
TPE 1: Specific Pedagogical Skills for Subject Matter Instruction
a. Subject-specific Pedagogical Skills for Multiple Subject Teaching
Assignments
b. Subject-Specific Pedagogical Skills for Single Subject Teaching
B. Assessing Student Learning
TPE 2: Monitoring Student Learning During Instruction
TPE 3: Interpretation and Use of Assessments
C. Engaging and Supporting Students in Learning
TPE 4: Making Content Accessible
TPE 5: Student Engagement
TPE 6: Developing Appropriate Teaching Practices
a. Developmentally Appropriate Practices in Grades K-3
b. Developmentally Appropriate Practices in Grades 4-8
c. Developmentally Appropriate Practices in Grades 9-12
TPE 7: Teaching English Learners
D. Planning Instruction and Designing Learning Experiences for Students
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TPE 8: Learning about Students
TPE 9: Instructional Planning
E. Creating and Maintaining Effective Environments For Student learning
TPE 10: Instructional Time
TPE 11: Social Environment
F. Developing as a Professional Educator
TPE 12: Professional, Legal and Ethical Obligations
TPE 13: Professional Growth (CTC, 2006)

Incorporating A California Teaching Performance Assessment
Into Teacher Credentialing Programs
Preparing teacher credential candidates to negotiate the TPA will require both
short and long term program commitments by a university. California universities
offering a Commission approved teacher preparation program are required to offer a
T PA embedded within the program of all credential candidates beginning July 1, 2008
(CTC 2008). The TPA measures the TPE’s in multiple ways which requires universities
to review of all course syllabi to ensure that the TPE’s are thoroughly embedded within
each course. The Commission offers assessor training to university faculty, field
supervisors, retired teachers and administrators, and other education professionals to
certify as assessors in TPA.
Effect of Implementing a California Teaching Performance Assessment
The effect of a TPA requirement for credential candidates enrolling in a teaching
credential program, in California, after July 1, 2008 effects students who: (1) enroll in a
Multiple and Single Subject credential program on or after July 1, 2008; (2) are currently
enrolled in a Multiple or Single Subject credential program that have not completed a
course towards this program before July 1, 2008; and (3) have discontinued their Multiple
or Single Subject credential program for 12 months or more and have not successful
completed an academic course, if re-enrolled into their program on or after July 1, 2008
(National University, 2008). Major concerns a university teacher credentialing program
will have to consider after July 1, 2008 include: (1) organizing faculty review of
foundations, methodological, and clinical teacher program syllabi for embedded TPEs;
(2) TPA training for faculty-student advising; (3) the cost of offering and scoring a TPA;
(4) developing an introductory course to acquaint students in how to negotiate a TPA;
and (5) providing for university data collection and storage of formative and summative
TPA information to be used by the Commission and university for teacher credential
program improvement.
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Training Teacher Credential Candidates
A continuing goal of education is to train beginning teachers in how to raise
achievement of all students. The problem remains-how can teachers possible raise the
achievement of all students? Some students benefit by instruction they receive and other
do not. Reasons some students may be hard to teach include disabilities, disorders,
motivational problems, and health problems to name a few. Another reason for student
failure is that some students may not benefit from instruction if there exists a mismatch
between the learning patterns of some students and the particular range of methods that a
teacher is using (Sternberg, 2002).
Sternberg’s theory of successful intelligence supports the premise that many
students who might like to study a given conventional subject area may stop because they
believe that they can not succeed in studying it. They may give up or stop taking courses
in particular subject areas. Sternberg (2002) defines teaching for successful intelligence
as teaching a student to succeed in life, given one’s own goals and environmental
contexts.
Teaching for successful intelligence therefore forms not only a basis for school
achievement but also achievement in life. A person is successfully intelligent to the
extent that one effectively adapts to, shapes, and selects environments, as appropriate to
their individual circumstances. To achieve success, students have three choices. They can
adapt to fit the environment, they can modify the environment to fit their goals and needs,
or they can select another environment that better fits their goals and needs (Sternberg, &
Grigorenko, 2007). People adapt to their environment by capitalizing on individual
strengths and begin to recognize and correct their own weakness. Each person has to find
and refine their own particular pathway to success. One of the most useful strategies a
teacher can teach a student is to help each student figure out how to use what they do well
and find ways around things they do not do as well. Students need to learn to capitalize
and compensate by balancing their analytical, creative, and practical abilities to reach
success. Teaching for successful intelligence can guide teachers in training to teach using
a series of teaching techniques that reach as many students as possible (Sternberg, 2002;
Sternberg, & Grigorenko, 2007).
Sternberg et al, (2007) continues by describing teaching for successful
intelligence as a way of looking at the teaching-learning process that broadens the kinds
of activities and assessment teachers traditionally do. Good teachers “teach for successful
intelligence” spontaneously. But for what ever the reason, most do not. Teaching for
successful intelligence involves at a minimum, using a set of tasks that encourage
students to engage in memory, analytical, creative and practical learning (Sternberg,
2004).
Teaching for memory learning is the most conventional way to teach. Teaching
for successful intelligence is not about asking teachers to stop the way they are teaching.
The theory of successful intelligence recommends that teachers build on memory
learning. Teaching for memory becomes the foundation of all other teaching because

2009 HICE Proceedings
Page 2925

students can not think critically about what they know if they do not know anything.
Teaching for memory includes assisting or assessing students memory of who, what,
where, when, why and how. Teaching and assessing for memory includes recall and
recognition of facts, matching one set of items with another, verifying statements and
repeating what has been learned (Sternberg, 2002; Sternberg & Grigorenko, 2007)).
Teaching for analytical learning recognizes that some students are not particularly
adept as memory learners. Many students have the ability to learn but cannot memorize
or recall a set of isolated facts. Teaching and assessing for analytical learning and
thinking include: analyzing and evaluating an issue; explaining how something works;
comparing and contrasting two or more items; and judging the value of the characteristics
of something (Sternberg, 2002; Sternberg & Grigorenko, 2007).
Teaching for creative learning acknowledges that teaching should include
encouraging students to use and develop their creative abilities. Some students learn best
when they are allowed to find their own individual ways to learn material and then are
left to explore ideas that go beyond those likely to be in books or in lectures. Examples
for teaching and assessing for creative learning and thinking include: creating a game;
inventing a toy; exploring new ways of solving problems; imagining what would happen
if scenarios; synthesizing knowledge of a major event such as the Vietnam War or current
conflicts (Sternberg, 2002). Sternberg (2002) argues, that to a large extent creative
thinking represents a decision by teachers to think and do things in a certain way by
redefining responses, taking intellectual risks; surmounting obstacles when people
criticize one’s attempts at being creative; and working to persuade people of the value of
creative ideas.
Some students are practical learners meaning that they do not catch on unless they
see some kind of practical use for what they are learning. Examples of teaching and
assessing for practical learning include: putting into practice what you have learned,
using knowledge learned in every day life, forecasting an event, or changing your own
behavior. Examples of applying practical knowledge include applying knowledge of
history in running for an elected office, using knowledge of paints to achieve a certain
color, or using an understanding of good speaking to give a persuasive talk (Sternberg,
2002). Teaching for practical thinking is about teaching students to adopt certain attitudes
when approaching intellectual work. These attitudes include combating the tendency to
procrastinate, getting organized to get work done, figuring out how one learns best,
avoiding using self-pity as an excuse for not working hard, and avoiding blaming others
for one’s own failings (Sternberg, 2002).
In two separate studies (Sternberg et al., 1999) found that high school students
who were taught in a way that, (at least some of the time), enabled them to use their
preferred learning skill strengths, outperformed students who were not taught to use their
strengths. A second study found that third grade students who were taught for successful
intelligence outperformed students who were taught either for either memory or critical
thinking. These results were duplicated across grade level, subject matter, and type of
assessment (Sternberg, 1998a, b).
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Subsequently, Sternberg et al., (2002) relates that students who were taught for
memory, analytical, creative and practical learning outperformed the students taught in
the more conventional way on all assignments, whether for vocabulary, or reading
comprehension, and whether teachers emphasized memory-based, analytical creative, or
practical thinking.
Raising the Achievement of All Students
As a TPA assessor my analysis of TPA prompts reveals that successful
negotiation of a TPA requires candidates to respond to prompts demonstrating their
knowledge of the TPE’s using intentional cognitive rationale. A review of the prompts
also reveal that the principles of teaching for memory, analytical, creative and practical
learning should assist candidates taking the TPA to organize their responses in an
intentional way using for rationale from current research. Organizing student knowledge
should be a precursor for successfully negotiating a TPA. If teacher credential candidates
become familiar with and practice the strategies of teaching for memory, analytical,
creative and practical learning throughout their credential program, then they should be
able to recognize students’ strongest learning skills, and how to successfully teach to
those skills. Additionally beginning teachers will be able to teach students how to
compensate for their weaker skills. The result will be that newly credentialed teachers
would not be as likely to be teaching with a mismatch between the learning patterns of
some students and the particular range of methods they are using to try to teach all
students. The outcome of teaching for memory, analytical, creative and practical learning
is that beginning teachers learn to teach with a balance of teaching strategies,
concentrating not only in memory learning but in analytical, creative, and practical
learning. By teaching for analytical, creative and practical learning success, a beginning
teacher is addressing some students’ strengths, at least some of the time and, at the same
time, is allowing students to recognize work on and correcting their learning style
weakness (Sternberg, 2002; Sternberg & Grigorenko, 2007)).
As teacher credential candidate’s progress through their university credential
program with the TPE’s embedded in the curriculum, they will practice making
intentional cognitive teaching decision based on research rationale. By making
intentional cognitive teaching decisions teacher credential candidates will identify and
encourage students to use preferred learning skills instead of letting those skills go to
waste. As teachers in training become more adept at learning and encouraging students to
use their learning strengths while correcting learning weakness, student achievement will
naturally increase (Sternberg, & Grigorenko, 2007). Teaching for memory, analytical,
creative and practical learning, incorporating California’s TPE’s into a teacher
credentialing program and successfully negotiating a TPA are three important steps
towards defining what a beginning teacher should know and be able to do. The California
TPE’s are an agreed upon standard for teacher preparation that moves teaching one step
closer to professional status. Other states may want to review the results of first year data
from the California TPA to determine if incorporation of TPEs and a TPA into their
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teacher credential program will support the training of highly qualified beginning
teachers.
Important Terms:
High Qualified Teachers, Teaching Performance Assessment (CalTPA), California
Teaching Performance Assessment (CalTPA), California Teaching Performance
Expectations (TPE), Performance Assessment for California Teachers (PACT), Teaching
For Successful Intelligence.
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A CONTENT ANALYSIS OF CULTURAL LANGUAGE
IN THREE CURRICULUM MODELS:
EXCLUSION, INCLUSION AND EMPOWERMENT OF THE LEARNER
TERRENCE A. JAMES
New Jersey City University
ABSTRACT
Cultural language impacts children’s learning in schools. This study examined two areas associated with
school curricula; language, and the similarities and differences in the characteristics of three secondary
school curricula: Africentric, Multicultural and Eurocentric. This study applies to a secondary social
studies content area for students enrolled in an urban school in upstate New York. It assesses the presence
of a diversity of cultural themes and concepts, and the number of times they routinely occur in curricula
related writings. The assessment includes a focus on the ideologies of selected curriculum advocates
pertaining to curriculum characteristics. The results of the study indicate a need to investigate the
influence cultural language and curricula characteristic can have on empowering student learning. The
author presents a matrix as a useful guide for curriculum assessment common to the three schools of
curricula; Africentric, Multicultural and Eurocentric.
INTRODUCTION
One major unresolved educational issue of the 20th and 21st centuries concerns curriculum inequality in
America's school systems. Much of the focus that has been placed on curriculum inequality concerns its correlation
with the swelling numbers of African American student failures on both standardized tests within the classrooms
and on college preparatory tests. Other dilemmas that are further ascribed to curriculum inequality are suspensions,
low high school graduation rates, the need for remedial classes upon entering college, and low college completion
rates. One theory that has been attributed to the high academic attrition rates among African American students is
the continued employment of the European-cultural curriculum model that has served American classrooms for over
a century. There exists a continually growing public concern that this model fully serves some students, partially
serves other students, and does not serve many other students at all. The term “fully” refers to the highest degree to
which the cultural, social, and truthful facts, values, and acknowledgements can be dispersed throughout the
education system. One particular denomination noted as being long deprived of a curriculum that fully serves them
is that of African Americans.
Banks & Banks (1999) found that existing curricula are designed to enable groups of students with certain
cultural characteristics to have a better chance to learn, while groups of students with different cultural
characteristics are not afforded that same opportunity. When students acquire knowledge and skills in a curriculum
that in some way corresponds to their own origins, it gives them a stronger sense of self, and a stronger connection
to their own culture, as well as to those of others. Equitable ethnic representation in values, methods and techniques,
and humanitarian contributions is a crucial component to a fruitful and all-inclusive curriculum.
In an article, titled "Why Chinese Students Score High in Math," published in The Chronicle of Higher
Education, Monastersky, (2005) found that East Asian language patterns and cultural teaching techniques are
effectively combined to help students from that section of the globe outperform Americans in mathematics. In
addition, he found that American attitudes or value beliefs in American students lead them to measure their own
success in life by their cognitive abilities. These value beliefs seem to have caused hundreds of American students
to give up, particularly when these students realize that they do not possess critical cognitive ability. In contrast,
Chinese student attitudes or value beliefs tie success to ones’ working hard. This belief has enticed most Chinese
students to put in extra effort with the understanding that their hard work and persistence will yield success.
The interest that led to researching this issue evolved out of teaching urban high school students for fifteen
years using of a traditional curriculum--a curriculum that has been shown to foster mis-education for many black
and Latino students, in its idealized design and uncritical account of what the most powerful members of society
believe children should be taught (Nelson, Palonsky, & Carlson, 2000). The practice of using such curricula has led
to the historical marginalization, misrepresentation and often neglect of students in these cultural classifications
(Banks, 1999). Other educational inequities in the curriculum include, but are not limited to, providing an ethnic
identity to some students, while neglecting to do so with others, promoting self-doubt and racial inferiority to
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students of color, and promoting white supremacy both historically and contemporarily, all of which remain
juxtaposed against high public profile initiatives, such as the No Child Left Behind Act (Asante, 1998).
Jackson (2001) points to curricula decisions made at the state, district, school and classroom levels as being
prepared in political environments. She believes that curricula decisions or political acts regarding education
determine which knowledge, culture and people are valued in the American educational system and society overall.
The significance of a student’s place in history and society is learned through curricular decisions. As a result of
these curricula decisions, many African Americans and other people of color are either excluded or included.
Unfortunately, educational exclusion has far outpaced inclusion. Such omissions in the American curriculum
decision-making process have led to a call for balance in European American curricula formulation. Developing and
implementing curricula that are more compatible are needed to bring equilibrium to an educational system that is
past due for an overhaul.
This study was borne out of public concern and call for a transformation of the total school, educational
environment with an emphasis in areas of curriculum development. The issue of curriculum development concerns
the use of either one or more curricula that can fully serve all students. The term “fully” refers to the degree to which
cultural, social and truthful facts, values and acknowledgements are presented in education. However, the
curriculum that presently dominates what and how American students learn is only partially serving the interests of
some students. One reason for this is that the curriculum is written in a way that predominantly extols one group,
while telling the story of others in a manipulative, misrepresented, and pitying manner.
It should be noted that part of the reason for the inequality in the curriculum lies in the design of the existing
curriculum, which provides biased selections of issues that become emphasized through mono-cultural orientations,
power relations, hero relations, both good and bad, and worldviews. In essence, the current traditional curriculum is
designed to give certain groups of students with certain cultural characteristics a better chance to learn, while
students with different cultural characteristics do not get the same opportunities (Banks & Banks, 1999).
The purpose of the study is to evaluate cultural language that impacts children’s learning in school, and to
focus on the similarities and differences in selected curriculum advocate’s ideologies pertaining to curriculum
characteristics common to three secondary school curricula; Africentric, Multicultural and Eurocentric.
In this article, I will review and discuss a brief history, description and contemporary curriculum concerns of each
curriculum model, review and discuss the two part methodology (a qualitative relational content analysis and
research questions) used to conduct the study, review and discuss the findings from the qualitative relational content
analysis, the research questions, and lastly, the recommendations.

ADVOCATES AND CURRICULA MODELS

A review of the literature suggests various definitions of curriculum, e.g., Oakes, (1988), Banks, (1995),
Karenga, (1993), and Bennett, (1999) According to one definition, curriculum is:

…the sum total of knowledge to be acquired through the education process. It is outlined by a set of courses and
skills that are provided. The curriculum represents the core of the students’ expected learning experiences. Simply
put, the curriculum reveals what will be taught. The emphasis of the curriculum decisions determines who is taught,
what is taught and how information and knowledge are imparted. (Jackson, 2001, p. 1)

This definition is selected to provide a general framework of curriculum for three curriculum models: Africentric,
Multicultural and Eurocentric, used for research in this paper.
Following an extensive review of literature on the topic of culture in curriculum, the researcher selected three
curriculum models; Africentric, Multicultural and Eurocentric for research in this study. The criteria for assuming
this project were established after a review of the literature from each curriculum beginning in the early 1990's
through 2004. Each curriculum model is associated with its own characteristics, themes and definitions for learning
and culture as presented by advocates in the field. In the following sections, I elaborate on these characteristics,
themes and definitions.
The criteria for choosing the advocates is based on time, scope, depth and breadth of their research in the field
of curriculum, the number of published books and articles that substantiate the advocate’s research concerning
curriculum, and each advocate’s particular position on curriculum, and their work as teachers in the field of
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education. The rationale for picking particular writings from each advocate selected for this study is based on an
intensive review of hundreds of published articles. The articles selected provide a connection, focus, and
significance to culture in the curriculum. Those published works are a representative sampling across time from the
latter half of the 20th century to the 21st century.
The Africentric curriculum advocates whose views and works were used in this study are Molefi K. Asante and
Asa G. Hilliard, III. The Multicultural curriculum advocates whose views and works are used in this study are James
A. Banks and Manning Marable. The Eurocentric curricula advocates whose views and works were used in this
study are William J. Bennett and Arthur M. Schlesinger Jr. All six curriculum advocates present theories and
personal perspectives about their choice in curriculum models. Each advocate subscribes to a theory that the
curriculum they endorse is in the best interest of all children or students.

Africentric Curriculum

A review of the Africentric curriculum shows that it is based on a concept that has been known as
Afrocentricity. According to Asante (1987), the scholar credited with coining the term, “Afrocentricity" is a frame
of reference wherein phenomena are viewed from the perspective of the African person. "The Afrocentric approach
seeks in every situation the appropriate centrality of the African person” (p. 171). In other words, Afrocentricity is a
structure of recommendations about how occurrences of social and human realities (thought and practice) are
viewed or examined from the standpoint of a person of African descent. However, as Winbush (1998) states:

…..The notion of an African worldview rather than a European worldview challenges the very foundation of
Western intellectual thought. Elsewhere I have written (1994) about why anxiety is a constant companion to many
who criticize Afrocentricity. I am bothered, but not surprised, by how critics of Afrocentricity choose to view it as
opposing Eurocentricity and, from this false premise, cite it as just a self-congratulatory way of thinking about
history and science. (p. 15)

The second part of the word "Afrocentric" is “centric or centrism.” As defined by Asante (1998), it articulates
the “centeredness” in educating people of African descent. “Centrism, the groundedness of observation and behavior
in one’s own historical experiences, shapes the concepts, paradigms, theories and methods of Africology” (p. 6). In
other words, centric is the foundation or background of the study and performance in one’s personal historical
experiences that forms the general ideas, models, premises and methods of Africology. Moreover, the concept
“centricity” is applicable to any culture and would therefore, work if applied to students of African, Latino, and
Asian American cultures, as it has worked for European American cultures for decades (Asante, 1998).
In his article titled “The Functional Implications of Afrocentrism,” Okafor (1994) points to an early critical
discovery made by Carter G. Woodson about centeredness. He states that “Even though Woodson had obtained his
doctoral education from none other than Harvard University, he came to a realization later in his life that centered
education was indispensable to the attainment of intellectual maturity and was vital to cultivating the capacity for
critical reasoning” (p. 216).
In an educational environment where centricity is recognized, accepted, and practiced, the teacher makes
opportunities available for students to study the world, its people, and its concepts and history from an African
frame of reference or worldview. Therefore, the incorporation of Afrocentricity in education pertains to methods and
views that call for placing students of African descent within the setting of their own cultural references as a way for
them to connect socially and psychologically to other cultural phases (Asante, 1998).
Afrocentricity in education was developed to do several things, but is most inclusive of: seeking cultural ways
to center children as a way to make learning interesting and personal; seeking to give African American children a
view of themselves as subjects, rather than objects in education, whether it be in biology, physics, literature or social
studies, etc; seeking to present to African American children and children from other cultural backgrounds an
authentic voice and knowledge pertaining to names, issues, plights, and events that have had, and currently sustain, a
particular effect on people of African descent in America; and seeking to adopt a “SANKOFA” mindset by returning
to the source of humanity’s beginnings, and even to the days of segregation in American education. The objectives
are to retrieve the best that was given to black students in those segregated schools, and use that knowledge in

2009 HICE Proceedings
Page 2932

conjunction with today’s techniques and technology as a means of promoting a centering of African-American
students in education.

Contemporary Africentric Curriculum Issues

After a review of the literature comprised of Asante (1991, 1998) Gutman (1996), Appiah (1996), Weil (1998)
and Winbush (1998), the following statements are presented as major contemporary issues facing the Africentric
curriculum framework:

The fear that an African worldview will joggle the foundations of Western intellectual thought.
The concerns that an Africentric curriculum will call for separatism in the curriculum.

Although these issues evoke a sense of fear, the origin of those fears needs clarification. Are those fears based on a
change from tradition or the status quo? Are those fears based on writings, scholarship and academic models
designed to renew thinking through education for people of African descent, or are those fears based on the
challenge and struggle for the control of minds and reform of knowledge? (Winbush, 1994, Asante, 1998, Weil,
1998).

Multicultural Curriculum

A review of the Multicultural curriculum reveals its overall focus was to make curriculum relevant to all
students, regardless of their cultural origins. However, Multiculturalism, like Africentrism, amounts to a shift in
curriculum away from the traditional Western European model used to educate students. These curriculum shifts are
due largely to the educational, political, and cultural consciousness movements that evolved out of the 1950's. They
began with the Brown decision and grew into issues pertaining to civil rights, poverty in America, and the Vietnam
War and Black Consciousness movements of the 1960's. Some of the culturally conscious and astute groups, which
were organized to address the Vietnam War, Civil Rights Legislation, and Black Consciousness, as well as to
challenge the traditional American political and education systems, included well-known groups, such as the Black
Panthers, the NAACP, the Southern Christian Leadership Conference, the Freedom Riders, the Congress on Racial
Equality (CORE), the Third World Liberation Front, Independent Funding for Community Organizations (IFCO),
and the Student Nonviolent Coordinating Committee (SNCC). These groups, as well as the lesser known hometown
groups, combined with their reform agendas, and acts of protest were largely responsible for the shift in curriculum
consciousness of the 60's that continues in this decade.
The educational consequences of the school reform movement led by African Americans and other
marginalized ethnic groups ultimately developed into the ideological framework and present-day curriculum model,
known as Multicultural Education. One perspective of “Multiculturalism” provided by Marable (1997) is that:

The recognition that our nation’s cultural heritage does not begin and end with the intellectual aesthetic products of
Western Europe. Multiculturalism rejects the model of cultural assimilation and social conformity, which within the
context of our schools has often relegated African-Americans, Latinos and other people of color to the cultural
slums The cultural foundations of the United States draw much of their creativity and originality from African,
Latino, American Indian and Asian elements. Multiculturalism suggests that the cross-cultural literacy and
awareness of these diverse groups is critical in understanding the essence of the American experience “from the
bottom up. (p. 25)

A working definition of “Multicultural Education” by Banks & Banks (1999), states:
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Multicultural education is at least three things: 1) an idea or concept, that all students regardless of their gender
and social class and their ethnic, racial or cultural characteristics should have an equal opportunity to learn in
school. Another important idea in multicultural education is that some students because of these characteristics
have a better chance to learn in schools as they are currently structured than do students who belong to other
groups or who have different cultural characteristics. 2) a reform movement that is trying to change the schools and
other institutions so that students from all social class, gender, racial language, and cultural groups will have an
equal opportunity to learn. Multicultural education involves changes in the total school or educational
environment; it is not limited to curricular changes.

Another perspective of multiculturalism, according to Weil (1998), states:

Multicultural theorists advise that rather than seeking to melt away cultural differences within our pluralistic
society, schools should celebrate these differences in an atmosphere of inquiry. Accordingly, schools should focus
on the cultural enrichment of all students through programs aimed at the preservation and extension of cultural
pluralism. They see cultural diversity as a valuable resource to be recognized, preserved, and extended and they
suggest that only by confronting racism and prejudice can we convey an understanding of and appreciation for
human dignity(p.16).

Multiculturalists, as a whole, argue that the views of those previously excluded in the curriculum because of
their class, race, or sexual orientation must be given the opportunity of equal representation in the curriculum. They
further argue that equal representation is good for all cultures in the sense that it allows all students to embrace selfconsciousness and history from multiple perspectives.

Contemporary Multicultural Curriculum Issues

Ravitch (1987), Hirsch (1987, 1996), Bloom (1987), Schlesinger (1991), and Bennett (1986, 1987, 1992, and
1992), present concerns for the major contemporary issues facing the Multicultural curriculum framework:

The fear of multiculturalism fragmenting American society and leading to the death of education or loss of privilege
and political and social power.
The fear of a multicultural curriculum replacing an idealized curriculum developed by the dominant culture for all.

These particular fears follow a similar pattern found in the Africentric curriculum issues such as, verbal
misrepresentation concerning intent and negative consequences before the curriculum is tried, loss of selfproclaimed privileges in education, calling into question history recorded by the dominant culture, and the thought
of restructuring and rewriting history presented in an authentic voice. However, what is really at stake is the
possibility of sharing and controlling knowledge or the notion of a curriculum possessing the potential of
superseding the existing curriculum whose effect could make learning more equitable thereby, effecting equality in
social class status and life altogether (Nelson, Palonsky and Carlson, 2000).

Eurocentric Curriculum

Curriculum is the foundation of an educational system that is comprised of a structured body of course
requirements connected to underlying philosophies of particular cultural values and assumptions. Its purpose is to
provide an outline for specific courses that encompass those philosophies, cultural values, and assumptions. When a
course within a curriculum is taken and satisfactorily completed in accordance with the instructor or state
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educational body, the student is then recognized as having obtained proficiency in that particular subject area as well
as the other subject areas (Oakes, 1988).
Traditional curriculum in the American educational system is predominately written from a Eurocentric
perspective. The term Eurocentric means “centered or focused on Europe or European peoples, especially in
relations to historical or cultural influence” (The American Heritage Dictionary, 2000). The term Eurocentric,
however, is synonymous with the term Westernization, which means “to convert to the ways of Western
civilization” (The American Heritage Dictionary, 2000). Western civilizations are those civilizations that developed
in Western European regions such as Greece, Scotland, England, Germany, France, Ireland, the Netherlands,
Norway, and Sweden, to name a few. These civilizations have further adopted common values, ideas, ethnicity,
logic, philosophy, mathematics, science, technology, capitalism, and structure of educational curricula. The
Eurocentric-American curriculum framework has wielded considerable influence and powers over time (Nelson, et
al., 2000). It has produced and promoted an ethnocentric worldview socio-historically, economically, politically and
educationally since education came to America. During the American progressive era and onward, this framework
was considered “the standard” in education and used as a model for educating Americans and immigrants of other
countries seeking American citizenship.
Although other forms of curricula have been requested by other ethnic groups, and defined, developed, and
incorporated into the American education system over time, (e.g., Africentric and Multicultural), the Eurocentric
curriculum remains the dominant form of curriculum. Of the many reasons that exist for this phenomenon, the most
widely held is that the dominant or controlling (Anglo-American) culture uses its power to select what it deems best
suited for Americans and others within its geographical boundaries, and those whom it seeks to Americanize or
accept into its corridors of power. This type of educational indoctrination may be successfully accomplished through
an American education. Americanization, in this respect, pertains to learning a common background of knowledge,
values, history, social interactions, and language. Hirsch’s (1999) response to a system of common knowledge or a
part of Americanization has more than one basis. He states, “This system of common knowledge and root attitudes
needs to be imparted in school not just to achieve a citizenry competent to rule itself, but also to achieve community,
social peace, and, not least, economic justice” (p. 5). He points to limited opportunities in the United States,
particularly opportunities of freedom and earning power to those individuals who have not mastered the subtle use
of English in speech. However, in addition to unlimited opportunities afforded to those individuals who will come to
know English in speech, Hirsch addresses the capabilities of serving both economic and political life, of which he
states:

These practicalities will require from children after they become adults, an ability to communicate effectively with
others in a nation’s policy and economy. Those Americans who lack effective mastery of English including mastery
of the shared background knowledge that enables its nuanced use, are destined to stay poor and alienated from
mainstream social and political life. (pp. 2-3)

A good understanding of subtle American nuances in communication, such as interpreting a slight or full head
motion or nod and knowing the meaning behind both is part of what Hirsch seeks to explain.

Contemporary Eurocentric Curriculum Issues

After a review of literature comprised of Jackson (2001), Hacker (1992), Nelson, Palonsky & Carlson (2000),
Karenga (1993, Asante (1998), Weil (1998), Banks (1999), Hayes (1997), and Fullinwider (1996), the following
statements are presented as major contemporary issues challenging the Eurocentric-American curriculum
framework:

A disproportionate number of Eurocentric worldviews in the curriculum when viewing cultural events, themes,
concepts, and issues.
Lack of a dominant Eurocentric voice in selecting educational contributions.
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These issues derive from the length of time the Eurocentric curriculum framework has wielded considerable
influence and definitive power in education. Producing and promoting an ethnocentric worldview socio-historically,
economically, politically and educationally once gave the Eurocentric curriculum the title and distinction as “the
standard curriculum model” in education. However, what would it take today for a curriculum to sustain that
distinction in education? (Karenga, 1993, Fullinwider, 1996, Weil, 1998 and Nelson, et al., 2000)

METHODOLOGY

A qualitative relational content analysis was chosen for this study because of its multidimensional use for word
examination. It can be used to determine the presence of certain concepts within texts, documents or journals, as
identified by the research questions and the relationship between the concepts and/or themes. The relationships are
evaluated for their strength, their sign (positively or negatively related), and the direction of the relationship, for
example, which concept influences the other (Wise, 2002).
This type of methodology can also take into account the frequency with which certain words or particular
phrases occur in the text as a means of identifying message characteristics. In addition, the methodology provides a
process for making inferences about the messages in the texts, the author, the audience, the culture, and the
particular time to which the messages or terms belong. This method of inquiry is an accepted method in curriculum
development and is often used in research pertaining to quantitative analysis of message characteristics. Its
applicability in many areas of inquiry expands its range from analyzing naturally occurring language, to analyzing
approach strategies used in personal ads (Neuendorf, 2002).

Procedure for the Content Analysis

The procedure for the qualitative relational content analysis follows the Neuendorf (2002) model. The model
design represents a nine-step process that involves assessing theory and rationale, conceptualization of themes and
concepts, operationalization (measure), developing a coding scheme, and form, sampling a pilot study, training
coders to test for pilot reliability, coding, assessing for reliability, and concluding the process by making inferences
about the results.
The data used in this study was collected following a two-stage process. In the first phase of the process coders
were randomly selected to tally a sample number of 34 major themes and concepts related to culture from four
writings of each curriculum advocate. From that sample of terms, the top ten themes and concepts were selected.
During the literature review process, the coders discovered that certain themes and concepts related to curriculum
had a consistent occurrence. For example, under Africentric curriculum, themes such as Afrocentricity, EurocentricAmerican culture, and African American people topped the list. The top concepts under Afrocentric consisted of
culturally centered/centricity, segregation, and culture. Under Multiculturalism, themes such as Multiculturalism,
Ethnic/Black Studies, and curriculum reform led the way. Concepts under multiculturalism consisted of cultural,
race, and history. Under Eurocentric, themes such as Western Civilization, American Education/History, and
European History led the way. Concepts under Eurocentric consisted of history, self-esteem, and culture.
The Statistical Program for the Social Sciences (SPSS) was used to assess for reliability of the sample pilot
used in this research. An essential step in the relational content analysis is to test for reliability of the sample so that
the research can make inferences from the words selected for the research.
The relational connection between these themes and concepts and the inferences that can be drawn from that content
substantiate the reasons for choosing the themes and concepts for this study. During an analysis of the themes and
concepts presented in the coders' review, I also realized that certain themes and concepts had a consistent
occurrence. Some of the theories and perspectives that indicate this type of message content, and were significant
for further study, derive from mass media communications such as books, radio and television, and educational
institutions because of their power in molding public opinion.
The second stage of the process involved research questions and their affect on six common curriculum
characteristics. The goal of the research questions is to determine how close or far apart the views of the curriculum
advocates are, and to deduce what each advocate stressed most in equitably serving all students. The research
questions for this study are:
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How are the views of six advocates of three curriculum models similar?
How are the views of six advocates of the three curriculum models dissimilar?
What do the similarities and differences imply about what is emphasized in the curricula?

The six common curriculum characteristics for the study are: Definition of the curriculum, Purpose of the
curriculum, Key emphasis of the curriculum, Curriculum decision making, Criteria for judging proficiency and
mastery, Implications of the curriculum. These characteristics were selected based on how best each contributes to
cultural assessment in each curriculum model, and how that assessment is attributed to the development of
knowledge for learners.
The advocate’s curriculum ideology is viewed in light of the six curriculum characteristics. A matrix was
adapted from the work of Worthen and Sanders (1973). The matrix purpose is to highlight and provide a clear visual
representation of how each advocate compares and contrasts on the six common curriculum characteristics (e.g.,
curriculum trends and deviations).

Curriculum Matrix Chart

This part of the study forms a presentation of the similarities and differences of the three curriculum models in
a matrix. The matrix is developed to assist in the comparison and contrast of the work of six curriculum advocates.
The matrix is based upon literature reviews pertaining to the three fields of curriculum and the views of the
advocates towards six predetermined curriculum characteristics. Following the matrix, the findings section
summarizes the answers and discussions to two-stage process.

Curriculum
Models and
Advocates

Africentric:
Asante and Hilliard

Characteristics:
Definition of
Curriculum:
The way in which
each advocate
defines curriculum.

Africentric
An Africentric curriculum is
defined as one that is based
on the concept of
Afrocentricity as a frame of
reference wherein
phenomena pertaining to
education such as the arts,
the humanities the sciences,
history or cultural influences
are viewed from the
perspective of the African
person. (Asante, 1987).

Purpose of
Curriculum:
The advocate’s
view of the goal of
curriculum based
on intent and

The goal of the Africentric
curriculum seeks cultural
ways to center African
American children as a way
of making learning
interesting and personal. It

Multicultural:
Banks and Marable

Multicultural
A Multicultural
curriculum calls for full
inclusion of victimized
groups, based on race,
class, gender and or
sexual orientation into
Western institutions
giving them equal
opportunity
representation in the
curriculum, and a
reform of these
institutions so that their
practices are more
consistent with their
democratic ideals.
(Banks, 1992).
The goal of the
Multicultural curriculum
seeks to close the gap
between Western
democratic ideals of
equality and justice and

Eurocentric:
Schlesinger and Bennett

Eurocentric
A Eurocentric curriculum
is traditionally discipline
centered that provides a
frame of reference where
phenomena pertaining to
education, such as history,
the humanities, the
sciences, the arts, values
or cultural influences, are
emphasized, viewed and
taught from the
perspective of the
European person.
(Bennett, 1999)

The goal of the
Eurocentric curriculum
seeks to
emphasize the study of
Western civilization and
all it embodies, e.g., its
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desired outcome.

Key Emphasis of
the Curriculum:
The advocate’s
view of the major
distinguishing
attributes or
characteristics of
curriculum.

further seeks to give to the
children a view of
themselves as subjects rather
than objects in education,
and to present authentic
voice and knowledge
pertaining to names, issues,
plights and past and
contemporary events that
sustain particular affects of
people of African descent.
The key emphasis of the
Africentric curriculum is its
common vision between
educators concerning the use
of teaching methods and
views that call for placing
students of African descent
within the setting of their
own cultural references as a
way to empower them and
connect them socially and
psychologically to other
cultural phases.

Relationship to
Instructional
Objectives or
Curriculum
Decision Making:
The advocate’s
explanation of goal
specifications and
priorities and areas
of success and
failure.

The relationship to
instructional objectives
include: the development of
a Sankofa mindset which
calls for returning to and
learning proven African
sources of knowledge and
values and even returning to
the days of segregation in
American education
(regardless of that barriers
objective to promote failure)
and utilize those methods
that helped African
American students succeed
based on teacher knowledge
of centering students in
cultural ways.

Curriculum
Criteria for
Judging
Proficiency and
Mastery:
The advocate’s
standards to
determine mastery

The Africentric curriculum
criteria for judging
proficiency and mastery
evolve around culturally
friendly testing, mastering
selected histories and
historical facts, writing
skills, technical and legal

social practices that
contradict those ideals
such as discrimination
based on race, gender
and social class (Banks,
1991/1992).

heroes, heroic events,
political leaders,
revolutions, wars,
westward expansion, laws
and some non-Western
cultures and events.

The key emphasis of the
Multicultural curriculum
is content integration,
knowledge construction,
prejudice reduction,
equity pedagogy and
empowering school
culture and social
structure. In addition,
the practice of crosscultural literacy and
awareness of diverse
groups’ significance to
understanding the
American experience
from the bottom up.
The relationship to
instructional objectives
include: developing and
use of a multicultural
perspective that enables
students and teachers
alike to understand the
connectedness of
various groups and their
histories alike.
Recognition and
elimination of failures
that revolve around a
mainstream- centric
voice used to defining
other cultures histories,
values and ways and
when and where they fit
into textbook histories.

The key emphasis of the
Eurocentric curriculum is
high expectations, a
structured plan for
learning, a flow of
consistent knowledge
from one grade to the
next, a common vision
between principals and
teachers, and what
children are expected to
learn each year.

The Multicultural
curriculum criteria for
judging proficiency and
mastery evolve around
culturally and gender
friendly testing,
mastering diverse
history and historical

The relationship to
instructional objectives
include: teaching children
how to think for
themselves, respond to
questions, solve problems,
pursue an argument and
weigh alternatives.
Helping them develop
those habits of mind and
traits of character prized in
American society for
preparing them to enter
into the community of
responsible adults.
Instead of neglecting to
prescribe what is
academically important
and holding out a
structured plan for
learning.
The Eurocentric
curriculum criteria for
judging proficiency and
mastery evolve around
standardized and
integrative testing,
mastering selected history
and historical facts,
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of the intended
learning or skills.

and ethnic knowledge, norms
and values concerning
African and other cultures.

Implications of
the Curriculum:
The advocate’s
ideas of the
structure,
procedures and
content of
curriculum.

Implications of the
Africentric curriculum call
for assuring language and
concepts are relevant,
content emphasizes African
civilizations, raising self
confidence levels,
developing test taking skills,
setting standards of
excellence, procedures
follow Africentric format.

facts with an emphasis
on gender inclusion,
writing skills, technical
and legal knowledge
and norms and values
on a culturally diverse
scale.
Implications of the
Multicultural curriculum
call for structure to
provide an equal chance
for male, female and
diverse, racial and
ethnic cultural groups to
achieve academically in
school, content would
emphasize
world/ global
civilizations, procedures
follow a diverse format.

writing skills, technical
and legal and ethnic
knowledge, and norms and
values concerning the
majority culture.

Implications of the
Eurocentric curriculum
call for putting academics
first, set high but
attainable standards, teach
fundamental skills,
general knowledge about
important people, ideas,
events and terms,
procedures follow from a
traditional/Eurocentric
format, content
emphasizes Western
civilization.

FINDINGS

The qualitative relational content analysis identified a sub-sample of the top 10 themes and concepts from the
literature review of three curricula. The themes that were used held more significance based on their broader
definitions and diverse use of their meanings. The concepts, on the other hand, adhered to a more specific and
universal definition of their meanings. A word coding analysis reliability pilot test was then conducted for the sake
of ironing out any bugs. Thereafter, a final reliability test was run through a computer program commonly known in
research as the Statistical Program for the Social Sciences (SPSS). The SPSS program calculated the covariance of
each coder's scores individually and overall. The average findings for all themes produced an alpha of .73, while the
average findings for all concepts produced an acceptable alpha of .54. The final reliability analysis showed no
artificially inflated findings due to established shared or hidden meanings from the coders. Based on the individual
and overall alpha coefficients, the reliability between what each coder tallied was trustworthy.

How are the views of the six advocates of three curriculum models similar?

The similarities in the views of the six curriculum advocates are found predominantly in the characteristic
titled “Curriculum Criteria for Judging Proficiency and Mastery.” Some slight deviation may occur as to the type of
testing each curriculum may be prone to approve for students under their scope of curriculum requirements, but the
mastery requirements for intended learning or skills is predominantly universal in all three areas of curriculum. One
other characteristic where some slight similarity may occur between the three curriculum models is found in the
“Relationship to Instructional Objectives or Curriculum Decision Making.”
Each curriculum seeks to develop a particular mindset or mental objective in its learners, while staying mindful
of the negative influences that weigh or have weighed on educational advancement. For example, mono-cultural
worldviews may pertain to all histories, heroines, and heroes in American and world history, but the lack of
authentic voice in large pieces of American and world history renders it a less than ideal learning methodology. The
two curriculum models in the matrix that share the most characteristics are the Africentric and the Eurocentric
curriculum models. For example, each curriculum seeks in its own way a means for centering students with specific
views and emphasis on each respective culture, format, content, norms and values, and cultural grounding.
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How are the views of the six advocates and of the three curriculum models dissimilar?

The dissimilarity in the views of the six curriculum advocates are most pronounced in the characteristics of
“The Definition of Curriculum,” “The Purpose of the Curriculum,” “Key Emphasis of the Curriculum,” and
“Implications of the Curriculum.” Each curriculum advocate in these four characteristic areas has his own way of
defining the curriculum, its purpose, what is key in the curriculum for students to grasp, and what he each deems is
needed to produce educational success. Other ways that dissimilarity occurs between the six curriculum advocates
appears to be rooted in each curriculum advocate's cultural and ethnic backgrounds, contributions to society,
personal beliefs, and exposure to what he has been taught that constitutes success or failure.

What do the similarities and differences imply about what is emphasized in the curriculum?

The similarities and differences imply that one of the major emphases of how best children learn or should be
educated in each curriculum is built on knowing one’s culture. Whether the focus is on African, Eastern, or Western
civilization, culture looms large in most of the characteristics. However, even with the dichotomies in each
curriculum’s model doctrine, some similarities are universal, such as centering. Nevertheless, the differences remain
when it comes to which centering is the best for which particular group.
Another similar implication about the emphasis in each curriculum is that each curriculum strives to produce
the best methods for educating children. One different implication about the emphasis in each curriculum is that
choices are now available and can be reviewed and made, instead of trying to force one style or curriculum
universality on everyone, as was sanctioned in the past. Another difference is that the recognition of unique
differences amongst people and groups is finally becoming accepted, and the research substantiated. These facts are
not new to African American educators and researchers. The struggle for diversity in education can be traced back to
the early 18th century. The emphasis in each curriculum that derives from the similarities and differences is that
culture is strongly taken into account and used in ways to help educate. However, culture must be taught diversely
so that it serves all students and both genders. There exists a need for a culturally affirming curriculum.

RECOMMENDATIONS FOR FURTHER STUDY
I recommended that more research into the area of content analysis receive more attention and is conducted as
a tool for evaluating word messages and their effects on student learning in the Africentric, Multicultural, and
Eurocentric curricula. As a consequence of my study, what I am proposing for teacher education programs, and for
those who prepare teachers, are an incorporation of critical language consciousness significance into their general
methods, content area and curriculum courses. Education professors and master's teachers must look outside of
education as another discipline to bring enlightenment and to seek to understand in a broader sense their mission and
alternative styles for achieving their mission. For example, teachers quite often go straight to the bold words in a
textbook before they go to the content of the chapter or section in the textbook. If teachers are taught to broaden
their techniques and teaching strengths, their success with students will improve. Incorporating these ideas could
further enhance student confidence and self-esteem, producing more students that are erudite. Finally, there must be
consensus in the department to incorporate word significance knowledge and skills in the teacher education
curriculum as part of the core program.
What I am proposing for textbook companies is to place more significance on, and develop of more content
around, word significance. This could make a difference in a student’s perception of a lesson, particularly if the
language is that from the student’s broader community. In addition, the use of a more authentic voice in each
culture’s written history would produce the re-creation of the most accurate images, and equality in written volume,
truth, mutual respect, and worldviews. In addition, the use of more matrix charts to assist in evaluating additional
curriculum characteristics pertinent to learning, mastery of subject, and comparing and contrasting advocate views
on the primary, secondary and college levels. Expanding this study or studies of this type to assess contemporary
curricula on the primary, secondary, and college levels would assist curriculum writers in updating a world-class
curriculum model to be admired and emulated by cultures internationally.
Research must be taken further to include an examination of the depth of culture in learning and the
significance of culturally diverse centering in the classroom, the use of more inferential assessment in curriculum
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literature reviews to help determine messages, and underlying meanings pertaining to curriculum and curriculum
characteristics. These inferences will help in assessing and holding a curriculum to a standard that is more culturally
responsive and responsible.
Students will assuredly benefit from a responsive and responsible curriculum that has at it’s core reduced
levels of racism, as well as reduced levels of cultural and gender bias in all areas of American life, education, and
society. Helping students acquire knowledge and skills via a curriculum that speaks to their own origin will not only
give them a stronger sense of self and their own culture, but also develop a stronger connection and affinity to other
cultures as well.

LIMITATION

One limitation to the study is that only six advocates of curriculum models were chosen based on the
established criteria above. A final limitation to the study was that no female representation for curriculum advocates
were included based on the criteria above. However, texts, journals, and articles published by some female
researchers and writers are acknowledged for their professional, ethnic, and gender diverse perspectives on
curriculum. Moreover, their labor in the field of curriculum research and writing, and in the educational reform
movement to make curriculum equitable, were recognized as pivotal to structuring change. Therefore, their research
and writings are acclaimed and incorporated throughout this study.
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Preface
Dr. Len S. Litowitz
International Technology Education Association President 2008/09
Professor & Technology Education Program Coordinator
Millersville University
Department of Industry & Technology
Millersville, Pennsylvania
Science Technology Engineering & Math (STEM) is a contemporary topic in both
politics and education. As such it is the focus of recent legislation such as the Enhancing
Science, Technology, Engineering and Mathematics Education Initiatives Act of 2008
(Honda, 2008). The purpose of this particular act is to coordinate Federal STEM
education efforts and to foster cooperation between states and the federal government
with regard to STEM initiatives. STEM topics were also prominent in the America
Creating Opportunities To Meaningfully Promote Excellence In Technology, Education,
And Science Act (America COMPETES Act) that was signed into law by President
George W. Bush in August of 2007. This bill shared the goals of the President's
American Competitiveness Initiative (ACI), a comprehensive strategy to keep America
the most innovative nation in the world by strengthening our scientific education and
research, improving our technological enterprise, attracting the world's best and brightest
workers, and providing 21st century job training. While these pieces of legislation may
sound impressive, neither makes an effort to define the terms that comprise the STEM
acronym. One reason may be that the terms science & mathematics are to a large degree
universally understood and accepted by educators, legislators and the public at large.
However, the T & the E in STEM remain largely undefined and at times ill-defined. To
scientists the term technology is often used to describe the various sensors and means of
data acquisition employed to test their hypotheses. The general public often associates
technology with computers, cell phones and other electronic gadgetry. Yet, to those who
study technology and teach about technology these definitions would be considered very
superficial and only partly correct. The term Engineering presents its challenges as well
since it can be used as a noun or a verb. Some perceive engineering as the study of a
select group of occupations while others interpret the term to refer to the process of
engineering, or creating a solution to a given problem with constraints. This manuscript –
really a collection of short papers intended to form the basis for a panel discussion – is
intended to help interpret and define the T&E in STEM for educators, legislators and the
public at large. It has been written to address such important questions such as: What is
technology? What does it mean to be technologically literate? Why is technological
literacy important? What is technology education? What is the history of technology
education in the K-12 setting? What is engineering? How do technology and engineering
differ from science? What might K-12 Technology & Engineering curricula look like?
What curricula on technology & engineering are currently available? What instructional
methodologies are used to deliver technology & engineering curricula? What might truly
integrated STEM activities look like?
Hawaii International Conference on Education
January 2009

2009 HICE Proceedings
Page 2949

Understanding the T&E in STEM

Technological Literacy: Thriving in a Complex Technological World
Dr. William L. Havice
Professor and Associate Dean for
Academic Support Services and Undergraduate Studies
Clemson University
Clemson, South Carolina
Technology is an integral part of modern life, which makes technological literacy critical
for everyone. Ask the average person on the streets of any city or town, “What is
technology?” and the response will be predictable -- “computers!” This perception
persists all around us. When the media reports activity for technology stocks, it is not
thinking about new ways of constructing buildings, or new braking technology for
automobiles, or new composite materials for airplanes. The meaning of technology is
usually something closely related to computers and their applications. Education officials
agree that technology must be included in the curriculum and that everyone should know
how to use computers.
Two separate Gallup Organization surveys (2001 & 2004) researched the question
of what “Americans think about technological literacy.“ In general the results of both
Gallup Polls revealed: A majority of people do not know what technology is; The general
public had a very narrow definition of technology as compared to a broader view of
technology held by experts in technology, engineering and science; and The study of
technology should be in the curriculum. (Rose & Dugger, 2002; Rose, Gallup, Dugger, &
Starkweather, 2004) This limited view of technology is posing serious challenges as
educators attempt to generate support for including the study of technology as a vital
component of K-12 curricula.
All citizens need to have a basic understanding of how technology affects their
world. We are living in a time when sophisticated technologies have been placed into the
hands of people who understand very little about how they work. Most people know very
little about the technology they depend on. The average citizen has very little idea how an
automobile, the phone system, a microwave oven, his/her home’s electrical system, or
water treatment utilities work. This situation is enhanced by the fact that so many of the
technologies that used to be mechanical are now chemical and electronic. With
mechanical devices, direct cause and effect can be observed. This is not the case with
chemical and electronic devices. The net effect is many of the technologies have become
invisible to the naked eye and therefore extend beyond the logical capacities of the
general public.
The growing complexity of technological devices has created a situation where
technological knowledge rests in the hands of a relatively small group of experts,
comprised of engineers and scientists who develop machines designed to be smart and
operate transparently…without a need to know how the technology works. Just pull a
lever, press a button, or turn the knob/key, and it works, reliably and without fail over and
over again.
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There can be serious problems with having specialized knowledge controlled by a
small percentage of the population. Increasingly decisions that impact entire communities
are being made by a handful of individuals with high levels of technical expertise. Even if
all of these individuals were well meaning and invested in doing what is best for the
public good, the implications are still serious. A fundamental principle of democracy is
that citizens are knowledgeable and informed participants in the decision making process.
Given this fundamental value, there is something about a large-scale ignorance regarding
how technology works on the part of the average citizen that should concern or frighten
us all. Decisions about the development and use of technology should extend far beyond
the value systems of a few scientists, engineers, and technicians. It is important that the
perspectives and values of the entire community be represented and included.
We as citizens find ourselves dealing with: an unprecedented growth of
technology; a close association of progress with science and technology; serious
confusion about the meaning of the term technology; and alarmingly low technological
literacy among the nation’s citizens.
What is Technology?
Technology is how people modify the natural world to suit their own purposes. “In the
broadest sense, technology is the process by which humans modify nature to meet their
needs and wants” (Technically Speaking, 2002). “The innovation, change, or
modification of the natural environment in order to satisfy perceived human wants and
needs” (Standards for Technological Literacy, ITEA, 2000).
Technology vs. Science
Technology is sometimes misinterpreted as science. Technology is the study of the
human made world that is created by people through invention and innovation and asks
the question “How?”. (Standards for Technological Literacy, ITEA, 2000). Science on
the other hand, is the study of the natural world that is discovered by people through
observation and description and asks the question “Why?”. (National Science Education
Standards, National Research Council, 1996)
Technology Education vs. Educational (Instructional) Technology
Another major challenge is the confusion people have over the differences between
technology education and educational technology. Technology Education is a school
subject that teaches about technology and deals with technological knowledge and
concepts. The ultimate goal of technology education is technological literacy.
Educational (Instructional) Technology uses technology to enhance the teaching and
learning process. (http://www.iteaconnect.org/TAA/Resources/TAA_Differences.html)
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What is Technological Literacy?
According to the International Technology Education Association:
“The term “technological literacy” refers to one's ability to use, manage, evaluate,
and understand technology (ITEA, 2000/2002). In order to be a technologically
literate citizen, a person should understand what technology is, how it works, how
it shapes society and in turn how society shapes it. Moreover, a technologically
literate person has some abilities to “do” technology that enables them to use their
inventiveness to design and build things and to solve practical problems that are
technological in nature. A characteristic of a technologically literate person is that
they are comfortable with and objective about the use of technology, neither
scared of it nor infatuated with it. Technological literacy is much more that just
knowledge about computers and their application. It involves a vision where
every person has a degree of knowledge about the nature, behavior, power and
consequences of many aspects of technology from a real world perspective.”
(http://www.iteaconnect.org/TAA/TAA_Literacy.html)
The power and the promise of technology is based on the need for technological literacy:
1. Use Technology - successful operation of key products and systems of the time;
knowing components of existing macro-systems, or human adaptive systems, and
how the systems behave;
2. Manage Technology - ensuring that all technological activities are efficient and
appropriate;
3. Understanding Technology - more than facts and information, but also the
ability to synthesize the information into new insights; and
4. Evaluate/Assess Technology - being able to make judgments and decisions about
technology on an informed basis rather than an emotional one. (AETL, 2003)
Characteristics of a Technologically Literate Person
Technologically literate people are problem solvers who understand technological
impacts and consequences. They use a strong systems-oriented, creative, and productive
approach to thinking about and solving technological problems. They use concepts from
science, mathematics, social studies, language arts and other content areas as tools for
understanding and managing technological systems. They appreciate the
interrelationships between technology and individuals, society, and the environment; and
they understand that technology is the result of human activity and innovation. (AETL,
2003)
Technology Education Can Make a Difference
In the United States, nearly a third of all high school students don't graduate on time;
among blacks, Hispanics, and Native Americans, it's almost half. The National Dropout
Prevention Center (NDPC) at Clemson University reports the graduation rate is not
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improving. Why are our children dropping out of school? According to the NDPC,
dropping out of school is related to a variety of issues that can be classified in four
domains: individual, family, school, and community factors. Youth leaving school early
is a process that transpires over time. Further, we know children disengage from our
schools very early.
Curiosity is at the heart of young people. By nature, they wonder about how
things work. Early in a child’s school experience, the child needs more opportunities to
explore his/her curiosity and to be innovative. Children need to design, create, and
experience hope for a future. We need to provide every student in K-12 grades in schools
to experience the study of technology by taking technology education and other subjects
that teach about technology. After all, they are our next generation of technology and
engineering leaders.
By starting technology and engineering experiences early in elementary
education, we can help young people develop an understanding of the differences
between the natural world and the human-made world. They can become more excited
and confident in math and science. Using technology, innovation, design, and
engineering can make school subjects personally meaningful, thus capturing the hearts
and minds of our children. We must help elementary educators engage creative minds
and ignite young ideas. Because of the complexity of today’s technological processes
children need to learn early in their school experience to explore the differences in the
human-made world and the natural world. Our young citizens can succeed and add to the
social capital of our communities.
The inclusion of innovation and design through technology education should
begin in early elementary school and be nurtured on through middle school, high school,
college, and beyond. This will take a concerted effort on the part of educational partners
at all levels of education. All of us who have a stake in the future of our society can
personally take action to help make technological literacy a central concern for the
educational system.
Together our shared vision is outlined in the study of technology embodied in the
Standards for Technological Literacy (2002) document. The Content Standards for
Technological Literacy provide content to be taught and learned in the curriculum. They
do not provide the specific curriculum to deliver the content. The standards provide a
common set of expectations for what students should learn along with a basis for
developing meaningful, relevant, and articulated curricula at the local, state/provincial
levels. Additionally, the standards make content connections with other fields of study in
grades K-12.
You can make a difference by joining the International Technology Education
Association (http://www.iteaconnect.org/) and educators across the country in promoting
the Standards for Technological Literacy
(http://www.iteaconnect.org/TAA/PDFs/xstnd.pdf). The promise of the future lies not in
technology alone, but in people’s ability to use, manage, evaluate, and understand
technology. Our children need to realize that through a quality technology and
engineering education they, too, can develop into participants that can literally change the
world in which they live.
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Perspectives on Technology Education
Dr. Len S. Litowitz
Professor & Technology Education Program Coordinator
And
Dr. Scott Warner
Assistant Professor
Millersville University
Department of Industry & Technology
Millersville, Pennsylvania
A Brief History of Technology Education
To the layperson the terms vocational education and technology education
sometimes seem closely related, and perhaps even synonymous. However, a closer
examination of typical definitions would show that they are very different. The
Washington State Legislature provided a typical definition of vocational education with
the following:
a planned series of learning experiences, the specific objective of which is to
prepare individuals for gainful employment as semiskilled or skilled workers or
technicians or sub-professionals in recognized occupations and in new and
emerging occupations. (Access Washington, n.d., ¶ 1)
The Standards for Technological Literacy (2000) defined technology education as:
A study of technology, which provides an opportunity for students to learn about
the processes and knowledge related to technology that are needed to solve
problems and extend human capabilities. (p.242)
This same document also advocated that all students in K-12 can become technologically
literate and should be given the opportunity to do so. It provided an intellectual
framework, across the K-12 spectrum, for the study of the human made world
(technology) that included medical, agricultural and related biotechnologies, energy and
power, information and communication, transportation, manufacturing, and construction
technologies. From these respective vantage points it then becomes clear that vocational
education is designed to be convergent in teaching technology to its students where as
technology education is divergent in both its content (the study of major technological
sectors within the human made world) and its intended audience (all students at all grade
levels).
Arguably, the relationship between industrial arts and technology education is
more complex. Industrial arts was the predecessor to technology education. The term
industrial arts first appeared in the literature of the profession in 1904 when Charles
Richards, the editor of the Manual Training Magazine proposed the title. His suggestion
for the name was part of an editorial intended to redirect the educational focus of manual
training. Richards believed that the new field should draw its content from the study of
Hawaii International Conference on Education
January 2009

9

2009 HICE Proceedings
Page 2955

Understanding the T&E in STEM
industry (Smith, 1981). It should not be surprising that this would happen when it did.
At the beginning of the 20th century the United States was fully into its second Industrial
Revolution (Mokyr, 1998). The eventual adoption by most American public school
districts of industrial arts as a component of the general curriculum was a clear indication
of the importance of the economic, social, and cultural influences of industry throughout
most of the last century.
Yet even in the years of rapid expansion of industrial arts as a recognized and
accepted subject area there were leaders in the field who were beginning to promote the
idea that the study of industry was still too narrow. As early as the late 1920’s, proposals
were being made by leaders in the field advocating that the broader study of technology
would be more appropriate. Nonetheless, the success of industrial arts would continue
relatively unabated for quite some time. It was not until the 1970’s that the idea of
studying technology would finally establish a position in the field and start to take root.
A benchmark document from the early 1980’s that established the conceptual foundation
for the transition from traditional industrial arts to technology education was the
Jackson’s Mill Document (Snyder & Hales, 1981). It represented the collective work of
dozens of leaders in the field of industrial arts to rethink the content and educational
goals of the curriculum.
What grew from the seed of industrial arts, and efforts such as Jackson’s Mill and
the later Conceptual Framework for Technology Education (Savage & Sterry, 1991), was
the contemporary technology education movement. This movement espouses the broad
study of technology. In the opening years of the 21st century, the negative and positive
impacts of technology as the main expression of human activity on the planet Earth is
unquestionable. It is with this perspective in mind that the technology education
profession wants to include technology education as a vital component of the curriculum
that every student in every grade of public education receives. The ultimate goal of
technology education is to aide in developing technologically literate citizens who can
make informed decisions about the technologies we chose to use at both a personal and a
societal level. In moving toward this new mission technology education curricula did not
give up on technical content, but rather distanced itself from its fading history of focusing
on a narrow band of industrial trade skills and knowledge in favor of a much broader
perspective. To be sure, technology education courses still serve to expose students to
technical industries like manufacturing and construction, but only in a similar way that
English exposes students to careers in journalism or creative writing. The difference is
both subtle and dramatic. The subtle changes are often in the names of the courses which
have been broadened to reflect contemporary industries and technologies. The more
dramatic changes are in the nature of the courses themselves. For instance, a
contemporary computer aided drafting course might not only target those who would like
to explore drafting and technical drawing as a career, but those who espouse to be
engineers, architects, designers or anyone who recognizes drafting and technical drawing
as a fundamental communication language of the technical world. Contemporary
technology education assignments often take the form of design briefs and require
students to make use of tools and machines to solve real-world problems through handson, minds-on learning. Contemporary technology education curriculums foster creativity,
ingenuity, innovation, and inventiveness, all hallmarks of the American spirit.
Contemporary technology education curriculums offer sound support for the engineering
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community, and other design professions, at a time when our nation “does not produce
enough technically skilled workers to support certain sectors of its high-tech economy”
(Pearson & Young, 2002, p.42). Contemporary technology education curriculums help
the next generations become technologically literate by exploring all sides of key
contemporary issues. For instance, do robots in industry really eliminate more jobs than
they create? Are hybrid vehicles really better for the environment than gasoline powered
vehicles? Is the use of more nuclear power generation desirable or even inevitable?
Furthermore, contemporary technology education curriculums serve to enhance
the development of core subjects like mathematics, science and reading by adding
variety, relevance, and purpose to a student’s academic program of study. It is
unfortunate the results of modifications to the curriculum that have been adopted by
many school districts to address the standardized testing movement have made
expendable or curtailed the growth of subject areas such as technology education, along
with art, music and any other subject that is outside the mandate of state requirements.
These are subjects that add richness and meaning to the process of learning in the schools
by virtue of their content and by virtue of the varied instructional approaches for teaching
and learning that is often used to deliver content in these areas. We would call this is a
prime example of killing the patient to cure the disease.
Technology Education and the Future
The curriculum of industrial arts served its purpose when the United States was
focused on an industry-based economy. Those days are past and now we must look
ahead to a different type of future, one that is still filled with the technological artifacts of
human ingenuity and creativity, but one that has in large part moved beyond the
industries of the last century. At the national level, the profession of industrial arts saw
that future and decided to move forward. When the profession made the move toward the
study of technology as the curricular focus, the identifying label of “industrial arts” was
relegated to its rightful place in the history books of education. Technology education
came into being as an identified subject of study in the 1980’s. Nationwide, technology
education curriculums have been replacing industrial arts curriculums for over twenty
years. As further evidence of the scope of that change, no national or state organization
or undergraduate teacher preparation program in the United States still uses the industrial
arts term in its name.
Technology education provides all students with opportunities and experiences to
develop technological literacy. It is for this reason that technology education should be a
part of every student’s intellectual diet as he or she moves through his or her school
experience. Finally, as educators, parents, citizens, and members of the human race it is
important for us all to remember that our technological world will only become more so
with the passage of time. Providing all students with the tool of technological literacy is
perhaps the best gift that we can give to prepare the next generations for what lies ahead.
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Perspectives on K-12 Engineering
Dr. David Burghardt and Mr. Michael Hacker
Co-Directors
Hofstra University
Center for Technological Literacy
Hempstead, New York
What is engineering? Why should students learn about engineering? How can it help
them?
To answer these questions we need to move beyond the workaday definitions that
describe the professional practice of engineering, to the overall characteristics of
engineering, the habits of mind and the engineer’s way of viewing the world. Notice that
the word engineer can be a noun or a verb. One can be an engineer, one can engineer a
solution. The etymological root lies in the Latin word, ingeniare, to devise or design.
The definition advanced by ABET is that “engineering is the creative application of
scientific principles to design or develop structures, machines, apparatus, or
manufacturing processes, or works utilizing them singly or in combination.” Webster’s
College Dictionary provides the following definition— “the practical application of
science and mathematics, as in the design and construction of machines, vehicles,
structures, roads and systems.” These definitions belie the uniqueness of engineering, its
body of thought, and the methodology, that it employs. Building on the ideas of C.P.
Snow’s The Two Cultures, engineers are optimists, they believe they can improve a
design, create a solution, solve a problem; it is an outlook inherent to the profession,
embedded in the engineering educational system.
To help us gain greater perspective, the information in Table 1 seeks to contrast the
differences between math, science, engineering and social science/humanities. Of course
these are thumbnail sketches, but they can highlight the differences between disciplines
and help in thinking about the overarching themes that define engineering, noun and
verb. Science is the study of the natural world, a discipline engaged in discovering the
whys and wherefores of natural phenomena. There is a process for this investigation,
scientific inquiry, in which a hypothesis is posed and logical investigations are
undertaken to confirm or deny the hypothesis. Mathematics has its own philosophy and
patterns. It is often used by engineers and scientists to model designs or represent
natural phenomena, such as Newton’s second law of motion, F = m a. There are rules of
mathematical analysis, theorems, that allow us to manipulate such equations. A
publication by the National Research Council, Helping Children Learn Mathematics,
discusses the big ideas and habits of mind needed to be mathematically successful. The
social sciences and humanities provide an entirely different view of the world, a world
shaped by human perceptions and understandings. For instance, a novel or a political or
social event can by analyzed from many different perspectives. There is no correct
answer, but justified opinions.
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Technology
Science
Education and
Engineering
Study of the human- Study of the natural
made (technological) world
world
Engineering design
Scientific inquiry

Mathematics

Study of
mathematical
constructs
Mathematical
analysis
Theorems, proofs,
rational constructs

Social Sciences
and Humanities
Study of human
mind and perception
Rhetoric and
criticism
Eclectic methods,
comparative values

Iterative design
Hypothesis testing
process, optimum
and evaluation
solution
Artifact produced
Theory confirmed
Theorem validated
Opinion rationalized
Table 1 Comparison between different fields of thought.
Engineering uniquely connects all these disciplines. In creating the human-made world,
engineers must use knowledge from science, mathematics and social sciences and
humanities. In contrast to scientific inquiry and mathematical analysis, engineering
design does not seek a unique or correct solution, but rather seeks the best or optimum
solution after a variety of factors are weighed, such as cost, materials, aesthetics, and
marketability. The design process is iterative, creative, non-linear. The solutions are
tempered by our societal values. Hence, the optimal solution for one person may not be
the optimum solution for another. Because we can bring our values to our design
solutions, engineering design can be a very engaging pedagogical strategy.
Engineering becomes a way of understanding the human-made world, how it was created,
how it functions and how it might be changed. Engineers realize that what has been
made can be improved. Even if it were optimum at a moment in time for the
specifications and constraints that were imposed, new technologies, new opinions, new
perspectives allow for different solutions. This is a very empowering feature of
engineering and this is in significant contrast to scientific and mathematical
understandings, where hypotheses and theorems may be refined, but in the main they
remain unalterable.
There is a strain to understand the differences between engineering, technology and
technology education. The following definitions may help in differentiating the fields.
Engineering — creating the human-made world, the artifacts and processes that never
existed before. This is in contrast to science, the study of the natural world. Most often
engineers do not literally construct the artifacts, they provide plans and directions for how
the artifacts are to be constructed. Artifacts may be as small like a hand calculator or
large like a bridge. They also design processes, the processes may be those used in
chemical and pharmaceutical industries to create chemicals and drugs, to directing how
components are put together on an assembly line, or indicating how checks are to be
processed in banking.
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Technology — the artifacts and processes.
Technology Education — the study of the human-made world, its artifacts and
processes.
The Standards for Technological Literacy (2000) and Project 2061 (1993) discuss the
designed world and learning outcomes for K-12 associated with the technology education
perspective. Certainly design plays an important role, as do ethics and the impact of
technology on society. In addition, technical content, such as transportation systems and
manufacturing systems, are viewed as important to know. The idea of systems thinking
is supported and the connections made to natural and mathematical systems.
Engineering design is not trial-and-error gadgeteering. Engineers use their knowledge of
science and engineering science to understand what is happening physically, their use of
mathematics to create models that may be analyzed, and their understanding of prior
technological solutions so they can innovate. Then they create design solutions. This is
in contrast to the process used by inventors who may gadgeteer, arriving at a workable
solution that they can patent or manufacture. The use of modeling, with its inherent
predictive analysis, is one of the significant differences between engineering and
technology education, and engineering and art.
Engineers use modeling as a way to better understand what an actual artifact or process is
experiencing. Consider a wooden plank used as a foot bridge across a stream. An
engineer might be asked to predict whether or not the plank would break if subjected to a
certain load. The engineer creates a representational model of the plank, including its
size, assumptions about physical properties such as Young's modulus and yield stress,
about property variation, and about how the plank is secured on the banks of the stream.
Using the representational model, the engineer creates a free-body diagram and from the
free-body diagram develops a mathematical model based on laws of mechanics. The
accuracies of the representational model and the mathematical model determine how
valid the predictions are. In the design process engineers create representational models
of solutions and then mathematically characterize (model) them , e.g. free-body
diagrams, to predict behavior.
In K-12 Engineering modeling is the combination of representational models, which may
be drawings or three-dimensional renditions, and mathematical models based on or
incorporated with the representational models. For instance, in fourth grade students
could design a scaled version of a classroom. They would create scale drawings which
would later be transferred to three-dimensional renditions of the design. The renditions
could be made of cardboard. So there is a balance between the physical representational
model and the mathematical model. In K-12 Engineering, particularly in the K-5 grades,
the physical representational model will have certain attributes that are mathematically
determined. As the students gain greater knowledge and skill, the mathematical
modeling aspect can increase in sophistication. In 11th and 12th grades, students could
represent actual electric and electronic circuits with circuit elements-resistance,
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capacitance, inductance, voltage and current sources-and then use mathematical models
of the circuit elements to predict behavior. In design students would not construct the
circuit first, initially they create a design they think will accomplish the desired goals,
then representationally and mathematically model it. If the goals are achieved, then the
actual circuit is constructed and tested to determine if the modeling (both types) was
accurate.
K-12 Engineering for All Students
In thinking about K-12 Engineering for all students, we need to consider children’s
developmental capability, what the classroom environment typically is and what the
expectations are in terms of educational objectives. The K-12 spectrum is often divided
into grades K-5, 6-8, and 9-12 and Table 2 indicates how engineering might appear at
different grade levels.
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Grades K-5
At these grades students
are primarily in selfcontained classrooms with
their teacher. The general
focus of education is on
literacy and math
reasoning. There often are
specialists for science, art
and physical education. It
is recommended there be
an Elementary Engineering
K-5 specialist as well to
support the classroom
teacher. In this role, the
specialist will help develop
curriculum that explains
the human-made world,
how things work, systems
thinking, societal impacts
of technology. There could
be design projects that
support other curricular
areas, such as creating
robots from cardboard
boxes and paper rolls in
kindergarten that support
measuring, to creating
models of buildings in fifth
grade that must meet
certain volume and surface
area requirements. It is also
possible to use materials,
such as Engineering is
Elementary, as replacement
science activities, though
the thrust of NAE K-12
effort is not selling
engineering, but using the
pedagogical strengths that
engineering brings to
develop student knowledge
in core academic
disciplinary areas.

Grades 6-8
At these grades students
often move as a class cohort,
changing teachers for
different content areas. The
general focus remains on
literacy and math, but
broadens to include social
studies and science. There
may be elective offerings. It
is recommended there be a
secondary education
Engineering Specialist who
will have two roles, one
analogous to that of the K-5
Engineering Specialist and
the other role in providing a
year-long course for all
students in
Engineering/Technology
education. This course could
be similar to middle school
ET courses that currently
exist, with strong
connections to grade level
appropriate math and
science. Much of the content
of these courses are designbased projects. The projects
begin to use some modeling
for predictive analysis.
Support to academic areas
can include information re
societal impacts, as well as
mini-design projects. There
could be some design-based
science labs, replacing
existing science experiment
labs.

Grades 9-12
At these grades students
move as cohorts and as
individuals, as they begin
to tailor their educational
programs. There is
expanding accountability in
science and social science
and continuing
accountability in language
arts and mathematics. It is
recommended there be a
secondary education
Engineering Specialist who
will have two roles, one
analogous to that of the K5 Engineering Specialist
and to provide a year-long
course for all students in
Principles of Engineering.
This course would focus on
case studies and these
would feature societal
impacts and ethics. For
instance, there could be
environmental impact case
studies re development and
ergonomic design
considerations in
developing emergency
shelters. Gathering and
using data in the case
studies will be important,
as well as modeling the
solution prior to prototype
design. Support to
academic areas can include
information re societal
impacts, as well as minidesign projects. There
could be some designbased science labs,
replacing existing science
experiment labs.

Table 2 Engineering at different grade levels
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Contrasting K-12 Engineering with K-12 Science.
According to Taking Science to School (NRC, 2007), the following themes are necessary
for students to be proficient in science. They should
1)
2)
3)
4)

know, use and interpret scientific explanations of the natural world;
generate and evaluate scientific evidence and explanations;
understand the nature and development of scientific knowledge; and
participate productively in scientific practices and discourse.

How is science currently taught? What are the attributes at the different grade levels? In
general, there is more focus on living things than there is on inanimate matter. Children
begin to learn about themselves and their interactions with the natural world around them.
As this progresses to middle school, the physical world becomes more important, but less
so than the living world. Science is primarily qualitative at the elementary and middleschool levels. In high school, specialty content areas in biology, chemistry, physics, and
earth science are often included in student requirements. There is an increase in
quantitative reasoning in chemistry and physics; earth science and biology often are
relatively more qualitative. All require laboratory experiments and reports, which can
include data analysis and explanations, particularly so at the high school level.
The information in Table 3 is based on the New York State Core Science Standards that
match national science standards.

Hawaii International Conference on Education
January 2009

18

2009 HICE Proceedings
Page 2964

Understanding the T&E in STEM

Grades K-4
Grades 5-8
Grades 9-12
Science is often taught by
Science is taught by a
Science is taught by a
the classroom teacher,
science specialist, ideally
science specialist. Students
perhaps two periods per
certified in a content area of take a science course for the
week. In general,
secondary science, though
whole year. Courses
elementary school teachers grade 6 still is elementary in typically are chemistry,
have had little science (or
terms of certification.
physics, earth science
math) at the college level.
Students may meet daily for (environmental science),
Some more affluent schools science, since it is required and biology. Students meet
have science specialists
each year, for the whole
for lecture and laboratory
who meet with the class;
year. The topics are similar classes.
there may be science
to those at the elementary
specialists to assist
level, except the detail is
classroom teachers. There greater. Major topics
may be science kits (e.g.
include human systems,
Foss) provided and teachers cells, genetics,
follow the provided guide.
reproduction, evolution,
The goal is to understand
earth and celestial
major themes in the natural surroundings, erosion, rocks
world such as earth and
and minerals, earthquakes,
celestial surroundings,
properties of matter,
weather and climate,
chemical and physical
properties of matter, energy changes, energy forms.
forms, living and non-living
things, genetics, evolution,
reproduction.
Table 3 Science at different grade levels
In analyzing the Tables 2 and 3 (K-12 Engineering and K-12 Science), you will notice
there is very little overlap in terms of key ideas. Science is concerned with understanding
the natural world, Engineering is concerned with understanding the human-made world.
This is not to say that connections cannot be made, the content of Engineering is
Elementary does just that in terms of replacing some science curriculum with engineering
curriculum.
Importantly, another aspect of K-12 Engineering that needs to be explored is using
engineering design as a pedagogical approach. This has had success in different content
areas; success being defined as improved student learning and interest in the core content
(Koch and Burghardt, 2002) (Akins and Burghardt, 2006). However, there have been no
rigorous studies to date.
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Contrasting K-12 Engineering with College Level Engineering
Much of the engineering curriculum is primarily devoted to analysis (modeling) and
secondarily to systems and design. The other strands are of lesser curricular importance.
The ABET accreditation guidelines, which drive curriculum, enforce this view.
Similarly, the Professional Engineering Fundamentals examination focuses primarily on
engineering analysis, so majors that find the PE license important need to assure students
an education congruent with it.
Conclusions
Returning to the initial questions, engineering (the verb) provides all students with
problem- solving strategies for understanding the human-made world and for applying
concepts in mathematics, science and social science and humanities. Engineering (the
noun) can refine these skills for students interested in further exploring the human-made
world. The prime goal for K-12 engineering relates to furthering the intellectual
capability of all students to help them understand the technologically complex world we
live in and through a system (engineering) that meaningfully connects mathematics,
science and social sciences and humanities.
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Technology and engineering are significant human endeavors that permeate culture,
underpin the quality of life, and facilitate progress. Young people preparing for life,
work, and citizenship in a society inundated with technology can benefit from a
fundamental understanding of the nature of technology and engineering. Teaching the
basic concepts and patterns of thinking commonly associated with technology and
engineering can help students translate the human-made world into manageable sets of
ideas, actions, outcomes, and consequences that can be understood and appreciated.
Recent efforts to improve and connect the study of science, technology, engineering, and
mathematics under the auspice of STEM education have created an opening for the study
of the human-made world in the core curriculum. However, despite the latent potential of
this emerging curriculum paradigm, the treatment of technology and engineering is often
underdeveloped and overshadowed by efforts to enrich science and math. The absence of
quality instruction in the areas of technology and engineering allows many aspects of the
human-made world to remain mysterious, intimidating, and taken for granted.
This paper will outline the basic attributes of technology and engineering that need
to be infused into STEM education. It will also describe some of the recent curriculum
projects that address one or more of these attributes in varying degrees of detail. More
importantly, they contain compelling ideas and promising practices that can help balance
and enrich STEM initiatives at the elementary and secondary levels.
The Basic Nature of Technology and Engineering
Technology is one of the most salient aspects of life in a modern society.
Humankind depends on technology to process and communicate information; to harness
and convert energy; to transport people and goods from one location to another; to
produce the food, products, and structures that maintain the quality of life; to facilitate
artistic expression; and to provide essential health care. However, in public education the
study of technology is often reduced to simply using computers in the context of core
curriculum subjects. Given its forms, functions, and pervasiveness in society, students
should have an opportunity to study it from more of a macro perspective. More
specifically, it should address the salient knowledge, techniques, systems, and artifacts
used to fulfill wants and needs and to extend human potential.
Engineering is a significant human endeavor that is at the heart of the technological
enterprise. Technological achievements that range from the simple and elegant to grand
and complex are often attributed to feats of engineering. The amount of thoughtfulness,
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discipline, professionalism, and application of theory associated with engineering makes
it one of the highest forms of technological endeavor.
At the risk of oversimplification, engineering is essentially a verb that represents
“doing technology” with intellectual rigor that draws heavily on mathematics, science,
and technology to inform the development of solutions to technical problems. In addition
to applications of mathematics, science, and technology, there are key attributes of
engineering that warrant attention. They include the basic principles and habits of mind
associated with design, analysis, constraints, modeling, optimization, and systems.
In the context of engineering, design can be thought of as the systematic and
incremental development of ideas from foggy notions to a refined and proven concept for
a new product, process, or system that addresses a problem or opportunity. Analysis in
this context includes the systematic and detailed examinations that are used to define
problems, predict performance, determine economic feasibility, evaluate alternatives,
assess performance, or investigate failures. Constraints are the physical, economical,
political, social, ethical, aesthetic, and time limitations inherent to or imposed upon the
design of a solution to a technical problem. Modeling provides a graphic, physical, or
mathematical representation of the essential features of a product, system, or process that
aids in facilitating the engineering design process. Optimization is the pursuit of the best
possible solution to a technical problem in which there are competing or conflicting
factors that involve balancing trade-offs. Lastly, systems are essentially organized
collections of discrete elements (e.g., parts, processes, people) that are designed to work
together in interdependent ways to fulfill one or more functions.
Noteworthy Curriculum Initiatives
There are a wide variety of potential curriculum materials that can play a role in
supporting the study of technology and engineering in K-12 STEM initiatives. A review
of literature will uncover materials that espouse the study of engineering in their titles and
address engineering concepts or habits of mind with varying degrees of depth. It will
also reveal materials that provide very little concrete evidence that they address
engineering principles or ways of thinking until they have been studied in some detail.
There are also materials that do not aspire to teach technology or engineering specifically,
but they are noteworthy because they utilize engineering contexts and design to make the
core curriculum more authentic, interdisciplinary, or engaging for students. The
following abstracts describe some of the more prominent resources that can be tapped to
introduce or supplement the treatment of technology and engineering in STEM programs
at the elementary school, middle school, and high school levels.
A World in Motion is a collection of instructional materials for grades four
through 10 that were developed by the SAE Foundation and SAE International in
response to declining test scores and the declining number of engineering graduates. The
materials are intended to increase students’ interest in math and science. More
specifically, the authors want to “make learning fun, [and] have young students discover
the exciting application of science principles and share information about rewarding
careers in engineering and technical professions.” The materials were designed to
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provide “an exploration of physical science while addressing essential mathematic and
scientific concepts and skills.” The first three challenges center around the design of toy
vehicles (e.g., balloon powered cars, motorized cars, model gliders) and the fourth
challenge addresses the study of electricity and electronics. The documentation and
supplies needed for implementation are available to classroom teachers at no cost by
completing and submitting a simple partnership statement.
Children Designing & Engineering is a collaboration between the College of New
Jersey's Department of Technological Studies, the New Jersey Chamber of Commerce,
and the Institute of Electrical and Electronics Engineers. With funding from the National
Science Foundation, the project developed thematic units for children in grades K to two
and three to five. Each unit is framed in the context of a prominent New Jersey business
(i.e., Six Flags Wild Safari, Lucent Technologies, Marcal Paper, Public Service Electric
and Water, Elizabethtown Water, Johnson & Johnson, Ocean Spray). They are designed
to run from four to six weeks (or 15 to 22 hours) and they begin with a design challenge
that must be addressed in the final week. The subsequent instruction enables students to
develop a solution to the challenge by engaging them in researching topics, generating
ideas, planning courses of action, making things, and testing and presenting their designs.
Addressing these challenges requires students to apply concepts and skills from
mathematics, science, technology, and other academic subjects.
City Technology was developed with funding from the National Science
Foundation by a team of public school teachers, engineering educators, curriculum
developers, and staff developers at City College of New York. This project produced
five curriculum guides that provide teachers the support needed “to engage elementary
children with the core ideas and processes of technology (or engineering, if you prefer).”
They feature encyclopedia-like explanations of the concepts being targeted, strategies for
becoming familiar with the content, lesson plans for teaching the content and
implementing learning activities, stories from real classrooms, suggestions for selecting
and acquiring resources, and information about alignments with national standards.
Collectively, the curriculum guides address topics like structures, mechanisms,
electricity, packaging, maps, communication, and designed environments. The program
uses simple and inexpensive materials to develop core concepts and skills in the context
of everyday technologies.
Design and Discovery is a complete hands-on curriculum developed by Intel
Corporation. The curriculum and supporting resources can be downloaded from the
Internet at no cost. It invites 11 to 15-year-olds to explore engineering by engaging in
hands-on activities that follow the design process from detecting a problem to developing
a viable solution. More specifically, it features lesson and learning activities that address
identifying problems, gathering information, brainstorming solutions, drawing plans,
making models, building prototypes, and making presentations. The curriculum consists
of six units that collectively feature 18 sequential sessions that run approximately two
and one-half hours long. Each session has two to four hands-on activities that average
about 45 minutes each. The materials are designed to be used as an in-school curriculum,
a weekly or daily after-school program, or a summer enrichment experience.
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Engineering is Elementary is a research-based, standard-based, and classroomtested curriculum from the Museum of Science in Boston. It strives to integrate
engineering and technology concepts and skills with elementary science, literacy, social
studies, and mathematic instruction. Children apply their knowledge of science,
engineering, and their problem solving skills, as they design, create, and improve possible
solutions to engineering design challenges. The challenges are framed in the context of
children’s stories that feature different fields of engineering including acoustical,
agricultural, biological, civil, electrical, environmental, industrial, mechanical, and
materials. The units use a five "E" learning cycle that features engagement (being given
an interesting challenge, reading stories and sharing ideas about the problems in the
story), exploration (experiencing science and engineering principles through brief
activities), explanation (describing what they think is happening), elaboration (applying
what they have learned to the design challenge), and evaluation (reflecting on what they
learned).
Engineering the Future: Designing the World of the 21st Century is a one-year
course that was developed by the Museum of Science in Boston for high school students.
The course focuses on the roles engineers play in society and the development of the
human-made world. The main purpose of the course is to “…build technological literacy
for every student, giving them practical understanding of how we all are influenced by
technology, and how we all influence future technological development by the choices we
make as workers, consumers, and citizens.” To fulfill this purpose, the curriculum is
designed around the following four key questions: What is technology? What do
engineers do? What should someone know about science to create or improve
technology? What are the implications of new technologies? These questions are
addressed during four “projects” that run approximately 36-hours in duration. Each
project engages students in textbook readings as well as hands-on laboratory activities.
They are organized around the themes of manufacturing and design, sustainable cities
(architecture), going with the flow (fluidics), and power to communicate
(electricity/electronics).
Exploring Designing and Engineering is a series of six-week units for middle and
high school students that integrate science and technology. They were developed at the
College of New Jersey with funding from the New Jersey Commission on Higher
Education. This initiative aspired to develop instructional materials that are “contextual,
problem-based, and authentic.” The middle school units engage students in addressing
technical problems related to product packaging, traffic control, sound abatement, bridge
design, and theme parks. One of the high school units addresses concepts like fluid
mechanics, buoyancy, and center of gravity in the context of designing yachts. Another
unit targets mechanisms, electrical circuits, and electronic control in the context of
developing automated devices. The capstone unit requires high school students to design,
develop, and construct a solution to a problem of their own choosing while working with
a mentor from business and industry.
The Ford Partnership for Advanced Studies is a systemic initiative that strives to
apply academic skills and concepts from numerous sets of national standards in authentic
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contexts like design and product development, information systems, sustainable
environments, global economics, business planning, and marketing. The program
features a series of five semester-long courses that are sub-divided into 15 six-week
modules. The primary purpose of the program is to prepare students for further education
and ultimately careers in a contemporary work environment. Course number four,
Designing for Tomorrow, focuses on the study of design, engineering, and technology. It
features modules on Reverse Engineering, Different by Design, and Energy for the
Future.
Project Lead the Way’s Gateway To Technology is a project-based curriculum
that uses hands-on activities to engage middle school students (grades six through eight)
in the study of how technology and engineering are used to solve everyday problems.
The curriculum consists of five independent units that run nine-weeks in duration and can
be distributed across the three grade levels in a variety of ways. The program is intended
to be implemented in conjunction with the core curriculum including algebra, physical
science, life science, earth/space science, language arts, and social studies. All the units
are designed to “excite and motivate students to use their imaginations and teach them to
be creative and innovative, while gaining the skills they need to develop, produce and use
products and services.” Each unit contains performance objectives, laboratory activities,
and suggested assessment methods. Collectively, they address the study of design and
modeling, electricity and electronics, mechanisms, automation and robotics, and
aeronautics and aerospace.
The I3 Project is the result of a partnership between California University of
Pennsylvania and the International Technology Education Association. With funding
from the National Science Foundation, the project developed 10 curriculum guides that
support teachers that are interested in addressing technological literacy at grades five and
six. The curriculum was designed around the themes of “invention, innovation, and
inquiry” to epitomize technological thinking and to help “students learn how…
technology becomes part of people’s lives.” Each unit runs between eight and 10 days in
duration. The documentation features technical content, recommended teaching
strategies, and detailed learning activities. Students work in teams to apply concepts and
skills from science, mathematics, and technology to develop solutions to problems. The
problem solving process includes identifying a challenge, exploring ideas, planning and
developing a solution, testing and evaluating the solution, and presenting the solution to
others. Together the units enable students to apply knowledge and develop problemsolving skills in 10 different contexts (e.g., manufacturing, power and energy,
transportation, construction).
The Infinity Project was developed by The Institute for Engineering Education and
Texas Instruments with support from the U.S. Department of Education, the National
Science Foundation, and other organizations. The curriculum was designed to “help
students quickly understand how the concepts they've learned in math and science apply
to real-life challenges in the world around them.” It is a “stand-alone engineering
course” that runs an entire school year and complements other math and science classes.
The instruction was designed to help “students learn firsthand how to use math and
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science to create and design a wide variety of new and exciting technologies that focus on
topics of interest to students - the Internet and cell phones, digital video and movie
special effects, and electronic music.” The curriculum is presented in the form of a
textbook, teacher’s guide, and laboratory manual. The laboratory activities are based on
a simulation program that runs with the aid of hardware that interfaces with the school's
existing computers.
Learning By Design represents a project-based inquiry approach to science for
middle school students (grades six through eight). This initiative is housed at the Georgia
Institute of Technology with funding from the National Science Foundation, the
BellSouth Foundation, the James S. McDonnell Foundation, and the Robert W. Woodruff
Foundation. The thrust of the project is to help students “learn science content deeply” in
conjunction with developing the “skills and understanding needed to undertake solution
of complex, ill-structured problems.” More simply, students study science in the context
of addressing design challenges that help them make connections between their
experiences, science concepts and skills, and the world around them. During the design
process, they practice designing and running experiments, analyzing data and drawing
conclusions, making informed decisions and justifying them with evidence, working
collaboratively in a team, and communicating ideas and experiences to others. Each unit
requires students to “publicly describe to their peers what they've done and how they've
been reasoning, allowing the teacher and their peers to hear their reasoning and help them
around hurdles.” The units of instruction center on designing parachutes, erosion
management systems, model vehicles, lifting devices, and subway tunnels.
Materials Science and Technology Project is a course developed by Pacific
Northwest National Laboratory, in Richland, Washington, with support from the U.S.
Department of Energy and the U.S. Department of Education. This introductory course
combines the academic disciplines of chemistry, physics, and engineering to create a
materials science and technology curriculum. The course covers the fundamentals of
ceramics, glass, metals, polymers, and composites. It is designed to appeal to a broad
range of students. The course combines hands-on activities, demonstrations, and longterm student projects. The basic philosophy of the course is for students to observe,
experiment, record, question, seek additional information, and, through creative and
insightful thinking, solve problems related to materials science and technology.
The Materials World Modules (MWM) is a series of interdisciplinary modules
based on topics in materials science. This on-going curriculum development initiative
was launched at Northwestern University in 1994 with a grant from the National Science
Foundation. The program offers modules on composites, ceramics, concrete, biosensors,
biodegradable materials, smart sensors, polymers, food packaging, and sports materials.
They are designed for implementation in middle and high school science, technology, and
math classes. Their pedagogical approach centers on the principles of inquiry and design
and utilizes hands-on learning activities that enable students to apply materials science
concepts and skills to problems found in everyday life outside of school.
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Models and Designs is just one piece of the much larger kindergarten through
eighth grade science program commonly referred to as FOSS (Full Option Science
System) from the Lawrence Hall of Science at the University of California at Berkeley.
The materials were essentially written by leaders in science education to improve the
quality of science instruction with an emphasis on engaging students in scientific inquiry.
This module targets the concept of models as a methodology for characterizing and
explaining scientific phenomena. It also addresses the concept of engineering things
through inquiry and design. During this unit of instruction fifth and sixth-grade students
study modeling by investigating and represents the contents of sealed “black boxes;”
explore electrical systems by building a device that hums when a string is pulled and
dings when it is released (a.k.a., “a hum dinger”); and design, build, test, and modify a
self-propelled cart that performs in desired ways.
Project Lead the Way’s Pathway To Engineering is a four-year sequence of high
school courses which, when combined with traditional mathematics and science courses
in high school, introduces students to the scope, rigor, and discipline of engineering prior
to entering college. The program strives to provide students “hands-on, real-world
projects” that help them see “how the skills they are learning in the classroom can be
applied in everyday life.” The approach to instruction is characterized as using
“activities-based learning, project-based learning, and problem-based learning.” It strives
to focus students on one project over an extended period of time; working cooperatively
and effectively as a class and in small groups; and integrating mathematics, science,
technology, and English language arts while solving complex problems. The sequence of
classes features three foundation courses (i.e., Introduction to Engineering Design,
Principles of Engineering, Digital Electronics), four specialization courses (i.e.,
Aerospace Engineering, Biotechnical Engineering, Civil Engineering and Architecture,
Computer Integrated Manufacturing), and a capstone course (Engineering Design and
Development).
The TECH know Project is a series of 20 instructional modules that were
developed at North Carolina State University based upon selected TSA Competitive
Events. The events in question challenge more than 100,000 middle and high school
students annually by engaging them in hands-on and problem-based learning activities
that require the application of science, mathematics, and technology content. Although
the problems are motivational and interesting to students, there was a lack of instructional
materials that prepared students to address these challenges. With funding from the
National Science Foundation, the TECH-know Project developed the middle school and
high school units to remedy this deficiency. The topics addressed at the middle school
level include agricultural and biotechnology, web design, research and development,
environmental issues, flight, mechanisms, structures, transportation, medical technology,
and digital photography. Desktop publishing, film/video technology, prototyping, radio
control, visualization technology, structures, systems control, power and energy, medical
technology, and agricultural and biotechnology are addressed at the high school level.
The Young Scientist Series was developed for pre-school teachers, kindergarten
teachers, and teacher trainers by a team of early childhood educators at the Educational
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Development Center with funding from the National Science Foundation. One of the
units in this series is titled, “Building Structures with Young Children.” Under the
auspices of science, this unit focuses on building structures for reasons that include
strength, safety, durability, and stability. The teaching and learning process includes
planning a structure, building the structure, observing the structure, collecting
information about the structure, and using sketching to record designs. The instruction
includes “open” and “focused” explorations. The open explorations serve as introductory
activities that help students become familiar with the various building materials (e.g.,
building blocks) and discover how they work together to make structures. The “focused
explorations” provide students with more deliberate building activities that are designed
to address a challenge or problem. These activities are framed in the contexts of building
towers and making enclosures. The materials include teaching plans, recommendations,
example questions, assessment tools, learning outcomes, and information about
additional resources.
Reflections
Each set of curriculum materials has its own personality and no two are alike in
mission, content, format, or pedagogy. They are unique reflections of their authors’
philosophy, art, and science. They are also the products of the diverse circumstances
under which they were developed (e.g., financial resources, time constraints, sponsoring
institutions, funding agencies, pilot and field test sites, evaluation methodologies and
criteria). One is hard pressed to select one curriculum over another because each one has
unique merits. The ultimate selection of one program of study over another is more
likely to be based on its strengths and fit in contrast to deficiencies or shortcomings.
There is a rich pool of curriculum resources for inclusion of technology and engineering
in STEM initiatives from pre-school to high school.
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Additional Information
The following web sites are provided so readers can obtain additional information
about the curricula referenced in this paper.

Curriculum Imitative Titles
A World in Motion
Children Designing and
Engineering
City Technology
Design & Discovery
Engineering is Elementary
Engineering the Future
Exploring Designing and
Engineering
Ford Partnership for Advanced
Studies
Full Option Science System
Infinity Project
I3 Invention, Innovation,
Inquiry
Learning by Design
Materials Science and
Technology
Material World Modules
Project Lead the Way
TECH-Know
Young Scientist Series

Web Sites
http://www.awim.org
http://www.childrendesigning.org
http://citytechnology.ccny.cuny.edu
http://www.intel.com/education/Design/index.htm
http://www.mos.org/eie
http://www.mos.org/etf
http://www.designedworldlearning.com
http://www.fordpas.org
http://www.lhsfoss.org
http://www.infinity-project.org
http://www.iteaconnect.org/i3/index.htm
http://www.cc.gatech.edu/projects/lbd/home.html
http://science-ed.pnl.gov/teachers/mst.stm
http://www.materialsworldmodules.org
http://www.pltw.org/index.html
http://www.ncsu.edu/techknow
http://cse.edc.org/curriculum/youngscientistseries/
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The Interdisciplinary Nature of Technology and Engineering Education

Dr. Aaron C. Clark
Associate Professor of Mathematics, Science & Technology Education
North Carolina State University
Raleigh, North Carolina
Technology and engineering education has a unique relation that has only become
paramount in the public schools in the last five years as major areas of study for all
students, whether academic or career focused upon graduation (Swiff & Watkins, 2004).
Both discipline areas have been included in the latest integration movement known as
STEM (science, technology, engineering, and mathematics) but do educators really know
the interdisciplinary nature of both of these fields to the other two? Do teachers know
how to teach these areas in a way that will show “sound” integration techniques so that
all students will become literate in these four disciplines? Also, what are the main areas
that act as the “glue” for making engineering and technology interact well with
mathematics, as well as with science? This paper will try to explain a current theory and
practical process that many believe is a way to demonstrate the interdisciplinary nature of
the “T” and “E” in the educational term STEM by incorporating design and
computational modeling.
What is a STEM Integrated Approach to Learning?
Interdisciplinary approaches have long been a major part of both technology and
engineering disciplines. Many professionals in engineering perceive engineering science
as “technology”, and the practice of engineering as “technics”. Therefore, the
relationship between technology and engineering can not be separated, just as many
educators can not see a true separation of disciplines related to mathematics and science;
one academic area must rely and build from the other for practical applications
(Tarvainen, 2006). Considering this reliance on each other, the attributes that STEM
disciplines have to offer to students are based on their ability to understand processes and
apply their interdisciplinary knowledge in novel situations. These attributes can easily be
summed up in the following areas. First, students must gain from a good STEM
integrated sequence of courses the ability to solve problems and frame good arguments
with evidence for the best solution. Innovation and invention are areas that must come
from good interdisciplinary STEM studies that allow students to use a design process for
independent and original investigation. Self-reliance as an attribute for a STEM educated
student means that the ability to set agendas, work in teams, develop self-confidence, and
function within time allotments are integrated in the student’s everyday life. Other
attributes that should come from a STEM educated student include logical thinking and
technologically literacy so that they can function in society and become productive
citizens of the world. All of these attitudes can easily be recognized as good qualities for
any student no matter their goals and future careers (Morrison, 2006).
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As technology and engineering education strives to provide students the attributes
listed above, many teachers and students become lost in the interdisciplinary and
integration approach to a good STEM education by having to focus on the details of
teaching the subject matter for a particular STEM related course (i.e. algebra, biology,
engineering design). With the accountability movement in public schools today, as well
as curricula for subjects growing in content and demands for more information to be
taught, teachers are not integrating STEM areas well in the classroom. Therefore, these
attributes are difficult to achieve even with the most gifted students and teachers.
Considering this situation, STEM educators needed to find better ways to let students
explore STEM course topics outside of traditional academic courses and develop STEMbased attributes through alternative courses that focus on using techniques and content
that can be linked to all four disciplines. Communication skill development using
visualization and design processes are one of these ways. The author of this paper and
others in the field of technical communication see visualization and design acuity as the
“glue” that can hold STEM integrated subjects together by providing a common area that
can be used as the catalyst for all STEM subject learning and integration. Developing
good visual skills and using these skills through a design brief or engineering design
process will aid students in learning how to use and integrate their STEM topics together
and provide for a more practical “hands-on” experimental learning to take place in the
classroom. The interdisciplinary nature of technology and engineering education allows
this to happen.
Interdisciplinary Nature of Technology and Engineering Education
Professionals in technology and engineering education have been teaching
visualization and design as a part of their curricula for many decades. Most of what is
mentioned in the Standards for Technological Literacy (STLs) can be taught using this
practical skill development technique (ITEA, 2005). Considering that visualization and
design can be the integration tool from technology and engineering that allows students
to fully experience true STEM integration, many projects are currently underway to
facilitate this need. Provided below are brief explanations of three projects that this
author is currently working on that facilitate STEM integration for all students, and
utilize the interdisciplinary nature of technology and engineering education. All three
projects come under the category of computational modeling and later split into three
areas that are termed scientific and technical visualization, virtual and physical modeling,
and game art and design. Below are brief descriptions of these computational modeling
areas.
Computational Modeling
Computational science (i.e. modeling) is new to many people in education. It
comes from a report to the President of the United States in June of 2005 from the
National Coordination Office for the Information Technology Research and
Development; the report is titled “Computational Science: Ensuring America’s
Competitiveness.” The report addresses many areas we are currently failing in (i.e.
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computing and applications, high-end graphics, etc.), and are important in keeping
America competitive. The areas that are most appealing to educators are the needs in
advanced computing resulting in students being able to solve complex problems like
those required in a good STEM interdisciplinary approach. “Computational Science:
Ensuring America’s Competitiveness” later states that these areas are critical to scientific
leadership and economic competitiveness. The report also goes on to affirm that
computational science will become one of the most important technical fields for the 21st
century (See Figure 1).

Figure 1: Computational Integrated Model
Therefore many scholars define computational science for technology and
engineering education as having a true STEM focus. Computational science at the
secondary level includes the use of a multidisciplinary approaches to learning (i.e. STEM
integration), and uses tools (i.e. computers) and techniques (i.e. real world scenarios’)
that can attract students, especially those deemed at-risk of dropping out of school. It can
best be defined as follows: Computational science allows for the integration of science
and technological literacy to occur though the study of visualization and design through
the development of both virtual and physical models. This definition was developed so
that true STEM integration could occur in technology and engineering education
classrooms, and at the same time, develop 21st century skills for students taking these
courses. Also, the use of computational science (i.e. modeling) in the technology
classroom allows for further in-depth association with engineering education for the
secondary level through the use of engineering design and model development and
testing (i.e. Finite Element Analysis and Computational Fluid Dynamics). Computational
science had appealing components to virtually every student and will provide “glue” for
many state curriculums in STEM education as they try to integrate multiple concepts and
content from disciplines in mathematics, science, engineering, and technology education.
Many in the field of STEM education feel that this new area will be important to
technology and engineering education as the disciplines try to reach out and support both
state and federal initiatives, while at the same time, keeping focus on technological
Hawaii International Conference on Education
January 2009

33

2009 HICE Proceedings
Page 2979

Understanding the T&E in STEM
literacy for all Americans through a quality STEM education. Currently, three research
projects are underway that the author of this paper is associated with that bring
computation modeling and science into public education at the secondary level. These
projects are briefly explained below and the role each has in the interdisciplinary
approaches that technology and engineering education can play in STEM education
(National Coordination Office for Networking and Information Technology Research and
Development, 2007; Partnership for 21st Century Skills, 2004; PITAC President’s
Information Technology Advisory Committee, 2005).
Scientific & Technical Visualization
Scientific & Technical Visualization is a STEM-based area that focuses on the
principles, concepts, and use of complex graphic and visualization tools as applied to the
study of science. Students’ use complex graphic tools from technology and engineering
to better understand, and explain scientific concepts and principles. Emphasis is placed
on the use of computer enhanced images to generate data driven charts, and 2-D and 3-D
images. Students also develop concept driven static and animated images. Mathematics,
science, and visual design concepts are reinforced throughout all activities, as well as
technology and engineering being major content areas from which activities are
developed. Scientific and technical visualization uses a design brief format commonly
found in most engineering design graphic courses. This design brief allows students to
conduct their own research, establish work agendas, and test hypotheses. By using this
form of computational modeling, students gain a better understanding as to the
relationship between design and science. Students also see the major role that technology
plays in the development of visualizations and how to better explain the information to a
wide variety of audiences (Clark, 2004). This area is key to providing students with the
communications skills needed for all STEM disciplines and can easily reinforce the role
that technology and engineering design has in the systemic approach to STEM integration
(See Figure 2).
Teaching scientific and technical visualization in the STEM classroom strongly
reflects the Perkins IV legislation. Section 113 contains core indicators reflecting student
attainment of challenging academic content standards and student academic achievement
standards and high student graduation rates (p. 76-77). Section 118 speaks to the
expectation of coursework that leads to high skill, high wage, or high demand
occupations (p. 79-80). Section 121 expects to see career and technical education
programs that include coherent and rigorous content aligned with challenging academic
standards and relevant career and technical content in a coordinated-non-duplicative
progression of courses. To adequately prepare students to succeed in postsecondary
education is a new mission for career and technical education. Local school systems are
expected to promote continuous improvement in academic achievement; promote
continuous improvement of technical skill attainment; and identify and address current or
emerging occupational opportunities; (show) how programs at the secondary level will
prepare career and technical education students, including special populations, to
graduate from secondary school with a diploma (U.S. Department of Education, 2007).
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Figure 2: Examples of students work in scientific and technical visualization
Virtual and Physical Modeling
Just like the communication skills that are demonstrated in the study of scientific
and technical visualization, virtual and physical modeling reinforces these same
communication areas by having student develop visualizations and physical models to
better explain areas related to mathematics. This new initiative is particularly focus
towards students deemed at-risk of dropping out of school. It uses technology and
engineering education concepts to teach areas related to algebra and geometry, both being
courses required for graduation in most states. This interdisciplinary approach is
designed to have students take technology education courses in virtual and physical
modeling at the same time they are taking required mathematics courses. The kinesthetic
approach allows these students to use mathematical concepts in a practical setting to
reinforce what they are learning in their existing mathematics courses. Like scientific
and technical visualization, this course also meets the new requirements in Perkins IV
legislation and fully uses the interdisciplinary approaches that technology and
engineering education have to offer.
Game Art and Design
The computer game industry is a multi billion dollar a year industry and is one of
the main forces driving the creation of many new technologies today. Since the creation
of the first computer game, sometime around 1952, the world has not been able to look
away. Something about delving into a fantasy world filled with dragons, playing as our
favorite athlete, or solving intricate puzzles, fascinates us. While it has long been known
that using games for educational purposes is beneficial, there are very few initiatives that
deal with allowing students to design and build the game all the while helping to "teach
themselves" the subject at hand and reinforce STEM areas.
For instance, it may be easier for a student to research how the white blood cells
in their body fight off disease if he/she is concentrating on using the material learned to
create a scrolling shooter game, in which he/she can take control of these disease fighting
heroes; as opposed to reading books and writing the standard report, or taking a
standardized tests. This process not only exposes the student to the subject which the
game deals with, but also the many areas which are involved in the game creation process
that is directly reflected in the design process used in both technology and engineering
education. These areas deal with the technical issues brought about by working with the
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hardware and software, the artistic appeal of creating a 3D character and texturing it to
look lifelike, and if possible learning a little computer programming to control the
physics and artificial intelligence associated with the game. As stated, the computer game
industry drives much of the new technology created today, and what better way to
become familiarized with technology than using it to support STEM content integration
through the development of serious games (See Figure 3).

Figure 3: Example of student work in STEM gaming.
Conclusion
Many education professionals struggle with ways to show and demonstrate how
STEM integration can take place in a classroom. Several teachers support the idea of
having content from each area be a part of existing STEM courses, but there are
alternatives as mentioned in this paper. By using the interdisciplinary nature of
technology and engineering as separate but content integrated courses like those in
computational modeling areas, students learn and develop STEM attributes that will carry
them throughout their life. But as we develop more materials and projects to help with
the content integration of technology and engineering into general academic areas, lets
not forget that other populations exist that want and can help facilitate STEM learning.
First, more research is needed in the area of what makes good integrated materials for
STEM education. Most educators use existing activities and try to add or convert to a
fully STEM integrated learning experience. Rather, it may be best that curriculum
developers and researchers start with a “clean slate” and develop new and more current
activities that are of interest to students (i.e. serious gaming). Also, pre-service teachers
need to trained and educated about how to develop and conduct classes that are based on
a multi-disciplinary approach; and how technology and engineering education can help
facilitate this change (i.e. scientific and technical visualization). Finally, better ways and
methods need to be developed for allowing students to have an international perspective
in all STEM disciplines, including those students that are home schooled, as well as
considering both private and charter schools. Once the systemic nature of STEM in all
discipline areas is recognized, valued and implemented then true learning can take place
and the “T” of technology education and the “E” of engineering education will have
arrived.
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Safe Schools Action Team Formation and Implementation for Elementary and
Secondary Schools
Author: Greg Anderson
Affiliation: Superintendent, Grand Erie District School Board
Address: 349 Erie Ave., Brantford, Ontario, CANADA N3T 5V3
E-mail Address: greg.anderson@granderie.ca
Here is a brief abstract of my presentation:

--2008 Ontario, Canada legislation required that all school districts offer programming
for suspended and/or expelled students --Grand Erie District School Board offers a
unique and very effective model --Safe Schools Action Team consists of: Superintendent,
Principal Leader, Elementary and Secondary Teacher, Child and Youth Worker, Social
Worker --the team is responsible for providing both academic and non-academic support
to students on suspension or expulsion longer than 5 school days --Superintendent's role:
liases with School Board; leads team, directs operation district wide --Principal Leader's
role: coordinates team's interactions with schools and parents; facilitated District
expulsions; facilitates policy development and review; facilitates bullying prevention and
progressive discipline within schools --Elementary and Secondary teachers' role:
academic support for students on suspension and expulsion; supports students in home
area environment; member of all Safe Schools initiatives --Child and Youth Worker's and
Social Worker's roles: non-academic support for suspended/expelled students; assessment
and short-term counseling; early intervention for students exhibiting high risk behaviour;
presentations to school personnel on bullying prevention --Safe Schools Action Team
goes into action on a referral from a school principal to the Principal Leader who then
sets in place a Student Action Plan meeting to hear the specific needs of the
suspended/expelled student --arrangements are made to meet suspended/expelled student
in a mutually agreed location in the community (not the school) --student receives
academic support from Safe Schools Action Team teachers and counseling from CYW
and SW --re-entry meeting is held at the school upon the completion of the suspension or
when it is believed that the expulsion can be terminated --Safe Schools Action Team has
been established to ensure continuity of education for those students on long-term
suspension or expulsion
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Abstract
Technology can be a “catalyst for learning” when used effectively (cited in Valdez,
2005a, p. 8). However, teachers who are novice at technology often feel intimidated and do not
know where to start. We want teachers to take advantage of the universal nature of Web
resources to engage even the most reluctant learners. Here, we have tabulated sample links in a
subject-grade format to show teachers how they can use available resources on the Web to
engage students who are either bored or experiencing difficulty learning. The goal is not to
provide a laundry list of Websites, but to demonstrate how the Internet is a great source for
engaging all levels of learners. More importantly, we want to help teachers identify several key
components for evaluating websites that will promote self-instructing, self-regulatory, and selfempowering habits. We also present simple Web tools on how to create a class homepage and
how to enhance learning for students with special needs, especially those from culturally and
linguistically diverse backgrounds. Finally, we embed all these resources into a lesson plan to
show teachers how to begin right away!
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Where Do Teachers Start?
The number one cause for students’ lack of engagement in this nation is boredom. In the
most recent study of 81,000 high school students across 26 states, 2 out of 3 students said they
are bored in class every day (Yazzle-Mintz, 2007). The major reason cited for their boredom was
that teachers were not using materials that are interesting or relevant to them. Not surprisingly,
73 percent of those surveyed said they have considered dropping out and another 60 percent
revealed they did not see the value of what they were being asked to do.
Achieving student success cannot just be a question of meeting AYP (Adequate Yearly
Progress). Leaving no child behind should be a matter of ensuring all our students become
proactive, engaged, and self-empowered to the point that they themselves do not want to be left
behind! Perhaps teachers need to pay more attention to what they are asking students to do and
how they are delivering lessons rather than forcing students to learn topics that are meaningless,
invaluable, and simply boring.
Teachers are often crunched for time in completing the district’s prescribed curriculum.
Deviating from the traditional instruction delivery would mean taking time away from prepping
students for the “real” exams (Anderson, 2004; Foon & Brush, 2007, NYSUT, 2007; Public
Education Network, 2005). Consequently, students who are behind feel that they can never catch
up because they lack the prerequisite skills to learn new materials and students who are advanced
feel that they are not challenged enough because curricula are catered more towards the
mainstream. So how can teachers create a rich and motivating environment that meets the needs
of respective students and at the same time not digress from the goal of the core curriculum?
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The interface between technology and education is not a new idea. Research has
continued to show the correlation between the degree of technology integration and student
engagement. One such study commissioned by the American Institutes for Research (AIR) found
that students are more willing to complete their schoolwork and less likely to be bored when they
use the Internet to complete their work rather than traditional worksheets (Levin & Arafeh,
2002). The study also revealed that students were using more current information and submitting
more high quality work as a result of integrating the Internet. However, the study found that one
of the major concerns students have with utilizing technology was that teachers lack the
competencies and knowledge in assigning more interesting sites that are relevant to their age or
interests (Levin & Arafeh).
Despite the countless research projects that have been conducted on the impact of
technology on education, there is still a lack of practitioner-based strategies to show teachers
how to start utilizing the web as an instructional tool to engage students. The goal of this paper is
not to generate a list of instantaneous sites for various subjects and grades, but rather to
systematically organize sample links to show teachers how to select age appropriate and
meaningful sites. Once teachers understand how to select appropriate and meaningful sites, they
are ready to commence their work in the classroom.
We will begin by clarifying the difference between educational technology and
technology education. Then, we will discuss some key components in identifying and selecting
websites that would help students become more proactive and self-engaging in their learning.
Next, we will present an organized chart of various web links based on subject areas and grade
levels and provide teachers with a resource link on how to create their own class homepage.
Finally, we will explore how the Web can be easily integrated into a lesson plan for students
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from various backgrounds, learning capacities, as well as students with disabilities. The goal here
is not to trivialize learning by claiming that the Web is more “entertaining” or to make teaching
appear more convenient. Rather, our hope is that novice as well as veteran teachers who have in
the past been intimidated by technology usage would embark on this journey with us as we take
a glimpse of the potential the Web can offer to engage diverse learners.
Technical Clarification
To effectively begin integrating technology as a tool for instructional purposes, teachers
must first understand the difference between technology and educational technology (Dugger &
Naik, 2001). According to the International Technology Education Association (ITEA) (n.d.),
technology education is “a study of technology which provides an opportunity for students to
learn about the processes and knowledge related to technology that are needed to solve problems
and extend human capabilities” (p. 1), whereas educational technology is “using multimedia
technologies or audiovisual aids as a tool to enhance the teaching and learning process” (p.1).
(see Table 1)
Table 1. Educational Technology vs. Technology Education
Educational Technology (Information

Technology Education (Technological Studies)

Technology)
• Teaches with technology (uses technology

• Teaches about technology as a content area

as a tool)
• Primarily concerned with the narrow

• Concerned with the broad spectrum of

spectrum of information and

technology (How humans have designed &

communication technologies

innovated the natural world)

• Primary goal: To enhance the teaching and
learning process

• Primary goal: Technological literacy for
everyone
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Note. From “International Technology Education Association (ITEA) terms” by International
Technology Education Association, n.d., Albany, NY.
The Web as a Tool for Developing Self-Engagement
The Web can enhance self-engaging behavior by teaching students to make choices, take
responsibility, evaluate their performance, monitor their progress, adjust their previous actions,
set expectations or goals, solve problems, develop persistence, stay focused, and make
connections as they discover new knowledge (Dias & Atkinson, 2001). We have identified ten
key components that teachers can use to gauge the effectiveness of the site in promoting these
behaviors. (see Table 2)
Table 2. Components of Websites that Promote Self-Engagement

Self-Engaging Behavior

Key Components

Examples of Site Components

Ability to indicate one’s

The site provides options for

Options for Beginner;

preferences, make decision on

multiple levels of learning

Intermediate; Advanced or

their own; and express

activities for various learning

Easy; Difficult.

oneself.

needs.

Ability to observe one’s own

The site has options for self-

The information is interesting

performance, instruct oneself,

discovery learning

and students want to discover

and discover one’s own new

more on that topic or concept

ability.

by studying or practicing the
task beyond the assignment.

Ability to manage one’s own

The site has options for

Site provides specific

performance and then take

students to instruct

instructions for completing an

actions to achieve goal.

themselves.

activity; available definitions
or glossary list; audio assisted
reading tools; re-teach
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components.
Is aware of one’s own

The site taps on various

listening, reading, moving,

capacity and able to tap into

multimodal & multisensory

singing, etc.

compensation skills to

approaches to learning.

maximize ability.
Ability to anticipate, identify,

Activities on the site

students need to move from

and solve problems towards

encourage students to identify

one level or one step to the

achieving goal.

and solve problems rather than next following specific steps
just click-and-respond routine

to reach the goal/targeted

activities.

objectives.

Ability to evaluate one’s own

The site has options for

Students are able to check

progress, is aware of one’s

students to monitor their own

their own work with a final

capacity, and knows how to

progress and evaluate their

score or continuous score.

develop or maintain necessary

own performance.

skills toward achieving goal.
Ability to experience different

The site has options for trials

Students can perform task

or past actions and develop

and errors.

more than once or as many

persistence in order to

times as possible until the

optimize ways to achieve goal.

correct response is reached.

Ability to examine and

The site has options for

Students can reflect on their

distinguish one’s strengths and students to learn about their

own errors; review their past

weaknesses, develop self-

own progress, areas of

mistakes; examine their past

awareness, and then adjust

strengths and weaknesses.

performance/record; make

previous actions to achieve

comparison based on

goal.

dates/topics/assignments.

Understands one’s internal

The site has options for

Voice-stimulated

locus of control and ability to

students to reinforce their own

acknowledgement or

acknowledge positive as well

performance.

appraisal; electronic stickers;

as negative outcomes.

personalized progress report;
checklist for completion of an
activities.
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Ability to understand exactly

The site is not cluttered with

Unnecessary links or distract

what is required of them and

too much information.

students from actually doing

stay focused in order to

the work assigned on that site;

achieve goal.

over-crowded with too many
words/advertisements;
confusing buttons;
unorganized links; unfocused
themes; extremely colorful or
over-dramatic.

Sample web links. To demonstrate how the Web can be easily integrated into a core
objective, we organized a table by subject and grade levels and selected sample websites that
include the majority of these components for teachers to readily apply. (see Table 3 & 4 below)
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Subject Area at the
Elementary Level
Reading
Target Objective:
The student listens
attentively and engages
actively in a variety of
oral language
experiences. The student
is expected to: listen
critically to interpret and
evaluate.
Mathematics
Target Objective:
The student will be able
to use concrete and
pictorial models to apply
basic addition and
subtraction facts (up to
9+9=18 and 18-9=9), by
using manipulatives to
solve the problems.

What are students
asked to do?
Students click on the
book of their choice and
listen to the story or
click in every word to
hear the word out loud.

Adaptation
Consideration
The students can choose
their own level to work
on.

This website allows
students to practice a
variety of math exercises
through a fun-filled
baseball game.

Students will answer a
problem and base on the
level of difficulty, they
will receive either a
single, double, triple, or
home run hit.

The students could
choose from 4 levels of
difficulty: easy, medium,
hard, or super brain

http://www.superkids.co
m/aweb/tools/math/mixe
d/mixed1.shtml

Students learn about
mixed addition and
subtraction using
positive and negative
whole numbers.

Students create their
own worksheet and
choose the level of
complexities with the
minimum and maximum
value of numbers.

Students can choose to
work at their own level.

http://www.aplusmath.c
om/Worksheets/

Make your own
worksheets.

Select the type of
problems to create the
worksheet and check the
answer online
immediately.

Worksheets can be
printed or graded online.

Web Link

Summary of site

http://www.starfall.com/
n/level-a/learn-toread/load.htm?f

This site is designed to
help young students
acquire basic knowledge
in reading and writing.

http://www.funbrain.co
m/math/index.html
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Writing
Target Objective:
The student will be able
to use noun and verbs.
Science

http://teacher.scholastic.
com/activities/adventure
/grammar1.htm#

Students clean up the
beach full of incorrect
grammar and put them
in the correct garbage
can.

Click and drag the nouns Available in 2 levels as
and verbs to its correct
well as in English and
position.
Spanish.

http://dole5aday.com/Ki
ds/K_Index.jsp

Students monitor their
own fitness plan through
games. songs, recipes,
videos, etc.

Students set fitness
goals, interact with
multi-sensory activities/

http://www.pienetwork.o This site gives students
rg/
ideas on what and where
they can explore
different things

Students can find
various ideas for science
projects.

http://www.lizardpoint.c
om/fun/geoquiz/usaquiz.
html

Click on the correct
location on the map.
Correct response will
elicit points. Students
have 3 tries for each
question. Students can
read comments from
each of their correct or
incorrect responses.

Target Objective:
The student will be able
to explain strategies for
maintaining a personalhealth plan.
Target Objective:
The student will be able
to analyze, review, and
critique scientific
explanations, including
hypotheses and theories,
as to their strengths and
weaknesses using
scientific evidence and
information.
Social Studies
Target Objective:
The student will be able
to locate the community,
Texas, the United States,
and selected countries
on the maps and globes.

Interactive maps of the
United States and other
countries

Specific games and
activities can be selected
and bookmarked for
student who struggles
with reading. Activities
are at different levels of
difficulty.

Teachers determine how
many points each
question weigh. ‘HELP’
button allows the student
to peek at the map with
all its location identified.
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Subject Area at the
Secondary Level
Reading
Target Objective:
The student will be able
to monitor his/her own
comprehension and
make modifications
when understanding
breaks down such as by
rereading a portion
aloud, using reference
aids, searching for clues,
and asking questions.
Writing
Target Objective:
The student will be able
to demonstrate effective
communications skills
that reflect such
demands as
interviewing, reporting,
requesting, and
providing information.
The student will be able
to write to influence
such as to persuade,
argue, and request.

Web Link

Summary of site

http://www.manatee.k12 An online tutorials to
.fl.us/sites/elementary/pa help students develop
lmasola/rcompstrat.htm
comprehension skills
through a series of
activities, worksheets
and tutorials. Include
fictional and nonfictional examples

http://teacher.scholastic.
com/writewit/speech/ind
ex.htm

Students learn to write,
say, and record a speech
through case scenarios.

What are students
required to do?
Students read and
respond to questions
using a pull-down menu
of multiple choice
responses.

Adaptation
Consideration
Students monitor their
own progress through
the points earned for
each correct response.
Students can reload the
questions to start all over
again without penalty.

Students write their own
speech and follow
instructions to hear their
own speech online.

Optional audio for
students who need
assistance.
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Mathematics

http://nlvm.usu.edu/en/n
av/grade_g_4.html

Various interactive math
tutorials

Students have a variety
of skills and math
concepts to choose from
to practice.

This site is also available
in Spanish.
Teacher can bookmark
selected activity.

http://www.exploratoriu
m.edu/learning_studio/c
ow_eye/index.html

This site has different
hands-on activities and
tools for students and
teachers to explore..

Students can choose to
watch a video of a
student dissecting a
cow’s eye or how to
electrocute a pickle by
clicking on the various
options.

Students are able to
explore hands-on
activities without
actually having to touch
or dissert anything.
Remove the fear of
science.

http://www7.nationalgeo
graphic.com/ngm/0612/s
ights_n_sounds/index.ht
ml

Video of remote islands
and geography of area.
This site contains
excellent visuals for
social studies.

Watch and listen to a
video on various Early
Earth, Voyage to Saturn,
Iraq War Medicine,
Penguins, etc.

Multimedia capability.
Includes fun stuff,
forums, online
magazines, etc. for
students.

Target Objective:
The student will be able
to find specific function
values, simplify
polynomial expressions,
transform and solve
equations, and factor as
necessary in problem
situations.
Science
Target Objective:
The student will be able
to identify the systems
of the human organism
and describe their
functions
Social Studies
Target Objective:
The student will be able
to explain the
distribution of plants and
animals in different
regions of the world
using the relationships
among climate,
vegetation, soil, and
geology.
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Class homepage. Creating a class homepage can be intimidating for anyone who is not
familiar with the technical terms involved. Fortunately, the Scholastic Homepage Builder offers
free step-by-step procedures to help teachers customize their own homepage (register at:
http://my.scholastic.com/sps_my_account/registration/GenericTeacherRegistration.jsp). This
class homepage is set up to allow teachers to communicate not only with students, but also with
parents and community members. Teachers can post links and learning tools for students as well
as resources for parents to help their children. One of the chief benefits of having a class
homepage is that teachers can personalize teaching and learning and empower students to access
the information and take control of their own learning. Additionally, a class homepage recognize
parents as an important support for their children’s outcome and establishes a communication
channel for further collaboration.
Websites for multiple subjects. Below are samples of websites that provide teachers with
an array of activities for all grade and subject levels:
http://www.enchantedlearning.com/Home.html
http://www.learningplanet.com/
http://www.lizardpoint.com/fun/index.html
http://pbskids.org/lions/games/unlimited.html

Web tools to facilitate diverse learning needs. Teachers have the responsibility of
meeting the needs of all students in the classroom. Many times, students who are experiencing
reading or writing difficulty are not as motivated to try new things because of their history of
failures. However, appropriately selecting sites that allow multiple trials and errors encourage
students to individually determine what works and does not work. At the same time, students
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who are feeling bored because the lessons are not paced appropriately for them can become
easily frustrated and lose motivation. Many web sites allow options for different levels of
difficulties and encourage students to challenge themselves at their own pace. Furthermore, with
the increase of students coming from culturally and linguistically diverse background entering
the classroom, teachers often cannot afford adequate attention to direct these students and the
issues they bring through their experiences (e.g., lack of school readiness skills; language
barriers; lack of computer access; parent’s educational background, etc.). Below are samples
instructional aids found on the Web that teachers can introduce and post on the class homepage
for all students to access, including those with reading or language difficulty, physical
disabilities, fine-motor problems, visual impairments or simply need help in checking a word at
the more advanced level. (see Table 5)
Table 5. Web Tools for Diverse Needs
Web Tool

Summary of Site

Read Please

Students cut and paste any text and

http://www.readplease.com/

choose how they want that text to
be read back to them by indicating
the speed, vocal, and font size.

Babel Fish Translation

Translate any language of your

(http://world.altavista.com/)

choice.

Braille Bug

Braille books, games, and even

(http://www.afb.org/braillebug/)

online museum for students with
visual impairment.

Children's stories

Online children’s stories to read or

(http://www.acs.ucalgary.ca/~dkbrown/stories.html) download.
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Click-N-Type

A virtual keyboard designed for

(http://www.lakefolks.org/cnt/)

students with physical disabilities.

Confusing Words

This site has a collection of words

(http://www.confusingwords.com/):

that are often confusing or misused
by students with reading and
writing difficulties.

Internet Picture Dictionary

Picture dictionary available in 5

(http://www.pdictionary.com/)

different languages.

Voycabulary

This site assists students in reading

(http://www.voycabulary.com/):

simply by making the words (in
any languages) on any webpage
into links so students can look
them up in a dictionary or wordreference-sites, including
acronyms, encyclopedia, thesaurus
and so forth.

Integrating web tools in a lesson plan. Putting it all together can be the easiest or the
most complex part of integrating instructional technology into the curriculum. Below is an
example of how the Web resources can be embedded into a lesson.
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Third Grade Language Arts: Reading Tall Tales
Objective/ TEKS: 110.6 b 12 C
• The student will be able to analyze the characteristics of various genres including tall tales and
identify the purposes of different types of texts and synthesis by writing a tall tale.
Materials/Technology:
• Bookmark the site: http://www.columbia.k12.mo.us/pke/helmka/talltales.html - (this site
includes a variety of tall tales, checklist of characteristics, story planner, tall tale resources,
videos, etc. Adapted for students with learning difference such as reading difficulty or visual
impairment)
• Select tall tale books from the library with various levels of difficulty, depending on the needs
of students as well as to challenge them.
• Pre-bookmark various tall tales through the site.
• Computer & projector with internet access and bookmark “John Henry Grows Up Fast” by
Julius Lester.
• Overhead projector, graphic organizers, overhead pens.
Introduction /Anticipatory Set:
• Watch and listen to the story and decide if it is a true story.
• Did the story really happen? What are some things in the story that could not be true?
• Briefly review facts, fantasy, and biography of the story of John Henry.
• Use the graphic organizer to explain characteristics of tall tale
• Graphic organizer of story map:
http://www.readwritethink.org/materials/storymap/index.html
Guided Practice/ Cooperative Group:
•

Divide students into groups and take turn to go on the computer. Have students analyze
the story and list characteristics of that tall tale using the ready-made checklists.
• Use Venn diagram to compare tall tales:
http://teachers.eusd.k12.ca.us/mguerena/Coursework/Tall%20Tales/Venn.htm
• This site has multicultural stories at a more advanced reading
level.http://www.storyteller.net/articles/150
• Links to writing projects and tall tales written by other students:
• http://www.columbia.k12.mo.us/pke/helmka/
• http://www.kyrene.k12.az.us/schools/brisas/sunda/talltale/talltale.htm
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Adaptation:
•
•
•
•

•
•
•
•

Average reading level: http://www.paulbunyantrail.com/talltale.html
Below average reading level: http://pbskids.org/lions/pecos/index.html
Advanced reading level: http://www.paulbunyanscenicbyway.org/tales/index.shtm
More challenging level:
http://www.ruralvermont.com/vermontweathervane/issues/fall/97009/appleseed.html
http://www.millville.org/Workshops_f/Dich_FOLKLORE/WACKED/stompfeature25.html
http://www.drlamay.com/pecos_bill.htm
http://www.tsha.utexas.edu/handbook/online/articles/PP/lxp1.html

Tools for Adaptation:
• http://www.readplease.com/ Assist students in reading difficulties
• http://www.voycabulary.com/ Spoken dictionary
• http://www.pdictionary.com/ Picture dictionary
• http://world.altavista.com/ Translates to different languages
Independent Practice:

• This site has a cloze activity with word bank and answer sheets available:
http://www.enchantedlearning.com/tales/paulbunyan/cloze/

• Below average level: http://pbskids.org/cgi-registry/lions/tales.pl/games • Simplified activity: http://www.niehs.nih.gov/kids/apples.htm
• More challenging activity:
http://teachers.eusd.k12.ca.us/mguerena/Coursework/Tall%20Tales/Pecos%20Bill%20Comprehe
nsion.htm
Follow-up/Enrichment:
1. Lead the class in writing a tall tale using the Tall Tale Planning Sheet:
http://www.columbia.k12.mo.us/pke/helmka/fifthgradereviews/talltaleplanners.htm
2. Publish students’ tall tale on class homepage found in Scholastic site:
http://homepage.scholastic.com/CHBuilderWeb/jsp/StudentParentLogin.jsp
3. Incorporate a group writing project involving learners from different cultures
http://www.columbia.k12.mo.us/pke/helmka/fifthgradereviews/talltaleplanners.htm
* Assessment is embedded throughout the lesson as students are engage in these activities.
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Final Thoughts
Technology can be a “catalyst for learning” when used effectively (cited in Valdez,
2005a, p. 8), but no amount of technological tools can compensate for teachers’ ability. The use
of any tool, even the Web, is only as effective as the teacher’s pedagogical knowledge and skills
(Coppola, 2004; Fulton, 1998). Students should not be at the mercy of their teacher’s training,
background, experience, mood, ability, or type of certification in order to make progress.
Using the Web may not be rocket science, but teachers need to practice and continue to
seek opportunities to advance their skills in relevant competencies and not limit themselves to
only a set of technological tools (Dias & Atkinson, 2001). Only then can teachers optimize
learning for all students and leave no child behind!
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Abstract
Technology can be a “catalyst for learning” when used effectively (cited in Valdez,
2005a, p. 8). However, teachers who are novice at technology often feel intimidated and do not
know where to start. We want teachers to take advantage of the universal nature of Web
resources to engage even the most reluctant learners. Here, we have tabulated sample links in a
subject-grade format to show teachers how they can use available resources on the Web to
engage students who are either bored or experiencing difficulty learning. The goal is not to
provide a laundry list of Websites, but to demonstrate how the Internet is a great source for
engaging all levels of learners. More importantly, we want to help teachers identify several key
components for evaluating websites that will promote self-instructing, self-regulatory, and selfempowering habits. We also present simple Web tools on how to create a class homepage and
how to enhance learning for students with special needs, especially those from culturally and
linguistically diverse backgrounds. Finally, we embed all these resources into a lesson plan to
show teachers how to begin right away!
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Engaging Reluctant Learners Through The Web:
Where Do Teachers Start?
The number one cause for students’ lack of engagement in this nation is boredom. In the
most recent study of 81,000 high school students across 26 states, 2 out of 3 students said they
are bored in class every day (Yazzle-Mintz, 2007). The major reason cited for their boredom was
that teachers were not using materials that are interesting or relevant to them. Not surprisingly,
73 percent of those surveyed said they have considered dropping out and another 60 percent
revealed they did not see the value of what they were being asked to do.
Achieving student success cannot just be a question of meeting AYP (Adequate Yearly
Progress). Leaving no child behind should be a matter of ensuring all our students become
proactive, engaged, and self-empowered to the point that they themselves do not want to be left
behind! Perhaps teachers need to pay more attention to what they are asking students to do and
how they are delivering lessons rather than forcing students to learn topics that are meaningless,
invaluable, and simply boring.
Teachers are often crunched for time in completing the district’s prescribed curriculum.
Deviating from the traditional instruction delivery would mean taking time away from prepping
students for the “real” exams (Anderson, 2004; Foon & Brush, 2007, NYSUT, 2007; Public
Education Network, 2005). Consequently, students who are behind feel that they can never catch
up because they lack the prerequisite skills to learn new materials and students who are advanced
feel that they are not challenged enough because curricula are catered more towards the
mainstream. So how can teachers create a rich and motivating environment that meets the needs
of respective students and at the same time not digress from the goal of the core curriculum?
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The interface between technology and education is not a new idea. Research has
continued to show the correlation between the degree of technology integration and student
engagement. One such study commissioned by the American Institutes for Research (AIR) found
that students are more willing to complete their schoolwork and less likely to be bored when they
use the Internet to complete their work rather than traditional worksheets (Levin & Arafeh,
2002). The study also revealed that students were using more current information and submitting
more high quality work as a result of integrating the Internet. However, the study found that one
of the major concerns students have with utilizing technology was that teachers lack the
competencies and knowledge in assigning more interesting sites that are relevant to their age or
interests (Levin & Arafeh).
Despite the countless research projects that have been conducted on the impact of
technology on education, there is still a lack of practitioner-based strategies to show teachers
how to start utilizing the web as an instructional tool to engage students. The goal of this paper is
not to generate a list of instantaneous sites for various subjects and grades, but rather to
systematically organize sample links to show teachers how to select age appropriate and
meaningful sites. Once teachers understand how to select appropriate and meaningful sites, they
are ready to commence their work in the classroom.
We will begin by clarifying the difference between educational technology and
technology education. Then, we will discuss some key components in identifying and selecting
websites that would help students become more proactive and self-engaging in their learning.
Next, we will present an organized chart of various web links based on subject areas and grade
levels and provide teachers with a resource link on how to create their own class homepage.
Finally, we will explore how the Web can be easily integrated into a lesson plan for students
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from various backgrounds, learning capacities, as well as students with disabilities. The goal here
is not to trivialize learning by claiming that the Web is more “entertaining” or to make teaching
appear more convenient. Rather, our hope is that novice as well as veteran teachers who have in
the past been intimidated by technology usage would embark on this journey with us as we take
a glimpse of the potential the Web can offer to engage diverse learners.
Technical Clarification
To effectively begin integrating technology as a tool for instructional purposes, teachers
must first understand the difference between technology and educational technology (Dugger &
Naik, 2001). According to the International Technology Education Association (ITEA) (n.d.),
technology education is “a study of technology which provides an opportunity for students to
learn about the processes and knowledge related to technology that are needed to solve problems
and extend human capabilities” (p. 1), whereas educational technology is “using multimedia
technologies or audiovisual aids as a tool to enhance the teaching and learning process” (p.1).
(see Table 1)
Table 1. Educational Technology vs. Technology Education
Educational Technology (Information

Technology Education (Technological Studies)

Technology)
• Teaches with technology (uses technology

• Teaches about technology as a content area

as a tool)
• Primarily concerned with the narrow

• Concerned with the broad spectrum of

spectrum of information and

technology (How humans have designed &

communication technologies

innovated the natural world)

• Primary goal: To enhance the teaching and
learning process

• Primary goal: Technological literacy for
everyone
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Note. From “International Technology Education Association (ITEA) terms” by International
Technology Education Association, n.d., Albany, NY.
The Web as a Tool for Developing Self-Engagement
The Web can enhance self-engaging behavior by teaching students to make choices, take
responsibility, evaluate their performance, monitor their progress, adjust their previous actions,
set expectations or goals, solve problems, develop persistence, stay focused, and make
connections as they discover new knowledge (Dias & Atkinson, 2001). We have identified ten
key components that teachers can use to gauge the effectiveness of the site in promoting these
behaviors. (see Table 2)
Table 2. Components of Websites that Promote Self-Engagement

Self-Engaging Behavior

Key Components

Examples of Site Components

Ability to indicate one’s

The site provides options for

Options for Beginner;

preferences, make decision on

multiple levels of learning

Intermediate; Advanced or

their own; and express

activities for various learning

Easy; Difficult.

oneself.

needs.

Ability to observe one’s own

The site has options for self-

The information is interesting

performance, instruct oneself,

discovery learning

and students want to discover

and discover one’s own new

more on that topic or concept

ability.

by studying or practicing the
task beyond the assignment.

Ability to manage one’s own

The site has options for

Site provides specific

performance and then take

students to instruct

instructions for completing an

actions to achieve goal.

themselves.

activity; available definitions
or glossary list; audio assisted
reading tools; re-teach
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components.
Is aware of one’s own

The site taps on various

listening, reading, moving,

capacity and able to tap into

multimodal & multisensory

singing, etc.

compensation skills to

approaches to learning.

maximize ability.
Ability to anticipate, identify,

Activities on the site

students need to move from

and solve problems towards

encourage students to identify

one level or one step to the

achieving goal.

and solve problems rather than next following specific steps
just click-and-respond routine

to reach the goal/targeted

activities.

objectives.

Ability to evaluate one’s own

The site has options for

Students are able to check

progress, is aware of one’s

students to monitor their own

their own work with a final

capacity, and knows how to

progress and evaluate their

score or continuous score.

develop or maintain necessary

own performance.

skills toward achieving goal.
Ability to experience different

The site has options for trials

Students can perform task

or past actions and develop

and errors.

more than once or as many

persistence in order to

times as possible until the

optimize ways to achieve goal.

correct response is reached.

Ability to examine and

The site has options for

Students can reflect on their

distinguish one’s strengths and students to learn about their

own errors; review their past

weaknesses, develop self-

own progress, areas of

mistakes; examine their past

awareness, and then adjust

strengths and weaknesses.

performance/record; make

previous actions to achieve

comparison based on

goal.

dates/topics/assignments.

Understands one’s internal

The site has options for

Voice-stimulated

locus of control and ability to

students to reinforce their own

acknowledgement or

acknowledge positive as well

performance.

appraisal; electronic stickers;

as negative outcomes.

personalized progress report;
checklist for completion of an
activities.
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Ability to understand exactly

The site is not cluttered with

Unnecessary links or distract

what is required of them and

too much information.

students from actually doing

stay focused in order to

the work assigned on that site;

achieve goal.

over-crowded with too many
words/advertisements;
confusing buttons;
unorganized links; unfocused
themes; extremely colorful or
over-dramatic.

Sample web links. To demonstrate how the Web can be easily integrated into a core
objective, we organized a table by subject and grade levels and selected sample websites that
include the majority of these components for teachers to readily apply. (see Table 3 & 4 below)
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Subject Area at the
Elementary Level
Reading
Target Objective:
The student listens
attentively and engages
actively in a variety of
oral language
experiences. The student
is expected to: listen
critically to interpret and
evaluate.
Mathematics
Target Objective:
The student will be able
to use concrete and
pictorial models to apply
basic addition and
subtraction facts (up to
9+9=18 and 18-9=9), by
using manipulatives to
solve the problems.

What are students
asked to do?
Students click on the
book of their choice and
listen to the story or
click in every word to
hear the word out loud.

Adaptation
Consideration
The students can choose
their own level to work
on.

This website allows
students to practice a
variety of math exercises
through a fun-filled
baseball game.

Students will answer a
problem and base on the
level of difficulty, they
will receive either a
single, double, triple, or
home run hit.

The students could
choose from 4 levels of
difficulty: easy, medium,
hard, or super brain

http://www.superkids.co
m/aweb/tools/math/mixe
d/mixed1.shtml

Students learn about
mixed addition and
subtraction using
positive and negative
whole numbers.

Students create their
own worksheet and
choose the level of
complexities with the
minimum and maximum
value of numbers.

Students can choose to
work at their own level.

http://www.aplusmath.c
om/Worksheets/

Make your own
worksheets.

Select the type of
problems to create the
worksheet and check the
answer online
immediately.

Worksheets can be
printed or graded online.

Web Link

Summary of site

http://www.starfall.com/
n/level-a/learn-toread/load.htm?f

This site is designed to
help young students
acquire basic knowledge
in reading and writing.

http://www.funbrain.co
m/math/index.html
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Writing
Target Objective:
The student will be able
to use noun and verbs.
Science

http://teacher.scholastic.
com/activities/adventure
/grammar1.htm#

Students clean up the
beach full of incorrect
grammar and put them
in the correct garbage
can.

Click and drag the nouns Available in 2 levels as
and verbs to its correct
well as in English and
position.
Spanish.

http://dole5aday.com/Ki
ds/K_Index.jsp

Students monitor their
own fitness plan through
games. songs, recipes,
videos, etc.

Students set fitness
goals, interact with
multi-sensory activities/

http://www.pienetwork.o This site gives students
rg/
ideas on what and where
they can explore
different things

Students can find
various ideas for science
projects.

http://www.lizardpoint.c
om/fun/geoquiz/usaquiz.
html

Click on the correct
location on the map.
Correct response will
elicit points. Students
have 3 tries for each
question. Students can
read comments from
each of their correct or
incorrect responses.

Target Objective:
The student will be able
to explain strategies for
maintaining a personalhealth plan.
Target Objective:
The student will be able
to analyze, review, and
critique scientific
explanations, including
hypotheses and theories,
as to their strengths and
weaknesses using
scientific evidence and
information.
Social Studies
Target Objective:
The student will be able
to locate the community,
Texas, the United States,
and selected countries
on the maps and globes.

Interactive maps of the
United States and other
countries

Specific games and
activities can be selected
and bookmarked for
student who struggles
with reading. Activities
are at different levels of
difficulty.

Teachers determine how
many points each
question weigh. ‘HELP’
button allows the student
to peek at the map with
all its location identified.
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Subject Area at the
Secondary Level
Reading
Target Objective:
The student will be able
to monitor his/her own
comprehension and
make modifications
when understanding
breaks down such as by
rereading a portion
aloud, using reference
aids, searching for clues,
and asking questions.
Writing
Target Objective:
The student will be able
to demonstrate effective
communications skills
that reflect such
demands as
interviewing, reporting,
requesting, and
providing information.
The student will be able
to write to influence
such as to persuade,
argue, and request.

Web Link

Summary of site

http://www.manatee.k12 An online tutorials to
.fl.us/sites/elementary/pa help students develop
lmasola/rcompstrat.htm
comprehension skills
through a series of
activities, worksheets
and tutorials. Include
fictional and nonfictional examples

http://teacher.scholastic.
com/writewit/speech/ind
ex.htm

Students learn to write,
say, and record a speech
through case scenarios.

What are students
required to do?
Students read and
respond to questions
using a pull-down menu
of multiple choice
responses.

Adaptation
Consideration
Students monitor their
own progress through
the points earned for
each correct response.
Students can reload the
questions to start all over
again without penalty.

Students write their own
speech and follow
instructions to hear their
own speech online.

Optional audio for
students who need
assistance.
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Mathematics

http://nlvm.usu.edu/en/n
av/grade_g_4.html

Various interactive math
tutorials

Students have a variety
of skills and math
concepts to choose from
to practice.

This site is also available
in Spanish.
Teacher can bookmark
selected activity.

http://www.exploratoriu
m.edu/learning_studio/c
ow_eye/index.html

This site has different
hands-on activities and
tools for students and
teachers to explore..

Students can choose to
watch a video of a
student dissecting a
cow’s eye or how to
electrocute a pickle by
clicking on the various
options.

Students are able to
explore hands-on
activities without
actually having to touch
or dissert anything.
Remove the fear of
science.

http://www7.nationalgeo
graphic.com/ngm/0612/s
ights_n_sounds/index.ht
ml

Video of remote islands
and geography of area.
This site contains
excellent visuals for
social studies.

Watch and listen to a
video on various Early
Earth, Voyage to Saturn,
Iraq War Medicine,
Penguins, etc.

Multimedia capability.
Includes fun stuff,
forums, online
magazines, etc. for
students.

Target Objective:
The student will be able
to find specific function
values, simplify
polynomial expressions,
transform and solve
equations, and factor as
necessary in problem
situations.
Science
Target Objective:
The student will be able
to identify the systems
of the human organism
and describe their
functions
Social Studies
Target Objective:
The student will be able
to explain the
distribution of plants and
animals in different
regions of the world
using the relationships
among climate,
vegetation, soil, and
geology.
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Class homepage. Creating a class homepage can be intimidating for anyone who is not
familiar with the technical terms involved. Fortunately, the Scholastic Homepage Builder offers
free step-by-step procedures to help teachers customize their own homepage (register at:
http://my.scholastic.com/sps_my_account/registration/GenericTeacherRegistration.jsp). This
class homepage is set up to allow teachers to communicate not only with students, but also with
parents and community members. Teachers can post links and learning tools for students as well
as resources for parents to help their children. One of the chief benefits of having a class
homepage is that teachers can personalize teaching and learning and empower students to access
the information and take control of their own learning. Additionally, a class homepage recognize
parents as an important support for their children’s outcome and establishes a communication
channel for further collaboration.
Websites for multiple subjects. Below are samples of websites that provide teachers with
an array of activities for all grade and subject levels:
http://www.enchantedlearning.com/Home.html
http://www.learningplanet.com/
http://www.lizardpoint.com/fun/index.html
http://pbskids.org/lions/games/unlimited.html

Web tools to facilitate diverse learning needs. Teachers have the responsibility of
meeting the needs of all students in the classroom. Many times, students who are experiencing
reading or writing difficulty are not as motivated to try new things because of their history of
failures. However, appropriately selecting sites that allow multiple trials and errors encourage
students to individually determine what works and does not work. At the same time, students
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who are feeling bored because the lessons are not paced appropriately for them can become
easily frustrated and lose motivation. Many web sites allow options for different levels of
difficulties and encourage students to challenge themselves at their own pace. Furthermore, with
the increase of students coming from culturally and linguistically diverse background entering
the classroom, teachers often cannot afford adequate attention to direct these students and the
issues they bring through their experiences (e.g., lack of school readiness skills; language
barriers; lack of computer access; parent’s educational background, etc.). Below are samples
instructional aids found on the Web that teachers can introduce and post on the class homepage
for all students to access, including those with reading or language difficulty, physical
disabilities, fine-motor problems, visual impairments or simply need help in checking a word at
the more advanced level. (see Table 5)
Table 5. Web Tools for Diverse Needs
Web Tool

Summary of Site

Read Please

Students cut and paste any text and

http://www.readplease.com/

choose how they want that text to
be read back to them by indicating
the speed, vocal, and font size.

Babel Fish Translation

Translate any language of your

(http://world.altavista.com/)

choice.

Braille Bug

Braille books, games, and even

(http://www.afb.org/braillebug/)

online museum for students with
visual impairment.

Children's stories

Online children’s stories to read or

(http://www.acs.ucalgary.ca/~dkbrown/stories.html) download.
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Click-N-Type

A virtual keyboard designed for

(http://www.lakefolks.org/cnt/)

students with physical disabilities.

Confusing Words

This site has a collection of words

(http://www.confusingwords.com/):

that are often confusing or misused
by students with reading and
writing difficulties.

Internet Picture Dictionary

Picture dictionary available in 5

(http://www.pdictionary.com/)

different languages.

Voycabulary

This site assists students in reading

(http://www.voycabulary.com/):

simply by making the words (in
any languages) on any webpage
into links so students can look
them up in a dictionary or wordreference-sites, including
acronyms, encyclopedia, thesaurus
and so forth.

Integrating web tools in a lesson plan. Putting it all together can be the easiest or the
most complex part of integrating instructional technology into the curriculum. Below is an
example of how the Web resources can be embedded into a lesson.
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Third Grade Language Arts: Reading Tall Tales
Objective/ TEKS: 110.6 b 12 C
• The student will be able to analyze the characteristics of various genres including tall tales and
identify the purposes of different types of texts and synthesis by writing a tall tale.
Materials/Technology:
• Bookmark the site: http://www.columbia.k12.mo.us/pke/helmka/talltales.html - (this site
includes a variety of tall tales, checklist of characteristics, story planner, tall tale resources,
videos, etc. Adapted for students with learning difference such as reading difficulty or visual
impairment)
• Select tall tale books from the library with various levels of difficulty, depending on the needs
of students as well as to challenge them.
• Pre-bookmark various tall tales through the site.
• Computer & projector with internet access and bookmark “John Henry Grows Up Fast” by
Julius Lester.
• Overhead projector, graphic organizers, overhead pens.
Introduction /Anticipatory Set:
• Watch and listen to the story and decide if it is a true story.
• Did the story really happen? What are some things in the story that could not be true?
• Briefly review facts, fantasy, and biography of the story of John Henry.
• Use the graphic organizer to explain characteristics of tall tale
• Graphic organizer of story map:
http://www.readwritethink.org/materials/storymap/index.html
Guided Practice/ Cooperative Group:
•

Divide students into groups and take turn to go on the computer. Have students analyze
the story and list characteristics of that tall tale using the ready-made checklists.
• Use Venn diagram to compare tall tales:
http://teachers.eusd.k12.ca.us/mguerena/Coursework/Tall%20Tales/Venn.htm
• This site has multicultural stories at a more advanced reading
level.http://www.storyteller.net/articles/150
• Links to writing projects and tall tales written by other students:
• http://www.columbia.k12.mo.us/pke/helmka/
• http://www.kyrene.k12.az.us/schools/brisas/sunda/talltale/talltale.htm
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Adaptation:
•
•
•
•

•
•
•
•

Average reading level: http://www.paulbunyantrail.com/talltale.html
Below average reading level: http://pbskids.org/lions/pecos/index.html
Advanced reading level: http://www.paulbunyanscenicbyway.org/tales/index.shtm
More challenging level:
http://www.ruralvermont.com/vermontweathervane/issues/fall/97009/appleseed.html
http://www.millville.org/Workshops_f/Dich_FOLKLORE/WACKED/stompfeature25.html
http://www.drlamay.com/pecos_bill.htm
http://www.tsha.utexas.edu/handbook/online/articles/PP/lxp1.html

Tools for Adaptation:
• http://www.readplease.com/ Assist students in reading difficulties
• http://www.voycabulary.com/ Spoken dictionary
• http://www.pdictionary.com/ Picture dictionary
• http://world.altavista.com/ Translates to different languages
Independent Practice:

• This site has a cloze activity with word bank and answer sheets available:
http://www.enchantedlearning.com/tales/paulbunyan/cloze/

• Below average level: http://pbskids.org/cgi-registry/lions/tales.pl/games • Simplified activity: http://www.niehs.nih.gov/kids/apples.htm
• More challenging activity:
http://teachers.eusd.k12.ca.us/mguerena/Coursework/Tall%20Tales/Pecos%20Bill%20Comprehe
nsion.htm
Follow-up/Enrichment:
1. Lead the class in writing a tall tale using the Tall Tale Planning Sheet:
http://www.columbia.k12.mo.us/pke/helmka/fifthgradereviews/talltaleplanners.htm
2. Publish students’ tall tale on class homepage found in Scholastic site:
http://homepage.scholastic.com/CHBuilderWeb/jsp/StudentParentLogin.jsp
3. Incorporate a group writing project involving learners from different cultures
http://www.columbia.k12.mo.us/pke/helmka/fifthgradereviews/talltaleplanners.htm
* Assessment is embedded throughout the lesson as students are engage in these activities.
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Final Thoughts
Technology can be a “catalyst for learning” when used effectively (cited in Valdez,
2005a, p. 8), but no amount of technological tools can compensate for teachers’ ability. The use
of any tool, even the Web, is only as effective as the teacher’s pedagogical knowledge and skills
(Coppola, 2004; Fulton, 1998). Students should not be at the mercy of their teacher’s training,
background, experience, mood, ability, or type of certification in order to make progress.
Using the Web may not be rocket science, but teachers need to practice and continue to
seek opportunities to advance their skills in relevant competencies and not limit themselves to
only a set of technological tools (Dias & Atkinson, 2001). Only then can teachers optimize
learning for all students and leave no child behind!
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Intra-Racial Bullying:
An Issue of Multicultural Counseling

Future projections indicate that by the year 2020 a majority of school age children
attending public schools will be children-of-color or children from diverse cultural,
ethnic, and/ or linguistic backgrounds (Holcomb-McCoy, 2004). The current racial/ethnic
distribution among students in public schools in the United States is about 1.2% Native
American, 4% Asian Pacific American, 15.6% Hispanic /Latino, 17.2% African
American and 62.1% European/ White American (National Center for Educational
Statistics, 2001). Along with this diversity are the increasing reports of bullying incidents
amongst school age children and adolescents on the basis of cultural, ethnic, gender or
linguistic differences. There are various definitions of bullying in the literature; however,
a commonly cited definition for use in this paper is the repeated, aggressive, and
physical, psychological, or sexual behavior a person directs towards another individual
(Batsche & Knoff, 1994; Olweus, 1993).
Some statistics on bullying indicate that, 60% of students report bullying on the basis
of looks/body size, 57% on the basis of gender expression, 53% on ability, 52% on real
or perceived sexual orientation, 40% on race/ethnicity, and 33% on religion or family
income (Batsche & Knoff, 1994; Gordon 2001 & Scott, 2002). Moreover, reports go on
to indicate that 45% of all students express feeling unsafe at school because of some real
or perceived personal characteristic, 9% of all students skipped a class in the past month
because they felt unsafe at school, 7% reportedly skipped an entire day of class in the
past month, 29% of gay students skipped a day of school in the past month because of
feeling unsafe, four times greater than the general population, and 60% of all students

2009 HICE Proceedings
Page 3028

who have been harassed or assaulted did not report the incident to faculty or staff
(Batsche & Knoff, 1994; Gordon 2001 & Scott, 2002).).
Addressing diversity as a bullying issue is one of the challenges facing school
counselors. Multicultural school counseling competencies are designed to promote
culturally responsible school counseling practices. Lee (2001) and Gay (2000) suggest
characteristics of culturally responsive counseling refers to the inclusion of diverse
perspectives into the counseling process in a manner that validates and affirms children
from marginalized groups and recognizes the contextual dimension of race, culture, class,
gender, religion, sexual orientation and geography. Marginalized group includes children
and adolescents whose cultures and backgrounds do not necessarily mirror the cultural
dictates of mainstream American society (Holcomb-McCoy, 2004). Culturally responsive
counseling practices require an ethic of caring and understanding in an effort to build
bridges between different ethnic groups (Holcomb-McCoy, 2004).
Although all forms of bullying relating to diversity are of significance when
addressing the concerns of students in school, a concern and focus of this paper is the
question “How do educators in general and counselors in particular address bullying
issues amongst school age children and adolescents within marginalized groups?” This
question addresses diversity-within-diversity amongst ethnic groups and presents the
focus of this paper, which is intra-racial bullying.
Intra-racial bullying is a unique problem in the field of multicultural counseling. This
form of bullying occurs between people of the same ethnic or racial group. Making this
form of bullying unique are the racial, social, political and educational factors that this
form of bullying embodies. The bully selects certain characteristics or attributes common
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to the ethnic group that become the target for abuse including hair type, skin color,
intellectual ability, economic background or material items, and or physical
characteristics.
The researcher begins the discussion by describing factors that impact intra-racial
bullying. The discussion then moves to the type of intra-racial bullying students
experience in school. For this paper, the author focuses on intra-racial bullying amongst
African American school age children and adolescents presenting examples of intra-racial
bullying and the consequences of the behavior. Next, the researcher describes best
practices to work with intra-racial bullying issues. The author concludes with a
discussion of future goals and questions for related topics on intra-racial bullying. .
Factors Influencing Intra-Racial Bullying
Various factors contribute to diversity within the African American culture
including socioeconomic status, identity development, physical characteristics, and
school factors. Although this is not an exhaustive list of factors, the writer presents them
as suggestions on how children and adolescents form friendships and relationships that in
some cases can lead to problems characteristic of bullying.
Socioeconomic Status
A review of the literature indicates that diversity exists within African American
families due to various economic opportunities (Day-Vines, Patton & Baytops, 2003).
This diversity presents itself as various opportunities existing in housing, schools,
communities, and social experiences available to families and youth within the African
American ethnic group. This diversity can present itself as a factor of intra-racial bullying
in schools.
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Common in schools are the physical comparisons that youth make towards each other
concerning fashion labels, hairstyles, electronic devices (i.e., mobile phones, computers,
music devices) and modes of transportation. Also, common in the literature are numerous
studies that cite the concerns of African American youngsters who experience social
distress, academic failure, poverty, despair and violence because of socio economic
diversity (Day-Vines, Patton & Baytops, 2003). However, receiving little attention in the
literature are the social and emotional stressors that youth experience from this socio
economic diversity. In particular, some researchers question the intra-racial stressors that
result from comparisons of the middle or upper class to lower socio economic families.
Sizeable portions of African Americans are in the middle class category according to
the 2000 United States Census Bureau. According to this census record, the guidelines
for the poverty threshold for a family of three were 13, 738 and 17, 603 for a family of
four (Day-Vines, 2003). In addition, Sue and Sue (2003) conclude that more than one
third of the African American population can be classified as middle class. With middle
class status, African American families have increased opportunities for variability in
employment, lifestyle, and material possession. However, according to some researchers,
middle-class status can serve as protective mechanism against poverty, dilapidated
housing, inferior education, and malnutrition, yet it does not shield young people from
the manacles of racism and discrimination (hooks, 2000).
Day-Vines et al., (2003) and Holcomb-McCoy (2001) suggest that multicultural
counselors recognize that social class standing can benefit youngsters by helping them
with economic well-being but at the same time exacerbate feelings of guilt related to the
middle class status, feelings of isolation and alienation from other African Americans and

2009 HICE Proceedings
Page 3031

experiences with racism. Furthermore, the researchers suggest that attention to African
American middle class youngsters in school helps to address the various forms of racial
oppression in particular, inter and intra-racial stressors that these youngsters might face in
schools.
Identity Development
Another factor of diversity for African American youth and families relates to
identity development. Lack of ethnic identity development presents problems as a child
goes from childhood to adulthood. According to Erikson (1968) the primary
developmental task of the adolescent years is identity formation. For African American
adolescents this can be a difficult task. Phinney (1990) and Marcia (1966) propose a
model of ethnic identity, which are determined by the presence, or absence of exploration
and commitment. Elaborating further Phinney proposes four identity stages including: (a)
diffuse, a state in which there has been little exploration or active consideration of
ethnicity, and no psychological commitment to any ethnic group; (b) foreclosed, a state in
which a commitment has been made to a particular ethnic group’s beliefs, values and/or
customs, without actively searching or exploring one’s ethnic heritage or ethnicity; (c)
moratorium, a state of active exploration of one’s ethnicity in which no commitment had
yet been made; and (d) achieved, a state of strong personal commitment to a particular
ethnic identity following a period of high exploration or crisis.
Researchers agree that an individual needs a period of ethnic exploration in order
to secure an achieved ethnic identity (Day-Vines, Patton & Baytops, 2003; HolcombMcCoy 2001). Additionally, studies indicate that the experience of ethnic exploration
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causes African American students to frequently socialize in school forming the basis of
the population’s self-definition, self-esteem, ethnic socialization and selection of friends.
A Raceless persona or deracination- researchers often discuss socio economic
status and ethnic identity together when referencing problems or concerns of African
American youth in schools and society (Day-Vines, Patton & Baytops, 2003; Russell,
Wilson and Hall, 1993). According to these researchers, deracination, the extent to which
African Americans feel alienated from their African heritage as well as from other
African Americans is important in the consideration of identity development. Russell,
Wilson and Hall (1993) elaborate on the color gap in power and privilege between
African Americans. The gap is described as pertaining to predominately light skinned
African Americans who usually live in white neighborhoods, attend predominately white
schools and work in predominately White businesses. Some deracinated African
Americans with light skin and keen-enough features have abandoned their heritage
altogether, pretending to be white.
Elaborating on this theme further, Day-Vines, Patton, Baytops (2003) discuss the
phenomenon of a “raceless persona.” The concept of the raceless persona is that African
American youngsters will ignore and minimize any vestiges of an African American
racial identity to obtain the accouterments of success. For example, through the
opportunity for geographic mobility due to various economic levels with the African
American community, large numbers of African American families move from the urban
setting to suburban white communities. These new residential settings dislocated many
African Americans from African American social life, outlets and an extended family
life. Day –Vines, et al. indicate that the consequences of this change of geographic
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location meant that in some cases adolescents were often the only African American in a
class activity, lacking an African American peer group, and being isolated from the
African American community that had served as an important socializing agent for many
of their parents. A raceless persona results in an adolescent being ill prepared for the
often-inevitable experiences they encounter when confronted with racism and
discrimination and its particularly salient for African American youngsters once they
reach puberty and their peer relationships change with the onset of the dating process
(Day-Vines, et al., 2003)
The History of Physical Characteristics
Hair and skin color have been intra-racial issues since slavery and the practice of
miscegenation when slave masters accorded preferential treatment and status to their biracial offspring who usually had lighter skin and straighter hair textures (Russell, Wilson,
Hall; 1993; golden, 2004; Day-Vines, 2003; Holcomb-Mccoy, 2001; and hooks, 1996).
Today, many African Americans continue to assign grater value to individuals who
approximate a White European aesthetic (Day-Vine, 2003; Russell, Wilson, Hall 1993).
Skin Color- According to Russell, Wilson, Hall (1993) by the time African
American children are teenagers, they have well defined stereotypes about skin color. In
a study by Charles H. Parrish’s early as 1940, he discovered that junior high students
used as many as 145 different terms to describe skin color including” half white,”
“yaller,’ “high yellow,” “fair,” “bright,” “light,” “red bone,” “light brown,” “medium
brown,” “brown,” “brown skinned,” “dark brown,” “chocolate,” “dark,” “black,” “ink
spot,” “blue black,” and “tar baby.” Parrish further comments that each skin tone was
associated with a certain personality type: in general, light to medium skin tones were

2009 HICE Proceedings
Page 3034

linked to intelligence and refinement, while dark tones suggested toughness, meanness
and physical strength. Similar stereotypes exist today with many people believing that
light skin is feminine and dark skin is masculine.
Researchers suggest that African American women suffer more than males
because of skin color (Golden, 2004; Russell, Wilson an Hall 1993). Russell, Wilson an
Hall (1993) cite a study involving eighty people who were requested to look at
photographs of twelve African American females and characterize their impressions of
each. The results of the study indicate that the dark skinned women were less successful,
less happy in love, less popular, less physically attractive, less physically and emotionally
healthy, and less intelligent than their light skinned counterparts. These comments were
made regardless of the ratings the women received on attractiveness (prejudged to be
high or low). The study goes on further to indicate that the dark skinned women were
only rated high on having a good sense of humor. This phenomenon was labeled the
“Whoopi Goldberg effect.”
Along with issues of skin color, researchers indicate that being “light skinned” or
bi-racial causes problems for males and females (Golden, 2004; Russell, Wilson an Hall
1993). An example in the literature emphasizes this concern. One light skinned, greeneyed woman remembers that her younger brother was always getting beaten up because
of his fair skin color. The other children would yell, “Your momma was messing around
with a White man. There’s no way you could be your daddy’s child.” The singer Lena
Horne recalls in her autobiography that when she moved to Florida as a small girl, the
children in her new neighborhood would shout, “Yaller! Yaller! Got a White daddy!
Shame! Shame! Shame!” Another example indicates the length that children and
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adolescents will have to go for acceptance by other African Americans. In this case, a
light skinned adolescent was careful to know all the music, African American athletes,
and wear clothing characteristic of the black culture.
A light-skinned teenager could not afford to get caught slipping when it came to
the required black behavior [and} if you did you were likely to get stoned with the
hardest rock in a black teenager’s rhetorical arsenal: Someone might call you a
white boy (Russell et al., 1993, p.67)
Russell et al. (1993) emphasize that childhood friends who have quite different
skin colors may find it increasingly difficult to maintain their closeness, as they become
teenagers. Additionally, the researchers indicate that light skinned adolescents may
discover that their popularity is rising and perhaps will conclude that friendships with
dark-skinned friends might cost them socially. They conclude that in no other
developmental phase is skin color so closely linked to attractiveness, popularity, and selfworth. This is especially true for African American girls, who through junior high and
high school learn to compete over looks. For example, one African American girl stated:
The most popular girls in the school are nearly always light skinned. If a dark
skinned girl is allowed to “hang with them” it is either because she has a car or is
from a wealthy family. Otherwise, she isn’t going to cut it (Russell et al., 1993, p.
102).
Boys on the other hand are more likely to learn to compete on the playing field and in the
classroom, resulting in issues of athletic ability out weighing issues of color.
Russell, Wilson and Hall (1993) state that taunts about color may seem the same
as calling a child with glasses “four eyes” or a fat child “tubby”- part of the inevitable
cruelties of childhood. Yet children can never outgrow skin color as they do other
childhood traits, cannot change it by going on a diet or getting contact lenses, and may be
less likely to find reassurance at home.
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Hair types- Straight hair and European hairstyles have significant meanings in
the African American community. “Good hair” has been associated with the light skinned
middle class; “bad hair” with (Blacks) African Americans is less feminine (Day-Vines,
2003, Golden, 2004; Russell, et. al., 1993). How an African American chooses to wear
his or her hair says everything there is to say about the individual.
Throughout the literature the emphasis on type of hair was more significant for a
woman than a man (hooks, 1996; Golden, 2004; Russell, Wilson, & Hall, 1993). Boys
usually wear their hair cropped and short. From the early ages in a female’s life,
especially for those girls with short hair, fuzzy edges and nappy kitchens (the hairline on
the back of the neck) are taught to “fix” their hair- as if it were broken. Short hair is
unfeminine but for many, long hair is unmanageable. Still the hair of black girls is
braided and yanked, rubber banded and barrette, into a presentable hair style (Russell,
Wilson, & Hall, 1993). For example:
I had it doubly hard when I was in grade school. Not only was I dark-skinned but
I also had short beady hair. I always was teased by the boys and laughed at by the
girls because my hair was so nappy and always stuck up in the air. I hated my hair
and cried many nights. I was so glad when I got my hair straightened. It changed
my whole life (Russell, Wilson, & Hall, 1993).
In discussing African American skin and hair types, Holcomb-Mccoy (2001) state
that for African American females, physical attractiveness has been a source of great
stress and many have been deeply scarred by negative reactions to African physical
features and female attractiveness. They go on further to comment that even more
damaging is:
An African-American father who openly wishes his young daughter had lighter
skin or an African American teacher who favors lighter-skinned African
American adolescent females with naturally “straight” hair (Russell, Wilson, &
Hall, 1993).
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They conclude by stating that these are instances in which negative perceptions of
physical features can have a long lasting affect on the self-concept of young African
American females.
Physical FeaturesNot only is skin color and hair type a factor of physical characteristics, but the
shape of the nose and eye color are also an issue. According to Russell et al., cosmetic
surgery for nose and eye changes in African American people has become an option to
address “undesirable” physical features. Other methods include applying make-up to deemphasize a board nose or using a close pin at night to reshape the nose.
To address eye color, African American men and women have used contact lenses
to change the color of their eyes to a “more desirable” shade. Russell et al., note that most
print and TV advertisements for tinted eye contact lenses make no mention of
contributing to the wearer’s vision but instead promise to “improve eye color.” They go
on further to state that the message here is that brown eyes are unacceptable and blue or
green eyes are better.
School Factors:
Characteristic of all bullying are the attitudes of school officials, teachers, parents
and students (Batsche & Knoff, 1994; Johnstone, Munn & Edwards, 1992; Olewus, 1993;
& Remboldt, 1998). These attitudes include denial, minimization, rationalization,
justification, blame and avoidance. Remboldt (1998) suggests that taking on these
attitudes enables and perpetuates the incidence of bullying in school. Specific attitudes
associated with intra-racial bullying include:
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Denial- “Our school doesn’t have a problem with racial bullying, but the other school
does.” “Everybody gets along.” “We celebrate diversity in our school.”
Minimization- “Name calling and teasing are just normal behavior for kids.” “They’re
just having fun.” “It’s okay for African American kids to use the “N” word.” “A
Caucasian student cannot call another person the “N” word but it is okay if another
African American student uses the “N” word.” “That’s the way they talk.”
Rationalization- “Kids have to learn to fight, to stand up for themselves.”
Justification- “If we had a lower student-teacher ratio, we could do something about the
violence.” “It’s okay if African American kids call each other names; it’s not racism
because they do it to each other.” “That’s the way things are now-a-days.” “You can’t say
anything to kids anymore.”
Blame- “The parents are not taking responsibility for their children’s behavior.” “They
live in poor neighborhoods and that’s the way everybody acts.”
Avoidance- “I don’t need to stop the behavior.” “If I don’t say anything there won’t be a
problem.”
One major problem for these attitudes is that the teacher and student body remains
insensitive to the issues tied to intra-racial bullying and the behavior is perpetuated in
school. Without training to the type of factors associated with intra-racial bullying, the
consequences of the bullying and measures to address the problem, teachers,
administrators and students will allow this hurtful behavior to continue in school.
Consequences of Intra-Racial Bullying
Intra-racial bully has long-range effects on the victims of the behavior. In the
following section, the writer presents examples of intra-racial bullying along with the
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consequences for the victim. The examples include excerpts from the literature review.
The excerpts include examples of those in the African American group reflecting on their
story of growing up and being victimized as well as excerpts from school age youngsters
Peer Group Affiliation
The maintenance of positive peer relationships is important during high school.
The hallway, cafeteria, bus stop and classroom are the social arena where students seek
out peers with similar clothing, hairstyles, expressions and interests (i.e., sports, choir,
and video games). In particular, these interests help youth and adolescents establish group
identity and a sense of belonging. These relationships can become thwarted due to intraracial bullying. One instance of how peer group affiliations can be affected is because of
name-calling.
Acting White or Oreo Cookie- is a common name directed at someone because
of his or her speech, behavior, mannerisms or interests. The terms “acting white” or
“Oreo cookie” refer to characteristics of a person from the Caucasian ethnic group. The
victim is usually referred to as black or African American on the outside but white on the
inside. A few examples indicate the impact that this name has on people
I was constantly harassed because of my black- black skin by a boy who was even
darker than I was. Other times, aside for “Oreo” (due to the way I spoke), I was
called just plain ugly. And I wasn’t too young to notice that the women revered on
television, in movie, in videos, magazines, and every other media tended to lean
to the light skinned side (Golden, 2004, p. 123).
Another example further stresses the emotional affects intra-racial name-calling
has on the victim.
Tiffany wept as she explained to the counselor that her African American peers
teased her for working hard to obtain good grades, speaking Standard English,
participating on the gymnastics team, and living in an affluent community. She
was accused of “acting white.” Additionally, her peers limited their contact with
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her only to express interest in her friendship when they could receive answers for
homework assignments and speaking to her outside of class as long as no other
Caucasians were present. They also jokingly queried whether her parents sold
drugs to afford their lifestyle, and her teacher intimated that her term paper was so
well written that it may have been plagiarized ((Day-Vines, et al., 2003, page 4)
Black Nerd- finally, the concept of the “black nerd” provides an example of the
difficulty in forming peer relationships due to speech and behavior that some in the
African American group consider different or not characteristic of the ethnicity. Wilson
(2003) writesCadence, tone diction, vocabulary - - all white sounding. McClain got clowned
because she talks white. I remember some kids an aisle over heard me and my
mom, recalls the 26-year-old teacher. They made their way over and just looked
at us talking and cracked up laughing. It was this mixed feeling of anger, maybe a
little embarrassment and separateness. These kids were my age. I would have
loved to have kicked it with them, instead they were clowning me (p. 1).
Wilson (2003) comments that the ageless implication is if a black person studies hard, is
bookish, speaks well and ultimately test drives a non-traditional aesthetic and profession,
there must be racial fence jumping, an aspiration to whiteness.
Isolation
Another consequence of intra-racial bullying is loneliness. Because of low peer
group acceptance and not fitting into other ethnic groups, as one example describes,
victims of intra-racial bullying can become lonely.
Outsider within- membership in a particular group does not guarantee belonging
and connection to others. The example of Tiffany and the “black nerd” are cases in the
literature where some African American youngsters do not fully develop close
relationships with peers. For example, Tiffany is also a student in AP classes in school.
She has few classes with African American youngsters her age and in most cases is the
“only one” (only African American in the classroom). Day-Vines et al., (2003) indicate
that Tiffany and other middle –class youngsters often find themselves belonging to
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several different communities at once- - the neighborhood, community, school
community, the African American peer group, and the church group- - yet never realizing
a sense of belonging in any setting. Elaborating further, the authors present that Tiffany
feels a sense of personal isolation from her white peers with whom she only seems to
share academic and athletic interests.
Finally, Wilson (2003) recounts of a Black nerd“I’ve been ridiculed because of my glasses, plus I was not good in sports.” “I
wasn’t athletic. I was taller and they expected me to be able to play basketball.
And, sadly, because I just carried books I was ridiculed because I was smart.
Lower academic classes/standards or lack of participation in extra curricular
activities
In some cases, intra-racial bullying results in youngsters requesting to be removed
from AP classes or refusing to try out for certain sports (i.e., golf, skiing, gymnastics)
because he or she receives ridicule from others. Numerous examples exist in school
counseling practices as well as the literature about students opting out of higher-level
classes. For example, Tiffany initially expressed to her counselor that she wanted to be
dropped from AP classes. Through further investigation by her counselor, it was
discovered that the AP classes were not the problem but the loneliness and ridicule that
she received as a result of intra-racial bullying.
In addition to opting out of higher level classes or sports considered “nontraditional” for the African American ethnic group, some students suffering from intraracial bullying do not come to school. One youngster reports, “I was afraid to come to
school because they (other African American children) used to pick on me.”
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Ford (2005) suggests that educators and school counselors must have an
awareness and understanding of the many issues that hinder gifted African American
students psychological, as well as social and emotional well being. This includes helping
gifted students to build positive social and peer relations in school.
Victims of verbal bullying
Bullying involves and imbalance of power that can be physical, verbal, emotional
or social in nature. For instance, a physical imbalance of power includes such
characteristics as a bully being taller, bigger or appearing stronger than the victim. The
bully attempts to use power to gain control over another person. A verbal imbalance of
power could mean that someone has a “sharper” tongue with a better command of
language, argument or invective than another. A common form of verbal interaction that
occurs within some African American social circles is “playin’ the dozens.”
Playin’ the DozensThe dozens, is an African American oral tradition in which two acquaintances go
head to head in a contest of ribald “trash talk.” They take turns insulting- - “cracking”,
“ranking”, “sparking”, “snapping”, “checking”, or “riding”- on one another, their
adversary’s mother, or other family members until one of them has no comeback
(Wikipedia, 2003). The term the dozens is believed to refer to the devaluing on the
auction block of slaves who were past prime, deformed, aged, or no longer capable of
hard labor after years of back –breaking toil. These slaves were often sold by the dozen.
In some cases, “playin’ the dozens leads to fights and prolonged animosity between
participants. Usually “playin’ the dozens” is done with a group of on lookers. Those
observing the exchange usually laugh and encourage one person over another to continue
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with the exchange until someone loses. Some bystanders observing the exchange of
verbal “put-downs” are fearful that they will be the next victims. Feelings expressed by
youth and adolescents during this verbal exchange include, anger, embarrassment, hurt,
and shame.
The “N” word- use of the “N” word is a controversial topic. For African
American people it can be a word used to show affection, discipline, friendship and or
togetherness. Regardless of its use, historically the word has negative connotations. These
connotations include referring to an African American person as illiterate, lazy,
unintelligent, shifty, and or unattractive. Frequently used in name calling during
interactions between youth and adolescents including during bullying incidents, it
becomes one of the most hurtful attacks of one African American against another.
Low Self esteemNumerous examples exist in the literature regarding the impact of intra-racial
bullying. One feeling in particular is that this form of bullying contributes to feelings of
low self-esteem. One researcher comments that African American youngsters endure
teasing and ridicule because of their appearance, especially individuals who lie at either
extreme along the skin color and hair texture continuum. These experiences can erode
one’s feelings of self-worth and sense of personal adequacy (Holcomb-McCoy & MoorThomas, 201).
Perpetuation of Negative StereotypesIntra-racial bullying includes the use of historical stereotypes that negatively
impact African American youth and adolescents in school. The form of bullying consists
of the diversity in skin color, good hair and bad hair, choice of words or communication,
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what subjects one takes in school, one’s involvement in extracurricular activities, a
family’s economic mobility, and one’s ability to compete during verbal exchanges.
Students participate in this form of bullying on a daily basis in school. Although
prevalent in schools, strategies for prevention and intervention are not well defined. In
the next section the author suggests strategies of address intra-racial bullying in schools.
Suggested Best Practice to Address Intra-Racial Bullying
The following includes a list of suggested strategies that educators and
multicultural counselors can do in schools to address intra-racial bullying.
•

Recognize that intra-racial bullying occurs in school.

•

Be aware of the various forms of intra-racial bullying

•

Develop a zero tolerance for verbal bullying in school

•

Be prepared to host professional development workshops for parents, students and
staff on the issue of intra-racial bullying. The workshops will focus on defining
the problem and working on suggestions for addressing the behavior in each
individual school.

•

Include intra-racial bullying intervention strategies in work plans against bullying
and violence in school.

•

Multicultural counselors need to encourage students to research their ethnic
heritage by reading selected literature, attending cultural events, and interacting
with experts on African American history/culture.

•

Groups for African American youngsters also have been suggested to address the
ethnic identity exploration and development of youth (Holcomb-McCoy, 2001).
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•

Help students manage the impact of others’ negative perceptions. Coping with
others’ faulty perceptions based on stereotypes is an ongoing and difficult task
that will likely impact the adolescents’ lives (Holcomb-McCoy, Moore-Thomas,
2001).

•

Use case scenarios depicting problems involving racism, gender, and/or classism
as catalysts for discussion. During these discussions, it is important for school
counselors to take a non-expert role so that the adolescents feel comfortable
expressing their feelings. Counselors can ask questions that provide adolescents
with an opportunity to not only articulate their feelings about racism but also
brainstorm new ways of challenging and managing racist encounters.

•

School counselors and educators can encourage the development of selfacceptance by reminding youth of their inner as well as outer beauty and the
significant aspects of their African American heritage.

•

Consult African American Agencies such as the Urban League and community
center to assist in answering questions pertaining to African American racial
identity and development.

•

Develop a list of African American professions to contact for assistance to help in
addressing diversity issues in school.
The authors final suggestion is that multicultural counselors and educators help to

teach and coach African American children the same way that Golden (2004) and
Russell, Wilson, & Hall (1993) suggest in the literaturewhile the parents of African American children often prepare them for the
possibility that White children may call them “nigger,” few parents seem to warn
them about the hateful name-calling from their “own people.” Black parents
should teach their children not to tease or judge their peers on the basis of color,
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emphasizing that skin color has nothing to do with either beauty or African
American identity. Parents also need to coach children who are especially light or
dark on how to handle taunts about their color or features (p. 101).

ConclusionThe increase of children-of-color in school draws our attention to the type of peer
and adult relationships that can form between youngsters and adolescents. Of concern in
this paper was the issue of intra-racial bullying. The author presented factors that attribute
to this form of bullying along with consequences resulting from the bullying
relationships. Suggestions for best practices emphasized increased awareness of the issue,
professional development for staff and students, group and individual counseling and
developing a zero tolerance for verbal as well as other forms of bullying in school. The
author concludes by suggesting continued research and awareness of the topic with an
emphasis on coaching and helping youngsters deal with issues of intra-racial bullying.
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ABSTRACT
This article brings forth an overview of the paradigmatic crisis and the introduction of
new pedagogical practices. It also discusses the relationship between paradigm and
pedagogical model, presenting a theoretical discussion on the concepts of pedagogical
model for Distance Education and its pedagogical architecture. To do so, the elements
that are part of it such as organizational aspects, content, methodological and
technological aspects are discussed. This theoretical discussion underlies the
construction of a new pedagogical model for Distance Education taking into account the
grounds over which today´s net society is based on: time and space.
Keywords: pedagogical model, distance education, paradigmatic change, pedagogical
practices

1. Introduction
During the last decade Brazilian educational institutions have been marked by a
significant process of change, in particular with the introduction of Distant Education
in the educational process. It is said that this is the moment of transformation where the
present paradigms of society are not enough to account for relations, needs and social
challenges. The idea of a society that is centered on work is being replaced by an idea of
a society which values education, within a new totality, called in many contexts
Information Society, or Net Society. Such change means that an Industrial Society
emphasizing a teaching culture gives way to a Net Society which emphasizes a learning
culture, calling for the construction of a new educational model. It is necessary,
therefore, to investigate which elements have been transformed and keep on changing
and which have come anew into the scene.
The educational model in use in the Industrial Society privileges the technical
teaching as its purpose is to train individuals for the performance of roles, according to
their aptitudes. In this model, the pedagogical practice is far from the daily lives of
students and generates little curiosity emphasizing the piling of knowledge, values and
norms of society. As a result, students tend to lose interest because they cannot see the
purpose of what is being taught.
In the Net Society, learning is characterized by an appropriation of knowledge in a
concrete reality. That is, the starting point is the real situation experienced by the learner
who is supported by the mediating and coordinating presence of a professor, committed
to his/her students and to the construction of knowledge, who, in turn, aims to respond
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to the principles of significant learning (Castells, 1999). This process takes for granted
that relevant information is offered to the learner so that he/she can relate it with
concepts already present or in pre-existence in his/her cognitive structure and that end
up influencing learning and the meaning attributed to new concepts built.
In this perspective, knowledge is conceived as a result of the subject´s actions upon
reality, the student taking the position of a protagonist in the learning process which is
built cooperatively, in a renewed and reflexive communicative relation with the other
subjects. In this paradigm, the pedagogical practice considers the process and the
actions more meaningful than the resulting products.
In this context Distance Education can help solve some of the problems of Brazilian
education. Through the use of technological tools that enable distant learning,
government, public and private institutions hope to tackle the giant educational deficit
in the country and find the way of digital inclusion in the Information Society.
Thus, Distance Education, can be defined as an organized set of learning which is
characterized, basically, by the physical separation between teacher and learners and the
existence of some kind of mediating technology that allows for the interaction among
them, in this case, the virtual learning environments. In spite of the fact that it can be
organized based on different pedagogical models, it is important to highlight that
Distance Education is education, that is, it is not just a technological system or a means
of communication.
Therefore, this learning system offers instruments that can transform Brazilian
education, supported by information and communication technologies (TIC). It is
believed that, without the intensive use of technology, Brazilian institutions will not
manage to reach all their range of formation/capacitation in education. However, this
demands studies about theoretical and methodological proposals and call for widespread
accounts of experiences as well as reflections upon them and their possibilities.
There is great expectation about distance education, especially at College level, as
we can see in programs created by the Ministry of Education (MEC) SEED (Secretaria
especial de educação a distância, in Portuguese) that is coordinating actions throughout
the country to enable the insertion of technological renovations in the teaching and
learning processes as a strategy to democratize and increase the quality standard of
Brazilian Education. These actions and programs aim to promote the development and
incorporation of TICs and the development of distance education techniques applied to
conventional didactics and pedagogy. Besides, the SEED encourages research and
development of programs and projects addressed to the construction of new concepts
and practices in Brazilian public institutions.
As it is, the present study aims to describe basic concepts for the definition of a
Pedagogical Model (MP) addressed to distance education. It is understood that this
Pedagogical Model will be based on the construction of new paradigms that respond to
the emerging needs of a new teacher/student profile. This way, the consolidation of new
models, with solid epistemological, pedagogical, organizational, technological and
methodological pillar structures can be subsidized. We are, therefore, speaking of a
possible paradigmatic change.

2. A paradigmatic crisis and new pedagogical practices
It is possible to say that there is, nowadays, an educational paradigmatic crisis
concerning the advent of information and communication technology and, particularly,
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concerning virtual learning environments. These paradigmatic changes are due to a need
to innovate considering that there are new subject profiles about to enter the work
market, subjects who need to be prepared to think in different ways, to make use of new
tools, less linear ones and more hypermediatic or hypertextual ones, focusing on a new
way of learning, with greater emphasis not on product any longer but on process.
It is therefore necessary to face the crisis and come to terms with it allowing for a
new look to replace conservative pedagogical practices in search of a transition. It is
hard to lose old intellectual habits, overcome resistance, old classroom methods and the
old paradigms but it is necessary to update, to be unbalanced, to re-adapt to the new, to
the unknown, to what generates insecurity. The availability of new concepts, proposing
new methodologies, theories, new standards to define reality, school, call for a new
view of the world, a world of challenges, uncertainty, the search for something better.
To educate, in general terms, is to advance in successive leaps, it is to fit in, to fit
the mold. To visualize the new, its structure and evolution have become a determining
factor of progress and, when we look at education from a closer point of view, it is
possible to say that pedagogical practices in use so far have been suffering from a
secular paralysis, “formatted” in space and time. Pedagogical practices remain in an
epistemological conservativeness and the traditional paradigms keep on ruling the
perception of reality in schools.
It is evident, not only due to the introduction of Information and Communication
Technologies, that a paradigmatic crisis is hitting Education. But also, it is through it
that the need to undertake meaningful changes in educational practices and,
consequently, in the pedagogical model has become more obvious. Thus, a new
pedagogical space is being generated and its characteristics are: the development of
competences and abilities, respect to individual´s pace, the building of learning
communities and networking (Behar, Leite, 2005). It is necessary to focus on
capacitation, learning, open and distance education and knowledge management.
Studies about the construction of knowledge, autonomy, authorship and interaction
contribute to the construction of a heterarchic space, where cooperation, mutual respect,
solidarity and activities centered on the learner and on the identification and solution of
problems. It is in this process that the new emerging model is being engendered.

3. Relating paradigm to pedagogical model
To understand the concept of model it is necessary to go through the term
paradigm, which is of common use and calls for a previous analysis of its meaning in
the educational context.
Thomas Kuhn, in his book The Structure of Scientific Revolutions (1966) reinterpreted the concept of paradigm and defined it as a theoretical framework, built
upon a set of methodological rules and axioms, established within a given scientific
community for a period of time. Thus, it is possible to say that it is a system of
reference upon which theories are tested, evaluated and if necessary, revised. As such, a
paradigm is a set of theories or a dominant explication system in any particular
scientific area for a period of time. But why for just a period of time? Kuhn states that
there are shifts in scientific evolution and he refers to them as “paradigm changes.”
According to Kuhn´s definition, paradigm is the representation of a standard
model that is followed. It is a philosophical matrix premise, in other words, it is a
theory, it is the knowledge that engenders studies in a scientific field; a scientific
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realization with methods and values conceived as model, an initial reference that is the
support of a model.
Therefore, when a change of paradigm is concerned, it concerns a new way of
seeing, feeling, living within a new reference. Scientific research aims to promote
changes in ways the world is understood. Breaks with the past take place, often enabling
new ways of understanding the world and this is followed by theory reconstruction and
by experiment re-interpretation. Other changes involve only little innovation and
virtually leave intact the great structure of knowledge of areas.
Paradigm changes are felt in all areas of knowledge and many of them take place
from inside out. In the case of Education, a paradigmatic change occurred from outside
in due to the introduction of information and communication technologies, driving
institutions to a new profile and to a reformulation of roles among “actors” involved.
Among them, education managers, teachers, professors, students and monitors.
The term paradigmatic change has lately been addressed to information and
communication technologies (TIC) and, particularly, to Distant Education which is one
of the key factors for the shifts in the educational area. The world has new axes in the
concepts of time and space. In this sense, a new paradigm is emerging. This new
paradigm is built upon a new set of references through the confluence of a body of
theories, ideas that explain and orient a new way of living, educating and learning.
Upon reporting such trends to the educational area, it is essential to elucidate the
paradigms that support changes in pedagogical practice. It is important to highlight that
educational paradigms constitute a reference system that explains a determined
educational phenomenon. Thus, there is more and more need to build theoretical axes
taking into account the “new” trends, contemplating aspects of epistemological,
methodological and ontological nature.
Scientific activity tries to understand, explain and predict world phenomena
(Kuhn, 1996). Science tries to simplify and generalize reality through laws, principles
and models. The concept of model emerges, therefore, as an attempt to establish a
relation to reality by analogy. The model is a figurative system that reproduces reality in
a more abstract form, almost schematically and is used as reference (Behar, 2007).
So, models emerge in the core of paradigms. We can say that each model has its
own expression within each paradigm and is differentiated by the objectives it aims to
achieve, by the environment and by expected results which, naturally, lead into
differentiating the strategies used (Gaspar, 2006). As our focus here is education, this
model is denominated Pedagogical Model and it is rooted in learning theories.
In this study, the expression “Pedagogical Models” represents a
teaching/learning relation, supported by learning theories whose bases are in different
epistemological fields. All this points to a determined paradigm.
Any built model is named after a theory (piagetian, rogerian, vygostskian,
skinnerian, etc.) or after a paradigm (interactionist, humanist, instructionist, etc.).
However, this terminology may not correspond to the supporting epistemology,
contradicting the theories mentioned (Behar, 2007). It is understood, therefore, that a
pedagogical model can be based on one or more learning theories.
Picture 1 presents the process of construction of a pedagogical model. In it, we
go from a dominant paradigm which, in general, influences the present learning theories
as well as other scientific theories. From this point of view, subjects build their own
personal model that is shared with peers.
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Picture 1: Construction of Pedagogical Models

Upon bringing the discussion to Distance Education, the situation becomes more
complex as we try to establish a new meaning for the word model. In this perspective,
the concept of model is strongly linked to information and communication technologies.
Numerous didactic pedagogical propositions for distance education have been
made lately. As new technologies are developed, they are incorporated into the
educational system and distance education issues are seen more from the technological
point of view than from the pedagogical one. This brings on negative results causing
school failure because the focus is on technological changes and not paradigmatic ones.
Therefore, the goal is to define premises for a Pedagogical Model for Distance
Education that can respond to the paradigm changes as stated by Kuhn (1996). We are
speaking of a new dominium in education, going from a ratio of one-to-many and/or
many-to-many, with defined space-time concepts and where oral communication
predominates to an interaction of one-to-many, one-to-one and also many-to-many. This
new dominium is based on multimedia communication, and co-presence in space and
time is dispensed. It is a new ground where the mere adaptation of pedagogical models
derived from presential education cannot be made.
It is here that a paradigmatic rupture means the construction of new axes that
will sustain the management of a new way of knowing, of living, of being, and of doing,
distance wise.

4. Operationalizing the concept of Pedagogical Model for Distance
Education
Within the framework presented, the concept of pedagogical model for Distance
Education is understood as a system of theoretical premises that represent, explain and
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guide the way the curriculum is approached and that is consolidated in the pedagogical
practices and in the interactions professor-student-object of study/knowledge.
The pedagogical model entails a multidimensional approach of all the
participating variables and its elements, as we are going to discuss now. From the afore
mentioned concept, we highlight the fact that the elements of a pedagogical model for
distance education have a structure supported by a determined paradigm and matched to
one or more educational theories that are used as a learning orienting matrix. This
structure is shown in Picture 2 where, at its core, the element denominated Pedagogical
Architecture (PA) can be seen.
The PA consists of (1) grounds for the planning/pedagogical proposition
(organizational aspects): goals of distant teaching/learning process, space and time
organization and expectations in relation to the performance of participants, also called
class social organization; (2) content – instructional material and/or computer resources
used – learning objects, software and other learning tools; (3) activities, ways of
interaction/communication, evaluation procedures and the organization of all these
elements in a didactic sequence for learning (methodological aspects); (4) definition of
virtual learning environment and its functionalities, communication tools such as video
and/or teleconference, among others (technological aspects).

Picture 2: Elements of a pedagogical model for Distance Education

Organizational aspects are concerned with: definition of learning goals in terms
of an “intention list”; class social organization where groupings and separations are
established, roles are defined, rights and duties of each “actor” (be it teacher, student or
tutor); time and space systematization considering flexibility issues that virtual learning
make possible. According to Zabala (1998) space and time variables are, in general, not
explicit in pedagogical models but they have fundamental importance in any space of
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pedagogical intervention. In presential education these two variables “seem”
unchangeable in school organization because time is systematized in fixed periods and
space in classrooms. However, in Distance Education they have dimensions yet to be
explored by teachers who have strong concepts of presential education in their
educational practice.
In relation to content, it can be any kind of material and/or element used in order
to build knowledge. According to Zabala (1998), the contents one intends to work with
can be classified following a conceptual, factual, attitudinal and procedural approach.
This group of elements must be carefully planned so that knowledge, capacities, skills
and competencies are built and developed.
In sum, the content is “what” is going to be covered. Thus, it can be very simple
instructional material, an educational software, Web pages or learning objects. Contents
can integrate several media such as sound, image, video, text and/or hypertext,
contemplating different learning styles (Palloff & Pratt, 2004). Besides, the
methodology of work (“how”) can be inserted into this type of material. In this case, the
methodological aspects are integrated to this element of architecture.
Methodological aspects concern not only a selection of techniques, procedures
and computer resources to be used in class but also the relation and structuring that this
combination of elements will have. This will depend on the objectives to be achieved
and on the emphasis given to content that is previously established. Methodological
aspects have a direct relation with the objectives of the course as well as with evaluation
issues. The act of evaluating concerns the collection, the analysis and the data synthesis
that is configurated as an evaluation object. Therefore, it is important to have in mind:
what is being evaluated? How? Why? By whom? What do we want to evaluate? Will
evaluation be continuous? Formative? Additive? Which tools from the virtual
environment can help evaluation? Will evaluation be presential, semi or totally distant?
These instruments should supply data to show whether objectives were achieved (or
not) according to their description in the pedagogical planning.
Within the technological aspects, the Virtual Learning Environment (AVA) and
its functionalities and/or resources of communication and interaction that are to be used
must be defined and the choice should be based on those that best adapt to the
course/program in question.
Nowadays, there are numerous Virtual Learning Environments that support
teaching-learning processes based on the Web, either originating from the academic or
commercial areas. Each of them has, implicitly or explicitly, conceptions about how the
process occurs and aims to target specific objectives. Therefore, what we need to
consider is the model of the virtual learning environment: centered on the user or on the
course and, once this is clear, select which best fits the characteristics of the course.
In what way, then, do pedagogical architectural applications differ from one
another? It is necessary to take into account the social, emotional and personal aspects
of the “actors” involved in distance education, which means that another important
aspect to be highlighted and reflected upon as a “differential” in the process of
teaching/learning (there are variations from teacher to teacher), is the strategies of
application of the pedagogical architecture. These constitute the dynamics of the
pedagogical model.
The strategy of application of Pedagogical Architectures is defined as a didactic
act that addresses the articulation and adjustment of any architecture to a situation of
learning of a certain group (group, course, class). Thus, it is possible to say that the
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application strategy refers to the way the teacher will put his personal model in practice
(as shown in picture 1)
It is understood, therefore, that the strategies for the application of pedagogical
architecture are responsible for their dynamism, in other words, the dynamism of the
constitutive process of the pedagogical model. The pedagogical architecture may,
therefore, through its strategies of action, contemplate the social, emotional and
personal aspects that are part of the teaching-learning process in virtual environments.

5. Final Considerations
In the present study, a framework for the concept of pedagogical model was
exposed, conceived as shared representations of a relationship system established in the
pedagogical activity. Its constituting elements were analyzed highlighting the
construction of a pedagogical architecture and of the variables that constitute it,
focusing on Distant Education.
The objective was to present the elements of a “possible” pedagogical model,
supported by organizational, epistemological, technological and methodological
parameters, from a different viewpoint.
We aim to contribute to the consolidation of new pedagogical practices to be
implemented through Distance Education. Thus, these paradigmatic changes may serve
to make the new actors more and more in charge of their own histories, converging,
diverging and/or simply crossing paths in the process.
We can say that the network of knowledge in Distance Education is being
constituted, engendering several knots, but also finding several directions that open up
and configurate new ways. Among them, the pedagogical models for Distance
Education which still demand research, investigation and growth.
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A Meta-review of Trends in Overweight and Obesity Among
American and Norwegian Children

ABSTRACT
The United States has dealt with an epidemic of obesity for decades. In Norway recently there has been
an increased focus on overweight and obesity. Despite the difficulty of standardizing the measurement
of these health problems across nations it is crucial for investigators to identify similarities and
differences in the development of overweight and obesity in different countries so trends can be
identified and strategic policies developed to slow this epidemic. This meta-review examines thirty-year
trends in overweight and obesity among children in the United States and Norway. The review focuses
on three major areas: the prevalence of, a cross-national analysis of major risk factors, and
recommendations to help prevent and reduce overweight and obesity. The readership for this study
include teachers, researchers, public as well as school health specialists as well as parents and guardians
of all our young people.
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INTRODUCTION
At the recent American Public Health Association conference a multitude of studies were presented
examining the epidemic of obesity and overweight in American youth 1.
There is clearly a national urgency to develop multi-level strategies to reduce this growing health threat
to young people. There were, however, no studies addressing comparisons of US youth with other
countries. Such comparisons may be of value in designing our own national policies in this area.
According to the World Health Organization 2 obesity is among the ten leading risk factors for an array
of health problems when analyzed by the disease burden it causes. In 2004, the WHO developed a
global strategy for enhancing nutrition, physical activity, and health in order to slow global increases in
lifestyle-related diseases 3. Similarly one of the US national health objectives for 2010 is to reduce the
prevalence of overweight as measured by the National Health and Nutrition Examination Survey
(NHANES) ІІІ baseline of 11% (1988-94). However, the NHANES 1999-2002 overweight estimate
indicates that since 1994, overweight in children/adolescents ages 6-19 years has increased to even
higher levels 4. According to Norwegian Health Authorities, Statens Råd for Fysisk Aktivitet og
Ernæring 5, there has been an increase in weight among Norwegian girls and boys aged 13 to 18 years
from 1975 to the mid-nineties.

More than one billion adults worldwide are overweight and at least 300 million are clinically obese. The
WHO estimates that 17.6 million children below five years old are overweight. Body mass index (BMI)
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(weight (kg)/height (m)(2)) is one convention used to operationalize overweight and clinical obesity 6.
According to the CDC, at risk of overweight and overweight are the terms preferred to refer to children
and adolescents whose excess body weight could pose medical risks. Using the 2000 Centers of Disease
Control and Prevention Growth Charts for the United States, at risk of overweight for ages 2 to 20 years
is defined as a BMI-for-age between the 85th and the 95th percentiles. Overweight is defined as at or
above the 95th percentile of the sex-specific BMI-for-age growth chart 7. For 2003-2004, Ogden and
associates reported that 17.1% of US children and adolescents were overweight and that overall for the
1999 to 2004 period increases in body weight are continuing for US youth 8.

Norwegian research data and in previous data for American children/adolescents, overweight among
children is defined as >85th body mass index percentile and obesity as >95th body mass index percentile,
respectively. The International Obesity Taskforce (IOTF) is used by Norwegian researchers to produce
estimates of the prevalence of overweight and obesity 9. In a survey of six nationally representative
growth studies conducted by Cole and associates 10 the IOTF cut-off points for BMI for overweight and
obesity are based on centile curves defined to pass through the BMI of 25 and 30 kg/m2 at age 18.

According to Pate and associates 11, obesity is associated with significant health problems in the
pediatric age group and is an important risk factor for later adult morbidity and mortality. Overweight
and obesity raise the risk of morbidity from hypertension, dyslipidemia, type 2 diabetes, coronary heart
disease, stroke as well as the 8 other major health problems 12. Childhood overweight has been
associated with negative health consequences including type 2 diabetes, hypertension, sleep apnea, and
negative psychological outcomes including depression, disturbed body image and low self-concept 13.
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There are likely to be multiple genes and a strong interaction between genetics and environment
influencing the degree of adiposity 14. There are critical periods for development of excessive weight
gain. The risk of obesity persisting into adulthood is higher among obese adolescents than among
younger children 15. The probability of childhood obesity persisting into adulthood is estimated to
increase from approximately 20% at four years of age to approximately 80% by adolescence. For young
children, if one parent is obese, the odds ratio (unmatched) is approximately 3.0 for obesity in
adulthood. If both parents are obese, the odds ratio increases to more than 10. Overweight and obesity
are becoming the most prevalent childhood nutritional disorders in many parts of the world, and most
obese children eventually grow into obese adults 16. Overweight and obesity are especially evident in
specific minority groups as well as in those with lower incomes and less education. The WHO states that
overweight and obesity are symptoms of “overnutrition” or “overconsumption” and physical inactivity.
Changes in living and working patterns have led to less physical activity and less physical labor among
the populations of industrialized countries. Both the US and Norway have concentrated an increased
level of study on prevention, clinical research and school-based policy initiatives to try to lessen this
public health threat to young people.

RESEARCH QUESTIONS
While a multitude of research questions demand attention this review focused on the following
1) What is the prevalence of overweight and obesity among American and Norwegian children since the
1970s?
2) Are the shared risk factors for developing overweight and obesity in both countries?
3) What are the most potent risk factors for developing overweight and obesity in the United States and
in Norway?
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4) What can be done policy-wise to prevent the development of overweight and obesity among children
in both nations?
METHODS
The current analysis was based on literature reviews of both empirical research articles and government
reports. Ideally, strict inclusion criteria would have been used to sample research sources. However, due
to the lack of international standardization in defining these problems and the differences in
epidemiological surveillance systems, this review relied on the following parameters. The search
engines OVID, PUBMED, Cochrane Database of Systematic Reviews (CDSR), and Bibsys were used to
search for relevant articles. There were numerous articles examining obesity in the United States
whereas comparable studies on obesity in Norway or Scandinavia is limited. Search words used were
combinations of children, 0-18 years old, adults, overweight, obesity, Norway, USA, Scandinavia,
physical activity, physical fitness, leisure activity, sedentary behavior, physical education, school,
nutrition, environment, transportation, parks, income and disparities. The search included articles in
English and Norwegian or other Scandinavian languages (Danish or Swedish). The articles were limited
to the period from the 1960s until 2006 as most statistical analyses on the topic occur within that period.
More current empirical research studies post-2006 are also integrated.

The U.S Government web pages www.gov.us, www.nih.gov, www.cdc.org were used to locate U.S data
while national data on Norway utilized the Norwegian Government web pages www.staten.no,
www.sef.no, and the medical association’s web pages www.legeforeningen.no and www.fysio.no. For
worldwide data the World Health Organization, www.who.org, was assessed. Research articles from the
Journal of the American Medical Association and the British Journal of Medicine from the most recent
years (2003-2005) were also reviewed. A currency calculator at www.aftenposten.no was used to
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convert Norwegian kroner to U.S. Dollars for cost estimates. The webpage
http://digitaldutch.com/unitconverter/ was used for converting from the metric system to the U.S.
system.

RESULTS
Background Epidemiology
Norway is a substantially smaller and more homogenous population by race and ethnicity than the US.
Life expectancy and infant mortality are often used to gauge the overall health of a population. In 2002
life expectancy at birth for the total American population reached a record high of 77.2 years 17. Average
life expectancy among Norwegians was 79.5 years in 2003. Although the average healthy life
expectancy in Norway is two years higher than in the United States, the per capita health expenditures
are lower than in the United States. The per capita health expenditure is $5635 in the United States and
$3807 in Norway. In 2002 the infant mortality rate in the United States was 7.0 infant deaths per 1,000
live births. In Norway, the corresponding rate was 3.8 in 2001. Based on these data, both countries have
high life expectancy and low infant mortality and thus similar patterns of overall population vital health.
The leading causes of death in the United States are heart disease, cancer, stroke, chronic lower
respiratory diseases (CLRD), and unintentional injury. The all cause mortality in Norway is comparable:
cancer, diabetes, cardiovascular diseases, illness of the respiratory organs, illness of the digestive
system, cirrhosis of the liver and violent deaths 18.

Another correlate of population health is level of education. Education levels are similar in both nations,
with about 20% having college or university education. 18,19 In a report from the Organization for
Economic Co-operation and Development in 2005, the income distribution and poverty in OECD
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Countries in the Second Half of the 1990s were assessed. Both the United States and Norway are
member countries. The Gini coefficient is used by the OECD to report the level of income inequality in
member countries. The values of the Gini coefficient range between “perfect equality” (each share of the
population gets the same share of income) and “perfect inequality” (all income goes to the share of the
population with the highest income). According to the report, there is greater income equality in the
Norwegian than in the American population . The association between dietary intake, health problems
and income disparity is an area of critical concern to school and public health authorities. Nearly the
entire issue of the American Journal of Public Health, September 2006, 96 (9), was recently devoted to
research in this area.

Comparison of Trends in Obesity
In the United States, the NHANES surveys record longitudinal data for overweight and obesity, whereas
in Norway there have been very few longitudinal studies, and these have only addressed narrowly
defined populations. Still, it is possible to isolate and compare trends in overweight and obesity over the
past 30 years.
American Children
Figure 1 shows the trend of increased overweight among American children and adolescents from the
1970s to 2002. Research suggests the prevalence of overweight increased significantly between 19761980 and 1988-1994. Results from NHANES 1999-2002 indicate that an estimated 16% (over 9 million)
of American 6-19 year olds are overweight 20. This represents a 45% increase from the overweight
estimates obtained from NHANES ІІІ (1988-94) and triple the percentage in 1980. The prevalence of at
risk for overweight increased from 29.9% in 1999-2000 to 31.5% in 2001-2002. According to NHANES
ІІІ (1988-94), the prevalence of overweight was 15.5% among 12 through 19 year-olds, 15.3% among 6
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through 11 year-olds, and 10.4% among 2 through 5 year-olds, compared with 10.5%, 11.3%, and 7.2%,
respectively, in 1988-1994. 8
Figure 1: Trends in At Risk for Overweight and Overweight Among American Children and
Adolescents
Norwegian Children
Figure 2 shows overweight and obesity among Norwegian children and adolescents and trends in
overweight among 15 year olds from 1993 to 2000. For 15 year olds, the prevalence of overweight
increased from 7.5% in 1993 to 11.5% in 2000. In 2000, the prevalence of obesity was 1.1% among 15
year old girls and 2.5% among 15 year old boys. Among 9 year olds, the prevalence of overweight and
obesity was 18.5% and 3.6%, respectively in 2000, thus the prevalence of overweight and obesity was
higher among 9 year olds than 15 year olds. 9
Figure 2: Trends in Overweight and Obesity In Norwegian Children and Adolescents
When comparing the two countries, it is important to consider that the term “at risk for overweight”
among American children/adolescents operationally corresponds to the term “overweight” among
Norwegian children/adolescents. The term “overweight” among American children/adolescents
corresponds to the term “obesity” to describe Norwegian children/ adolescents. The American data
cover a wider range in age than does the Norwegian data. However, the overall trend shows that the
percentage of at risk for overweight/overweight and overweight/obesity among children/adolescents in
both countries has increased over the last 30 years. According to research, until 2002 the prevalence of
at risk for overweight among American children/adolescents was approximately 32% and more than
double the prevalence of overweight among comparable Norwegian youth. However, 2004 data 21 show
that the overall prevalence of overweight among Norwegian 8 and 12 year olds from Oslo was 21%,
(Figure 2). According to the study, 25% of 8 year olds and 20% of 12 year old girls were overweight.
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These levels approach the prevalence of at risk for overweight among American children and
adolescents. The prevalence of overweight American children/adolescents of about 16.5% is more than
four times the equivalent of Norwegians.
Comparison of Trends in Physical Activity and Sedentary Behavior
According to Grotvdedt, there is a lack of data examining trends in physical activity and fitness among
children/youth in Norway.22 According to Søgaard et al., research on physical activity in Norway is
impeded by the fact that major studies have defined physical activity differently and used different age
groupings. 23

Both the U.S. Department of Health and Human Services and the Nordic Council of Ministers
recommend that children/adolescents strive for at least one hour of exercise a day. In the U.S.,
nationwide physical activity declines dramatically from adolescence (12 years old) to young adulthood
and older. These values range from approximately 35% to 70% for adolescents to 20% to 45% for 21year olds.

CDC data indicates that 61.5% of children aged 9-13 years do not participate in any organized physical
activity during their non-school hours and 22.6% do not engage in any leisure time physical activity.
Twenty percent of U.S. children 8 to 16 years of age report two or fewer episodes of vigorous physical
activity per week. There is decreased enrollment in physical education over the four years of highschool. Overall, the prevalence of having been enrolled in PE class is higher among 9th grade (71.0%)
and 10th grade (60.7%) than 11th grade (45.7%) and 12th grade (39.5%) students 24. Also, daily
participation in high school physical education classes dropped from 42% in 1991 to 25% in 1995 and
then increased to 32% in 2001.
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As mentioned, there is a lack of data addressing the development of physical activity and fitness among
children/youth in Norway. However, Norwegian school health researchers estimate there has been an
overall decrease in physical activity among children/youth the past 30 years. One 2005 study reported
that aerobic capacity among 18 year old military conscripts decreased 8% from 1980 to 2002. 25 Forty
three percent of 8-24 year olds participated in sports organizations in 1992, whereas the number
decreased to 36% in 1998. The level of physical activity is generally said to increase in childhood up
until 13 years of age. Approximately 70% of Norwegian 13 year olds were active two hours or more a
week outside of school hours. Since 1983, the number of 13 years olds who were physically active two
hours or more per week has increased, especially among girls. The proportion of people who remain
physically active decreases toward adulthood. The number of 15-24 year olds who exercise two or more
times per week was relatively stable from 1990 to 2000. A survey of 15 and 16 year olds in Oslo in
2000-2001, found that 9% of the boys and 13% of the girls were physically inactive (defined as no sport
or physical activity each week). Investigators report that 50% of 15-year old girls from Oslo are less
physically active than recommended.26 A national study from Belander of 13-19 year old girls
confirmed these findings.27

Physical education (PE) in Norwegian elementary and middle schools (1-10th grade) has been
compulsory since 1936 and the average number of two hours per week per class level has been stable
since 1936. Since the 1990s, many Norwegian elementary and middle schools teach the students
outdoors, often one whole day a week. The primary goal is normally not physical activity but it is likely
that the outside activities stimulate physical activity among the students. Children’s every day life is
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increasingly dictated by adult related activities which allow less time for free play and thus a general
trend for children to play more indoors.

When comparing data from the two countries, one main finding is that the level of physical activity
increases throughout childhood and peaks during adolescence before it decreases towards adulthood.
Boys are generally reported to be more physically active. Due to the inconsistency in operationalizing
and measuring physical activity, the data on physical activity are not clear, but the general trend has
been a decreased level of physical activity among American and Norwegian youth. According to CDC,
61.5% of American children aged 9-13 years do not participate in any organized physical activity during
their non-school hours and 22.6% do not engage in any leisure time physical activity. 28 These numbers
are substantially higher than the corresponding data from Norway, where 9% of the boys and 13% of the
girls were reported to be physically inactive (defined as no weekly sport or physical activity). However,
50% of 13-19 year old Norwegian girls are less physically active than recommended. Overall, the
research data examining physically inactive children/adolescents in the two countries indicate that major
policy action is required to prevent physical inactivity from escalating.

According to the data reviewed, 35-70% of American 12 year olds and 20-45% of American 21 year
olds are physically active. In contrast, 70% of Norwegian 13 year olds are physically active 2 hours or
more per week beyond school-hours. From these studies, Norwegian 13 year olds are more physically
active in their spare time than their American counterparts.

According to Frank 24, an increasing body of evidence shows that the physical design of the places
where people live and work affects the overall travel choices people make and how much they walk or
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bike for utilitarian travel. However, research thus far has had a limited ability to show any consistent
link between transportation access and related physical activity levels. Physical environments are the
least studied type of influence on physical activity and existing studies are frequently restricted to a
narrow population which limits their generalizability.30-32

According to U.S. Census Bureau, 79 % of the U.S. population live in urban and 21% in rural areas.19
The automobile is the dominant mode of travel in the United States. The way in which children travel to
and from school is influenced in part by school transportation policies and guidelines developed at
federal, state, and local levels, in part by parental choice, and in some cases, particularly with older
schoolchildren, by student choice.

The majority of U.S. children aged 5-18 do not walk or bike to school. Approximately 33% ride a school
bus while half are driven in a private vehicle. Healthy People 2010 reports the median distance to school
from a child's residence is relatively long (two miles for children aged 5-15 years). However, many
children do not walk or bike to school even when distances are short. For children living <1 mile from
school, only 31% of trips are made by walking, and for children living <2 miles from school, only 2% of
trips are made by biking . Reported barriers to walking and biking to school include; long distances
(55%), traffic danger (40%), adverse weather conditions (24%), crime danger (18%), opposing school
policy (7%), or other reasons (26%).

Nearly 80 % of the Norwegian population live in urban areas. The highest numbers of Norwegian
children who walk or bike to school are among 5th -7th graders. Approximately 40% of students in 1st- 4th
grade are driven to and from school. Researchers suggest that the main reasons why parents drive their
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children to school are lack of time, long distance, and unsafe roads. Among children living in urban
areas, 55% are driven to school and that among children living in the countryside, 70% are driven to
school.

Nearly 80% of the U.S. and Norwegian population live in urban and about 20% live in rural areas.
According to the literature reviewed, the majority of American and Norwegian children do not walk or
bike to school. The barriers to walking to schools are similar in the two countries. Figure 3 shows an
international comparison of people killed on the roads per 100,000 inhabitant– average per year from
1995-1998 . The figure shows that more than twice as many Americans are killed in the traffic than
Norwegians per 100,000 inhabitants (15.81 versus 6.93 inhabitants).33

Figure 3: International comparison of people killed on the roads per 100 000 inhabitant– average
per year from 1995-1998 (Nasjonal Transportplan, 2006-2015).
According to the literature reviewed, leisure time activity is increasingly sedentary, with wide
availability of entertainment such as television, videos, and computer games. Several studies show that
children who watch the most number of hours of television a day have the highest prevalence of obesity,
after controlling for age, race/ethnicity, and family income. 34 According to YRBS- 2003, 38.2% of
American 16-17 year old students watch television >3 hours/day on an average school day. The
prevalence of having watched television >3 hours/day was higher among white male (31.7%) than white
female (26.8%) students.
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Among Norwegian 9-15 year olds, the average amount of television viewing was 90 minutes daily in
1991. In 1997, the corresponding number was 127 minutes daily. In the same period, 16-24 year olds
increased the average time of television viewing from 99 to 107 minutes per day.

According to the data presented, a substantial proportion of American and Norwegian children and
adolescents watch more than the recommendation from the American Academy of Pediatrics of the
maximum of two hours of television and video per day. When comparing the data from the two
countries, Norwegian children/adolescents on average seem to be watching less television and video
than their American counterparts. However, some data indicate that 20% of Norwegian school children
watch television four hours or more every day, with the highest prevalence among 13 year old boys.
These numbers approach the 25% of American children/adolescent aged 8 to 16 years old who watch at
least four hours of television per day.

Comparison of Trends in Nutrition: US and Norwegian Youth
According to Huang, specific dietary factors contributing to energy imbalance and the rising rate of
obesity are poorly understood.35 Too few studies on dietary factors and obesity have been conducted in
children/adolescents. Most studies have been on adults and their findings have not been linked to later
overweight in children. There are also challenges in collecting data which examine relationships
between eating patterns and obesity. Several eating patterns have been hypothesized to influence the rise
in energy consumption and obesity. These include increasing portion sizes, increasing contribution of
snacks to total energy intake, increasing energy density of foods, and increasing consumption of food
away from home. The trends in energy intake among American children and adolescents has increased
from 1800 kcal in the late 1970s to1960 kcal in the mid-1990s. Seventy seven percent of total
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kilocalories were consumed at home in 1977-1978 and 65% of total kilocalories were consumed at home
in 1994-1996 for Americans aged two years and older. 36

Bowman et al. (2004) found that on a typical day, 30.3% of a nationally representative sample of 4-19
year olds ate fast food. Fast-food consumption was prevalent among all age groups, both genders, all
household income levels, all racial/ethnic groups, all degrees of urbanization, and all regions of the
country. Figure 4 shows trends in food portion sizes in the United States from 1977 to 1996. The
average energy intake and portion size of salty snacks increased from 132 to 225 kcal (1.0 to 1.6 oz), the
average soft drinks consumed increased from 144 to 193 kcal (13.1 to 19.9 fl. oz) (387.4ml- 588.51 ml)
and the average cheeseburger from 397 to 533 kcal (5.8 to 7.3 oz). 36

Figure 4: Trends in Food Portion Sizes: US

Figure 5 shows trends in daily soft drink intake among Americans. From 1989-91 to 1994-95, soft-drink
intake rose from 195 ml (6.6 fl.oz.) to 275 ml (9.3 fl.oz.) in the general population, and from 345 ml
(11.7 fl.oz.) to 570 ml (19.3 fl.oz.) among adolescent boys (Ludwig et al., 2001). Half of all Americans
and most adolescents (65% girls and 74% boys) consume some variety of sugary or non-sugary softdrink daily (Ludwig et al., 2001).

Figure 5: Trends in Daily Soft Drink Consumption Among Americans

Norwegian Energy Consumption
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Energy consumption among Norwegians has been stable or slightly decreased from the 1960s to 1999.
There are no data describing changes in energy intake among Norwegian children and adolescents.
However, there is a trend of increased consumption of added sugar among Norwegian 13 year olds,
from 13% of energy from added sugar in 1993 and 18% in 2000, respectively.

Figure 6 shows that Norwegians consumed 17 liters (574.8 fl.oz.) of sodas per inhabitant in 1960, 58
liters (1961.2 fl.oz.) in 1980 and 87 liters (2941.8 fl.oz.) in 1990, respectively. The highest level of
consumption of sodas was in 1997, at 93 liters (3144.7 fl.oz.) per inhabitant. In 2003, the consumption
of soda per Norwegian inhabitant was 85 liters (2874.2 fl.oz.) per year.
Figure 6: Yearly Consumption of Soda and Mineral Water: Norwegians

There are overall similar patterns in the nutrition transition between the two countries, but one major
difference is reported energy intake. The energy intake among American children/adolescents increased
from the 1970s to the mid-1990s, whereas the energy consumption among all Norwegians has been
stable or slightly decreased from the 1960s to 1999. There are no data describing changes in energy
intake specifically among Norwegian children and adolescents.

DISCUSSION
The major limitation to this study was the lack of cross national standardized methods for measuring and
summarizing data on overweight and obesity, physical activity, transportation, and nutritional intake.
There is, however, substantial data from both countries which define trends in overweight and obesity
and their risk factors. It is crucial that methods for data surveillance on overweight and obesity, physical
activity, transportation, and nutrition become standardized, to allow valid time-based comparisons
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between countries. There also needs to be a standardized common vocabulary to describe overweight
and obesity. Furthermore, there is a need for longitudinal cohort studies, especially on physical activity
among Norwegians.

The overall trend in the present review showed that the percentages of at risk for overweight/overweight
and overweight/obesity among children/adolescents in the US and Norway have steadily increased over
the last 30 years. However, the prevalence of at risk for overweight among American youth is 32% and
more than double the prevalence of overweight among Norwegian youth. The prevalence of overweight
American children/adolescents of 16.5% is more than four times the equivalent of Norwegians. The
literature reviewed demonstrates that overweight/obesity among children is a complex and multilevel
problem. Literature suggests that parental obesity is a strong indicator for childhood obesity persisting
into adulthood. In 2001-2002, 65.7% of American adults were either overweight or obese and 30.6%
were obese (Hedley et al., 2004), in Norway an estimated 12-14% of adults are obese. Thus, parental
obesity in the U.S. may contribute to the higher prevalence of childhood overweight and obesity in the
U.S. Parents therefore need to be targeted by health promotion campaigns in order to become good role
models and more vigilant distributors of food for their children. They need to regularly model for their
children how living a physically active life with a healthy diet enhances vital health and thus overall
quality of ones life.

In Americans and Norwegians, the level of physical activity increases throughout childhood and peaks
during adolescence before it decreases toward adulthood. Due to problems of measuring physical
activity, it is difficult to construct exact comparisons. However, the trends in the literature show
decreased levels of physical activity among American and Norwegian children/adolescents over the last
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three decades. The level of physical inactivity in spare time of American children and adolescents is
higher than in their Norwegian counterparts. Norwegian 13 year olds are more physically active in their
spare time than American children and adolescents. One of the reasons for the higher level of spare time
physical activity among Norwegian 13 year olds may be the differences in school systems. In the US
students can choose to participate in school affiliated sports, whereas in Norway, sports are usually
organized outside the school system, by sports clubs and foundations. Since the school systems in the
two countries are different, it is also difficult to compare how much physical education the students in
the two countries actually receive per week. Physical education is a requirement for only some semesters
at American high-schools and many students could potentially have very little physical activity at
school. Studies show that enrollment in physical education in the U.S. decreases over the four years of
high-school. This is most likely because youth tend to plan to “get it over with” at the beginning. In
Norway, all elementary and middle school students are mandated to receive two hours of PE per week.
A dilemma for PE is that only 66% of the time is spent on physical activities and only 10% is spent on
high intensity activities. It is plausible that physical education in schools should be required on a daily
basis to encourage students to expend energy and to stimulate them to develop an interest in lifelong
physical activity. Maintenance of physical education is especially critical in late adolescence because
this is a critical age for dropout from participation in physical education and sports.

The majority of American and Norwegian children do not walk or bike to school. The barriers to
walking to schools are similar in the two countries and include long distances and traffic danger.
According to Pucher , there is a greater danger in walking or cycling in American cities than to travel by
car and more Americans are killed in traffic than Norwegians per 100,000 inhabitants (15.81 versus 6.93
inhabitants). 37 These findings may reflect that federal funding for walking and bicycle paths is a higher
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percentage of the total funding for transportation in Norway than in the US. Less safe paths for walking
and biking in the US may explain these findings, as well as the fact that Americans drive more. Also, the
training and testing to receive a driver’s license is more extensive in Norway. Norwegians cannot get
their driver’s license until they are 18 years old, whereas Americans may get their license when they are
15-16 years old. Thus, Norwegian drivers are older when they start which may make them more
competent drivers. These data suggest the need for an increased focus on the benefits to health of regular
walking and biking to school. The barriers to walking or biking to school need to be addressed in a way
that is both cost effective and convenient. New schools being built in residential neighborhoods must
acquaint parents with programs such as Walking School Bus, Bike Trains, and Walk to School Day.

The literature reviewed also suggest that a large number of American and Norwegian youth watch more
than the maximum two hours of television and video per day as recommended by the American
Academy of Pediatrics. Norwegian youth on average watch less television and video than same-age
American youth. However, some data indicate that 20% of Norwegian school children watch television
four hours or more every day which is comparable to the 25% American youth aged 8 to 16 years old
who view at least four hours television per day. The wide availability of entertainment such as
television, videos, and computer games has probably made both American and Norwegian people spend
more time “viewing” than 30 years ago. Moreover, a greater number of American and Norwegian
families now have one or more televisions at home than 30 years ago.

A major difference in television viewing in both countries, however, is the fact that a large portion of
Norwegians only have access to the two public television channels. The main public television channel
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Norges Rikskringkasting (NRK) has no commercials. Cable TV is common, but not usual in most
Norwegian homes. Based on this, Norwegian television viewers do not have as much access to different
channels and are not as exposed to persuasive food commercials as Americans. The advertisement of
blatantly health-compromising foods should be banned from children’s television in the US. In Norway,
children need to be protected from becoming targets of marketing of non-nutritious foods on television.
Both these strategies require forceful political action from school and public health authorities and their
constituencies.

Food portion sizes in the US have increased dramatically from 1977 to 1996, whereas the same is not
reported for Norway. At the same time, trends show that total kilocalories consumed at home among
Americans two years and older have decreased from 77% of the total in 1977-1978 to 65% of the total in
1994-1996. Increasing consumption of food away from home and increased portion sizes are
hypothesized to influence the rise in energy consumption and obesity In Norway, prices of eating out are
relatively high except for fast food chains such as McDonalds and Burger King that are available in big
cities. A Quarterpounder® meal in the United States costs approximately $4, whereas an equivalent
Norwegian Quarterpounder® meal costs approximately 55 Nkr ($8) (McDonalds, 2006). In Norway,
there is also still a strong tradition for family meals. WHO reports that families eat more pre-prepared
meals, and this is probably true for both American and Norwegian families. The reduced consumption of
potatoes in Norway may be an indicator of a change from the traditional diet to a diet with more preprepared products. Some reasons for this trend are that more women are working outside the home and
the low cost of pre-prepared food. Food labeling is crucial to inform the public about energy content in
the foods consumed. Restaurants should adjust portion-sizes to a standardized healthy energy content
per meal and the menus should inform customers about calorie content.

2009 HICE Proceedings
Page 3078

People in both countries have had a substantial increase in consumption of carbonated drinks and
sugared soft drinks over the last 30 years. According to the data presented, Norwegian 13 year old girls
consume more soft drinks than the general American population, whereas American adolescent boys
consume about 200 ml more soft drinks daily than Norwegian 13 year old girls. Half of all Americans
and most adolescents (65% girls and 74% boys) are reported to consume soft-drinks daily. Due to the
wide availability of soft-drinks in the United States, these numbers are probably higher than in Norway.
Since more Americans eat out than Norwegians, they are more exposed to sodas, which are commonly
served with free refills. Also, soft-drinks are not sold in Norwegian elementary and middle schools, and
vending machines are only available in 11th to 13th grade, which is equivalent to U.S. high-schools. It is
estimated that only 15% of American adolescents aged 12 to 19 years meet the recommendation that less
than 30% of total daily energy intake come from fat. Since more American families are eating out or at
fast-food restaurants, the fat consumption among Americans is probably higher than 30 years ago.
Norwegians consume less fat than 30 years ago, but more than the recommended 30% of total energy
intake for adults and children from two years of age. The reduction in consumption of margarine, whole
milk and dairy products is probably related to a less traditional diet and to a preference for low-fat dairy
products.

The governments in both countries have taken action to help reduce the number of deaths related to
smoking by passing laws that affect the sale, taxation, and advertisement of tobacco products. Similar
laws which mandate health warnings must be enacted to protect the public from the consumption of
health-compromising foods. Prices of foods should be adjusted to stabilize the cost of healthful foods
(such as fruits and vegetables) and increase the cost of foods high in added sugars and fat. In the US
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there needs to be an even greater long-term focus on healthy school lunches and healthy products in
vending machines at school. Non-nutritious foods and beverages should be excluded from sale at
schools. In Norway, healthy school lunches should be served at school and vending machines at school
must remain banned at elementary and middle schools.

This review does not include a comparison of subgroup disparities in the United States and in Norway.
The population is a lot more homogenous in Norway which makes it hard to make comparisons. In the
US, the literature on subgroup disparities is mostly focused on ethnic and racial disparities, 4,8 whereas
Norwegian studies focus on differences in socioeconomic stats. 9,22 The mechanisms that cause the
differences in overweight, obesity, and physical activity level among people of different ethnicity/race
and/or socioeconomic status in the US and in Norway are multifaceted and more studies need to be
performed to further assess the dynamics among these causes. There is more equality in income among
the Norwegian population than among the American population. Based on this, socioeconomics and its
relation to overweight and obesity in subgroups should be more fully investigated in the United States.

CONCLUSION
Overweight and obesity remains a complex, multifaceted problem which affects entire populations.
Multi-sectoral governmental policies and factors which influence risk have to be analyzed at multiple
levels. Initiatives are needed to create environments that encourage people to be physically active
instead of the current individually-based approaches to obesity prevention and treatment.32 Successful
prevention strategies for individuals and societies must address both energy intake and energy
consumption, since obesity results from the chronic consumption of energy in excess of that used by the
body. Government policies must establish social and work environments that are more conducive to a
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healthful diet and active lifestyles. These must include mandatory physical education that is both
enjoyable and calorie-burning and leisure-time opportunities that foster regular participation in sport and
fitness activity.
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Figure 1:

Trends in at Risk for Overweight and Overweight
Among American Children and Adolescents
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Trends in Overweight and Obesity Among Norwegian Children and
Adolescents

22%
20%

Overweight 9 year olds

18%

Obese 9 year olds

Overweigth and Obesity (%)

16%

Overweight 15 year olds

14%

Obese 15 year old girls

12%

Obese 15 year old boys

10%

Overweight 8 year olds in
Oslo

8%

Overweight 12 year olds
in Oslo

6%

Obese 12 Year Old Girl in
Oslo

4%

Obese 8 Year Old Girls in
Oslo

2%
0%
1993

2000

2004

Year

Figure 3: International comparison of people killed on the roads per 100 000 inhabitant– average
per year from 1995-1998 (Nasjonal Transportplan, 2006-2015).
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Figure 4:

Trends in Food Portion Sizes in the United States
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Figure 5:
Trends in Daily Soft Drink Consumption
Among Americans
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Figure 6:
Yearly Consumption of Soda and Mineral Water
Among Norwegians
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Abstract: This conference proceeding paper is an abridged version of the dissertation
“The Role of the Arts in the Transformation of Consciousness” (available at
duanita.com) which explores the role of the arts in the transformation of consciousness.
First the author researched the principles of the new sciences with regard to how shifts in
consciousness are understood to happen. She then applied the concepts to herself as she
immersed in a program of fine arts studying acting for film and television. Using an
organic research design which explicitly engaged spirit in the process, she explored shifts
in her own consciousness as well as how the performing arts act as a transformative tool
for others. Devoted to a path of assisting the shift in consciousness to a worldview which
honors soul and spirit, the researcher explores and describes her lived experiencing of the
topic with the intention of inspiring transformative changes of heart in her readers.

2009 HICE Proceedings
Page 3093

Introduction
This paper is an abridged version of the dissertation “The Role of the Arts in the
Transformation of Consciousness” (Eleniak, 2008). It begins with defining
consciousness and reporting Hawkins’s (2002) research on calibrating consciousness as
well as his research on the shifts in consciousness that have happened over time. After
that two worldviews are presented, the current worldview (often referred to as scientific
materialism) as well as a vision of a worldview where humankind is living at high
vibrational frequencies of consciousness. The need to assist the current paradigm shift to
the new worldview is presented.
Next, ways that consciousness can shift are explored by a brief review of
information from the new sciences on how the field of consciousness works. The author
then proposes that the unique qualities inherent in the arts make them one of the best
vehicles to support raising the collective consciousness of humankind to a worldview
based on high vibrational frequencies which embody the essence of love, peace, joy and
truth.
The author then proposes that it is a unique time in history where teachers can
make a difference. She inspires readers to challenge themselves to make personal
choices in alignment with the commitment to living above the level of integrity and to
connect to assisting the realization of the new worldview through teaching with the arts
as their companion.
The thesis of this study was sparked by a call that Barbara Marx-Hubbard put out
to artists in 2002 at the Prophets conference in Florida. In her address to the audience she
made a call for artists to support the current movement into what she called “the age of
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conscious evolution through co-creation.” She put out a plea to invite artists and
musicians to come in to the next conference and dramatize the transcendent capacities of
human beings and bring it to life. She noted:
I believe that our movement, in order for us to have the vitality…we need to allow
the genuine transcendence of our capacities which is innate to human abilities;
when we can see it, when the artist can help us touch it and feel it, I suggest that
we are going to turn on the transcendent nerve in ways that can truly jump start
our system. (2002)
Barbara Marx-Hubbard suggested that a production be done “where humans can
actually see the transcendence that is available to them” (2002). It is the seeing and
feeling that the arts bring which can move and sustain humanity in a worldview that lives
above the level of integrity.
What is Consciousness?
Definitions/Explanations Of
When Joseph Campbell (1988) answered Bill Moyer’s question “What is
consciousness?” he spoke of the orchid growing up the tree by his lanai and described
consciousness as the ‘knowing’ of that plant of where to grow and how to turn to the
light.
Authors of the modern physics (Bohm, 1980; Briggs & Peat, 1984; Sheldrake,
1995; Zukov, 1980) and the enlightened throughout history have agreed that
“consciousness is beyond form and is, indeed, the very omnipotent matrix out of which
form arises.” (Hawkins, 1995, p. 251). Dr. David Hawkins (2005) writes that
consciousness is:
…the formless, invisible field of energy of infinite dimension and potentiality, the
substrate of all existence, independent of time, space, or location, of which it is
independent yet all inclusive and all present. (p. 14)
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A common simple definition of consciousness made by many researchers
(Hawkins, 1995; Hicks, 2004) is that it is awareness. Consciousness is the part of us that
“observes and is aware of all of the subjective phenomena of life” (Hawkins, 2004, p.
253).
Calibrations Of
In 1995 Dr. David Hawkins published a Map of Consciousness, the results of
exhaustive investigation in which he applied Dr. George Goodheart’s (1976) and Dr.
John Diamond’s (1979) research on muscle-testing from the field of kinesiology to the
field of consciousness studies. This map is a calibrated scale of consciousness which
stratifies “the relative power of levels of consciousness in all areas of human experience”
(Hawkins, 1995, p. 30).
Shifts in Consciousness
Hawkins’s research calibrating the evolution of consciousness according to his
map of consciousness substantiates the reality that only a very few people choose to
commit to shifting their level of consciousness in an expansive direction even though it is
possible. He reports:
Thousands of calculations – and innumerable calibrations drawn from
kinesiologic testing of individuals and from historical analysis – indicate that the
average advance in the level of consciousness throughout the global population is
little more than five points during a lifetime. (Hawkins, 1995, p. 235)

His studies indicate that the human collective consciousness has also evolved very
slowly:
It did not reach level 90 until the time of the birth of the Buddha at approximately
563 B.C….by the time of the birth of Jesus Christ, the consciousness level of the
totality of mankind had reached 100…It took approximately 2000 years…to move
from 100 to the level of 205 in the late 1980’s. (Hawkins, 2005, p. 37)
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This shift in the calibration of human collective consciousness to a level above
200 is to be noted as especially significant because 200 is “the critical level that discerns
truth from falsehood” (Hawkins, 2005, p. 19). In other words, it was only in the late
1980’s that the quality of consciousness of humankind transitioned “from solely selfservingness at the cost of the lives of others to the more benign levels of caring for others
and the emergence of family bonding” (Hawkins, 2005, p. 19). This shift indicates that it
was only in the 1980’s when the consciousness of humankind in general made a shift to a
level which is associated with basic integrity. Level 200 is “the initial level of
empowerment. Here the willingness to stop blaming and accept responsibility for one’s
own actions, feelings, and beliefs arises” (Hawkins, 1995, p. 238).
Several reasons for the quickening of consciousness shifts in humankind as
indicated by Hawkins research might be as follows:
1) A Collective Consciousness Crossing of the Level of Integrity: The crossing of
the threshold of humankind’s consciousness into the realms of integrity may also help to
explain the relative rapidity of the next shift in the calibrated level of human
consciousness which happened “in November 2003, at the time of the Harmonic
Concordance, to its current level of 207” (Hawkins, 2005, p. 37).
2) Development and Sharing the ‘Science of Wholeness”: Another factor which
may have played a role in the relative quickness of the shift in consciousness of
humankind between the late 1980’s and 2003 could have been the scientific community’s
increased interest in the study of consciousness:
…in the last 20 years, the considerable interest of numerous theoretical physicists
has turned, as we’ve seen, to the correlation between advanced theoretical physics
and the nonmaterial universe…the exploding field of nonlinear dynamics has
provoked curiosity and commentary regarding the nature of existence and
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consciousness itself…The new concept of a “science of wholeness” became the
subject of popular works…Recently, astronomers, mathematicians, brain
surgeons, and neurologists (as well as physicists) have been caught up in a tide of
enthusiasm about the significance of the new discoveries. (Hawkins, 1995, p 256266)
3) Overcoming Paradigm Blindness: The New Science was able to provide a
context and language for new ideas about consciousness within a framework that people
more easily understood. Though the ‘discoveries’ about consciousness were already well
documented in the spiritual literature, the new science provided a context and a language
which was required to create the potential for acceptance and understanding of new views
and approaches. These findings and understandings began being mainstreamed into
popular culture in the late 1980’s in ‘scientific’ language. Before this the slowness of
humankind’s shifts in consciousness may well have been due to a condition called
paradigm blindness. “It’s frequently been pointed out that man is unable to observe or
recognize an event until there’s a prior context and language for naming the event”
(Hawkins, 1995, p. 257).
The Consciousness of Worldviews/World Paradigms
Definition of Worldview/World Paradigm
The current shift in humankind general level of consciousness and the information
from the new sciences being explored and brought forward into popular culture through
vehicles such as books, magazine articles, and films like What the Bleep Do We Know?
(2004) and Down the Rabbit Hole (2006) have all contributed to the creation of a unique
time in history where the dominant paradigm or current worldview is being questioned
and a new worldview has yet to emerge or gain acceptance and be actualized in a wide
scale way.
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In a lecture that the late Dr. John Mack delivered to the Prophets conference in
Florida in 2002, he defined ‘worldview’ as what we see in ‘reality’; what we think is so;
how we structure reality. He defined the purpose of a worldview as providing us with a
compass for living, a way to solve problems.
The worldview or paradigm which is held coincides with the level of
consciousness attained, either by an individual or by the collective.
The Dominant Worldview
There are many names given to the current dominant Western worldview. Dr.
John Mack (2002) has noted the difficulty with naming the current paradigm and has
recommended ‘scientific materialism’ instead of ‘Newtonian’ or ‘Cartesian’ out of
respect to Newton and Decartes because, as he puts it, “I don’t know if they would own
what we mean by it.”
Scientific materialism has a principle focus on the material world. It arose in the
middle ages out of a sense of helplessness in the face of disease, war and death. As Dr.
Mack (2002) explains, it was an attempt to understand and gain some control over the
physical world and to learn of its secrets.
In the middle ages, this paradigm was still within a context of an ensouled world.
Dr. Mack (2002) notes that one of the most important changes with regard to scientific
materialism currently is that in the last couple of centuries, science has actually replaced
soul or faith.
Dr. Mack (2002) describes the characteristics of scientific materialism as being a
paradigm which has banished soul, spirit, God and voided the Cosmos of all that was
known by Native peoples and all people, really, throughout history. It has a quality of
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literal-mindedness. It separates. In studying something, for example, it separates the
researcher from what is being researched in an attempt to be ‘objective’. It does not
know what to do with the inner world, subjectivity, concepts of the Divine, ambiguity,
paradox, uncertainty and mystery.
The focus of this paradigm is on reason, intelligence, rationality, and all things
‘provable’. Inherent in this consciousness is a limitation at the calibrated level of 400.
This is the level of science and medicine where:
Understanding and information are the main tools of accomplishment…This is the
level of Nobel Prize winners, great statesmen, and Supreme Court justices.
Einstein, Freud, and many of the other great thinkers of history also calibrate here.
(Hawkins, 1995, p. 88-89)

The problem with a worldview of reason is that its uppermost boundaries of
consciousness end where the spiritual begins. Hawkins (1995) describes its shortcomings
as follows:
Reason does not of itself provide a guide to truth. It produces massive amounts of
information and documentation, but lacks the capacity to resolve discrepancies in
data and conclusions. All philosophical arguments sound convincing on their
own. Although Reason is highly effective in a technical world where the
methodologies of logic dominate, Reason itself, paradoxically, is the major block
to reaching higher levels of consciousness. (p. 89)
Because scientific materialism, whose main characteristic is reason, is currently
the dominant worldview, people like Hawkins have noted that it is relatively uncommon
for people in our society to transcend this level of consciousness.
The Decline of the Dominant Worldview
Dr. John Mack (2002) noted several things which he considers indicators of the
decline of the current paradigm of scientific materialism. He points out the abundance of
anomalies which cannot be explained with science, for example, crop circles, UFO
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abduction encounters, studies in non-locality, near death experiences, and new data in
areas such as consciousness studies. These all suggest the need for a new study
methodology based on a different way of knowing.
Mack (2002) notes the inability of objectivistic traditional methods of science to
really know consciousness because of the lack of an epistemology to explain things like
our values, our connection to the Divine, our sense of the sacred and/or the world of
reflection, deep truths and our spirit.
Most significantly Mack (2002) notes that a worldview is supposed to guide
people and that scientific materialism is no longer able to do this because it has become a
faith in and of itself, thus leaving us empty because there is no connection to the Divine.
The increase in people participating in ‘non-ordinary’ states of consciousness
through things like the use of psychedelics, UFO encounters, meditation and holotropic
breathwork have increased the general public’s awareness of connectedness. Mack
(2002) notes this increase in people’s openness to the Divine and mysticism as a
legitimate way of knowing as major signs of the shift to a new worldview with its
corresponding shift in level of consciousness.
The Need to Shift to a Broader Worldview
Dr. Mack devoted his life to shifting the worldview of scientific materialism. He
provided passionate reasons for the need to create/facilitate such a shift in consciousness
in the collective as quickly as possible:
It is possible to trace a direct line from the current worldview to the destruction of
life around us. If the only reality is the material reality and our only enjoyment is
what we can take from the material world, then the world becomes little more
than real estate. What follows from this is things like wars, environmental
desecration, and animals being treated as ‘products’ rather than entities/spirits.
The technological cocoon which we can now live in serves only to further such
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destructiveness. As we slip into ‘technological autism’ we can no longer hear the
cries of the animals or see the misery of human beings. It is this obvious
destructiveness that points to the need for a profound shift in worldview. (Mack,
2002)
Characteristics of a Worldview Based on a Higher Level of Consciousness
Dr. Mack (2002) notes that the major characteristic of the new worldview is the
shift in attitude of mind to a paradigm of understanding which takes us beyond the
physical world. Dr. Candice Pert in the 2006 docu-drama Down the Rabbit Hole echoed
his sentiments by stating that one of the key aspects of the new paradigm is the
acceptance that consciousness is real.
Dr. Mack (2002) described the characteristics of such a shift in worldview:
It includes a respect for mystery where there is no need to control or
explain everything. It has an approach to the Cosmos of abundance. It
approaches the Eternal as a respected possibility to be seriously considered.
It is non-literal. Something can be a physical reality, metaphoric and
mythic all at once with no contradiction.
This attitude of mind begins to allow for the possibility that maybe there is
an inherent intelligence or over soul running the show…an ‘anima
mundi’…something that accounts for everything.
It allows for the possibility that there may be universes with different
physical laws.
It changes the sense of who we are, of what it means to be a human being.
There is more of a sense of connectedness with everything, the joyous and
the painful. This gives us a tremendous responsibility.
We become the instruments of creation unfolding…which is joyous and
also awesome. (Mack, 2002)
Working with Dr. Hawkins Map of Consciousness, such a shift in paradigms
would calibrate at energy levels of 500 and over, exactly the point at which “awareness
makes another giant leap…due to change of not just power, but of quality” (Hawkins,
1995, p. 99). Inherent in such a change to such levels of consciousness are the qualities
of love, joy, peace and enlightenment. Hawkin’s (1995) description of the correlations
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for such levels of consciousness gives us a feeling of the paradigm or worldview based
on levels of consciousness vibrating at a higher frequency than reason:
…the motivation of Love begins to color all activities, and creativity comes into
full expression, accompanied by commitment, dedication, and expressions of
charisma…Altruism becomes a motivating factor, along with dedication to
principles. Leadership is accepted rather than sought. From this level, great
music, art, and architecture emerge, as does the capacity to uplift others by one’s
mere presence.
…inspirational leaders…are found and, in their respective fields, create
new paradigms with their far reaching implications for all mankind.
…many people…begin to have spiritual experiences of profound import
and become immersed in spiritual pursuit…
…Consciousness at this level can be described as vision and may focus on
uplifting society as a whole.
…compassion pervades all motivation and activity. (p. 99-100)

Understanding the Consciousness of the Universe
The critical advances in scientific knowledge which occurred late in the 20th
Century have greatly contributed to the advancement of the study of consciousness. The
information has provided a necessary bridge from science to the wisdom inherent in
religion and philosophy; from the inner worlds to the outer worlds; from the current
dominant worldview of scientific materialism to the possibility of shifting to a new
dominant worldview which would be more based on a level of consciousness that
includes spirit. Because this information is in a language familiar to people raised within
a worldview of scientific materialism, it has given the world a context in which to
overcome paradigm blindness. The information’s ability to lend credibility and renewed
interest in information already presented in wisdom teachings throughout the ages is thus
amplified.
In 1975 Fritjof Capra wrote a pioneering work The Tao of Physics which outlined
the parallels between modern physics and eastern mysticism and helped the world realize
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that “a consistent view of the world is beginning to emerge from modern physics which is
harmonious with ancient Eastern wisdom” (p. xvi).
Indeed, the basic elements of understanding of the Universe that are now being
agreed on by science, religion and philosophy are truths which have been known and
written about in the wisdom teachings of all major spiritual systems. They include: 1)
The basic truth of ‘Oneness’, that is, that we are all one, inter-connected and indivisible
and that this includes connection between animate and ‘inanimate’ realities; concrete and
abstract realities; 2) The basic acknowledgement of the intelligence of the Universe, that
is, that we live in a dynamic, ever-changing, responsive, intelligent field which is
inherently conscious; 3) The basic truth of participation, that is , that we are connected
to this larger field of consciousness and that we connect to it through our thoughts and
feelings; 4) The idea of personal responsibility, that is, that our most minute day to day
choices of thoughts and feelings as well as behaviours impact the field in which we live
and everything that is within it.
‘Oneness’
The most profound revelation of modern physics that is also one of the most
important in the realm of consciousness studies concerns the basic oneness of the
universe. This view is also the central characteristic of the mystical experience, that is, of
a direct non-intellectual experience of reality. Dr. David Hawkins (1995) writes:
With the discoveries of Einstein, Heisenberg, Bell, Bohr, and other great
innovators…our model of the universe expanded rapidly. Advanced theoretical
physics demonstrated that everything in the universe is subtly dependent upon
everything else. (p. 48)
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The basic elements of such a perspective are “the fundamental features of the
worldview emerging from modern physics” (Capra, 1975, p. 116). The essence of this
worldview is:
…the awareness of the unity and mutual interrelation of all things and events, the
experience of all phenomena in the world as manifestations of a basic oneness.
All things are seen as interdependent and inseparable parts of this same cosmic
whole; as different manifestations of the same ultimate reality. (Capra, 1975, p.
117)
This unity of all things and events is a theme which runs through several insights
gained through quantum physics which have far reaching implications. For example, this
understanding unites not only what happens between manifestations in the visible outer
world but it also links the inner subjective world to the outer world; abstract realities to
material realities.
An Intelligent Field of Energy
The way that everything is linked in the world; the way in which all of creation is
connected; the way in which the inner and outer worlds are connected has been described
by modern scientists as being through an intelligent field of energy. Though such a
concept of consciousness has been experienced and described in many mystical writings,
the fact that modern physicists have verified it’s existence has “elevated the concept to a
higher level of consideration and mainstream acceptance” (Braden, 2006, p. 26).
Gregg Braden (2006), in his book Secrets of the Lost Mode of Prayer writes:
In the 20th century, modern science may have rediscovered the Spirit of God as a
field of energy that’s different from any other form of energy. It appears to be
everywhere, always, and to have existed since the beginning of time. (p. 2)
In the arena of quantum physics the awareness of this energy field is rather new,
therefore, it is currently identified by a number of names including the Unity Field, the
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Matrix, the Quantum Hologram, Nature’s Mind, the Mind of God, and, most often, the
‘field’.
In 1917 Dr. Max Planck, considered to be the father of quantum physics, first
referred to this intelligent, unseen power of nature responsible for our physical world. He
stated: “We must assume behind this force the existence of a conscious and intelligent
mind…This mind is the matrix of all matter.” (Planck, in Braden, 2006, p. 3)
Eighty years later, studies like those compiled in Lynne McTaggart’s book The
Field: The Quest for the Secret Force of the Universe (2001) are providing (as Dr.
Wayne Dyer (2006) notes) “the hard evidence for what spiritual masters have been telling
us for centuries.” (p. 17)
A Participatory Universe
Because of the unity of all, the observer participates in an event simply by
observing and can no longer play or be seen as playing the role of detached, objective
observer. The observer “becomes involved in the world he observes to the extent that he
influences the properties of the observed object” (Capra, 1975, p. 127).
Several quotes by Heisenberg (1958) elaborate on this idea:
Natural science does not simply describe and explain nature; it is part of
the interplay between nature and ourselves. (p. 81)
What is observed is not nature itself, but nature exposed to our method of
questioning. (p. 58)
Dr. John Wheeler was one of the first physicists to publicly acknowledge the
dedication of his “life to the understanding of the relationship between consciousness and
the universe” (Braden, 2006, p. 27). Through his studies (in Mehra, 1973) he suggested
replacing the word ‘observer’ by the word ‘participator’ and felt that “Nothing is more
important about the quantum principle than the fact that it destroys the concept of the
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world as ‘sitting out there’ and he concludes that ‘In some strange sense the universe is a
participatory universe’” (in Mehra, 1973, p. 244). “We are part of a universe that is a
work in progress…We are tiny patches of the universe looking at itself, and building
itself” (cited in Braden, 2006, p. 27).
Inherent in Wheeler’s ideas of the participatory universe is the idea that it is
consciousness that creates.
This concept of ‘participation’ instead of ‘observation’ is also inherent in the
tradition of mystical knowledge which takes it even further “to a point where observer
and observed, subject and object, are not only inseparable but also become
indistinguishable” (Capra, 1975, p. 128), once again moving back to the idea of Oneness.
With the recognition that nothing is separate, that the subjective and the objective
(the observer and the observed) are one in the same, it becomes possible to transcend a
view of the world where duality exists. The implications are “If in actuality, the
subjective and objective are one and the same, then we can find the answers to all
questions by merely looking within man himself” (Hawkins, 1995, p. 44).
Personal Responsibility
Descriptions of how the field works and the language it responds to bring our
attention to the enormous power and the tremendous responsibility we have as human
beings to attend to our personal level of consciousness and our connection to a conscious
force of which we are a part.
How the Field Works: Research indicates that the field contains an infinite
number of possible realities existing simultaneously as waves of possibility. When an
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individual consciousness focuses, the wave becomes the particle or the reality
experienced:
When we peer into the void of the universe in search of its limits, or into the
quantum world of the atom, the very act of looking puts something there for us to
see. The anticipation of consciousness expecting to see something – the feeling
that something is there to see – is the act that creates. (Braden, 2006, p. 28)
Shifting the State of Consciousness of the Dominant Worldview
That the field exists is hardly in dispute these days. Literature abounds in the
instruction of how to communicate with the field in the most effective way possible
utilizing intention, thoughts and feelings. The fact that we co-create the realities of our
life and the world is becoming widely acknowledged.
The implications of this new knowledge are awe-inspiring. We now know that
not only do our overt actions and behaviours impact the world, but so too do every one of
our thoughts and feelings. We can take responsibility for our thoughts and feelings and
we can change them. We can shift our consciousness and in doing so, attract different
realities into our life and the world.
We know that if we change ourselves and/or our reality we affect and impact the
entirety of the whole that we are connected to in the field.
We are conscious beings in a conscious universe creating the world through our
observations and our level of awareness. As we become more aware of how this works
we assume more responsibility for creating the reality in which we live, including the
dominant paradigm or worldview consisting of the collective belief systems within which
we live.
That there is a need to move even more strongly to a new collective consciousness
that embraces a worldview based on spirituality is evident. What the research shows is
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that the field, like a mirror, is non-judgemental. It simply reflects back the thoughts and
feelings of people in a very literal kind of way. This means that the power we have as
human beings with regard to co-creating reality can either be used in an expansive, high
vibrational kind of way embracing values like love, peace, and joy or in a constrictive,
low vibrational kind of way embracing values like hate, anger, grief and violence. As we
become more aware of our consciousness and the role it plays in creation, increasingly
we are asked to choose.
Each of us can choose our thoughts and feelings and thereby choose what level of
consciousness we wish to create, for ourselves and in the world. This implies the need
for a strong ethical base and strong self-esteem if choices are to be in the direction
supporting beliefs inherent in a more spiritual worldview.
That movement toward a more spiritual worldview is vital at this stage of life is
recognized. As indicated by research on interaction of human consciousness with the
field, such movement could be assisted by evoking feelings on a mass scale vibrating at
level 500 or higher, the level just past the levels of reason. If a critical mass of people
began feeling such high energy emotions, it would attract a worldview based on beliefs
like those described by Mack (2002) quickly and allow for the operationalization of the
inherent new ideas in a smooth way.
The Role of the Arts
Beyond the Limitations of Reason
One of the keys to creating a high vibrational feeling experience for as many
people as possible which is capable of opening their awareness spiritually, that is, in the
direction of consciousness calibrations at the level of 500 and beyond, is to lift them
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above the level of reason. This implies that despite the validity science is now giving to
more expansive views of the way the universe works, what is necessary to shift people to
more expansive states will need to be something other than information, facts and
lectures. What will be necessary will be forms that illicit feelings and emotions; forms
that are easily accessible to and accepted by everyone; forms that work illogically and
irrationally.
There are many documented ways where people have been suddenly woken up to
a more expansive view of reality. Dr. Lynne Kitei (2000) in The Phoenix Lights writes:
…people can be suddenly introduced to the greater reality surrounding us, the
first step of a long term spiritual awakening, through a variety of ways, including:
UFO encounters, NDE’s (near death experiences), OBE’s (out of body
experiences), epiphanies, guru contacts, powerful and/or lucid dreams, and
mystery guests. (p. 158)
Dr Kitei speaks about these experiences as ‘knocks’ to invite people to a path
towards expansion of consciousness and describes the commonality of all the different
forms with regard to their psychological impact. Regardless of the form, the people
experiencing such ‘knocks’ all report “common changes in beliefs and attitudes such as
increased love, environmental awareness, and a connectedness to the universe” (Kitei,
2000, p. 158).
Such experiences do provide an opening for people to experience more expansive
states. The unpredictability of their occurrence in people’s lives, however, rules them out
as a method for reaching the greatest number of people possible in an effort to assist the
shift in collective consciousness quickly and in great numbers. They remain experiences
which are not necessarily within the control or reach of a majority of the population.
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Regardless of how effective such forms are, it would be difficult to implement
them in an intentional, planned way to shift the worldview because, for the most part,
they are beyond our control.
Attempts to shift the worldview currently are also being made through education.
Conferences, lectures and books abound carrying information of a more expansive view
of the universe. What the Bleep Do We Know? (2004), Down the Rabbit Hole (2006) and
The Secret (2006) are examples of recent movies promoting such information which have
gained popularity in a widespread audience.
While these attempts to inform people of the new reality are very commendable,
they are but a first step and by their very nature are self-limited at the threshold just
before the leap to vibrations above 500. As Fritjof Capra noted as early as 1976, all too
frequently, “scientific knowledge…can often stay abstract and theoretical” (p. 298).
What is required is a translation of the information into daily practise, into certain lifestyles, not unlike the ways of mysticism:
In mysticism, knowledge cannot be separated from a certain way of life which
becomes its living manifestation. To acquire mystical knowledge means to
undergo a transformation; one could even say that the knowledge is the
transformation. (Capra, 1976, p. 298)
A worldview built on a paradigm vibrating above the level of reason must include
what Don Juan called “silent knowledge” (Castaneda, 1971). It must be able to be
expressed and communicated in ways other than written and spoken words because Spirit
would be an inherent factor in the new worldview and Spirit, or the field, by it’s inherent
nature “eludes our attempts to explain and define it because it’s a dimension beyond
beginnings and ends, beyond boundaries, beyond symbols, and beyond form itself”
(Dyer, 2004, p. 22).
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Crucial Elements the Arts Bring
Ability to Elicit Feelings: The arts are one of the ways to move into the
dimensions beyond reason, beyond written and spoken words. They also are a path
which we can consciously and intentionally choose to enter. Dr. David Hawkins (2002)
writes:
The fine arts have always provided the venue for Man’s highest spiritual striving
in the secular realm. From as far back as the time of the ancient Greek sculptor
Phidias, it has been the role of the arts to realize, in physical media, the ideals of
what man could and should be. Art sets down a distilled expression of the human
spirit, one that’s tangible in form and accessible to all. (p. 189)
It is the inherent nature of all forms of art to elicit feeling from the audience. It
has the capacity, therefore, to move and shift people’s consciousness and to be the
‘knock’ that opens people to an awareness of a greater reality.
Ability to be Accessible and Accepted: Unlike some of the other ways to shift
consciousness, the fine arts are easily accessible to everyone. They are a daily part of
people’s context. This makes the arts a form that is also readily accepted by people and
which reaches masses of people every day through music, television, movies,
architecture, plays and images.
Ability to Provide Vision: Another crucial element that the arts can supply in
shifting consciousness on a mass scale (or any scale for that matter) to levels which
support a spiritual worldview is vision. Higher states of consciousness include higher
vibrations or greater velocities and have implications for basic concepts like our
understanding of time and space:
The Eastern sages, too, talk about an extension of their experiences of the world
in higher states of consciousness, and they affirm that these states involve a
radically different experience of space and time…Many of the Eastern teachers
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emphasize that thought must take place in time, but that vision can transcend it.
(Capra, 1976, p. 173)
The arts have the ability to evoke states of consciousness outside of time in a
place where vision is possible. They also have the inherent ability to invite an audience
on the journey to these places.
This ability to evoke feelings and move to a level of vision beyond thinking is
crucial in the actualization process of a spiritual worldview on a more widespread basis.
Not only does it elicit the feelings necessary to attract those levels of consciousness (as
per Braden’s work, for example) it also can provide people, through vision, an image or
an imagination of what such a worldview would be like operationally. Such an
imagination or image is crucial in the manifesting process. As many authors in this field
point out, it is in being able to imagine things from the end, from the place where you
want it to be, that one can more easily access the feelings of that place and more quickly
manifest the desired reality.
That artists have a major role in guiding the imagination and vision of a society is
undisputed:
In the defiant imaginations of our artists we see the possibilities for our future; in
the clamour of their voices we hear the sound of our unfolding identity. Our
artists supply the raw materials of the imagination, the foundations on which
wisdom and hope are built. (Wyman, 2004)
The Arts as a Force for Changing Consciousness
Culture, the arts, has always been an important way to open new realms of seeing
the universe for people. It remains an important way through which the shift to a more
spiritual worldview can happen quickly, effectively and efficiently in the hopes of
transforming a world on the brink of destruction:
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Simply put, physical health is a necessity for life, but culture, the arts, our
expressive heritage, are reasons for living, catalysts of our imaginations and
prompters of our dreams. If we hope to make a full life, and to live that life in
decency, freshness of curiosity and freedom of spirit, we must remain always
open to the offering of the defiant imagination. (Wyman, 2004)
Given this, what type of arts are the most effective in reaching the largest
audience possible and providing them a journey that would lift them to a level of vision
and feeling consistent with the spiritual worldview in order that it be actualized in the
quickest most efficient way?
Love: Dr. David Hawkins (2002) writes, “Art is always the making of the soul,
the craft of a human being’s touch…” (p. 190) and has done research indicating that art
made by machines (mechanical reproduction, computer-generated images, photographs)
calibrates lower than originals:
When a person looks at something that has been handcrafted, he goes strong;
when he looks at a reproduction, he goes weak. This is true regardless of pictorial
content – an original of a disturbing subject will make the subject go stronger than
a copy of a pleasant subject. (p. 190)
He attributes this difference to the love that artists put into their work. “Dedicated
artists put love into their work, and there’s great power in both the human touch and
human originality” (Hawkins, 2002, p. 190).
The implications of this research would suggest that the most effective art form
for the purpose of changing world view is live, original and done with the artist being
fully cognizant of pouring love into the piece.
Music: At the 2002 Prophet’s Conference in Florida, Jean Houston said, “The
quickest way around the world is a song.”
Dr. David Hawkins (2005) writes that music is the most subtle, visceral and
emotional of the arts:
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Among the arts, it’s music that most readily brings tears to our eyes, springs us to
our feet, or inspires us to pinnacles of love and creativity. (p. 192)
His research with calibration has verified that types of music demonstrate
different inherent power patterns. He writes of heavy metal music as calibrating at a low
frequency and making people weak whereas forms such as classical music calibrate high
and contribute strength: “longevity seems to be a corollary of an association with the
attractor fields of classical music, whether one is a performer, conductor or composer”
(Hawkins, 2002, p. 192).
Hawkin’s research coincides with the findings of Emoto (2004). Photographs of
crystals of water exposed to heavy metal music consistently were dark, murky and
fragmented. Photographs of frozen water crystals from water exposed to classical music
consistently revealed images of coherence, beauty and clarity. Heavy metal music
reflected images in water crystals consistent with other images resulting from negative
energy while classical music created images consistent with those created by positive
energy.
Clearly the evidence indicates that while a song may be the quickest route around
the world, the type of music played has a variety of effects on emotion. This needs to be
taken into consideration if one is to utilize music as a vehicle for eliciting emotion with
the intention of shifting the worldview into higher vibrational frequency ranges.
Intention: Intention has been identified by many writers in the area of
consciousness studies as a key factor in bringing about new realities. This research
would imply that in creating an artistic piece as a vessel for the opening to a more
spiritual worldview, the artist would do well to consider and ponder their intentions. The
research seems to indicate that the piece will only go as far as the imagination which the
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artist can connect to. Dr. David Hawkins (2002) writes about the “crucial role of artistic
genius in the unfolding of attractor pattern” (p. 191).
Artist’s Level of Consciousness: In Dr. David Hawkin’s book Truth vs.
Falsehood (2005), he has a whole section on the arts where he calibrated the level of
consciousness of various works of art, cathedrals, movies, etc. During one of his
presentations on this material, he was asked about the level of calibration of
consciousness of the artists themselves. He said that he only calibrated the levels of
consciousness of the works of art themselves, never the artists. He felt that the latter
would be an invasion of privacy, a statement which reconfirms the fact that this new
information can be used in either a negative or positive direction and how important it is
to remain above the level of integrity in this work in all of our choices if one wishes to be
an instrument promoting an expansion of world paradigm.
Dr Hawkins did speculate, however, that the artists themselves would most likely
calibrate at very similar levels to the works of art that came through them. He noted that
one cannot fake a level of consciousness and that one’s art is a reflection of oneself,
therefore, it would make sense that the calibration levels would be similar.
The research on intention and Hawkins’ speculations indicate the need to take an
artist’s level of consciousness and intentions into consideration in the search for art that
might be described as transformational or mystical.
Multi-Media Work: Dr. David Hawkins’ work (2002) calibrating the world’s
architecture as an art form has verified that the energy patterns of the great cathedrals
calibrate “the highest of all architectural forms” (p. 192). The factors Dr. Hawkins
defines to explain this high calibration includes:

2009 HICE Proceedings
Page 3116

1. Cathedrals can combine a number of art forms simultaneously – such as music,
sculpture or painting – as well as special design…
2. …these edifices are dedicated to the Divine; that which is begotten in the name
of the Creator is aligned with the highest attractor patterns of all.
3. The cathedral not only inspires, but unifies, teaches, symbolizes, and serves all
that’s noblest in man. (p. 192)
These factors give us clues regarding issues to be considered when planning an art
piece devoted to changing world view. A multi-media approach may very well be an
important consideration. Dedicating the piece and creating it consciously in the name of
the Creator would also probably be a good idea. And, finally, an important consideration
is that the purpose of the piece be intended to inspire, unify, teach, symbolize and “serve
all that is noblest in man.”
Artist’s Integrity: Finally, consideration for the effectiveness of art in the shifting
to a more expansive worldview must take into account the integrity of the artist(s) and all
the people working with the artist(s) to move the art into the world. As is already pointed
out in this paper through earlier discussions of Hawkin’s work, the consciousness and
intentions of the artist(s) are inherent in the art form itself. If an art piece is to be
effective as a change agent in the world, the artist’s intention and consciousness must (in
an ideal world) calibrate in the 500’s, certainly, at the very least, above the level of
integrity (200).
Performance Arts
Parallels between the Theory of Creating Reality and Acting
Performance arts, specifically acting, involves knowing how to transform one’s
consciousness and thereby the consciousness of the audience. Actors must know how to
create a range of different emotions, atmospheres and characters essentially moving their
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own consciousness and being into every level of vibrational frequency identified by Dr.
David Hawkins (2002) in his map of consciousness (bliss, love, joy, hate, anger, grief).
What I found when immersed in a full time program studying acting for film and
television were the parallels between the job of the actor and the information I was
reading in quantum physics. For example:
1. During my very first acting class I was taught that the actor’s role was to bring
reality and truth into imaginary circumstances. As one studies the nature of ‘reality’ the
literature reports that our ‘reality’ is all a reflection of and concretization of our thoughts
and desires. So it is as if we are even in ‘real life’ actors creating reality and truth in
imaginary circumstances which is being mirrored back to us through the field.
2. Indeed, if we look at some of the methods identified by schools of acting, we
continue to see parallels between the ‘reality’ of performance and the ‘reality’ of ‘real
life’. One of the most obvious parallels is the actor’s use of ‘objective’. According to
Chekhov (1985) “The objective is my aim, my desire, it is what I want. Imagine it
fulfilled.” This teaching, to imagine an objective ‘as if’ it already is, is exactly the lesson
taught in the literature on consciousness.
For the actor during the performance and the human during life the concept is the
same. One must know and be clear on what you want and then imagine it fulfilled. This
creates a feeling which attracts the reality.
3. Another method used by actors to create ‘reality in imaginary situations’ was
identified by Chekhov (1985) as ‘atmosphere’:
…the atmosphere, if correctly expressed, is nothing other than expanding our own
being in the space around us, so that we become bodily less significant. With
atmosphere something happens around me and in me, and my body becomes the
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instrument which receives suggestions from these things and begins to obey these
influences coming from the outside. (p. 141)
The artist is able to create, through the use of their imagination, an atmosphere of
fear, love, hostility, awe, etc. Once created imaginally, they then respond to it and feel
the effects even at a body level. Their journey influences the journey of the audience
who comes with them. As Dr. Joe Dispenza (2004) noted in the film What the Bleep Do
We Know!?, studies indicate that it does not matter whether we as humans experience
something on the outside or from the inside via our imagination. Our bodies respond the
same to both.
Once again, this is a skill identified and empirically verified in the literature of
quantum physics. Dr. Emoto (2004) has verified the reality and substance of our
thoughts and their power to influence as have many other studies. When the actor, or any
human in life, clearly imagines an atmosphere around them, the quantum field is changed
and the changes can be felt and will be responded to.
What is important to realize is the cross-over between performance art and reality,
that is, all of the tools really great actors utilize to create various realities for us in
performances are tools that we as humans can utilize to create realities for ourselves in
‘real life’. The key is in being aware of the possibilities of doing so and then making
conscious choices about what you want (and being very careful what you ask for because
you just might get it). This connection brings a very different level of meaning between
life and art.
What I Learned in Acting School about Changing the World
The crucial importance of making choices for the good and the need for
responsibility needs to be communicated quickly and easily. The performing arts can
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greatly contribute towards inspiring these shifts in a positive direction and lifting people
to these places.
Braden (2004) notes that “for the first time in recorded history, the survival of our
entire species rests upon the choices of a single generation” (p. xvi). How do we ensure
good informed choices? To make good choices requires high self-esteem and a feeling of
empowerment. In order for performing artists to lift people to these places, it would be
helpful for them to have an understanding of their role.
What I discovered in acting school was that actors train themselves to move into
all the levels of consciousness in order to access their emotions so that they can bring
truth into imaginary circumstances. They create reality…truth in imaginary
circumstance, through training themselves to use intention. They learn to assist the
process of accessing emotions by, for example, creating ‘atmospheres’ (Chekov, 1985),
that is, imagining moving through energy fields of anger, joy, awe, etc., until it feels real.
This is a process which is akin to those described in the literature of consciousness
studies and the new sciences. This is a process which could be used in the reality of ‘real
life’ to create truth.
What I discovered in acting school is that actors are storytellers. They take a
script and bring the words to life. They allow a story and a character to live through
them. In giving the story life, they take people, their audience, on journeys of
emotions…journeys through levels of consciousness. They have the power to move
people to levels resonating beyond reason and give them an experience of life at these
levels.
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What I learned in acting school made me understand Shakespeare’s words in an
entirely different way:
All the world's a stage,
And all the men and women merely Players;
They have their Exits and their Entrances,
And one man in his time plays many parts…
-- Shakespeare, As You Like It
In studying acting, I could see how actors consciously train to create reality and
truth on a stage by working with emotions (both internally and externally) and intention.
In studying quantum physics and the philosophies and religions with harmonious tenets, I
could see how these were the exact same principles that co-created reality on the stage of
life.
I learned that when actors are good at what they do and connect with their own
emotions, they elicit feelings from their audience. They take the audience on a journey
with them. This is a powerful role. The actor has learned the power of transporting
people into various states of consciousness, and we know that the feeling is the prayer or
the vibration that attracts realities. I had one instructor brush off the educational and
inspirational role that the performing arts play. He reminded everyone that what actors
do is simply ‘entertainment’. What he failed to see, from my perspective, is that even
‘entertainment’, stories put out with no intention to educate or inspire, move and shift
people through levels of emotions which bring realities into being.
I learned that there is a need for formal courses to train young actors to know or
value their role in society as connectors and leaders. There was no formal connection
made to creating a bigger context within which young actors could see their career and
value the importance of what they do at a bigger level. I did see attempts to make these
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connections in some of the courses with individual teachers, for example, the teacher
doing mask work attempted to make the connection between the sacred and acting with
masks. This connection seemed to get lost, however. It is my belief that formal courses
in the sacred role of artists/actors in the world could greatly benefit the artistic
community, and, as a result, the world. Going through this program inspired me to write
just such a course, which I have begun offering to the world.
I found a group of youth who did not understand how sacred their work was. I
found a need for training the young artists to value themselves and what they were doing.
I found a need to empower young artists. I found a need to challenge a majority of these
young artists regarding their motivation for being actors. I discovered that a majority of
my classmates were being motivated by fame or money, an image often connected to life
in film. I saw a need to open their eyes to higher motivations.
I saw a group of artists largely unaware of the impact of their work. I saw a need
for some ethical discussion regarding the kind of projects people would agree to be in
considering the fact that the stories that they brought to life were eliciting emotions in the
audience which was attracting particular realities in society. Did we as a group of artists
want to continue being in films that elicit feeling of hate, anger and fear? If we were
made aware of how these feelings/emotions in people create certain realities on the world
stage would we at least stop and consider the implications of the work we are a part of
creating in the world? Would the single act of being aware of what effect our work was
having on the world stage of reality change what we do, how we do it, or the impact our
work has on an audience? The information I have been researching would suggest that it
would.
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This study, both my theoretical and experiential research suggests the need for
Unity among performing artists. What I experienced was a culture of competition, artists
competing and comparing themselves to others, talking negatively of others, jealousy,
and back-biting. Even in the larger culture, it is a world of competition – competing for
work at auditions, competing to see who has the best film, who is the best student. This
is even seen in the award program system of Hollywood where people are competing for
Best Film, Best Actress, Best On-Screen Kiss, etc. Yet we compete and compare in the
arena of creativity where every creation is so unique and has merit and worth on its own
accord. People writing about creativity and how best to foster its power write of the
importance of acceptance, support, and collective groups of artist pods who pop each
other into new realities. Yet, as a person new to the community, I find these attitudes
difficult to find. More frequently, there may be a façade of community underlined by a
competitive spirit. I think that this is a context which performing artists would do well to
re-imagine.
I think that there are implications here for schools of fine arts. It is possible for
schools to have the express intention of teaching an attitude of Unity consciousness
between artists. It is possible to have as part of the curriculum courses in self-esteem,
personal responsibility, the role of the artist in society and the importance of peer support
as one goes through one’s career. It is possible for students to begin to question the
societal context which has been built up around the performing arts and begin to
challenge the milieu of competition among artists, the foundational format of ‘conflict’ in
story making, the connections between consciousness and the work they do accessing
journeys of emotions, and the greater implications of the type of work that they create in
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the world. It is possible for our performing arts community to become empowered and
take their place as world leaders alongside the politicians, scientists, and spiritual leaders.
Future of the Arts
When Chekhov (1985) was asked about his thoughts for the future of acting he
lamented the effect of scientific materialism on acting:
You know, of course, that during the last third of the past century, science
– and later art – became very materialistic, and scientists at that time made certain
statements telling us that everything was matter, and materialism. Of course, the
beginning of the fifteenth century saw the rise of materialism, but the last third of
the past century was the climax. The result of this is with us today. This
materialistic point of view is what we are now living though.
What has happened to art and to the theatre is the following thing: we
have lost the whole poetry around our art… (p. 139).
It is entirely possible that the current shift of the dominant paradigm away from
scientific materialism will bring back the poetry around acting and that there will be
another renaissance in the arts of the kind Hawkins (2005) describes as going along with
higher levels of consciousness.
‘Changing the World’ through the Arts
There is no point in trying to change the world. It is incapable of change because
it is merely an effect. But there is indeed a point in changing your thoughts about
the world. Here you are changing the cause. The effect will change
automatically. (The Course in Miracles, Student Workbook, p. 34).
This is a theme that came up many times in the literature and was one of the first
issues I dealt with in my experience. The need for a change of worldview is called for by
many people and the fact that such a change is necessary seems evident and paramount if
the world is to survive. The real question, for me, however, became, ‘How’? More
specifically ‘How does one change the world through the arts?’ And the answer that
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seemed to keep coming up throughout my process was…by changing oneself…by
changing what I do have control over, my own thoughts and perceptions.
How does changing oneself relate to working through the arts? For me it is by
working with the arts as a teacher, that is, to write content and educate people how to
change their thoughts; to empower people to be able to change their thought and therefore
their feelings; to support them as they take the first steps in doing so; to show them
stories of how people do it; to utilize the knowledge about vibrational frequencies and
incorporate this into the way that the stories are told (music, movement, aesthetics).
To teach through the arts in this way still requires a vision of a teacher which
coincides with the view expressed by the Course in Miracles (1992) in their Manual for
Teachers:
The role of teaching and learning is actually reversed in the thinking of the
world…It seems as if the teacher and the learner are separated, the teacher giving
something to the learner rather than to himself…The course, on the other hand,
emphasizes that to teach is to learn, so that teacher and learner are the same. (p. 1)
Even in working to change the world by teaching through the arts, I am still
learning about myself and what it is that I need to know.
This echoes of Gandi’s words to “You must be the change you wish to see in the
world.” (Quoteland). As a teacher, as an artist, it becomes imperative to live as an
example of the new worldview.
Conclusion
Why Now?
Many writers in this field have spoken about the importance of this particular
point in time in history with regard to the opening of the wider worldview. Gregg
Braden’s work (2001, 2002, 2004, 2005) gives evidence for our role as creators of our
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future and points to the importance of our choices with regard to which future plays out
in the world. He writes that we live in a field where every possibility exists
simultaneously and that we as individuals and as a collective come to key points in time
called ‘choice points’ where we make a choice about which possible future becomes a
reality.
In his work on The God Code (2004) he brings out the words written in hidden
texts connected with prophecies of our time. These words are “Will You Change It?”
His work inspires hope and empowers us in that it reminds us that as human beings we
can co-create and chose a reality that already exists, one that is based on peace, love, joy
and harmony:
Our newfound understandings afford us a rare ability, unknown at any time in our
past. With nature’s forces at our command, we find ourselves capable of
redesigning our genetic code, customizing our weather patterns and creating new
forms of life – powers historically left to God and nature. At the same time, our
future now hinges upon our ability to use our newfound abilities wisely. (Braden,
2004, p. xvi)

Wesselman (2003) has written that what is happening at this point in history may
be a phenomenon known in science as ‘speciation’. He defines this as being:
…when we awaken from the consensual slumber of culture at large and are drawn
across an evolutionary threshold to become a new species…When it happens
rapidly, producing a sudden evolutionary jump, it’s called punctuated equilibrium.
(Wesselman, 2003, p. 2)
The visionaries, scientists and prophets of today in the arena of consciousness all
agree on the fact that we are living at an extraordinary point in history with regard to the
adventure of the evolution of consciousness. There are “extraordinary circumstances that
face our world in the infancy of the 21st century” (Braden, 2004, p. xv). New discoveries
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in science have shifted perceptions of our relationship to nature and given it new
meaning. Kr. Kaku (1998) writes:
For most of human history we could only watch, like bystanders, the beautiful
dance of Nature…The Age of Discovery in science is coming to a close, opening
up an Age of Mastery…today, we are on the cusp of an epoch-making transition,
from being passive observers of Nature to being active choreographers of Nature.
(p. 5)
It is important to note that in describing the profound time of change our world is
going through, even Dr. Kaku, co-founder of the revolutionary string field theory, uses
analogies to the arts. That the nature of reality is a ‘dance’ and that we, rather than
simply watching, are ‘choreographers’.
The research supports and implies that we are at a point in history where
imagination, participation, integrity and responsibility are crucial. It is a time where our
artists are required to bring forth the vision of a choice of a worldview based on
spirituality, inline with the highest of values. It is the artists and the arts that will allow
us to feel our way to such a new reality.
We live in a time where artists must stand with scientists, researchers and
religious leaders to provide imagination, new myths, and new dances…to portray truth
within a context that can open people to a vision of peace, integrity, harmony, love and
joy. Their presence is crucial as ambassadors of the Creative Energy that underlies our
new understanding of reality.

2009 HICE Proceedings
Page 3127

References
Arntz, W., Chasse, B., & Vincente, M. (Producers). (2004). What the bleep do we
know!? (Movie). California: Twentieth Century Fox Film Corporation.
Braden, G. (2005). Beyond zero point. (Audio CD). May 30, 2001.
Braden, G. (2004). The God code. U.S.A.: Hay House, Inc.
Braden, G. (2002). Isaiah effect: Decoding the lost science of prayer and prophecy.
U.S.A.: Hay House, Inc.
Braden, G. (2001). An ancient magical prayer: Insights from the Dead Sea scrolls.
U.S.A.: Hay House, Inc.
Bohm, D. (1980). Wholeness and the implicate order. Boston: Routledge & K. Paul.
Briggs, J. P., & Peat, F. D. (1984). Looking glass universe: The emerging science of
wholeness. New York: Simon & Schuster/Touchstone.
Byrne, R. (2006). The secret (movie). Australia: TS Production LLC.
Capra, F. (1975). The Tao of physics. U.S.A.: Bantam Books.
Castaneda, C. (1971). A separate reality: Further conversations with Don Juan. New
York: Simon & Schuster.
Campbell, J. (1988). Interview with Bill Moyers. PBS Special.
Chekhov, M. (1985). Lessons for the professional actor. New York: Performing Arts
Journal Publications.
Diamond, J. (1979). Behavioral kinesiology. New York: Harper & Row Dispenza, J.
(2005). Rewiring your brain to a new reality. CD from the 2005 Conference
Series “What the Bleep Do We Know!?”, Santa Monica, CA: February 5, 2005.
Dispenza, J. (2005). Rewiring your brain to a new reality. CD from the 2005 Conference
Series “What the Bleep Do We Know!?”, Santa Monica, CA: February 5, 2005.
Dispenza, J. (2005). Your immortal brain: Mastering the art of observation. Video.
Rainier, Washington: Encephalon, LLC.
Dyer, W. (2004). The power of intention. U.S.A.: Hay House.
Eleniak, D. (2008). The role of the arts in the transformation of consciousness.
Available at http://duanita.com

2009 HICE Proceedings
Page 3128

Emoto, M. (2004). The hidden messages in water. U.S.A.: Hay House.
Goodheart, G. (1976). Applied kinesiology, 12th ed. Detroit: Privately Published.
Hawkins, D.R. (2002). Power versus force: An anatomy of consciousness. (Rev.).
Carlsbad, Calif., Brighton-le-Sands, Australia: Hay House.
Hawkins, D.R. (2005). Truth vs. falsehood. Toronto, Canada: Axial Publishing
Company.
Heisenburg, W. (1958). Physics and philosophy. New York: Harper Torchbooks.
Hicks, E. & Hicks, J. (2004). Ask and it is given: Learning to manifest your desires.
U.S.A.: Hay House, Inc.
Houston, J. (2003). New time, new mind. Berkeley, CA: The Prophets Conference.
Florida Keys: Conference Recording Service Inc. www.conferencerecording.com
Kaku, M. (1998). Visions: How science will revolutionize the 21st century. New York:
Anchor Books.
Kitei, L. D. (2000). The phoenix lights. U.S.A.: Hampton Roads Publishing Company.
McTaggart, L. (2001). The field: The quest for the secret force of the universe. Great
Britain: HarperCollins Publishers.
Mack, J. (2002). The limits of scientific materialism. Lecture presented at the Prophets
Conference. Florida, U.S.A.
Mack, J. (1994). Abduction: Human encounters with aliens. New York: Macmillan
Publishing Company.
Marx Hubbarb, B. (2002). The planetary awakening: How our generation can transform
the world. Berkeley, CA: Conference Recording Service Inc.
www.conferencerecording.com
Mehra, J. (ed.). (1973). The physicist’s conception of nature. Dordrecht-Holland: D.
Reidel.
Pert, C. (1997). Molecules of emotion: The science behind mind-body medicine. New
York: Scribner.
Schucman, H., & Thetford, W. (1992). A course in miracles. U. S. A. : Foundation for
Inner Peace.

2009 HICE Proceedings
Page 3129

Sheldrake, R. (1995). A new science of life: The hypothesis of morphic resonance.
Rochester, VT: Park Street Press.
Vincente, M., Chasse, B. & Arntz, W. (Producers). (2006). What the bleep?: Down the
rabbit hole. (Movie). California: Twentieth Century Fox Film Corporation.
Wyman, M. (2004). The defiant imagination: An impassioned plea to keep culture at the
heart of the Canadian experiment. Vancouver, Canada: Douglas & McIntyre Ltd.
Zukov, G. (1980). The dancing Wu Li masters: An overview of the new physics. New
York: Bantam New Age Books.

Dr. Duanita G. Eleniak, PhD
copyright@2008 duanita.com

38

2009 HICE Proceedings
Page 3130

Urban Culturally and Ethnically Diverse Doctoral Students and Their Perceptions of
Doctoral Program Design Features and Procedures: An Evaluation Report
By
Ann Nevin, Visiting Professor (nevina@bellsouth.net)
Patricia Barbetta, Associate Professor (barbetta@fiu.edu)
&
Elizabeth Cramer, Associate Professor (cramere@fiu.edu)
College of Education
Department of Education and Psychological Studies
Special Education Programs
Florida International University
Miami, FL
Submission #311
Accepted for Presentation at Hawaii International Conference on Higher Education
The research reported in this paper was funded in part through a grant from the US Department of Education Office of
Special Education Programs pursuant to CFDA84.325D Personnel Preparation and the results should not be construed
as representing UDDE OSEP policy.

2009 HICE Proceedings
Page 3131

Abstract
The mission for Urban SEALS (Special Education Academic Leaders), a federally
funded doctoral preparation program, is to prepare doctoral-level special educators,
including those who are culturally and/or linguistically diverse (CLD) to assume
leadership roles in the education of urban students with disabilities who are CLD. This
report provides information on participants’ perceptions as well as ratings evaluations of
program faculty and staff, comprehensive examinations, and dissertation proposal
preparation.
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The primary aim of the Urban Special Education Academic Leadership (SEALS)
program is to prepare doctoral-level special educators who are culturally and
linguistically diverse (CLD) to assume leadership roles in the education of urban students
with disabilities who are CLD (Barbetta, Cramer, & Nevin, 2004). Another aim is to
increase the diversity of faculty in colleges of education. According to an analysis of
minorities in the academy, Trower and Chait (2002) noted that the American faculty
profile remains largely white and male even with 30 years of affirmative action. The
doctoral students participated in a program of study that included courses and non-credit
generating leadership activities to develop knowledge and skills needed for leadership
roles such as university professors who prepare teachers of CLD students with disabilities
in urban settings, and/or special education program coordinators or directors who support
the education of CLD students with disabilities in urban settings. The annual survey of
program participants’ experiences was a component of the Urban SEALS program
evaluation plan which involved ongoing assessment during implementation of the project
objectives. Process evaluation of program components occurred regularly so as to
monitor program implementation and modify program practices as indicated.
The SEALS program of study was designed on the basis of several
recommendations from the literature on retaining under-represented populations (e.g.,
Smith, Pion, Tyler, & Gilmore, 2003; Smith-Davis, 2000, Talbert-Johnson & Tillman,
1999; Wright, 1987). Specifically, the program faculty incorporated (a) a cohort model,
service learning and other leadership activities, (b) a curriculum and program of study
that enfolded TESOL and/or Urban Education cognates, and (c) financial support for
tuition and fellowships. The faculty developed an inviting Exceptional Student Education
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(ESE) program with an urban special education leadership focus. The program of study
for Urban SEALS candidates was built on an existing infrastructure in the ESE doctoral
program and the COE resources by enfolding principles articulated by Cochran-Smith
(1999) to prepare urban leadership personnel who teach for social justice. Cochran-Smith
(1999, p. 118-119) established six principles to be used when preparing urban teachers to
teach for social justice: enable significant work for all students within learning
communities; build on what students bring to school with them: knowledge and interests,
cultural and linguistic resources; teach skills, bridge gaps; work with (not against)
individuals, families, and communities; diversify modes of assessment; and make
activism, power, and inequity explicit parts of the curriculum.
The Urban SEALS program embedded these principles within the processes used
by faculty and doctoral candidates as they completed their individually designed courses
of study leading to the doctorate in education (Ed. D.). In addition, the delivery of the
coursework by university urban education faculty, special education faculty, and research
methodology faculty reflected evidenced based practices such as establishing
collaborative learning communities through a cohort model. Other evidenced based
practices reflected in the program coursework included (a) creating a focus on standards
based-outcomes, (b) utilizing problem based learning, and (c) arranging experientialservice learning opportunities as well as non-credit-generating activities (e.g., lecturing as
a guest for classes, teaching undergraduate or master’s level coursework, attending
conferences, and collaborating with faculty on research projects).
A descriptive study was conducted to obtain the perceptions of the first cohort of
doctoral students in the Urban Special Education Academic Leaders (SEALS) program
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upon completion of the third year of coursework and experiences. During this third year
of the coursework, the faculty arranged for a course in which cohort members were
coached to write for the comprehensive exam and to prepare the first three chapters of
their dissertation research.
Method
Participants
At the time of the study, 13 Urban SEALS doctoral students completed the
survey: 10 female participants and 3 male participants. Table 1 displays the key
demographic variables that describe their characteristics.
Table 1
Demographics of Urban SEALS: Year 3
______________________________________________________________
Variable

Category (N)

______________________________________________________________
Gender

Male (3)

Female (10)

Ethnicity

Black (3)

Hispanic (6)

White (3)

Age

25-35 (7)

36-45

(5)

46-55 (1)

6-10

(6)

11-20 (5)

Experience 0-5 (2)

Other (1)

______________________________________________________________

Ethnicity of the Urban SEALS ranged from those who identified themselves as
Hispanic (N=6), Black (N=3), White (non-Hispanic) (N=3). One respondent chose
“other.” As shown in Table 1, the majority of respondents categorized their ages between
25-35 (N=7) while 5 respondents categorized themselves between 36-45 years of age and
1 between 46-55 years. For years of teaching experience, two respondents indicated
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experiences in teaching for 0-5 years while 6 respondents indicated teaching for 6-10
years; 5 indicated teaching for 11-20 years.
Instrumentation
The survey (see Appendix A) was derived from a questionnaire originally
designed by the project co-principal investigators to assess recruitment and selection
procedures (Nevin, Barbetta, & Cramer, 2006). Further, this questionnaire was evaluated
by the SEALS leadership advisory board (comprised of national and local experts in
special education and urban education) and the university Human Subjects Review
Board. The procedures were deemed to protect the anonymity and confidentiality of
respondents.
The questionnaire was believed to meet the conditions required for face validity
once minor format changes were made to the instrument (e.g., more space for responding
to the open-ended questions). The following year, the co-principal investigators modified
the original instrument to allow respondents to evaluate their experiences and to voice
their views about instructional procedures and faculty interactions with them during the
first year and first summer and reported at a national conference (Barbetta, Cramer,
Nevin, & Moores-Abdool, 2006).
To evaluate the third year of coursework, the questionnaire was modified slightly
to preserve the content of as many items as possible to match similar items included in
the previous surveys (2005, 2006, & 2007) so as to allow comparisons across the years of
the project. This strategy allows the co-principal investigators to (a) use the survey
information to make programmatic changes and (b) trace the impact of programmatic
changes based on the feedback from the participants in the program. In addition, one new
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item was added in response to a participant in the survey administered in Year 2 (2007)
who had asked that the preparation for dissertation research be added as an item to
evaluate in future surveys.
The questionnaire was comprised of four sections. One section asked respondents
to briefly describe their experiences in the third year by responding to open ended
questions such as “What barriers or challenges, if any, did you experience in the
recruitment process?” Another section collected demographic data (e.g., gender,
ethnicity, age, and years of teaching experience). Another section asked respondents to
use a Likert-style scale (with 1 = not at all to 5 = a great extent) to rate various statements
about their perceptions of the procedures utilized by faculty, program co-principal
investigators, program staff, and their cohort. The fourth section asked respondents to use
a Likert-style scale to evaluate various design features of the program.
Data Collection and Analysis
The instrument was distributed to all SEALS participants who had completed the
third year of the program during a regularly scheduled meeting of the program
participants. The completed surveys were collected by the project administrative
assistant. The few candidates who were absent emailed their survey responses as an
attachment to the program administrative assistant who removed any indentifying
characteristics. Using the Statistical Package for the Social Sciences (SPSS, 2004), the
researchers calculated frequencies and percentages for the demographic information and
the ratings of program design features.
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Reliability
Cronbach alpha coefficients for reliability of respondents’ ratings were calculated
for survey items related to perceptions of fairness of the instructional procedures.
Cronbach alpha, also called the alpha coefficient, is a statistical measure of the degree to
which the items consistently measure the same construct. In this study, an alpha
coefficient of .787 was obtained for items paired for internal consistency (Q1, Q4, and
Q5 within the Perception Section of the questionnaire), as shown in Table 2. 1.
Table 2
Reliability of Survey Items: Cronbach Alpha Coefficients
Alpha
Coefficient

Survey Items
To what extent do you believe the courses you’ve taken at FIU during Fall 2007,
and Spring 2008 were taught by faculty who were fair and unbiased?
I believe the teaching strategies during the Fall 2007 and Spring 2008 terms were
fair and unbiased.
I was treated respectfully by faculty during the Fall 2007, and Spring 2008 terms.

.787

In other words, the alpha coefficient indicated good reliability for respondents’
consistency in ratings for similar items. For example, Gall, Gall, and Borg (2003) report
that alpha coefficients of .52 and above are considered evidence of good reliability in
exploratory research such as this study. Another indication of internal consistency is
shown in Table 3.
Table 3. It can be seen that the means (4.6 out of a 5-point scale for all three items) and
Range and Means for Perceptions of Program Fairness
Survey Item (Rating Scale: 1=Not at all- 5= A Great Extent)
To what extent do you believe the courses you’ve taken at FIU during the
Fall 2007 and Spring 2008 terms were taught by faculty who were fair
and unbiased?
I believe the teaching strategies during the Fall 2007 and Spring 2008 terms
were fair and unbiased.
I was treated respectfully by faculty during the Fall 2007 and Spring 2008
terms.

Range Mean
3-5

4.6

4-5

4.6

4-5

4.6
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ranges of the ratings (3-5 for one item, and 4-5 for two items) indicate close agreement.
Participants were consistent in their ratings.
Results
Results are described in the following sections: Perceptions, Design Features, and
Responses to Open-Ended Questions. In addition, the participants’ progress towards
attaining the doctorate degree is described.
Perceptions
Table 4 shows the mean and range of the ratings for questions 1, 4, and 5 so as to
provide a sense of the perceptions of the 13 graduate students who responded to the.
Table 4
Range and Mean of Ratings and Verbatim Written Comments for Perceptions
Survey Item
1.

To what extent do you believe the courses you’ve taken at FIU during the Fall
2007 and Spring 2008 academic year were taught by faculty who were fair
and unbiased?
2. To what extent are you satisfied that your experiences during the Fall 2007
and Spring 2008 academic year have been facilitated by project personnel
(project co-Principal Investigators, Project Coordinator, or faculty)?
Comment from 1 participant: R10-- Comprehensive exam was biased!
3. To what extent do you believe the coursework and experiences during the Fall
2007 and Spring 2008 academic year were designed for culturally and
linguistically diverse individuals to be successful?
Comments from 1 participant: R5-- Maybe during the fall, not the spring.
4. To what extent do you believe that you were supported in preparing for your
comprehensive exams?
Comments from 2 participants: R5-- My cohort members helped a lot.
R10-- [The comprehensive exams] tested on information that was not covered in the
courses.
5. I believe the teaching strategies during the Fall 2007 and Spring 2008
academic year were fair and unbiased.
6. I was treated respectfully by faculty during the Fall 2007 and Spring 2008
academic year terms.
Comment from 1 participant: R10 --[I] felt discriminated against.
7. During the during the Fall 2007 and Spring 2008 academic year, I felt
supported throughout the coursework.
Comment from 1 participant: R5-- The fall semester was totally different than the
spring; I don’t think they can be compared.

Range

Mean

4-5

4.6

3-5

4.4

2-5

4.4

2-5

3.6

4-5

4.6

4-5

4.6

2-5

4.4

survey. As noted, the written comments from two respondents (R#10, R#5) reflected their
concerns about faculty treatment as being not so fair and unbiased. Regarding the
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comprehensive exam, one participant (R#10) felt that the exam was biased and that the
participant felt “discriminated against.” Further probing would be necessary to identify
the nature of the discrimination. In contrast, another participant added a comment about
the value and support received through the cohort.
Ratings of Program Design Features
Table 5 shows the mean and range of ratings for each program design feature. The
majority of respondents did not offer any comments on the program design features.
Table 5
Range and Mean of Ratings for Program Design Features
Survey Item

Range

Mean

3-5

4.4

2-5

4.4

2-5

3.6

1-5

3.6

1-5

3.1

2-5

3.9

1-5

3.9

1. diversity content and experiences
2. cognate of courses directly related to the education of students
who are CLD, (e.g., urban education and TESOL programs)
3. community-based action research projects in the local urban,
multicultural educational settings through the COE Center for
Urban Education and Innovation
4. field experiences with diverse students through service-learning
projects
5. cohort model to promote and support group cohesiveness and
motivate students to perform at an optimal level
6. an existing learning community of culturally and linguistically
diverse individuals
7. ongoing student involvement and development through
participation in a variety of non-credit leadership activities that
require ongoing doctoral student development and involvement
(e.g., presenting at conferences, teaching undergraduate courses,
participating in community leadership projects)
8. Is there any other program design feature you’d like to evaluate?
4 participants offered comments; 9 did not.

The majority of participants did not offer to comment or evaluate other program design
features. Four participants added comments regarding other program design features: R1
wrote, “Support was always available.” R6 valued “Preparation of the dissertation
proposal. R3 noted, “The program provided great support in preparing for
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comprehensive examinations, as well as guidance in writing a preliminary draft of the
dissertation proposal.” In contrast, R10 pointed out that candidates should be “tested on
area of interest for comprehensive exam only!!!”
Responses to Open Ended Questions
The responses to the open-ended questions corroborate and instantiate the survey
ratings. In responding to the question (Overall, how would you describe your experiences
during the third year of the doctoral program?), 13 of 15 SEALS candidates completed
the survey; all 13 of those who completed the survey commented on the overall impact of
the third year. As shown in Table 6, a total of 20 comments were coded: 1 (5%) was
coded Neutral; 5 (25%) were coded as negative; and 14 (70%) were coded as positive.
The most frequently mentioned challenge (N=5) was the overwhelming schedule and the
writing demands that the comprehensive exam and proposal process entails while
juggling home and work responsibilities. Moreover, appreciation for the cohort was the
most frequently mentioned feature of the program. Appreciation for the project
coordinators and selected faculty was mentioned by one respondent. In the section of the
survey which solicited comments about specific program procedures (see Appendix B),
the responses to open-ended questions were equally revealing.
All 13 participants offered a total of 18 comments related to supports for their
success, in response to the question, What supports were in place to help you be
successful in your doctoral program during the Fall 2007 and Spring 2008 terms? Of the
18 comments, 100% were coded as positive. Classes and seminars focused on the
dissertation, faculty and staff were most frequently mentioned as supports (9 out of 18 or
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Table 6
Coding Valences for the Participants’ Comments
Comment

Coding Valence
Neutral

+

Overall, how would you describe your doctoral program
experiences s during the Fall 2007 and Spring 2008 academic
year? [Please write 2 to 3 sentences explaining your reactions.]
R1 I was extremely supported by all instructors and feel very prepared
to become a professor based on the high quality instruction received.
R2 The courses taken have been essential to moving [me] forward.
We took a dissertation writing course that was extremely beneficial.
R3 Both semesters prepared us for independent research. Both the
class on urban research (participatory research) and independent
research for our dissertations were very informative and allowed us to
delve into personal areas of interest.
R4 After a very full schedule during my first year, it was nice to have a
more balanced work [time].
The courses were challenging. It is still difficult to work full time and
take more than 6 credits at the doctoral level.
R5 The 2007-2008 academic year was a fairly challenging year. The
preparation and experience of comprehensive exams were an
experience I will never forget.
I thank my cohort members for their support.
R6 At this point, I feel overwhelmed with the amount of writing
relative to my dissertation drafts.
However, I have felt supported by my instructors, courses and
additional academic opportunities.
R7 I feel elated to be “ABD”.
The cohort was critical in getting me through the last of the
coursework.
R8 Very productive and informative.
R9 Probably the most significant in preparing me to be a professor at
the college level as well as writing for publication.
R10 It was very challenging and overwhelming!
R11 It went well.
It did seem as if some of the classes should have focused more on how
to conduct and write a dissertation.
R12 My doctoral program experiences during the Fall 2007 and Spring
2008 academic year far exceeded what I imagined.
All my efforts and hard work were finally coming to fruition and the
support and encouragement I received during this time from my
professors and colleagues was invaluable.
R13 My doctoral program experience was intensive during spring
2008.
I felt too much pressure with the combination of comprehensive exams
and the expectation of competing the 3 chapters of my dissertation.

+
+

+

+

-

+
+
+
+
+
+

+
+
-
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50%), followed by the cohort model (6 out of 18 or 33%). Financial support in the form
of stipends and books was mentioned in 2 out of 18 (11%) of the comments.
The majority of respondents (11 of 13) provided insights in response to the
question: What barriers or challenges, if any, did you experience? (See Appendix B.) Of
the 13 who completed the survey, 11 commented on barriers, offering a total of 12
comments. The majority reported the comprehensive examinations as a barrier (N = 3);
and time and work demands (N = 3). Other barriers that were named included being a
part time student, lack of support and mentorship, writing, reimbursement for travel
expenses, and unidentified personal issues.
The majority of participants (11 out of 13) offered recommendations in response
to the question Do you have any recommendations for modifying or improving the
program? (See Appendix C.) Of the 11 recommendations offered, 3 related to career
goals (the professoriate or school administration) while 2 comments related to the
comprehensive examination. The six remaining comments ranged from (a) requests to
help students fund their research,(b) use on-line instruction, (c) establish a facultycandidate mentorship process, (d) supervise the instructors, (e) creating a productive
environment, and (f) using the grant as a motivating force, in particular the termination of
grant funding for tuition and stipends.
Progress towards the Doctorate
By the end of the third year of the program, eleven students had completed their
coursework. They had successfully passed the written and oral comprehensive
examinations and had achieved candidacy status. Currently, the eleven candidates are in

2009 HICE Proceedings
Page 3143

the process of completing the first three chapters of the dissertation and anticipated
defending their proposals during the fall semester.
Discussion
An important component of successful recruitment of ethnically and linguistically
diverse, traditionally underrepresented doctoral candidates is the subsequent retention of
candidates through their programs of study, through the research and examination
procedures, and to graduation. The literature on retention of doctoral students from
culturally and linguistically diverse populations as well as ethnically different populations
indicates that peer groups and mentoring must be established early in the program.
Cohort models appear to be successful depending on the extent to which cohort members
support and mentor one another (Teitel, 1997). The participants in the current study held
positive perceptions of the cohort model; they universally rated their experiences with
their cohort as helpful in their achievement of program objectives, including the
comprehensive exams.
SEALS candidates have become actively involved with (a) adjunct professor
opportunities at the university and nearby colleges, (b) the University Upward Bound
program, (c) the Center for Urban Education and Innovation which hosts a number of
prominent eminent scholars, and (d) the Urban Studies faculty. Some of the doctoral
students have affiliated with institutional support at this level such as student
organizations (the COE Graduate Student Network), academic and tutorial supports such
as the writing center. SEALS candidates have taken advantage of writing-for-publication
classes and workshops for doctoral student, similar to research by Marshall-Bradley,
Tucker, and Wilson (2006) and Wright (1987).
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The SEALS program of study included a one-credit seminar which formally
established processes that allowed the advanced graduate students to serve as mentors
and buddies to the incoming cohort. In addition, scheduling cohort members into the
same courses was another method the faculty used to create affiliations that could sustain
participants throughout the program. Furthermore, outside of coursework, cohort social
events hosted by the faculty were held each year to promote cohesiveness among the
group.
The results of the third year of coursework as represented by SEALS’ ratings on
program features and the open ended survey responses were similar to those found by
Twale and Kochan (2000). They reported that the cohort experience was found to be
personally and professionally rewarding and promoted friendships and idea exchanges.
The cohort experience continued to help SEALS candidates to meet existing challenges.
Given the goal of Urban SEALS to prepare doctoral-level leaders in urban special
education, particularly CLD candidates, it has been shown that new teachers in urban
schools leave at a higher rate than their suburban counterparts (Haberman & Rickards,
1990; Ingersoll, 2001). However, teachers from culturally or linguistically diverse
backgrounds are more likely to stay in urban schools (Clewell & Villegas, 2001). Not
only are culturally and linguistically diverse professors needed to join the professoriate
(e.g., AAUP, 2001; Cochran-Smith, 1999) but CLD leaders are needed to prepare and
support CLD teachers in urban schools. This in turn could have a positive impact on the
retention of CLD teachers in urban settings.
It is clear that the current cohort of doctoral students in the Urban SEALS
program was comprised of a culturally and linguistically diverse group of individuals
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(including Blacks, Hispanics, and White, non Hispanics). They had experienced
challenges in balancing their work and family responsibilities with the demands of an
intensive doctoral preparation program (see Tyler, et al., 2003). Yet, due to the cohort
model, they had established working relationships that sustained and supported them
throughout the rigorous coursework typically associated with the doctoral studies
nationwide. This increases the probability that they will continue until graduation.
In addition, the participants have been actively engaged in thinking about their
futures with respect to doctoral research, notably the composition of their dissertation
committees and the nature and preparation for the comprehensive examinations. R noted,
“Both semesters prepared us for independent research. Both the class on urban research
(participatory research) and independent research for our dissertations were very
informative and allowed us to delve into personal areas of interest.” They have been
actively involved in designing program improvements through enhancing existing
coursework and creating meaningful alternatives that will allow for better program
planning for future cohorts. For example, R1 wrote, “I feel very prepared to become a
professor based on the high quality instruction received.” In other words, they have been
thinking in ways that they would need to think and plan when they leave with their
doctorates in hand, when they join the administrative or professional development forces
of the local public schools or when they join the teacher education faculty at colleges and
universities.
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APPENDIX A
2008 Urban SEALS (Special Education Academic Leaders) Survey ∗
We appreciate your help as we continue to evaluate the Urban SEALS program design and procedures
utilized by project personnel. Your candid appraisal helps us to accurately assess and re-design our
procedures. Your responses will be treated anonymously, and no personally-identifiable information will be
reported. In this year’s evaluation, we would like to concentrate on your experiences during the Fall 2007
and Spring 2008 academic year.
Sincerely, P. Barbetta, E. Cramer, and A. Nevin, Co-Principal Investigators
Overall, how would you describe your doctoral program experiences s during the Fall 2007 and
Spring 2008 academic year? [Please write 2 to 3 sentences explaining your reactions.]

Demographics
Directions: Please fill in the blanks or check the items that apply to you.
Gender:
Ethnicity
_ Male
_ Female
_ American Indian or Native Alaskan
_ Asian or Pacific Islander
Experience teaching:
_ Black (non-Hispanic)
_ Hispanic
_ 0 - 5 years
_ White (non-Hispanic)
_ 6 - 10 years
_ Other (specify)
_ 11 - 20 years
_ 21 years +

Age:
_
_
_
_
_

18 - 24
25 - 35
36 - 45
46 - 55
56 -

Program Procedures: Please write comments below:
1.

What supports were in place to help you be successful in your doctoral program during the Fall 2007
and Spring 2008 academic year?

2.

What barriers or challenges, if any, have you experienced during the during the Fall 2007 and Spring
2008 academic year? (Please explain.)

3. Do you have any recommendations for modifying or improving the program?

∗

Note: This survey has been approved by FIU’s Institutional Review Board (Approval # 091806-00).
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Perceptions
Directions: Please use the following scale to rate your perception of each statement, where 1 = not at all
and 5 = to a great extent N/A=not applicable to you
8. To what extent do you believe the courses you’ve taken at FIU during the
1 2 3 4 5
NA
Fall 2007 and Spring 2008 academic year were taught by faculty who
were fair and unbiased?
COMMENTS:
9.

To what extent are you satisfied that your experiences during the Fall 2007
and Spring 2008 academic year have been facilitated by project personnel
(project co-Principal Investigators, Project Coordinator, or faculty)?

1 2 3 4 5

NA

1 2 3 4 5

NA

1 2 3 4 5

NA

1 2 3 4 5

NA

1 2 3 4 5

NA

1 2 3 4 5

NA

COMMENTS:
10. To what extent do you believe the coursework and experiences during the
Fall 2007 and Spring 2008 academic year were designed for culturally
and linguistically diverse individuals to be successful?
COMMENTS:
11. To what extent do you believe that you were supported in preparing for
your comprehensive exams?
COMMENTS:
12. I believe the teaching strategies during the Fall 2007 and Spring 2008
academic year were fair and unbiased.
COMMENTS:

13. I was treated respectfully by faculty during the Fall 2007 and Spring 2008
academic year terms.
COMMENTS:

14. During the during the Fall 2007 and Spring 2008 academic year, I felt
supported throughout the coursework.
COMMENTS:
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Program Design
Directions: Please indicate to what extent the features of the Urban SEALS doctoral program were
reflected in the coursework and experiences you faced during the Fall 2007 and Spring 2008 academic
year. Please use the following scale to rate each feature, where 1 = no influence and 5 = a great
influence.
1. diversity content and experiences

1 2 3 4 5

2. cognate of courses directly related to the education of students who are CLD,
(e.g., urban education and TESOL programs)

1 2 3 4 5

3. community-based action research projects in the local urban, multicultural
educational settings facilitated through the COE Center for Urban Education and
Innovation, research or presentation collaborative activities with faculty and/or
other doctoral students, and so on.

1 2 3 4 5

4. field experiences with diverse students through service-learning projects or
applied research projects supervised by faculty

1 2 3 4 5

5. cohort model to promote and support group cohesiveness and motivate
students to perform at an optimal level

1 2 3 4 5

6. an existing learning community of culturally and linguistically diverse
individuals

1 2 3 4 5

7. ongoing student involvement and development through participation in a
variety of non-credit leadership activities that require ongoing doctoral student
development and involvement (e.g., presenting at conferences, teaching
undergraduate courses, participating in community leadership projects)

1 2 3 4 5

8. Is there any other program design feature you’d like to evaluate (e.g.,
comprehensive examinations, preparation of the dissertation proposal)?

Thank you for completing this survey.
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APPENDIX B
Coding of Responses to Queries about Program Procedures
What supports were in place to help you be successful in your doctoral program during the Fall 2007 and
Spring 2008 academic year?
Comments
R1 All instructors provided immediate corrective feedback and I felt
my research interests were valued.
R2 The cohort itself served as a support mechanism.
Additionally, we were provided with the opportunity to meet other
professors who assisted us in the dissertation course.
R3 Course professors as well as professors from [other departments
in] the College of Education in general were readily available when
sought out for feedback on ideas and student work.

Coding
Positive Negative Neutral
+
+
+
+

R4 The only support available was being able to speak to certain
faculty members about the direction of my coursework and possible
future endeavors.

+

R5 The continued support of the cohort experience [helped me to be
successful.]

+

R6 Seminars relating to specific areas of research, workshops, and
independent text in dissertation process.

+

R7 The cohort was amazing in assisting me and providing support.

+

R8 My cohort has been very supportive.

+

R9 [The availability of] SEALS staff for any concerns;
support of the cohort.

+
+

R10 Cohort members
and family.
R11The constant supervision by Project Investigators and their staff.

+
+
+

R12 Having classes that were extremely practical in nature helps out.
One of the best classes I engaged in was during the spring term. I
received valuable assistance and guidance in prepping for my
comprehensive exams and the writing process.
However, the best support available was the cohort model. As a
group, we were able to help each other and bounce ideas back and
forth.

+
+

R13 Dissertation workshop, conference stipends, books for the spring
course.

+

+
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What barriers or challenges, if any, have you experienced during the during the Fall 2007 and Spring
2008 academic year? (Please explain.)
Comments
R1 I did not experience any barriers that I could honestly blame on the
program or instructors. Opportunities were always available.

Coding
No barriers

R2 Comps were a challenge, but it served as a learning experience as
well.

Comps
Work

R3 Barriers were not due to the courses or professors; they merely
came from our responsibilities at our work sites(the semester
corresponded with heavy assessment timelines within our school
district). This manifested itself in either missing some class sessions
or limitation of time available to work on assignments.
R4 It has been difficult to see your cohort advance to the
comprehensive exam stage/dissertation and realize you still have
coursework left to do.
Personal
R5 Just personal.
Comps
R6 The timelines affiliated with the comprehensive exam—it was
originally scheduled for summer; however, the test occurred much
earlier.
R7 Time is always a factor in completing assignments or preparing
adequately.

Time demands

R8 Writing for dissertation has been a challenge.

Writing

R9 Completing everything in a timely manner.

Time demands

R10 Lack of support and mentorship from staff.

Lack of support & mentorship

Issue related to conference travel expenses (for example, paying in
advance/reimbursement procedures)

Reimbursement for travel

R11 NONE

No barriers

R12 My biggest challenge was not having the full doctoral experience
because I was a part time student. Since I work a full time job, I don’t
have the opportunity to work closely with professors on research,
learn how to publish well, or conduct research within the schools.

Being a part time student

R13 The sit-down 9-hour comprehensive exam mentally wiped me
out for a few weeks after the exam; too much pressure.

Comps
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Urban Culturally and Ethnically Diverse Doctoral Students’ Perceptions

23

Do you have any recommendations for modifying or improving the program?
Comments
R1 Yes, I think not everyone wants to be a professor or go into
research. Perhaps two tracks should be offered in the future:
research/professor and administration.

Coding
Goals—professoriate or school
administration

R2 N/A
R3 These two semesters have been very productive.

Productivity

R4 Allow the students to choose a leadership component which will
coincide with the educational leadership qualifications necessary for
administration.

Goals

R5 Do not place the pressure of financial support ending as a way to
push students forward.

Motivating Candidates

R6 Not at this time.
R7 Allow those who want FL certification in leadership to take [those
courses] in lieu of some other electives.

Goals

R8 More informal meetings to strengthen the cohort bond.

More time for cohort meetings

R9 Ensure that instructors chosen for course are teaching the specific
content students are expected to master by end of program.

Supervision of faculty involved in
teaching the candidates

R10 Early mentorship from staff which will allow for success in
doctoral program;

Establish a faculty mentorship
process

Follow University guidelines for comprehensive exams.

University guidelines

R11 Conducting more activities via on-line interactions.

Use on-line instruction

R12 Assist program students in finding outside funding so they can
take a leave from work and not be affected financially.

Funding student research

R13 Consider the option of allowing students to choose their
comprehensive exam format.

Choice of comprehensive format
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Let’s Get Real and Use Open Dialogue to Help Youth Stop Bullying Around
Issues of Diversity
Dr. Patreese D. Ingram
The Pennsylvania State University
2C Ferguson Building
University Park, PA 16802
Pdi1@psu.edu
Abstract
Bullying has reached epidemic proportions in American communities. Issues of diversity
lie at the heart of much of the bullying that occurs with young people. Yet, open dialogue
about issues of diversity are often avoided due to a lack of training on the part of adults.
The Let’s Get Real curriculum is designed for middle school teachers and youth-service
providers in a variety of settings to begin conversations about challenging issues such as
race, ethnicity, sexual orientation, gender, body size, and immigration status, and to help
youth make connections between these issues and rampant name calling. Workshop
participants will be introduced to the curriculum, which includes a film, a comprehensive
curriculum guide with planning and preparation tips, activities, and additional resources.
Participants will be engaged in a sample of the activities that are a part of the curriculum.
An evaluation study of Let’s Get Real trainings found: 84% of trainees reported being
more inclined to work and/or teach proactively to prevent name-calling and bullying;
69% felt better able to respond when faced with name-calling/bullying situations among
youth; 73% reported they are more likely to engage in anti-bullying dialogue or
instruction compared to before they attended the “Let’s Get Real” training.
Workshop Objectives:
•

Participants will learn about curriculum, activities, and resources that can be used
to help youth discuss their feelings about bullying, particularly as it relates to
issues of diversity.

•

Participants will learn about curriculum, activities, and resources that can be used
to help youth understand the different roles of bullying (target, perpetrator, ally,
and bystander), and to help youth learn to become an ally and intervene
successfully.

•

Participants will feel more empowered to deal with bullies and name callers and
will have increased confidence in their ability to lead youth in open dialogues
about sensitive issues of diversity that impact their lives and the lives of their
peers.
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•

Participants can use this curriculum in a variety of settings such as after-school
programs, youth camps, 4-H clubs, and other types of programming at the local
community level.

•

The ultimate outcomes will be :
o youth with a greater appreciation for people who are different from
themselves.
o

safer, more respectful, positive learning environments for all youth.
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ABSTRACT:
The purpose of this study is to exam the current status of music textbooks used at
the elementary school level in Macau and Taiwan in order to promote the music
education efficiently in the both mentioned Chinese societies. By analyzing the used
music textbooks in the both regions, the researcher reveals the different educational
systems, usage of the music methods, and the progression of music theory at each
grade for the current music class at the elementary school level in the both mentioned
regions. Orff, Kodaly, and Dalcroze music approaches have been recognized as the
most important music methods and have had huge success of application in the
elementary school music education in many North American and European countries
since the 20 century. The author is going to exam if thee music methods have been
included in the music textbook in the mentioned Chinese societies.
Despite Macau has been confirmed that its 31 sites were added to the
UNESCO`s World heritage List in the 2005 and the government has been promoting
cultural and fine art education in the past three years, the current music class at all
school levels still remain at the same level as it has been in the past years without
much progress in Macau. In order to balance all subjects and have the best result of
effective music learning and teaching, it is necessary to exam the current music
education and learn form other region’s successful experiences.
The author suggests that Macau government can learn from the successful
experience of Taiwan where has cultivated lots distinguished internationally
recognized musicians and performers to include the well-known music approaches in
the music curriculum and has interaction between teachers and students in the music
classroom. Let music learning becomes more enjoyable and understandable and let
the promotion of music education becomes more efficient and effective. Furthermore,
music subject has been neglected and has been considered as a minor subject outside
the so-called “core curriculum” at the elementary schools in Macau. The school
teachers and principals need to adjust the perception of music course and have a
systematic music textbook in order to promote and encourage music education more
efficiently.
The Main Thrust and three learning outcomes:
This study analyzes music textbooks used at the elementary school in Macau and
Taiwan. The author suggests that in order to balance all subjects and have the best
results of effective teaching, the government should set up a systematic music
curriculum outlines and requirement in each grade at elementary school level. As well,
the Macau government can learn from the successful experience of Taiwan where has
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been successfully included the internationally well-known music methods, such as,
Orff, Kodaly, and Dalcroze music methods in the elementary music classroom and
music textbooks. Moreover, adapting more international children songs and folk
songs in the music textbooks can provide students with a global view and have
opportunity to appreciate different cultures. At last, the elementary schools in Macau
should stress on the importance of music education and adjust the perceptual view of
music education in order to promote music education efficiently.
The Proposed Methodology:
This paper analyzes music textbooks used at the elementary school in Macau and
Taiwan. The author will investigate the current status of music class at the elementary
school in Macau. The questionnaire, statistical data, and the government’s educational
reports are the data sources for this essay. The statistical data pertaining to the music
education system in both Macau and Taiwan within the past ten years are the central
point of this study. This study also gives recommendations for establishing a complete
and efficient system of music education in Macau. The researcher will collect all of
the most current o music education-related statistical data from the Ministry of
Education and other governmental educational department in both above mentioned
regions. At last, the author will review and draw conclusions from current data to
compile and updated music education-related statistical data.
Questionnaire
This paper analyzes music textbooks used at the elementary school in order to
promote music education efficiently in Macau and Taiwan. There are 50 music
teachers from Taiwan and another 50 music teachers from Macau will participate the
questionnaire survey. The author believes that the questionnaires can reveal the
problems of the current status music education in both regions from the teachers’
point of view.
The questionnaire seeks four types of information:1) personal Information; 2)
Music Curriculum and Methods; 3) The Current Music Curriculum and Facilities at
the elementary school; and 4) The Satisfaction of Current used Music textbooks. The
author believes that the anonymous responses from the surveyed music teachers will
provide the most reliable and accurate information for the current status of music
education. Not only are the questions of current music education status will be
included, the teachers’ comments and expectations for the future development of
music education will also be included in the questionnaire. Furthermore, the answers
to the questionnaires will reveal whether the effectiveness of the encouragement from
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the government and local school.
Statistical Data
To understand the effectiveness of current music class and the music textbooks used at
the school , the author will get the statistical data from the Ministry of Education in
both Macau and Taiwan. Moreover, the researcher will counsel with the director of
Department of Elementary Education, the writer believes that the results can provide a
clear outline and future plan for the music education at the elementary school level in
the regions.
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Achievement Gap or Quality of Service Gap?
Bret D. Cormier
University of Texas at Austin
3000 Colonial Parkway
#5108
Cedar Park, TX 78613
bdclck@aol.com

Abstract:
Everyone has heard that there is an achievement gap, but few know what causes it and
how pervasively it impacts your entire district. Find out what causes and creates the gap
and then learn ways to close it, narrow it, and eliminate it. There ARE schools out there
getting it done for at-risk students--the same students other schools think cannot be
educated. After a lengthy study of a set of schools successful with the same students other
schools label as low achieving, Dr. Cormier has identified the process of going from
being a low-performing school to being a successful school.
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Abstract
The purpose of this study was to resolve the curriculum problems of an early
intervention center. The researcher cooperated with staff of the early intervention
center, the disciplinary team, and interagency collaboration by a cooperative action
research. Curriculum development intensified enhanced the transition preparation
abilities of young children with developmental delays. The study mainly focused on
the difficulties and problems solved for preschool transition curriculum
implementing process.
The results were （
: 1）The grasp of core concepts of transition curriculum could
help the development of whole project and the solution of problem. (2) The mode of
planning and curriculum implementation should consider individualized conditions
of institution and real problems , alternative project which could solve problem was
the only strategy we could formulate while original one wouldn’t work properly. (3) It
was more difficult to overcome difficulties effectively by means of interagency
collaboration. Instead, it was more feasible to find a solution through administrative
negotiation and communication as well as considerations for the other party. (4)
Individualized teacher growth project might help promote the service quality of
transdisciplinary development action. (5) As to the problems of parents, besides
their needs and supports that necessarily have to be seen and concerned,
administrators should be able to offer back up force to teachers, strengthen the
professional development for teachers, also let them understand their roles and
duties, and asked them to communicate with the parents more often. Finally, making
good use of the power of parents could effectively solve problems and achieved
important supportive strength from the parents.
Key Word: early intervention; preschool transition curriculum; young children with
developmental delays ; transdisciplinary; collaborative action research
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How Does Student Teaching Affect
Pre-Service Teachers’ Classroom Discipline Beliefs?
Cynthia A. Lundeen
Charles H. Wolfgang
Sibel Kaya
Florida State University
Introduction
Research on teacher beliefs during the pre-service period of teaching preparation
remains a major focus for those wishing to understand, educate, and train beginning
teachers. Feiman-Nemser (2001) asserts that “new teachers have two jobs- they have to
teach and they have to learn to teach” (p. 1026). However, despite repetitive concerns
about productive learning environments, few recent studies address new teachers’
knowledge or practices of classroom management (Martin, 2004). As such, we
constructed a study that attempted to document changes in beliefs about discipline as a
result of the situation-specific student teaching experience. We found evidence that the
student teaching experience seems to significantly augment beginning teachers’
preferences toward a more powerful model of discipline. Analysis of journal narratives
revealed that vicarious experiences pertaining to children’s behavior were critical sources
of augmented beliefs over coursework instruction and training. As such, the immediate
need to resolve classroom procedural and student behavioral issues may challenge
personal ideologies about discipline and management held prior to the student teaching
semester. Results also served to spotlight limitations of teacher preparation program
regarding teacher preparation and the application of theory to practice. As such, a dose of
“real world” teaching appears to significantly affect pre-service teachers’ personal
preferences for a classroom discipline model.
Two research questions regarding pre- and post student teaching were framed for
this study: (1) What are the discipline belief orientations of pre-service teachers in
training prior to the student teaching experience and after pedagogical coursework; and
(2) do the discipline belief orientations of pre-service teachers in training change after
completing student teaching?

Conceptual Framework
In theory, pre-service teachers armed with a significant academic background in
child development and behavior can then apply this knowledge to the lived experience of
classroom teaching. However, research consistently reveals that one of the central and
more difficult skills in becoming a successful teacher is the mastery of classroom
management and discipline application and practices that enable the beginning teacher to
maintain classroom control while creating a positive learning environment (Abdal-Haqq,
1998; Cole & Knowles, 1993; Jones & Vesilund, 1995; Labosky, 1994; Lundeen, 2005;
Ryan, 1980; Tabachnich & Zeichner, 1991). Acquisition and practical application of
these skills prevails in most literature as the dominating issues that remain fundamentally
problematic throughout the first year of teaching (Wolfgang, Lundeen, Kaya, 2006;
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Bullough, 1989, Huberman, 1992; Pigge & Marso, 1997; Ryan, 1980, Sabar 2004;
Veenman, 1984; Watzke, 2003).
Several studies suggest that preservice teachers enter the field with personal
perceptions of childrearing that comes primarily from their families (Kennedy, 1995;
Showers & Johnson, 1984). Support for this view exists in research on teacher
knowledge which asserts that teachers own a complex, practically-oriented set of
understandings about classroom management and teaching that are actively implemented
in their practice (Claudinin & Connelly, 1995; Marland, 1994). Forcing a person to alter
his or her behavior to fit a discipline style may be counterproductive. Other research
suggests the existence of an ambiguous relationship between beginning teachers’ beliefs
and practices whereas their behaviors in the classroom are based on a combination of
responses to internal conditions and the external stimuli within the classroom (Ashton &
Webb, 1986). Functioning in a continual evaluative state, the individual teacher’s
internal conditions, or personality including specific attitudes, beliefs, and values, impact
her decisions about and responses to student behavior and performance (Bronfenbrenner,
1976). Furtwengler and Konnert (1982) assert that a teacher’s personality contributes to
student misbehavior through detrimental teacher management patterns due in part to the
specific personality. Furthermore, Emmer, Evertson, and Worsham (2003) assert that
many teachers question their abilities and consequently ignore student misbehavior which
results in an escalation of the behavior problem at hand.
The conceptual framework for this study focuses on the psychoanalytical view as
it relates to adults disciplining children, or teachers disciplining students asserting that
“we mother the way we have been mothered, and father the way we have been fathered”
(Erikson, 1950). That is, when disciplining a child, we as adults initially draw on a deep
memory of how we were disciplined as a child. Therefore, our present core personality,
with regards to a need for power and control, forms from early personality developed
during our own youth (Erikson, 1950; Spitz, 1957). We therefore assume that the initial
preferred discipline model of a pre-service teacher is born of a personality core, or the
deep structured memory of the “child” within along with a growing epistemic knowledge
base. These personal preferences, characterized by theories brought forward in her
teacher education program, might be challenged and subsequently altered by novice
teacher’s onset of actual classroom practice.
During the last thirty years, discipline models based on varying psychological
views of human motivation (Canter & Canter, 1982; Dreikurs, 1964, 1968; Dreikurs &
Grey, 1968; Glasser, 1969, 1975, 1990; Gordon, 1974, 1988), have surfaced with a “new”
model becoming vogue every five to six years. These models were often accompanied by
claims of heightening effectiveness with student and school wide discipline issues.
However, these models tend to fade from popularity and even disappear in practice
(Jones, 1987). Moreover, some teachers and teacher education programs prefer and
implement one of these historical discipline models but reject the use of others
(Wolfgang, 2005; Wolfgang, Lundeen, & Kaya, 2006). This study draws on the
ideological range of techniques and responses a teacher may invoke when attempting to
alter student behavior in the school setting.
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Method
Context
Elementary education undergraduates typically complete a formal internship in
actual school classrooms at the conclusion of their academic preparation. This experience
is usually accompanied by a parallel course supporting praxis of theory and application.
Generally identified as a practicum or field course in a teacher preparation program, this
course may focus on advancing a personal theoretical knowledge base (Putnam & Borko,
2000). These field courses tend to focus less on theory and more on practice. Addressing
practical application concerns associated with sound approaches to classroom
management and instruction may then prompt pre-service teachers, as learners, to
examine their actual classroom experiences. Five professors of education from three
southeastern universities collected data from their students (N=220) during the student
teaching semester. More specifically, the pre-service teachers completed two data
collection pieces after coursework instruction on classroom discipline and management
yet prior to full-time student teaching. Upon completion of student teaching, the preservice teachers again completed the instrument. Weekly journal entries required by the
practicum coursework also served as supportive data. Data collection spanned three
years, or six academic semesters.
Subjects
All subjects were enrolled in student teaching experiences guided by their
university teacher education program as well as an undergraduate teaching methods
course on classroom management. Variations existed within each praxis yet consistent
classroom management strands were identified concerning practical application of
students’ behavior management. At the onset of this particular course, each participant
completed the Beliefs About Discipline Inventory (Wolfgang, 1999; 2005) after signing a
human subject’s participation form. Subjects also completed a demographics
questionnaire. Upon completion of the coursework, students entered the field for their
full-time field experience. Pre- and post semester data collected over a three year period
produced 220 usable inventories and pre-service teacher sample size. Inventories were
coded to protect the identity of the participants. In summary, the majority of subjects
were female (81.9%), Caucasian (70.8%), beginning teachers (95.6%) between the ages
of 22 and 25 years with teaching certification in process.
_______________________________________________________
Place Table 1 here - Demographic Variable of Sample (n=220)
________________________________________________________
Data Collection
The Beliefs about Discipline Inventory (Wolfgang, 1999, 2005) was implemented
to operationally define discipline philosophical model preferences and pertinent
demographic information respectively. The inventory presented the subjects with sixteen
dichotomous choices between two value statements representing one of three discipline
philosophical view points: 1) Relationship Listening (RL); 2) Confronting Contracting
(CC); and 3) Rules and Consequences (RC). Subjects completing the inventory were
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forced to choose between two competing philosophical value statements and then to
locate responses for each numbered question on the Self-Scoring Record that was
included with the inventory. Because of the inventory’s forced choice epsative nature the
dependent variable as computed by two differing measures. The first measure, was a
degree of discipline preference and its statistic was obtained by tallying response scores
in items 1 through 8 for each of the three categories (RL, CC, and RC) thus producing a
quantitative value. The scores were then transposed to highest, second highest, and third
highest choice based on the raw score in that specific category. This instrument was
administered at two specific points in time: immediately prior to entering the classroom
for the student teaching experience and immediately following departure from the student
teaching semester.
(*The details of the Beliefs about Discipline Inventory will be further discussed at the
annual meeting).
A demographic survey was also utilized as the data collection tool. Demographic
data collected included gender, age, origin, years of teaching experience current grade
level assignment, certification, highest degree held, parent education, family teaching
history, and teaching context classified as rural, urban, or suburban. Additional
information collected included more specific items pertaining to childhood discipline in
school and at home such as use or non-use of corporal punishment, mother’s and father’s
disciplinarian role, and methods of school discipline experienced.
As a requirement of the field experience, the pre-service teachers were required to
keep weekly written documentation on their teaching issues and accomplishments. These
journals were used to gather specific data on issues concerning discipline and classroom
management and served as another level of data collection. Subject anonymity was
preserved through the implementation of numeric coding practices. All subjects signed
study consent forms prior to any data collection.
Data Analyses
Descriptive statistics were reported to show the changes in the RelationshipListening, Confronting-Contrasting, and the Rules-Consequences discipline model scores
respectively after student teaching experience. The percentages of first ranked discipline
model were also reported before and after student teaching. A repeated measures
multivariate analysis of variance (MANOVA) test was used to examine the differences
between pre- and post- scores of RL, CC and RC discipline models. Table 2 displays the
within subjects contrasts of three discipline models. The interaction effect between time
and discipline model is also reported. No significant differences were noted among
groups and therefore not considered in the final analysis. Qualitative data capturing
individual renditions of specific classroom discipline issues adds dimension to the
quantitative data.
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Results
The pre- and post- frequencies and percentages exclusive to each philosophy
provide a description of the changes in discipline model preferences. For the
Relationship-Listening model, the frequency for the pre-test was 53 while for the posttest it was 17 indicating a 16.4% drop in first preference. For the Rules-Consequences
model, the frequency for the pre-test was 78 while it was 79 for the post-test indicating
about no change as the first preference. Prior to student teaching, 100 participants ranked
the RC model as their first preference, while this number increased to 146 with 22.8%
gain. There was not a notable change in the number of pre-service teachers who ranked
the CC model as their first preference.
__________________________________________________________________
Insert Table 2 here.
_____________________________________________________________________
Repeated Measures MANOVA results (see Table 3) demonstrate that overall
discipline model scores change significantly after the student teaching experience
(F=64.98, p<.001). The interaction effect is also significant (F=18.24, p<.001). Plot 1
shows the significant changes in the RL and the RC discipline model scores over time.
RC model was the most popular model pre- and post- full-time student teaching
experience. However, teachers ranked this model as their first choice more frequently
after gaining a year of student teaching experience.
_____________________________________________________________________
Insert Table 3 here.
_____________________________________________________________________
_____________________________________________________________________
Insert Plot 1 here.
Discussion
Overall, the pre-service teachers in this study demonstrated considerable changes
in their discipline model preferences upon completion of a full-time student teaching
experience. The percentage of beginning teachers who originally reported strong beliefs
associated with the more humanistic and non-authoritarian model of Gordon's Teacher
Effectiveness Training (Relationship-Listening) changed by 14.6% indicating that they
no longer embrace this philosophy after practice. At the same time those who reported
preferring the authoritarian methods of Canter and/or the more behaviorist model (RulesConsequences) increased by 22.8%. The data clearly show that a student teaching
experience creates a dissonance in prior knowledge, beliefs, and experiences. These
results add a supportive dimension to research on the powerful effect of the workplace on
new teachers (Kuzmic, 1994; Rust, 1994). We can conclude that the beginning teacher
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becomes more authoritarian as a result of actual classroom experience. These studies
demonstrate, in part, how significant amounts of time spent in field experience might
facilitate a more realistic view of working with children and the classroom context.
Investigating pre-service teacher’s preferences for a model of classroom
discipline may reveal a preference for specific roles as classroom managers as well. We
assume that their beliefs are unique and highly individual, yet this study shows they can
be altered through authentic experiences. Beliefs can play an important role in the
determination of teacher behavior and likely to be the subject of our future research.
Certainly, we can only speculate on the contextual events precipitating change which, we
suspect, are as unique as each experience. Identifying the critical factors that serve as
change agents could serve to enhance teaching education programs in their efforts to
better prepare students for success in the classroom. A recent study by Flores (2006)
found that most teachers develop according to a narrow and individual perspective
accompanied by a shift from more inductive and student-centered approach to a more
traditional one. We actualized similar findings on the impact of classroom experience on
individual orientations toward a discipline philosophy
In conclusion, previous research suggests a relationship between teacher
personality characteristics and discipline philosophy preferences (Wolfgang, 1999, 2005);
therefore we can assume that new teachers’ teaching styles are still malleable and
receptive to change. This study verifies that pre-service teachers obtain experience and
knowledge that transitions them from student to practitioner. During this process,
adjustments are made to accommodate the creation of a productive learning environment.
It could be that significant differences exist and will be explored in future studies.
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Table 1 - Demographics (n=220)

Sample
frequency
Gender
Female
Male

%

183
37

83.0
17.0

139
36
27
11
7

63.2
16.3
12.2
5.2
3.1

Age in Years
18 – 21
22-25
26-35

127
84
9

57.7
38.2
4.1

Totals

220

Origin (Ethnicity)
White
Hispanic/Latino
Black
Asian (and other)
Native American

100 p

Table 2. Descriptive Statistics of Pre- and Post- Measurement of Discipline Models (RL,
CC, RC, N=220)

Pre-RL
Post-RL

Mean
3.52
2.88

SD
1.56
1.24

Percentage of 1st Rank
24.1 (f=53)
7.7 (f=17)

Pre-CC
Post-CC

4.06
3.95

1.07
.89

22.3 (f=49)
20.5 (f=45)

Pre-RC
Post-RC

4.41
5.17

1.56
1.36

45.5 (f=100)
66.4 (f=146)
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Table 3. Repeated Measures MANOVA of Discipline Models (RL, CC, RC) by Time
(pre-post)
Effect
Time

Wilk’s λ
.99

F
1.00

P
.32

Discipline Model

.63

64.98

.000

Time *
Discipline Model

.86

18.25

.000

Plot 1. Means of Discipline Modesl (RL, CC, RC) by Time

5.5

time

5.0

1

Estimated Marginal Means

2
4.5

4.0

3.5

3.0

2.5
1

2

3

discipline model

10
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Abstract
A major education reform in Ghana in the 1980s saw the introduction of continuous
assessment as part of students’ assessment in the basic schools with the belief that it is
potent for improving teacher performance in the classroom and subsequently students’
learning outcome. Since its inception, continuous assessment has been extended to the
assessment systems at all levels of education, including the second cycle and tertiary
level institutions. Yet continuous assessment has continued to be implemented in the
basic schools mainly for summative purposes with little or no benefit to teachers and
students. This study has examined the continuous assessment of science teachers at
the junior high schools in two education districts in Ghana to determine its current status
and quality. The study used a teacher questionnaire (n = 158); interviews with teachers
(n = 6), students (n = 24), teacher educators (n = 2) and education officers (n = 5);
policy and curriculum document analysis; and, samples of students’ exercises to collect
baseline data on the implementation of continuous assessment. The findings reveal that
the teachers have limited training in continuous assessment and organise continuous
assessment as a series of frequent short tests, giving little or no feedback on students’
exercises. The majority of teachers were found to have limited experience of integrating
assessment and instruction. The current quality of continuous assessment in the
schools portrays a teacher-centred approach that lacks a focus on using assessment to
promote students’ science learning. New challenges, thus, emerge calling for the
training of teachers in the skills of designing student-centred continuous assessments
that are integrated with teaching for promoting students’ science learning.

Introduction
Information obtained from continuous assessment may be used for summative or
formative purposes. While one purpose may not be more important than the other,
caution should be exercised in their use so that one is not allowed to obliterate the
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other. In school assessments, teachers may wish to use regular tests which they term
as continuous assessment to find out about students’ learning but Black and Wiliam
(2003) are of the opinion that the current approach of giving frequent short quizzes and
the types of questions used are not supporting students’ learning. They argue that these
frequent tests which are for summative purposes are not providing the guidance needed
by students for their daily learning. Black and Wiliam (2003) thus suggest that teachers
need to modify their classroom practices to include formative assessments which are
known to have the potency of helping students to gain full control over their learning.
Tytler (2003) has indicated that one of the strategies for effecting good classroom
practices is to integrate assessment and instruction. This presupposes that classroom
assessment should not be considered as a separate entity from the routine activities of
teaching. Jones (1998) labels science curricula, instructional activities and assessment
as factors complementing each other to produce good educational practice.

Ensuring quality assessment for improvement of education
Classroom assessment or continuous assessment is the preserve of the teacher
(Jones, 1998) as assessments are part of the routine of classroom activities. The
teacher designs quizzes, short answer objective tests, portfolios among many other
instruments for investigating students’ learning. According to Jones (1998) an ideal
educational system would ensure that teachers develop their instructional materials and
assessments concurrently so as to achieve a sound balance between curricula,
teaching activities and assessment. In practice, this ideal proposition appears far from
real in Ghana as most junior high school science teachers treat the curriculum, teaching
activities and assessment as separate entities and develop them at different stages of
their preparation for instruction (Amedeker, 2007).

A number of national policy documents on education reforms in Ghana express the
belief that assessments play important role in improving teacher effectiveness and
subsequently students’ learning output. For example, the policy document titled Ghana
Vision 2020: Programme of Action for the First Medium-term Plan (Government of
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Ghana, 1998) contained aspects of Government’s plans that aimed at improving basic
education through improving assessment in the schools. The document states, among
other things “To develop and implement an effective learning assessment system that
will

accurately

measure

student

performance

and

instructional

effectiveness”

(Government of Ghana, 1998, p. 30).

A second policy document, titled Basic Education Sector Improvement Plan (Ministry of
Education, 1996a), stipulates that improvements in the quality of teaching depends,
among other things, on the “development of an assessment and evaluation system of
pupil performance” (p. 17). Also some of the improvements to be undertaken include
writing and revising of textbooks, workbooks and Teachers’ Handbooks which will have
sample exercises, questions and projects for pupils. The document further gives the
purpose of continuous assessment as to improve teaching and learning. In effect
instruction and continuous assessment were to be linked. This was to be realised
through the organisation of in-service and pre-service training for teachers and was
stated as:
The continuous assessment system will be re-designed and implemented
and results/findings will be the basis for remedial work for better output of
work for both pupils and teachers. This will streamline the present system
of recording continuous assessment marks and make the process less
cumbersome and less time consuming (Ministry of Education, 1996a, p.
23).

A third document, Guidelines for the Implementation of Educational Reforms in Schools
(Ministry of Education, 1996b), outlined the Government’s approved policies for
implementation of education reforms based on the report of the Education Reforms
Review Committee (ERRC) appointed by the Government in July, 1994. The
government endorsed the following recommendations related to assessment:
i. Continuous Assessment should continue to form a component
part in determination of the performance of pupils at both BECE
and SSSCE
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ii. Continuous Assessment should take 30% and the External
Examination 70% instead of the present 40% and 60%
respectively.
iii. Since Continuous Assessment (CA) is more suitable for
practical subjects than the one-shot assessment conducted by
WAEC, schools should use CA more often for assessing their
students in the practical subjects or practical components of
other subjects than they have been doing.
(Ministry of Education, 1996b, pp. 7-8)

The junior secondary science syllabus outlines the learning outcomes (Dimensions of
learning) that teachers of science should assess as Knowledge, Understanding,
Application of knowledge, Process skills and Attitudes. The syllabus states that tests
should have specified weightings for the dimensions such as “Knowledge and
Understanding (30%), Application of knowledge (40%) and Attitudes and Process skills
(30%)” (Ministry of Education, 2001, p. ix). The continuous assessment was to comprise
projects, class test, homework and terminal tests. The tasks given to students may
comprise objective items, structured open-response questions and practical questions.
The syllabus also encouraged teachers of science to prepare marking schemes to guide
marking of their students’ test scripts and give marks and/or grades to represent the
students’ performance. Teachers were encouraged to write feedback about students’
work, giving them points they should consider to improve their future performance.
Additionally the syllabus recommended some ego-oriented feedback such as “keep it
up, has improved, could do better, hardworking, not serious in class and more room for
improvement” (Ministry of Education, 2001, p. xvii) as examples of what teachers should
write on students’ exercises.

These documents did not elaborate on the changes outlined in the literature for the redesign of continuous assessment systems for use in teaching so as to help to improve
students’ learning. None of the documents stressed the roles of diagnostic and
formative assessments. Yet it is known that assessment systems in the schools can be
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effective only when the diagnostic and formative components are also included (Black &
Wiliam, 2003). These two forms of assessment assign definite roles to both teachers
and students for the achievement of teacher effectiveness and high students’ learning
achievement. The teacher is a facilitator, mediator and a counsellor who diagnoses
students’ learning problems and provides feedback necessary for use by students to
correct their learning problems. Students are sense makers of the feedback given as
they reconstruct knowledge (Osborne & Wittrock, 1983) out of the new situations
presented to them.

Development of assessment for learning
Black and Wiliam (2003) have traced the efforts made by researchers to document
evidence of the potential of assessments to support students’ learning. They point out
that in the 1970s and the 1980s some research projects in England investigated ways in
which teachers’ classroom assessments were used. It was found that class tests were
used to find out students’ scientific reasoning and or science concepts formation (Black
& Wiliam, 2003). Some schools of thought have advocated the integration of teachers’
assessment results and those of external examinations. There were agreements among
stakeholders mainly due to the fact that teachers’ assessments and external
examinations were both considered to be summative (Black & Wiliam, 2003). Some of
the studies that directed attention to classroom assessments and teachers’ role in the
classroom (Tunstall & Gipps, 1996; Torrance & Pryor, 1998) have revealed that
classroom assessments were not used to support students’ learning. There, however,
were calls from the British Educational Association’s Policy Task Group on Assessment
for emphasis to be placed on the use of assessments to promote students’ learning
(Black & Wiliam, 2003). Since then the interest that Black and Wiliam developed in the
potential of assessment for learning has led them to review a number of researched
articles concerning the use of assessment for formative purposes. The results that have
been published indicate that formative assessment does in fact support students’
learning (Black & Wiliam, 1998).
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Popham (2006) has noted that as all school curricula require that students master some
skills and knowledge teachers should analyse the curricula and compose different
assessment tasks that would help students’ learning. Involvement of students in
assessment is central to the reform process of changing assessments from their
summative to formative use. Stiggins (2004) has advocated that teachers should create
new ways of involving students so as to enable students to use assessment to
understand ways by which they would improve their learning. Similarly, Burns (2005)
calls upon teachers to increase their interactions with students by using thought
provoking questions to engage students in formative assessments so as to obtain the
reasoning behind students’ thoughts as well as to engage them in meta-cognition.

Wiliam (1998) noted that feedback is essential for the enhancement of students’ learning
and that the most important feature of feedback is its focus on what students will be able
to do and directions as to what they should do. The effects of feedback on the motivation
of students has been studied experimentally (Butler, 1987, 1988) and reviewed
extensively in the literature (Ryan & Deci, 1989; Wiliam, 1998). Most of these
investigations have established positive influences of feedback on student motivation.
Butler (1987) noted that feedback may constitute task-involving or ego-involving
motivation for students. A task-involving feedback is one that encourages students to
show interest in a given activity and its mastery while ego-involving feedback tends to
orient the student towards the self rather than the activity (Butler, 1987). She noted that
those who were given written feedback that contained encouragement and directions to
achievement goals showed great interest and enthusiasm to do more of the activity, and
made higher achievements.

Thus, the new ideas of using assessment to improve students’ learning have become
new challenges that are being thrown to teachers who use assessment for summative
purposes only. The current study investigated Ghanaian junior high school science
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teachers’ assessment practices to determine whether they have adopted the new
strategies of continuous assessment for improving their students’ science learning.

Method of the study
This study collected data from 158 science teachers out of a total of 180 questionnaires
administered in two education districts of Ghana. This represents 88% return rate. A
total of six teachers, three experienced and three inexperienced were selected with the
help of the education officers for a focus group interview (Cohen, Manion, & Morrison,
2000) to obtain in-depth information on some of the questions asked on the
questionnaire. The education officers have been working directly with the teachers and
thus could select experienced and inexperienced teachers based upon their number of
years of teaching. In this study the number of years the teachers had taught science
and their performance in science teaching were considered for their selection. The
interview also encouraged detailed discussion about the teachers’ assessment
practices and their perceptions about good continuous assessment. There were four
focus group meetings held with 24 students randomly selected from 13 of the teachers
and the exercise books of these students were inspected for the quality of tasks and
types of feedback given by teachers. There also were individual interviews with two
teacher educators and five education officers. The interviews were audio-recorded and
transcribed verbatim to retain as much of interviewees’ ideas as possible without
doctoring them.

Data from the questionnaire were analysed for themes and grouped into categories.
After the categorisation of teachers’ responses the data were coded and SPSS
computer programme was used to calculate the frequency of occurrence of each
category and percentage of teachers giving each category of response.
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Interview data were also categorised according to themes and compared to teachers’
responses from the questionnaire. The responses from the interviews were used to
corroborate responses obtained from the questionnaire.

The science syllabus for junior high schools was analysed for official policies on
continuous assessment. Sample assessment tasks from students’ exercise books were
collected and analysed. A checklist was used to record data from students’ exercise
books on the types of assessment tasks and kind of feedback teachers give. The
purpose of this process was to use the data to cross-check information gained from
teacher interviews and questionnaire in a process of triangulation.

Findings and Implications
The findings from the questionnaire are summarised under various headings and
analysed.

Training in continuous assessment
The results of the number of teachers trained in continuous assessment and areas
covered are shown on Table 1. The findings reveal that majority of the teachers
indicated that they did not have training in continuous assessment. The few teachers
who indicated as having trained in continuous assessment indicated mostly areas which
did not involve how to organize continuous assessment.
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Table 1
Teachers’ training in assessment during initial teacher education and after they began
teaching
Initial teacher education
Areas in assessment

Since teaching began

(n=155)

(n = 154)

No course on continuous assessment

133 (85.5)

135 (85.4)

Yes, had course on continuous assessment

22 (14.2)

22 (13.9)

Computation/compiling students marks for
cumulative records

12(7.7)

10 (6.3)

Diagnostic, formative and summative assessments

7 (4.5)

8 (5.0)

Designing rubrics

3 (1.9)

-

Areas in which training was received

Note: The numbers in brackets are percentages and not all teachers responded to the item

The majority of the teachers who indicated that they were trained in assessment had
training on how to compute marks obtained by students and how to compile them in the
Cumulative Records Book. Thus, majority of the teachers have not had training in
continuous assessment and may not be in the position to implement quality continuous
assessment in science.

Purposes of continuous assessment
The responses of the teachers to purposes and characteristics of quality assessment
tasks are shown in Table 2 in terms of number and per cent of responses.

Table 2
Teachers’ purposes for continuous assessment (n = 158)
Teachers’ knowledge of…

Number of
responses

Per cent of response

99

62.7

Purposes of Continuous Assessment
Identification of how much students know
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Grading, reporting and placement

50

31.6

Counselling/remediation

42

26.6

Assessing teacher efficiency

33

20.9

Validity of tasks

58

36.7

Reliability of tasks

47

29.7

Fairness/equity of tasks

46

29.1

Comparability of tasks

43

27.2

Authenticity of tasks

21

13.3

Knowledge of characteristics of quality
assessment tasks

Note: Some teachers gave more than one response for the purposes of assessment

A large proportion of the responses concerned using continuous assessment to find out
what students have learnt (63%) and report on students (32%). Only a few responses
(27%) indicated that the teachers were using continuous assessment to help students
learn and also as feedback to teachers to improve their teaching (21%). This implies
that majority of the teachers do not use continuous assessment to help students’
learning of science at the junior high school level. An inspection of students’ exercise
books corroborated the findings as tasks given to students were mostly of the recall or
low order types which sought to find out what students know rather than high order type
tasks that would test students’ understanding of science concepts.

Characteristics of quality assessment tasks
When the teachers were asked to state how they ensured validity of their assessment
tasks only about 37% of the responses indicated issues concerning validity such as
‘Align tasks with curriculum’ (32%) and ‘All dimensions covered’ (five per cent). The
majority of the responses (63%) did not concern validity, for example ‘Calling students to
inspect their exercise books’ and ‘Keeping good records of students’ marks’.
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On the reliability of tasks only 30% of the responses were on issues concerning
reliability, such as ‘Set tasks to the level of students’ (20%), ‘Pilot-test tasks’ (five per
cent) and ‘Give simple and clear tasks’ (five per cent). The majority of the responses
(70%) did not concern reliability, for example, ‘Keeping records of marks students attain’,
and ‘Recording exactly what students got’.

On fairness/equity of assessment tasks only 29% of the responses were on issues
concerning fairness/equity, such as ‘Give diverse tasks’ (17%), ‘Let tasks be at level of
students’ and ‘Let tasks be on curriculum’ (12%). The majority of the responses (71%)
did not concern fairness/equity of tasks, for example, ‘Do unbiased marking’, ‘Do not
favour some students’ and ‘Discussing the outcome of students’ performance’. Though
these responses connote fairness in marking and feedback to students they did not
concern ways of ensuring fair and equitable tasks that could be handled by all ability
group students.
On comparability of assessment tasks only 27% of the responses were on issues
concerning comparability, such as ‘Consult other teachers’ and ‘Consult other schools’.
The majority of the responses (73%) did not concern comparability of tasks, for
example, ‘By grading pupils accurately’, ‘Supervising students to avoid cheating’ etc.

Only 13% of the responses indicated were on issues concerning authenticity of tasks, for
example, ‘Task should be on familiar situations’ (10%) and ‘Tasks should be relevant to
individual or society’ (three per cent). The majority of the responses (87%) did not
concern authenticity of tasks, for example, ‘To check whether the pupils did not copy
from each other’, ‘Good supervision’ etc.

Teachers’ continuous assessment practice
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The results of the types of learning outcomes assessed by the teachers are shown in
Table 3 in terms of number and per cent of responses.

Table 3
Learning outcomes assessed by science teachers (n = 156)
Category of teachers’ responses

Number of responses

Per cent of responses

Understanding

106

67.9

Knowledge

97

62.2

Application of knowledge

96

61.5

Science process skills

65

41.7

Attitudes

27

17.3

Note. Two teachers did not respond to this item

Some of the teachers indicated more than one response to the item. A high proportion
of the responses indicate that the teachers assess lower dimensions of learning:
‘Understanding’ (68%) and ‘Knowledge’ (62%) while higher dimensions of learning form
a small proportion of the responses, ‘Science process skills’ (42%) and ‘Science
attitudes’ (17%).

Inspection of science exercise books of students
The exercise books of 24 students were randomly selected from 13 different classes,
mostly two per class and a checklist was used to determine the quality of the tasks and
how marking was done by the teachers. The exercises were made up of class
assignments, take-home assignments and class tests. Samples of exercises completed
by students and marked by their teachers are shown in Appendix A. The types of tasks,
students’ solutions and feedback given by teachers were analysed. It was observed that
the tasks were mostly open-response type questions and largely of low cognitive levels.
For example, questions were mostly on recall of scientific facts (e.g. What is…?,
State…., Mention…, List…, Define…). Most of the sample tasks had no feedback
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except marks. When the teachers were asked for samples of their marking keys none of
them was able to supply them.

The tasks and the teachers’ assessment practices were analysed with a 20-item
checklist and rated on a three-point scale comprising: No evidence = 1; Weak evidence
= 2; Clear evidence = 3, for the presence of the types of tasks or practice of
assessment. The median scores for the type of task and assessment practice of
teachers were determined and the results are summarised in Table 4

Table 4
Rating of teachers’ assessment practice seen in students’ exercise books (n = 13)
Characteristics of tasks and assessment practices
1. Tasks related to objectives
2. Learning outcomes adequately sampled
3. Tasks assess knowledge
4. Tasks assess comprehension
5. Tasks assess application of knowledge
6. Tasks assess science process skills
7. Detailed marking keys
8. Some tasks used across classes
9. Detailed comments on marked scripts
10. Feedback are marks or grades
11. Feedback are ego-involving
12. Feedback are task-involving
13. Students understand tasks/tasks lack ambiguity
14. Tasks are relevant to students/familiar contexts
15. Appropriate assessment method

Median score
3
2
3
3
2
1
1
2
1
3
3
1
2
2
3
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16. Teacher's consistency of marking
17. Tasks are made up of homework
18. Tasks are made up of class assignments
19. Tasks are made up of class tests
20. Tasks are made up of projects

2
3
3
3
1

The median is a central tendency of measurement which is most representative of the
distribution of the marks obtained in totalling up each teacher’s marks for an item. The
marks distribution is asymmetric so it is most appropriate to represent the central mark
with the median.

The data show that there was clear evidence of Items 1, 3, 4, 10, 11, 15, 17, 18 and 19.
That is the tasks were related to the objectives of the curriculum; the tasks assess
knowledge and comprehension; feedback are marks with ego-involving comments;
teachers used written tests which were appropriate to assessing knowledge and
understanding; tasks were made up of homework, class assignments and class tests,
respectively.

There was only a weak evidence of the presence of Items 2, 5, 8, 13, 14 and 16 which
imply that tasks were not designed to assess all dimensions of learning; only few tasks
were used across classes; students’ answers indicate that only few understand the
tasks and many tasks did not appear familiar to students; and there was little evidence
of consistency of marking.

For Items 6, 7, 9, 12, and 20 there was no evidence of their presence. This implies that
the tasks did not assess science process skills; there were no marking keys; no detailed
written comments concerning the solutions that students had presented and there were
no students’ assignments involving projects.

Interview results
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A focus group interview held with six of the science teachers about purposes of
continuous assessment revealed that most of them use continuous assessment to
determine students’ knowledge, capability and report on students. This corroborates the
findings from questionnaire data. One of the teachers said during the interview: “The CA
is made up of columns for class exercises, homework, project and examinations. The
class work has 40 marks, homework has 20 marks and examinations are 70% so we
use our assessments to record students’ performance in all these”. It was also revealed
that the teachers had limited knowledge of the profile dimensions which are the learning
outcomes expected of students. One of the teachers’ remarked during the focus group
that “The profile dimensions are the things you want the pupils to know at the end of the
lesson” while another teacher said “They talk about the various ways in which
assessment should be made”. It also came to light that the teachers did not plan their
continuous assessment as they plan their lessons. For example, one of the teachers
said “I organise continuous assessment after I have completed teaching a topic”. This
implies that that the teachers’ did not know that they had to plan and use assessment
tasks throughout their lessons.

The focus group discussion with students revealed that their continuous assessment
were mainly class tests and take-home assignments. It was also revealed that the
feedback they received were not task-oriented as they said their teachers wrote words
such as ‘excellent’, ‘keep it up’, ‘poor’, ‘see me’ and so on in their exercise books when
they marked them. These revelations were evident during the inspection of the students’
exercise books as feedback seen in them were marks and some few comments either
praised the students or admonished them for not being serious with their work.

Interviews held with education officers and teacher educators also revealed that they
had limited knowledge of the purposes of continuous assessment as most of them that
claimed continuous assessment was used find out what students had learnt and gather
information to report on students – summative purposes. The teacher educators and the
education officers also indicated that the training given to teachers in continuous
assessment was inadequate.

Curriculum and policy documents
Though the junior high school syllabus and the official policy documents expressed the
need to improve teaching through improvements in the assessment systems they did
not elaborate on the changes expected in the re-design of the continuous assessment
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system and the implementation procedures. None of the documents stressed the role of
diagnostic and formative assessments in teaching. This implies that teachers who
implement continuous assessment would not have guidance on new strategies needed
to integrate instruction and continuous assessment to improve students’ science
learning.

Conclusion
The study used teacher questionnaires and interviews with teachers, students, teacher
educators and education officers, policy and curriculum document analysis and,
samples of students’ exercises to collect baseline data on the implementation of
continuous assessment and purposes of continuous assessment. The findings show
that continuous assessment is separated from instruction as the teachers indicated that
they did the continuous assessment as a series of homework, class work and class
tests. Thus the teachers used continuous assessment mostly for summative purposes
with little or no feedback to students. The curriculum and policy documents were not
explicit on the procedures that teachers should use to incorporate assessment into their
instruction so as to enhance teaching and students’ involvement. It was also found that
most of the teachers had no training in assessment and lacked assessment literacy as
they had limited knowledge of purposes of continuous assessment and characteristics
of quality assessment tasks. The practice of continuous assessment is thus teachercentred as teachers only prepare tasks for assignments and tests but not for involving
students during instruction. The challenge is, therefore, thrown to education authorities
to design policies that would enable science teachers use continuous assessment to
enhance students’ science learning.
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A Longitudinal Study Examining the Value-added Impact of Undergraduate and
Graduate Level Professional Development School Preparation on Teacher Retention
Dr. Thomas D. Proffitt
Professor of Secondary Education and Associate Dean, College of Education, Towson
University
Hawkins Hall 304, Towson University, Towson, MD 21252
tproffitt@towson.edu

The high attrition rate of beginning teachers is a source of concern not only for
school systems, but also for universities involved in teacher preparation. This paper will
describe and analyze the data from an ongoing longitudinal study examining the extent to
which beginning teachers who have completed undergraduate and graduate level PDS
preparation at Towson University are retained as classroom teachers in multiple school
systems, and compare the retention outcomes of the two models.
As noted by Latham and Vogt (2007), “the PDS model has been criticized for the
fiscal, temporal, and human resources it demands’ (p. 155). While PDS preparation does
cost more than traditional teacher preparation, given the unprecedented financial and
educational costs of attrition, this perspective is shortsighted as it ignores the cost-offsets
resulting from PDS preparation. This paper will also explore four specific financial and
educational costs associated with attrition and potential cost-offsets resulting from
increased retention rates associated with PDS preparation.
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QVO VADIS MAGISTER ARTIUM? THE INFLUENCE OF EXECUTIVE
MASTER'S PROGRAMS IN AN ISRAELI RESEARCH UNIVERSITY
Abraham Yogev
School of Education, Tel Aviv University, Tel Aviv 69978, Israel
E-mail: Yogev@post.tau.ac.il

Abstract
Studies show that during recent decades the Master's degree has mainly become an
independent professional degree, unrelated to doctorate studies. But in some
countries, like Israel, it is still considered a stepping stone toward doctorate studies.
Changes in that respect may however occur due to recent privatization processes in
higher education. In this study we focus on the executive master's programs which
have flourished in Israeli universities in the last few years due to public budgetary
cuts. In Tel Aviv University, used as a case study, there are 16 such programs, mainly
in the humanities and social sciences. Their students enroll in one-year programs, for
two days a week, pay at least twice the subsidized tuition, and constitute over a
quarter of the master's degree recipients on a yearly basis.
Since the executive programs are presented inside and outside the university as
equivalent to the regular two-year master's programs, we first compare the executive
and regular programs along ten criteria, ranging from prerequisites and the detailed
program structure through the size and types of the teaching faculty. The comparison
reveals that the executive programs are different in various respects than the regular
ones. In other words, they have introduced into the university double standards
regarding identical or similar master's degrees. We further show that since the
initiation of the executive programs the number of enrolling students in many of the
regular master's programs has declined. It may therefore be concluded that, in the long
run, the necessity to rely on executive programs for budgetary considerations may
eliminate the function of the master's degree as a stepping stone toward doctorate
studies. This, however, requires a careful consideration of direct Ph.D. programs,
especially in the humanities and the social sciences.
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Service-learning: Not Your Routine Teaching Strategy
Faith Y. Miller, CDA, RDH, MSEd and Charla J. Lautar, RDH, PhD
School of Allied Health, Dental Hygiene Program
College of Applied Sciences and Arts
1365 Douglas Drive, Mailcode 6615
Southern Illinois University Carbondale
Carbondale, IL 62901
Faith Y. Miller: fymbags@siu.edu

Charla J.Lautar: cjlautar@siu.edu

Presently, service-learning has become a methodology that is replacing or expanding
internship training. For service-learning to occur, the pedagogical activity must bridge the
theory to the practical, meet the needs of the community, instill a sense of civic
responsibility, and contain a reflective component. The purpose of this session is to
briefly review the service-learning literature and to provide an example of how servicelearning can be incorporated into the curriculum. The rewards gained from both the
faculty and students’ perspectives will be highlighted. Strategies and barriers, and
recommendations for implementation will also be discussed.
By attending this session, the participants will be able to:
1.
2.
3.

Establish a working definition of service-learning as it pertains to their
discipline.
Describe the emphasis on both service and learning.
Distinguish between volunteerism and other experiential activities.
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Challenges in Language Acquisition and Content Area Learning:
The Case of English Language Learners (ELLs) at Post-Secondary Levels

The authors will present a research study on the processes by which some English
Language Learners (ELLs) attending a university in the southeastern region of the U.S.A.
develop literacy skills and the strategies that these students use to comprehend subject
matter in various academic disciplines. Strategies described are include a priori categories
as indicated in the literature such as motivation, questioning and metacognitive
behaviors, as well as other emergent themes. Implications for the educational community
will be identified and suggestions for future research recommended.
Justification for the Study
A review of the available literature indicates that very little research exists in the
U.S.A. to address the literacy needs of ELLs at post secondary levels (Kasper, 1994).
Most ELLs are introduced into the mainstream university curriculum after only four
semesters of language learning. They are not fully prepared to deal with the linguistic and
academic demands of the university curriculum (Cummins, 1994). Consequently, they
face many challenges.
Purpose of the Study
The purpose of this study was to examine the process of literacy skills acquisition
for ELLs with limited English proficiency (LEP) attending a university in the
Southeastern region of the U.S.A., and to explore the strategies that these ELLs use to
comprehend subject matter in the content areas of the mainstream university curriculum.
Research Questions
Overarching Questions:
1) What are the processes by which ELLs attending a university in the southeastern
region of the U.S.A. develop literacy skills?
2) What strategies do ELLs attending a university in the southeastern region of the
U.S.A. use to comprehend subject matter in the content areas of the mainstream
university curriculum?
Guiding Questions:
• What difficulties do ELLs attending a university in the southeastern region of the
U.S.A. encounter in the content areas of the mainstream university curriculum?
• What study habits account for any success experienced by ELLs attending a
university in the southeastern region of the U.S.A.?
• What is the meaning of studying in a second language for ELLs attending a
university in the southeastern region of the U.S.A.?
Theoretical Framework
The following theoretical frameworks guide this research:
• Constructivism: knowledge is constructed through social interactions, experience,
and reflection (Vygotsky, 1978).
• Bilingual Language Learning: a complex process of knowledge construction as well
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•

•

as many cognitive, internal, and external factors that are not easily observable
(Wenden & Rubin, 1987).
Second Language Acquisition: viewed from multiple interdisciplinary perspectives ;
psycholinguistics, sociolinguistics, neurolinguistics, and classroom research (Beebe,
1988).
Proficiency in Foreign Language: includes using the language for both social and
academic purposes. Basic interpersonal communicative skills (BICS) take at least two
years to acquire, and cognitive academic language proficiency (CALP) requires a
period of at least five to seven years (Cummins, 1994). After two years, ELLs at the
university level have not yet developed the proficiency in the language register
required for academic success in mainstream college courses (Cummins, 1994;
Krashen, 1981, 1982, 1985; Long, 1983).

Literature Review
One of the most important skills for students to acquire is the ability to read and
comprehend course material in the various disciplines. This skill determines academic
success and consequently enhances personal, social, and economic opportunities (Vacca
& Vacca, 2005). According to the National Clearinghouse for Bilingual Education, ELLs
are the fastest growing cohort of learners at all levels of education in the U.S.A. today. At
elementary and secondary levels, they are still the lowest in reading achievement
(Menken & Look, 2000).At post secondary levels, little information exists about
instructional and learning strategies grounded in theory and practice that will assist ELLs
acquire subject matter in content areas (Fung, Wilkinson & Moore, 1999; Kasper, 1994).
This lack of attention to ELLs at university level may be due to a combination of factors
that include: (a) the dynamic, evolving, and sometimes controversial state of reading
research in general and, (b) the lack of consistent and generalizable findings on second
language reading processes and programs (Fitzgerald, 1995).
The rapid growth and diversity among ELLs at post secondary levels is seen in:
(a) their age, (b) prior educational experiences , (c)cultural heritage, (d), socioeconomic status , (e),country of origin, (f) levels of primary and English language
development , and (g) literacy development (Peregoy & Boyle, 2000).
Variety also exits along personal lines such as interests, desires, aptitudes, and potentials
ELLs at the university level have many difficulties to overcome in the following
areas:
•
Limited English proficiency
•
The nature of instruction received during language learning years
•
Literacy abilities and experiences in the first language
•
Inadequate background knowledge of course material
•
The short length of exposure to the target language
•
The age factor (Cummins, 1994; Krashen, 1987; Lenneberg, 1967; McNeil, 1966).

Method
Qualitative Case Study
This collective case study examines various factors that are embedded in each
participant of the study (Yin, 1994). The main unit of the study involves two participants
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who are all ELLs with limited English proficiency (LEP), attending a university in the
southeastern region of the U.S.A.
Context and Setting:
A university at a southeastern region of the U.S.A. Current student enrollment for
spring 2008 is about 15,000. International students’ enrollment is about 300 from 65
countries. At the time of the study, about 43 students were enrolled in the English
Language Institute (ELI).
Participants: 2
¾ Kim: Country of origin: Korea
• First language: Korean
• Other languages: Japanese and French
• Years of learning English: about 14
• Doctoral student, Department of Mass Communication
¾ Johanna: Country of origin: Panama
• First language: Spanish
• Years of learning English: about 9
• Undergraduate student, Accountancy
Secondary Participants: 4
• Dr. Wagner: Faculty member (coordinator of a graduate program in a department that
has a high enrollment of ELLs), 31 years of teaching experience
• Mrs. Lucas: Director of the English Language Institute (ELI), 34 years of teaching
and administrative experience
• Mr & Mrs. Nicholas: ESL instructors [ELI], 29 years of teaching

Data Collection/Analysis
A pilot study was conducted in the spring of 2003. The pilot study involved only
one participant; an ELL at the university. The main study was conducted through the fall
and spring semesters of 2004/2005.
• Data collection: Data collection took the form of interviews, observations, and
examination of written artifacts and documents (e.g., GPAs, examination papers, term
papers, class notes). Interviews were semi-structured and unstructured. Each case was
analyzed individually to understand the language acquisition process. Cross-case
analysis was done to look for common themes indicating (a) challenges faced in the
content areas of the mainstream university curriculum, and (b) strategies used to
overcome difficulties.
Verification and Validity:
• Triangulation/ Member Checks: : There were multiple sources of data collection
(students, a university professor, administrators of the ELI, ESL instructors), and
various types of data (field notes from observations, interviews, and documents).
Participants examined and verified rough drafts for accuracy of meanings and
interpretations.
Ethical Considerations: Participants signed informed consent forms and were named
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with pseudonyms.
Findings
Question 1:
English Language Learning Process:
The two primary participants:
• Started learning English in their various countries by middle school
• Used grammar-translation method
• Emphasis on memorizing grammatical structures
• Learning consisted of reading and writing; mainly translating texts from one language
into English
• Very little emphasis on oral communicative skills
• Absence of natural authentic context for communication
• Participants’ perception of this method: Ineffective. “I don’t consider those years as
learning English . . . when I studied before, I was just memorizing ” (Johanna). “I
should have prepared more . . . before coming” (Kim).
English Language Learning Process at ELI:
• Eclectic method of teaching and learning
• All language skills emphasized
• Learning styles taken into consideration
• Variety of teaching/learning resources
• Authentic communication with native speakers of the language both in and outside of
class
Difficulties Encountered in Mainstream Content Areas :
¾ Receptive and Expressive Language Difficulties
¾ Writing
 Note-taking in class
 Term papers
 Examinations
¾ Reading and Understanding Specialized Content Material
 Lack of prior knowledge
 Poor word recognition
 Inability to understand internal structure of texts and complex syntactic structures of
written language
¾ Differences in Teaching, Learning, and Assessment Methods

Question 2:
Strategies Used:
¾ Motivation
¾ Socializing
¾ Academic Peer Coaches
¾ Study Groups
¾ Use of Media
¾ Note-taking
¾ Use of Dictionaries
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¾
¾
¾



¾

Video-learning
Working Hard and Spending more Time on Task
Metacognitive Behaviors
Attention
Self-solving
Asking questions
ELLs’ Self-perception as Language Learners (satisfaction, sense of accomplishment)

Implications and Recommendations
Implications for this study include the following:
¾ The ELI curriculum should include both learning and study skills that students could
later use in the mainstream university classes.
¾ University instructors should improve instructional methods (e.g., explain new
vocabulary words, include visual aids, provide guided notes, provide specific
directions to students about subsequent topics to be discussed, modify and use a
variety of assessment methods, adopt a non-judgmental approach to grading ELLs’
academic work).
¾ University administration should hire and retain international faculty members. These
faculty members appear to be “sympathetic” to ELLs and the challenges that they face
in the U.S. academic context. Their presence also gives ELLs a sense of belonging,
motivates them to work harder, and this may increase retention rate for ELLs in the
university.
¾ Non-ELLs could use some of the strategies to increase academic success (e.g.,
studying hard, reviewing immediately after lectures).

Directions for Future Research
Empirical studies are needed on how to prepare university professors to
adequately accommodate the increasing number of culturally and linguistically diverse
learners in university classrooms (e.g., how to involve all students in class discussions,
how to use a variety of assessment tools that meet the broad range of learning styles,
and how to appreciate the various academic and cultural backgrounds represented in
university classrooms in the U.S.A. today).
Conclusions
• ELLs at the university level face many challenges in using the English language and in
comprehending content material in the American context.
• ELLs use several personal, inter-personal, literacy, and metacognitive strategies to
overcome their difficulties.
• ELLs’ overall perception of themselves as students studying in a context where
English is the sole medium of instruction and learning is positive.
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The divergent learner can be defined as a global, non-sequential learner. This study found the divergent
learner’s style of learning to be incongruent with the traditional college setting. A survey was administered
to a sample of 204 undergraduate college students with a variety of majors and classifications. Data
analysis using a Pearson intercorrelation matrix indicated that levels of divergence may affect a student’s
success in college. Findings suggest that higher levels of divergence in males tend to yield lower college
grade point averages. Implications from this analysis indicate that while college males have learned to
squelch their divergence in order to function in highly traditional settings, these settings do adversely affect
their academic performance. A longitudinal study is needed to determine if divergent males are less likely to
attend a four year college.
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Synopsis of a paper presented at the Hawaii International Conference on Education, Honolulu, Hawaii,
January, 2009.

Between the two of us, we have more than 50 years of experience in teaching preservice and practicing
teachers and in writing college textbooks for these audiences. We have learned that most preservice and
practicing teachers are quite motivated to acquire knowledge about how children learn and how to teach
them more effectively. Nevertheless, many of them tend to have fairly traditional views of learning and
instruction that may limit their ability to change their teaching behaviors in ways that maximize children’s
learning and development. For example, many believe that:
• Learning is a process of passively absorbing information.
• Information can best be remembered through repetition and rote memorization.
• Effective learning processes come naturally to children.
• Students can turn their motivation on and off at will.
• Students learn best from teacher explanations and lectures.
• Instruction and assessment are separate, unrelated practices.
Numerous research studies have found each of these beliefs to be indisputably false (e.g., see Ormrod,
2008).
When learners have misconceptions that interfere with their ability to gain productive perspectives about
a complex topic, then conceptual change is in order. Both research and our own experience tell us that
many preservice teachers and a fair number of practicing teachers are in need of conceptual change
about the nature of human learning and instruction (e.g., Daniels & Shumow, 2003; Goldstein &
Freedman, 2003; McDevitt, Jobes, Sheehan, & Cochran, 2007). Unfortunately, overhauling one’s existing
beliefs about human beings can be quite a challenge (e.g., see Guzzetti & Hynd, 1998; Pintrich, Marx, &
Boyle, 1993; Sinatra & Pintrich, 2003). Numerous roadblocks interfere with learners’ ability to cast aside
current misconceptions for more productive perspectives:
• Many misconceptions and other counterproductive beliefs lurk “below the surface” of conscious
knowledge; that is, they take the form of tacit knowledge that does not easily come into conscious
awareness (e.g., Schraw & Moshman, 1995).
• Human learners of all ages appear to have a confirmation bias: a general tendency to look for
evidence that supports—rather than contradicts—what they currently believe (e.g., Kuhn, Amsel, &
O'Loughlin, 1988).
• Many human learners (including many young adults) have a fairly rigid, absolutist view of
knowledge: They take the teachings of one or more authority figures (perhaps a parent, particular
professor, or culturally espoused dogma) as being facts that must be unconditionally accepted as
true, rather than as ideas that require critical analysis and evaluation (e.g., Kuhn & Weinstock,
2002).
• Learners may have a personal or emotional investment in their existing beliefs, especially if such
beliefs are an integral part of their personal or cultural heritage (e.g., Sherman & Cohen, 2002).
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• Some prospective teachers hold definite biases about educational and psychological research. One
preconceived notion we have occasionally encountered is that psychological principles and
research methodologies are, at best, common sense, and, at worst, mumbo-jumbo. Furthermore,
some preservice teachers believe that teaching is an art rather than a science, when in fact
teaching is—and must be—both an art and a science. An anti-research bias may be at work when
prospective teachers claim that systematic investigations of effective and ineffective instruction are
irrelevant to their own classroom practice (Bracey, 1989; Gore & Gitlin, 2004).
• Many preservice teachers have fairly naive views of their own learning; for instance, they may
believe that doing well in teacher education courses means memorizing definitions or specific
instructional procedures, rather than getting a general conceptual picture of how children learn and
can best be taught. Such naive epistemological beliefs lead them to study subject matter in their
teacher education program in relatively ineffective ways—ways that don’t cause them to revise their
current beliefs about children, learning, and instruction (e.g., Hofer & Pintrich, 2002; King &
Kitchener, 2004).
• Some preservice teachers (younger ones especially) tend to be more concerned about getting good
grades in their college classes than in truly understanding course content. In other words,
performance goals tend to predominate over mastery goals (e.g., Harackiewicz, Durik, Barron,
Linnenbrink-Garcia, & Tauer, 2008).
To be most effective in helping preservice and practicing teachers acquire productive beliefs about
learning and instruction, teacher educators must view these teachers as learners as well as teachers and,
accordingly, must employ instructional strategies that would help learners of any age undergo conceptual
change (McDevitt & Ormrod, 2008). Following are several strategies that we have found to be effective in
our own classes:
• Encourage meaningful learning and critical thinking over rote learning—for example, by asking
learners to relate new ideas to their prior experiences, by posing questions that encourage critical
thinking about the subject matter, and by giving assignments and assessments that require
understanding and application rather than rote memorization.
• Create experiences that reveal the constructive nature of learning—for example, by examining the
poor outcomes that result from hard-to-make-sense-of instructional material and by presenting inclass learning exercises in which learners must draw on their prior knowledge to make sense of
ambiguous information.
• Bring common misconceptions to the surface for conscious inspection—for example, by contrasting
a simplistic on/off-switch view of motivation with empirical evidence regarding the long-term
cumulative effects of success and failure experiences on motivation-related characteristics (e.g.,
self-efficacy, self-regulation, attributions).
• Repeatedly present information that contradicts misconceptions—for example, by presenting
numerous concrete examples of empirically validated principles in action in learners’ own
experiences.
• Analyze case studies from new, more productive perspectives—for example, by presenting
scenarios of struggling elementary or secondary students whose behaviors might be interpreted in
a simplistic blame-the-student manner or, alternatively, in a more productive strategies-to-help-thestudent manner.
• Translate abstract principles into concrete strategies—for example, by requiring theoretical
rationales and/or empirical support as essential components of lesson plans.
• Create a learning community that is socially and emotionally supportive of conceptual change—for
example, by communicating that many misconceptions about human nature are pervasive in our
society and therefore apt to be seen in even the most intelligent learners.
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Abstract
Given the current educational landscape of ambiguity and sometimes chaos, even
the casual observer understands the need for collaborative leadership. Evidence-based
collaborative practices and strategies are abundant in the leadership literature for those
seeking to empower and inspire the organization through the art of collaborative
leadership (Bolman & Deal, 2003; English, 2008; Fullan, 2006; Garmston, 2007; Hoy, et
al., 2006; Kouzes & Posner, 2007; Northouse, 2007; Rosen, 2007; Senge, 2006;
Sergiovanni, 2005).
Kouzes and Posner (2007) continue to collect leadership data from six continents
that support the use of their Five Exemplary Practices. These practices, when studied and
practiced concurrently with Senge’s Five Disciplines (2006); and the due consideration of
other current research, hold great promise for improved collaborative leadership practices
in American Education.
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The Art of Collaborative Leadership: Practices and Disciplines
Fenwick English (2008) reminds us that educational leadership is an applied
profession. While educational leaders are prepared in a curriculum defined by research,
English (2008) opines that educational leadership is always an art form involving
performance and storytelling. These beliefs are strikingly similar to the works of Kouzes
and Posner (2007) and Senge (2006).
During the past two years, this author has been part of a curriculum development
team for a new Doctorate of Education (Ed.D.) degree in the California State University
System. As the primary researcher/writer for the leadership coursework outlines and
sample syllabi, I had an opportunity to preview many texts and materials for possible use
in our coursework. After eighteen months of study and reflection, and knowing I would
be teaching the first leadership course, I settled on James Kouzes and Barry Posner’s
fourth edition of The Leadership Challenge, and Peter Senge’s The Fifth Discipline,
revised 2006, as my primary required texts.
Many would agree that Kouzes and Posner consistently discuss the art form of
leadership, through performing and storytelling. The Fifth Discipline (Senge, 2006)
while used by some in educational leadership preparation, was generally thought to have
more application in the world of business. Even with the use of disciplines, the systems
archetypes and language seemed over-powering and irrelevant to educational leadership
preparation.
Senge (2006) clearly defines learning disciplines for the reader and takes no credit
for inventing the five disciplines. Moreover, Senge provides an operational definition of
a discipline as a “body of theory and technique that must be studied and mastered to be
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put into practice” (Senge, 2006, p.10). The five learning disciplines differ from the
traditional management disciplines in that they are personal disciplines (Senge, 2006)
Because they are personal, Senge opines that they are more like artistic disciplines than
the familiar management disciplines. Senge believes all five disciplines of personal
mastery, building shared vision, mental models, team learning and systems thinking must
“develop together as an ensemble” (Senge, 2006, p. 11).
Kouzes and Posner (2007) have developed an evidence-based leadership model of
five exemplary leadership practices based on several decades of research on personal-best
leadership experiences. The five practices of model the way, inspire a shared vision,
challenge the process, enable others to act and encourage the heart; are consistently used
by effective leaders to accomplish extraordinary results. Kouzes and Posner (2007)
demonstrate that these five practices are available to all people and are not the exclusive
domain of only a few great leaders.
Given that very brief introduction to the works of Senge, and Kouzes and Posner,
the remainder of this article will discuss how each discipline and exemplary practice can
inform and add value to the preparation of the educational leader, when studied together
in context. The following Table 1, Comparison of James Kouzes and Barry Posner’s
Five Exemplary Practices and Peter Senge’s Five Disciplines will be the focal point of
the discussion, with other relevant research included, as appropriate.
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Table 1 A Comparison between Kouzes and Posner’s Five Exemplary Practices of
Leadership and Senge’s Five Disciplines.
Element
(Common)
Values/Actions
Congruence

Kouzes & Posner
(Practice)
Model the Way:
Clarify Values
Align Actions with values

Senge
(Discipline)
Personal Mastery:
Clarify Personal Vision
Hold creative tension

Shared Vision

Inspire A Shared
Vision:
Envision Future
Enlist Others
In common vision

Building Shared Vision:
Unearthing shared pictures
of the future
Commitment not
Compliance

Question the
Status Quo

Challenge the Process:
Search for Innovation and
opportunities
Experiment-take risks

Mental models:
Surface internal assumptions
be open to scrutiny
Learningful conversations

Learning Together
Through
Collaboration

Enable Others to Act:
Foster collaboration through trust
& relationships
Strengthen/empower others

Team Learning:
Suspend assumptions and
Enter into dialogue
Thinking together and
learning as a team

Integration of the
Whole

Encourage the Heart:
Creation of a culture of celebration
through individual & group
recognition
Celebrate a Spirit of Community

Systems Thinking:
Integrate all disciplines into a
body of theory/practice
Whole exceeds the sum of the
parts

Five common elements have been selected as comparison points to discuss the
practices and disciplines as each can impact educational leadership. Each common
element will be discussed briefly along with how the corresponding practice or discipline
relates to the element.
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Values/Actions Congruence
It is evident that leader values and actions congruence is of profound importance
in gaining credibility in the organization. We know that values are personal and makeup
the central beliefs of the individual. Milton Rokeach (1973) identified two types of
values: instrumental values, and end values. The instrumental values are the here and
now values and the end values are the vision/terminal values. Rokeach (1973), as many
believe today, stated that people need both types of values. These values guide our
actions, inform our decisions, drive our commitment, and help us focus on the present as
it impacts the future. Fullan (2003) makes the case even clearer through his work on the
moral imperative for school leaders.
The Kouzes and Posner (2007) practice of Model the Way addresses both types of
values. Under their model, the leader must clarify personal values which give the leader a
voice to actions. This is the way of becoming an authentic leader with credibility,
admired by followers. Leadership is both art and science, but this clarification of values
with voice, is the personal expression of the art of leadership. Having a voice and giving
voice to your beliefs is not enough. The leader must also have skills and competence.
Your ability as a leader is determined not only by your guiding beliefs, but also by your
ability to act on the beliefs (Kouzes & Posner, 2007).
Next in Model the Way, the leader must set the example by personifying the
values and teaching others to model the values. According to Kouzes and Posner (2007),
this is where the leader earns and sustains credibility. Teachers and staff will watch very
closely how you spend your time (daily calendar), your use of words, how you handle
critical incidents and the telling of stories. The leader is modeling the behaviors and
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substance expected in the organization. Values are being affirmed daily and everyone in
the organization is held accountable to the shared beliefs, as aligned with the actions of
all. As Johnson (2001) indicates in his work with corporations, the core values become
the core ideology of the organization. The leader teaches and reinforces through symbols,
artifacts and metaphors; the props in the drama and performance that is art in the truest
form (Kouzes & Posner, 2007). Bolman and Deal (2003) and Deal and Peterson (2003),
in similar vein, discuss how the Symbolic Frame of leadership shapes the culture and
provides organizational drama.
The Senge (2006) discipline of Personal Mastery seems to fit and align with the
prior discussion of finding congruence with values and actions. As this discipline
becomes a part of the daily repertoire of the leader, Senge (2006) believes two underlying
movements are set in motion. The first movement is continually clarifying what is
important to us. The second movement is the continual learning required to see current
reality. Senge (2006) calls this movement “creative tension,” generated by the
juxtaposition of vision with current reality.
By continually clarifying what is important to us, we certainly deal with values as
our personal vision of what we want becomes clearer. Senge (2006) states that perhaps
the easier part of Personal Mastery is this personal vision of what we desire. This whole
internal discussion is inextricably connected to one’s purpose: why am I alive and here at
this moment in time? Senge further defines purpose as general and personal vision as
more specific and directional. Moreover, Senge discusses values/desires such as health,
integrity, and freedom in much the same manner as Kouzes and Posner (2007).
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Holding creative tension during the second movement is the real challenge of the
leader of an organization. Senge explains that most people have difficulty talking about
their visions even when they are clear. He suggests that most people are aware of the gap
between current reality and the vision, and this creates tension. This gap can engender
hopelessness and it can also be a source of energy. Senge calls this gap “creative
tension” and believes this is indeed a source of energy and a central principle in Personal
Mastery (Senge, 2006, p.140). Creative tension is the force that appears as we realize the
gap between visions and current reality. It is basically neutral tension that helps bring
current reality to the vision. The danger, according to Senge (2006), is not controlling
negative emotions that may accompany the process, known as emotional tension.
Emotional tension lowers the expectations of the vision, possibly bringing everything
back to current reality.
Shared Vision
Kouzes and Posner (2007), similar to Hoyle (2007) indicate that leaders have
visions and dreams of what could be. It is these dreams that allow visionary leaders to
invent the future as they gaze across the horizon of time. Leaders, following this line of
reasoning, can create a new future or destination, where no one has gone before (Kouzes
& Posner, 2007). If one harkens back to Captain Kirk and the popular Star Trek
television series of the 1980s, this gives you the mental picture, without the spaceship.
However, as Kouzes and Posner (2007) state, these visions of the future are only
images of the future until they are shared. Hoyle (2007) opines that this action allows
“futuring,” which makes the vision happen. The leader cannot command commitment to
the vision; it is only through inspiring, those followers will get onboard the vision train to
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the future. The vision may begin as only a theme in the mind of the leader and it is only
through reflection on the past, present and future, that the vision becomes enriched with
detail and common purpose for the organization. The vision reveals higher order values
and allows the leader to be what Kouzes and Posner (2007) call forward-looking.
The next critical step is to enlist others in the vision by appealing to shared
aspirations and ennobling possibilities of the future destination. Kouzes and Posner
(2007) refer to this action as finding the common purpose and an ideal that gives meaning
to all. This newly found uniqueness sets the group/organization apart from others and
fosters pride in the organization.
Perhaps the best inspiring exemplar we have in America and maybe the world is
Dr. Martin Luther King, Jr. He aligned his dream/vision with the people’s dream and it
lives even today, forty years after his assassination. MLK used powerful words and
metaphors for what Kouzes and Posner (2007) call animating or giving life to the vision.
This genuine, from-the-heart presentation was memorable for many and continues to
inspire today in the 21st Century.
Peter Senge’s discipline of Building Shared Vision is based also on commitment
of constituents and not compliance from the top. He believes that, “when there is a
genuine vision, people excel and learn, not because they are told to, but because they
want to.” (Senge, 2006, p.9) In addition, Senge, like Kouzes and Posner, believes the
personal vision must be translated into the shared vision to impact the organization.
Shared vision is vital to the learning organization because it provides the focus
and energy for learning (Senge, 2006, p. 192). Similar to Kouzes and Posner (2007)
Senge believes that, shared vision uplifts people’s aspirations and the work becomes part
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of pursuing a larger purpose. The shared vision is the rudder that keeps the learning
process sustained and on course when problems surface in the organization. By acquiring
personal mastery, the foundation is there for developing the shared vision (Senge, 2006).
Personal visions and images of the future are unearthed in the learning
organization to create the shared vision. Senge (2006) uses the metaphor of the
hologram, a three-dimensional image created by interacting light sources. If one divides
up the hologram into smaller divisions, the individual images remain, combining to
display the whole image which is the shared vision (Senge, 2006, p. 198) This is a
powerful metaphor that has stood the test of time, appearing in Senge’s first edition of
The Fifth Discipline in 1990.
According to Senge (2006), spreading the vision throughout the organization
requires enrollment and commitment in the process. The act of enrolling is a free choice
option, but commitment requires a greater investment of energy and passion to make the
vision a reality. This construct reminds one of the old story of the ham and eggs meal and
the roles of the chicken and the pig. The chicken is enrolled, but the pig is really
committed, based on the contributions of each. A simple story but it exemplifies Senge’s
thoughts on enrollment and commitment to the shared vision.
Finally, Senge like Kouzes and Posner, believes strongly that the shared vision
gains traction and credibility through the core values of the leader and the organization.
This helps the learning organization answer the: 1) what or vision, 2) the why or
purpose/mission, and, 3) how do we want to act or the values that govern our actions
(Senge, 2006, p. 208) All three ideas together answer the question of what we believe in
as an organization.
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Questioning the Status Quo
Appropriately named, the Kouzes and Posner (2007) leadership practice of
Challenge the Process, does indeed question the status quo. The essentials of this
practice include searching for opportunities and experimenting and taking risks.
Searching for opportunities involves seizing the initiative through personal challenge and
what is called “whitewater” change. Kouzes and Posner (2007) use the metaphor of fast
water change and riding the rapids of change; putting forth one’s best personal leadership
effort.
However, this is not just about initiative in the leader; it is about encouraging
initiative and change in others within the organization. Simply stated, it is leadership that
is proactively challenged with purpose, not money or rewards. Another Kouzes & Posner
metaphor that exemplifies this best is the mountain climber scaling peaks. This challenge
is not about position; it is clearly about attitude and desire in the face of obstacles. The
meaning comes from inside, the clarified values and the belief system. While the job
may very well be about economics and technology, work is the expression of our soul
and spirit; it is unique and creative (Kouzes &Posner, 2007). This creative spirit allows
us to innovate and deal with change and future challenge.
Kouzes and Posner (2007) believe that innovation requires looking outside the
organization for new ideas. This action requires sending everyone out looking, deep
listening on the part of leaders, and then balancing the outside with the internal insight.
As the status quo is questioned, teams are renewed, work becomes more fun, and
meaningful challenges are engaged (Kouzes & Posner, 2006).
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All of this experimentation and taking risks is conducted within the parameters of
generating small wins and learning from the experiences. Kouzes and Posner (2007)
indicate that incremental steps with small wins are the key to accomplishing the larger
goals. Alcoholics Anonymous and Weightwatchers are provided as two prime exemplars
of the power of small wins. Of course, the recent Democratic primary elections provide
another exemplar. Obama focused on the power of the Internet and small contributions,
while Clinton continued with traditional, large contributions. The Clinton campaign
ended in loss and deep debt. Through this process, risks are measured and not foolhardy,
establishing a safe environment and a climate for learning by all (Kouzes & Posner,
2007).
The discipline of Mental Models also requires learningful conversations and the
surfacing of internal assumptions (Senge, 2006). Senge defines mental models as
“deeply ingrained assumptions, generalizations, or even pictures or images that influence
how we understand the world and how we take action.” (Senge, 2006, p. 9) Working
with mental models requires one to turn inward and learn to unearth the internal pictures
we have of the world. Senge (2006) like Schein (1985) believes that we must surface
these unquestioned assumptions and subject them to vigorous scrutiny. Rusch (2005)
believes that the power of silence is an institutional barrier blocking organizational
learning in many school systems. The Mental Models discipline requires one to practice
“learningful” conversations that balance inquiry and advocacy (Senge, 2006). This all
happens as people explore how they think effectively and in turn, make that thinking
open to the influence of others.
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Several considerations are always present with mental models. Senge suggests
that, in most situations, mental models exist below the awareness of people and are
therefore implicit. The Detroit automakers are a prime exemplar of how mental models
can hold status quo and not institute needed change. As Senge (2006) shares in this
exemplar, the automakers mental model of the car styling being all people cared about
resulted in declining car quality and market share with foreign automakers. By not
recognizing the mental model in practice, Senge (2006) believes the efforts to foster
systems thinking go unattended.
In practice, mental models are usually incomplete, nonsystemic and based on
unearthed assumptions in individuals and the organization (Senge, 2006). Reflective
practice first developed by Schon (1983), allows the practitioner to reflect on thinking
while acting. Senge believes that the early work of Argyris and Schon (1974) is the basis
for reflective practice today and the foundational essence of mental models. It is through
reflective practice and interpersonal learning skills that people become generative rather
than reactive. Generative learning, according to Senge (2006, p. 177) requires people at
all levels who can surface and challenge their mental models before external forces
require them to do so. It goes without saying that, until practices in educational
leadership emphasize this skill set, little will change in American education.
As learning progresses in mental models we observe gaps in espoused theory and
theory-in-use. Senge believes this in not necessarily a bad thing unless one does not have
personal mastery and cannot ascertain the truth about the gap. Again, we see the
necessity of the disciplines developing in concert and supportive of one another.
Moreover, this requires an organizational commitment to the truth which is an outgrowth
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of personal mastery. We must understand that we may never know the whole truth and
their may be many mental models existing all at the same time.
Learning Together Through Collaboration
Kouzes and Posner (2007) developed the practice of Enabling Others to Act based
on leadership traits admired by constituents in the workplace. This practice is based on
fostering collaboration through trust and relationships and strengthening others through
empowerment. Kouzes and Posner (2007) like others (Bolman & Deal, 2003; English,
2008; Garmston, 2007; Rosen, 2007; Senge, 2006) believe that turbulence and ambiguity
in the workplace today requires more collaboration than ever before. Rosen (2007)
further defines the culture of collaboration through ten cultural elements and new
methods for curing silo syndrome and top down management.
Because trust is the basic essence of relationships, leaders must undertake trustbuilding activities in the workplace. Unfortunately, Kouzes and Posner (2007) indicate
that we have many examples in our culture today of the lack of trusting relationships.
The current Survivor television hit teaches the wrong things about interdependence and
teams. In the real world, most people could not “survive” in the manner portrayed in the
program.
In the workplace leaders must structure the work to encourage and support
collaboration and cooperation under this practice. This is done through cooperatively
developed goals and roles, with structured tasks so that each team member contributes to
the end result (Kouzes & Posner, 2007). Through fostering this sense of mutual benefit
or reciprocity, collaboration, cooperation and relationship-building are supported. In
addition, knowing that individuals must meet face-to-face, this tempers actions to
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cooperate now and in the future. Kouzes and Posner provide a number of examples to
foster collaboration including: collaboration audits, jigsaw groups, gains focus, use of
alternative currencies, and creating opportunities and places for informal interactions.
The job is not done with collaboration alone, however, there is a need to
concurrently strengthen and empower people in the workplace. The essences of this
action involve enhancing self-determination and developing competence and confidence.
Under this practice the leader generates power all around by empowerment of people and
creating a sense of control on the part of people. While traditional thought believes
power is a fixed sum, Kouzes and Posner (2007) believe in the paradox of giving away
power to constituents, actually gives the leader more power.
Developing competence and confidence requires an up-front investment in
developing people. As Sergiovanni (2005) proposes, this empowerment and
strengthening of the heart allows schools and systems to lead and learn together. In
addition, it requires giving people a voice in how the organization is run through team
problem-solving training for effective decision-making. Kouzes and Posner’s research
data indicate that, as people are empowered and holding each other accountable for
performance, confidence grows and matures in the organization.
Senge (2006) reminds us that the discipline of Team Learning is a collective
discipline. As such, there is not an “I” in the learning of this discipline; only “We” or the
team. Sports teams and musical groups are perhaps our best metaphors for this
discipline. There has never been a greater need for mastering team learning in
organizations than there is today (Senge, 2006, p.219). And yet, there is only sparse
evidence in business, public and non-profits including education, that team learning is
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being used effectively today. Team learning continues to be poorly understood according
to Senge, and until we can clearly describe this phenomenon, it will remain mysterious.
This collective discipline requires mastering the practices of dialogue and
discussion. In dialogue, the team members suspend their individual viewpoints
(assumptions) and enter into free and creative exploration of complex and subtle issues,
deeply listening to one another, while suspending their personal views. In discussion,
different views are presented and defended and the search is for the best view to support
the impending decision. Senge offers that, while dialogue and discussion are
complementary, most teams are not capable of distinguishing between the two or moving
effectively from one to the other. This action adds to a defensive nature of the dialogue
or discussion resulting in lost opportunities for systems thinking about an issue.
Both dialogue and discussion are critical to generative learning that is on-going
within the team. The purpose of dialogue is to go beyond any one individual’s
understanding (Senge, 2006, p.223). In contrast, discussion is all about winning the day
by getting your viewpoint accepted by the team. Teams must be trained in the use of
entering into dialogue, as most of us already know how to use discussion.
We all win in dialogue if we do it right. The paradox is to suspend assumptions
while freely discussing them at the same time. That is how the team gets the full range of
experience and thought onto the table. In dialogue, people become observers of their
own thinking (Senge, 2006, p.224) Through both the use of dialogue and discussion,
different views are first presented, analyzed and perhaps a new view is discovered. A
deep trust is developed that provides carryover into discussion where the purpose is to
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make the decision. Ultimately, the team is learning powerful lessons on generative team
learning and creating inroads to systems thinking where it all comes together as a whole.
Integration of the Whole
The practice of Encourage the Heart is the summative practice that ties all parts
together in using the Kouzes and Posner (2007) transformative model. The purpose of
this practice is to create a culture of celebration through recognition of excellence and
celebration of the values and victories made possible by employing the five practices.
This is all realized by expecting the best, personalizing recognition, being personally
involved and creating a spirit of community (Kouzes & Posner, 2007).
Kouzes and Posner (2007) believe that high expectations shape our behavior and
lead to high performance in the organization. These expectations focus the energy and
allow goals to drive the organizational work. Feedback and encouragement keep us
focused on the goals and needs of the organization under this practice. Feedback is
always thoughtful and personal, contextual and special; departing from the routines of the
past. Praise, thank you, and mentoring become the norms of the organization (Kouzes &
Posner, 2007). The leader is present, in close proximity, paying attention while building
trust with teams and individuals.
In creation of the spirit of community, public ceremonies, recognitions and
celebrations are planned. Again, they are contextual, reinforcing the shared values and
outcomes of the organization. This also provides public support of “Do what we say we
will do.” ( Kouzes & Posner, 2007, p.313) In addition, stories are perpetual, which
recognize organizational role models; teaching, motivating, and mobilizing members of
the organization. Leaders at all levels in the organization are setting the example by
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Modeling the Way. Kouzes and Posner (2007) believe that the cycle of practices is
realized and regenerated again with Modeling the Way.
For Senge (2006), the Fifth Discipline of Systems Thinking integrates all
disciplines into the whole and a coherent body of theory and practice. It is no accident
that Senge names the fifth discipline Systems Thinking. He believes that, “it is vital that
the five disciplines develop as an ensemble.” (Senge, 2006, p.11) Without a systemic
orientation, there is no motivation to see how the disciplines are interrelated. It keeps
them from becoming the latest organizational change fad. Each discipline enhances and
relies on the other, reminding us that the whole can exceed the sum of the parts (Senge,
2006).
According to Senge, systems thinking is a discipline for seeing the structures that
underlie complex situations, and for discerning high and low leverage change (Senge,
2006, p.69). Moreover, it is the cornerstone that supports and enhances all of the five
learning disciplines. Senge argues that in order for one to move from seeing only parts in
linear fashion, one must undergo a shift in mind that allows us to see the whole. This
allows members of the organization to become active participants in shaping the future
rather than being helpless reactive people.
The essences of this discipline involve the shift of mind to see interrelationships
rather than linear cause-effect chains, and see the processes of change rather than
snapshots (Senge, 2006, p.73). By understanding a new definition of feedback, we can
see how actions can reinforce or counteract one another. Through continual learning and
observing the processes of feedback, we can see and recognize the recurring structures.
In addition, because we are so predisposed to linear and straight-line thinking because of
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our language constructs, Senge opines that we cannot view reality as circles. This is a
key understanding for beginners with systems thinking because the systems diagrams and
archetypes are built on this premise. Once we understand and learn the new language, we
can see the forest and the trees (Senge, 2006).
The extensive works of Kouzes and Posner (2007), and Senge (2006) could not be
captured within the brevity of this article. I attempted to identify five common elements
that assisted in the discussion of the five practices and disciplines. It is hoped that the
advance organizer in Table 1 prepared the reader for the subsequent comparison and
contrast in the remainder of the article. Finally, perhaps the information shared herein
will motivate readers to explore the works of the authors and thereby discover their own
reality and relevance of the practices and disciplines for educational leadership.
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Abstract
This paper reports on an effort to address the issue of inequality in girls’ and women’s access to
science and mathematics education and careers through raising an awareness on science and
technology among secondary school girls, education policy makers and parents. This research was
conducted as a case study in the Matabeleland province of Zimbabwe.
Keywords
Gender, girls, women, science, mathematics, education
1. Introduction
There is still a huge gap between policy, practice and reality with respect to the participation of girls
and women in science and technology education and careers despite affirmative policy
pronouncements by the Government of Zimbabwe. This mismatch between policy and practice and
the broad underlying facts within the Zimbabwean society that results in lack of equity and
inequality when it comes to participation in and benefit from science and technology provided the
impetus for an initiative to entice girls and women to participate in science and mathematics
education and careers. Concerns about the numbers and contribution of women in science and
technology have been raised by various sectors of society but no structured response to this has been
initiated. The goal of this research was to reduce gender inequality in access to science and
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technology education and careers through popularisation of science and mathematics subjects at
secondary school level.
The research was done in an effort to advance policies such as the Convention on the Elimination of
all forms of Discrimination Against Women (CEDAW) [4], the Beijing Declaration [5], the SADC
Declaration on Gender and Development [6], the Zimbabwe National Gender Policy [37], the
Zimbabwe National Girls Education Strategic Plan [23] and the Millenium Development Goals
(MDG) [8]. CEDAW which was adopted in 1979 by the UN General Assembly defines what
constitutes discrimination against women and sets up an agenda for national action to end such
discrimination. The convention provides the basis for realising equality between men and women
through ensuring women’s equal access to, and equal opportunities in all spheres of life including
education. The Beijing Declaration reaffirms the governments’ commitment to ensure the full
implementation of the human rights of women and of the girl child as an inalienable integral and
indivisible part of all human rights and fundamental freedoms. The SADC Declaration on Gender
and Development on the other hand recognizes that the vulnerability of women and the girl child
and their retarded contribution to the development of such is made worse by the unresolved
inequalities between the sexes within the southern African region. The Zimbabwe National Girls’
Education Strategic Plan is Zimbabwe’s first ever strategic document on girls’ education. It spells
how to provide quality basic education while keeping girls, orphans and the vulnerable children in
the school, in the face of economic hardships and challenges particularly in the context of
HIV/AIDS. Thus the National Girls’ Education Strategic Plan seeks to ensure that every child is able
to enroll, complete and realise their full potential in education. The National Gender Policy is in
place, although there is no implementing strategy for this policy in place yet. Among the strategies
highlighted in the National Gender Policy to eradicate gender imbalance are: amend all relevant
education and legal instruments to promote gender equality and equity; incorporate gender issues in
all curricula at all levels of education; educate and encourage parents to treat boys and girls equally;
and promote and encourage girls to take science, mathematics and technology at all levels of
education. The World Conference on Education for All [3] prioritised the need for improving access
to education for girls. The eight MDGs adopted in 2000 by the international community include the
third goal whose target is to “eliminate gender disparity in primary and secondary education,
preferably by 2005, and to all levels of education no later than 2015 [8].
An effort to address the issue of inequality in access to science and mathematics education and
careers consisted of a gender-based project on raising an awareness on science and technology,
which targeted secondary school girl children, teachers, Ministry of Education staff and parents in
the Matabeleland province of Zimbabwe. This was conducted in the form of roadshows. A
roadshow in this context was an organized set of practical activities for a specific period of time to
promote science and mathematics. The primary targets benefited from increased understanding and
awareness of science and technology and their benefits in society and development. However the
major beneficiary was the girl child whose career options were widened. The secondary school
system benefited from increased appreciation of career options for girls and increased capacity to
interest girl children in mathematics and science subjects.
This project contributed towards the provision of practical responses to the underlying factors that
tend to perpetuate girl child discrimination and her hesitation in taking up subjects on science and
technology. The project raised awareness in schools and the communities on the need for effective
participation in and benefits from science and mathematics education by the girl child. Additionally,
the project mitigated those issues that constrain effective participation of the girl child in science and
technology from an early stage. It is anticipated that through such exposure related challenges to the
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girl child will in the near future increase numbers of them taking up such courses and careers,
thereby creating equality between them and boys that have always dominated in such areas.
2. Gendered domains in education and science and mathematics education particularly
The worldwide numbers reveal shocking levels of inequality in education between girls and boys:
860 million adults cannot read or write, two thirds of these are women [20]. There is no doubt that
closing the education gap between females and males by educating women and girls has direct
developmental benefits and plays a key part in reducing poverty.
In sub-Saharan Africa adult illiteracy rates are as high as 78% for men and 93% for women; only in
Mauritius, Namibia, South Africa and Zimbabwe are these rates below 20% [33]. The median gross
secondary enrolment ratio for the region is only 25%, ranging from 9% in Mozambique to 77% in
Botswana. In Kenyan state universities the enrolments in the 1999/2000 year stood at 41 287 males
versus 12 175 females. Female enrolments are low at public universities because admissions to these
institutions is based on cut-off points of each applicant obtained from their performance in the
Kenya certificate of secondary education in which boys have outperformed girls [35] .
In Western Asia gender gaps reflect not only social inequalities but also significant exclusion of
girls and women solely because of their sex. At least half of the women aged 15 years and over are
illiterate and girls are under-represented even at pre-school level. In central Asia illiteracy rates fall
to 2% for young women and 1% for young men in this age group. In Taiwan females were found to
outperform males in academic achievement at both high school and college levels, including
mathematics courses though [27].
The gender gap worsens level by level in most Arab countries. Female participation rates at the
tertiary level are lower than those for males and much lower that those for other women in these
parts of the developing world [17]. In Yemen, for example, the gross primary enrolment rate is 70%
- but only 45% for girls. Gender gaps measure 16% in the Arab world and 14% in sub-Saharan
Africa [39]. More than half of the university students in Lebanon are female though [28].
In 17 of 21 Organisation for Economic Cooperation and Development (OECD) countries surveyed,
young women outnumber young men as upper secondary graduates mostly in cases of uppersecondary qualifications that open the door to tertiary courses, but in postgraduate sectors, especially
at doctoral level, men dominate[39]. OECD countries are predominantly made up of European
countries, the USA, Korea for the Asian countries, Mexico for the Latin American countries, Canada
and the Nordic countries. In the US women made up 42% of undergraduate enrolment, some 50% in
1977 and 50% in 2005. Women’s undergraduate enrolment is expected to continue growing faster
than men’ enrolment and women are projected to make 60% of enrolment in 2016. Females
represented 46% of the total graduate enrolment 1976, some 50% in 1984 and 60% in 2005[37].
According to UNESCO classification, science and engineering includes the following fields of
education: science (life sciences, physical sciences, mathematics and statistics, computing) and
engineering (manufacturing and construction, manufacturing and processing, architecture and
building). In science and engineering fields, in a UNESCO survey of 47 countries, only 3 attained
gender parity and in 43 of these countries (91%), men clearly outnumber women in these fields of
study [38]
In Tanzania’s university of Dar es Salaam a key finding of a study is that affirmative action
programmes have succeeded in increasing female enrolment in traditionally male-dominated
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specialisations such as engineering, medicine, chemistry, physics and mathematics. Affirmative
action is laws, customs and social policies intended to alleviate the discrimination that limit
opportunities for certain groups. Preferential admission, scholarships, exemption from 2-year
compulsory work period between secondary education and university and implementation of
international gender policies such as CEDAW and the Beijing Declaration brought about a
turnaround in female enrolments in sciences. The faculty of science enrolments for women rose
from 16% in 1996 to 27% and from 7% in 1996 to 13% in 2003/2004 in the engineering faculty,
although Tanzania has had very poor results in school-leaving examinations in science. The
Ordinary level passes as a preparatory level for university and tertiary education in Biology were
40.9%, chemistry 49.3% and physics 54.6% in the same period [29]. With an overall student
enrolment of 14 648 in 2004/2005 the university of Dar es Salaam had a female representation of
29.2% [25].
Matriculation results have always been a nightmare for South Africa. Grade 12 learners perform
poorly in content subjects such as biology, physical science, mathematics and others because they
lack competence skills required to do well in these subjects. The Limpopo province of South Africa
has not recorded a pass rate of 50% in the past five years [26]. In South Africa in 1993, of the
157 701 who wrote mathematics exams, only 80 050 (51%) passed representing 17% of the total
number of candidates entering matriculation exams in that year. By 1998 when the enrolment figure
had increased by more than 120 000 pupils, the pass rate had dropped to 42% [32]. Another research
conducted in South Africa showed that 48% of the pupils failed the national final year examinations
and there is little difference between grade 8 and grade 12 in the pupils’ basic mathematical literacy
level despite the fact that more than 80% of the pupils received four additional years of tuition in
mathematics [34].
In Britain, although women make up 53% of the labour market, only 24% of all science, engineering
and technology (SET) employees are women. Women account for 8% of the engineering workforce,
20% of the IT workforces, 3.9% of the full-time professors in engineering are women and 75% of
women with SET degrees are not employed in SET, compared with 60% men [30].
At higher education level most African universities have lower enrolments of women across all
fields of study, particularly in science. At university level in Zimbabwe, enrolments for females are
half that of men. The trend actually starts at secondary school where there are less girls enrolling in
secondary school than boys. For example, at the National University of Science and Technology in
Zimbabwe, in 2005, only 23% of the science students were female, with the physics department only
enrolling 6% female students. At the University of Botswana, women made up only 28% of science
students in 1999 [1]. In South Africa a national survey of learner intentions for Higher Education
published in 2002 indicated that only 18% of females wanted to study in broad science and
technology fields [2].
There are many reasons given by the various researches for the low participation of females in
science and mathematics. Boys embrace technology at an early age, and hence taking science
subjects does not pose a challenge at all. Girls on the other hand, do not develop skills in handling
technical equipment and devices and grasping technology due to a lack of early exposure. Therefore
these differences between genders reflect in the uptake of science and mathematics by the girls [11].
Results of research conducted in [16] provided a comprehensive picture of attitudes and beliefs
about science in elementary school and suggested that attitudinal gender differences related to
physical science begin to develop in the early elementary school years. Therefore girls must be
encouraged to embrace technology at an early age. Socialisation has pushed girl children to go for
arts subjects which are traditionally considered “easy and female” as opposed to science and
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mathematics which are considered “difficult and male”. The fact that the dominant cultural
understanding of technology is a masculine activity, means that women have often chosen not to
engage with it – not because they are excluded but because it does not fit with their self-image of
what it is to be a woman. Ideas about differences between men and women are formed in early
childhood. Very young children have formed an idea as to which tasks, jobs and toys are suitable for
boys and which for girls.
Parents play an important role in the matters of attention to gender and equality. In the research
conducted in [16] although parents perceived science as important, they perceived boys as more
competent in science and hence expected a better performance from boys than girls. There is need to
involve parents more in career guidance as they tend to want to choose careers for their children
based on their own careers or perceptions rather than on the potential of the child.
Traditionally a women’s role is focused on family responsibility. Girls are expected to perform
household chores as opposed to boys in the African environment. Girls are channeled into caring
careers and not technology as a result of their upbringing. Reconciliation of school life and home
life is a factor in the persistence of gender gaps.
The awareness of professional educators on gender issues and their impact on the uptake of science
is an issue. These are the same people that are in position to guide the children in their career route.
Programs that incorporate gender issues in the basic educator training programmes should be put in
place. [2] proposes a number of ways teachers can make science and mathematics accessible and
attractive to girls. There should be a gender bias in teaching styles and in curriculum distinguishing
between gender and sex, learning and assessment materials and making science and mathematics
teaching and the learning environment more attractive to girls.
The world is different for boys and girls. Therefore gender-sensitive career guidance is required. If
career guidance comes in late in secondary school, the status quo is unlikely to change because girls
would have made up their minds to go for the “soft” courses such as in arts subjects. According to [9
and 10], gender sensitivity means that the career guidance counselor possesses theoretical
knowledge of gender socialization, the gender system and equality legislation. The counselor should
be aware and understand that in many aspects, the world is different to men and women, and can
take this into account when encountering clients.
Poor pass rates in science and mathematics are a major problem in the effort to entice girls to take
up these subjects. Girls would never select subjects they are likely to fail in. Access to senior
secondary places which are the entry point to colleges and universities of science can be difficult
because of high competition for these places in the developing world.
There is a shortage of female role models for the girl children to emulate. An error shouldn’t be
made in exposing students to the not-so-ideal role models. The female role models presented to
young women are often unusual individuals who have overcome tremendous social and political
obstacles to pursue outstanding careers in mathematics and science. Young women presented with
these exceptional role models may actually have their self-confidence undermined because they
cannot readily identify with them [12].
3. Gender and science education in Zimbabwe
Zimbabwe has a 13-year school system between the ages of 6 and 18. Primary school is seven years
long and science and mathematics education at this stage is represented as study of environmental
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concepts. Concepts of life science, physical processes, basic scientific skills and content are
introduced to learners. At secondary school science education exists in a number of syllabuses
ranging from pure science, combined science to integrated science. Specialisation of study into
either science or arts effectively starts at this level. Only about 20% of the school leavers are
absorbed into existing advanced level schools. Advanced level is a highly competitive pre-university
level. Learners specialize in at least three Arts or Science subjects and general English for
communication skills [22].
According to the 1992 census report, 17% of the school-going age population in Zimbabwe had
never been to school, 49% had left school and 34% were still at school. Of those that had never been
to school, 60% were female and 40% were male, and of those who had left school 51% were
females. However, in rural areas there is an even bigger discrepancy as 53% of the population is
males versus 47% of females. If these figures are extrapolated to the present years the situation is the
same in both rural and urban areas In 2003, there were 14 662 males, versus the 7108 females in
school [36]. This discrepancy reflects on the numbers of females who take up science education and
careers eventually as compared to boys.
At secondary school level, the enrolments show that over 10 years 1990-2000 there were far less
girls enrolling in secondary schools than boys. The gender gap is higher at secondary level than at
primary level. This trend reveals that a significant number of girls are out of formal school in higher
grades, 450,000 males versus 390,000 females [21]. At secondary level, girls’ enrolment declines
due to a number of reasons. Among them are cultural beliefs and practices, early marriages in
mining and commercial farming areas, long distances to school and abuse of good children. Another
challenge in gender equality is the new incidence of the HIV/AIDS pandemic. It has been observed
that girls drop out of school in order to take care of the sick, siblings and orphaned children.
Looking at the 2003 enrolment for the technical and vocational institutions, it is clear that the
females are still not accessing the training offered in these institutions at the same rate as their male
counterparts. This can be attributed to the fact that females are not taking technical subjects at
secondary school level. The enrolment stood at 11 090 females and 16 138 males[36]. One of the
strategies to overcome the problem of girls not accessing technical subjects is outlined in the
National Gender policy as the need to promote girls to take up science subjects.
The limited access to science and mathematics education in girl children in Zimbabwe is as a result
of a number of factors namely, reduced government support to the Ministry of Education, poor
education policy on science and mathematics, reduced financial resources to schools, inadequate
female staff retention measures and negative perceptions of science and mathematics education.
a. Reduced government support to education
The Ministry of education is not providing adequate financial support to schools. In Zimbabwe the
proportion of the population of secondary school age is 0.13% and public expenditure on secondary
education as a percentage of Gross National Product is 2.2 [19]. The high inflation levels swallow
the resources that the state allocates towards education. As a result, schools cannot properly equip
their science laboratories let alone purchase consumables to run science experiments. There is a
serious shortage of science and mathematics books too. In [15] the results show that the availability
of science facilities has a significant direct effect on science experiments. Science activities on the
other hand have a significant direct effect on attitudes towards science. The importance of state
support towards education is reviewed in [18]. Therefore school finance equalization, professional
teaching policies, curriculum and testing reforms and government roles in improving access to
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knowledge and education for all are issues that should take centre stage. Special attention could be
given to the upliftment of girls, who are disadvantaged by the varied number of factors outlined in
Section 2.
b. Female science teachers and teacher exodus
There is reduced financing of schools from government. The government controls the fees levels
that can be charged by schools. Therefore it doesn’t accord schools the choice to recruit and
maintain quality science and mathematics teachers. Teachers are underpaid, and as a result a staff
exodus has hit the education sector hard. Science and mathematics are the worst affected as there
has been a critical shortage over the ages anywhere. The few teachers that are available are
overburdened with work and as a result are demoralised.
The shortage of female science teachers reflects what happens in the lower levels of the science
pipeline. Girls do not take up science and mathematics at secondary school, hence there is a shortage
of the female teachers in science and mathematics education. As a consequence, there is a shortage
of female science teachers as role models, which further exacerbates the problem. Strategies to
ameliorate the situation should include access to an environment where science and mathematics are
reflected to changes in the productive gender roles of women in a technological world such as the
use of female role models.
c. Communities’ perceptions of science education
There are many factors that contribute to limited access to science and mathematics education by
girls. With illiteracy levels very high in Matabeleland, and an economy that is biting, parents would
prefer to send boys to school than girls in cases where there is a shortage of financial resources. As
the situation stands the illiterate parents in these regions are not aware of the benefits of taking
science and mathematics careers over other careers. Therefore they do not contribute towards the
development of science and mathematics in schools financially or otherwise. There is a need to
sensitise parents on such issues.
Science has traditionally been classified as a male domain, it being considered very difficult for the
weaker sex. The current position in most secondary schools is that it is boys who select science and
mathematics courses predominantly. Traditionally in African culture anything that is difficult is left
to the man, and this reflects on the present scenario, since science and mathematics are considered
difficult. The fact that the dominant cultural understanding of technology is a masculine activity,
means that women have often chosen not to engage with it – not because they are excluded but
because it does not fit with their self-image of what it is to be a woman. Therefore girls would
psychologically have a barrier to taking up ICTs.
The high levels of literacy among parents in the areas targetted by this research impacts on girls
mostly. In cases where the parents are literate, there is a tendency for parents to select courses on
behalf of the girl child. In cases where parents are illiterate, they couldn’t be bothered on their
daughters’ choices of subjects. On the impact of parents’ literacy on education a review of the
performance of children and young adults across groups 9 to 25 years of age and across ethnic
groups on various literacy tasks of the national assessment of education progress in the USA
revealed that the average proficiency among 4th graders was lower for those students who reported
that their mothers had not completed high school [13].
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d. Education policy
The Ministry of Education is yet to set precedence in encouraging girls to take up science and
mathematics at secondary school level. As it stands, the Ministry’s policy formulation on science
and mathematics is very poor. This does not encourage heads of schools to come up with science
and mathematics policies for their schools, and this has adversely affected the girl child. In an
example where education policy has had an impact on science education, an experiment was
conducted in the USA, when students were asked for their views on the kinds of science instruction
they experience, the most frequent activity cited was reading the textbook. When asked about the
number of experiments they conducted in the previous month, 40% of the 9-year olds, 44% of the
13-year olds and 49% of the 17-year olds answered “0” [14]. Some of the choices for instruction
were dictated by circumstances. Less than half the teachers surveyed had access to a general purpose
laboratory.
4. Aim of the research
The question which the research seeked to answer was: “What can we do right to address the issue of
inequality to science and mathematics education and to popularize mathematics and science among the
girl children through roadshows which expose girls to science and mathematics careers and career role
models and practical science and mathematics activities, and also exposes stakeholders including
teachers and education officials to gender disparities in science and mathematics education?”
The aim of the research was to reduce gender inequality in access to science and mathematics education
through:
• Popularising science and mathematics subjects among girls at secondary school
• Sensitising all stakeholders on the impact of gender inequality in the uptake of science and
mathematics education and careers by girls.
• Exposing girls to career opportunities in science and mathematics
• Exposing girls to role models in science and mathematics
• Designing and running activities that are fun and different from the classroom environment
• Assessment of achievements of the roadshow through interviews, questionnaires and
observation.
• Coming up with suggestions on how to sustain the efforts of such roadshows
5. Methodology
Procedures: A preliminary meeting with school heads and school science and mathematics heads was
held to familarise them with the project. This was organized through the Ministry of education. The
meeting solicited the opinions of these stakeholders on the planning and organisation of the project
events. This was also to give them enough time to select the right participants and organize transport to
the venues of the roadshows.
Two roadshows of two days each were held in the towns of Hwange and Bulawayo. A roadshow in this
context is an organized set of activities for a specific period of time to promote science and mathematics
among women. A number of practical activities related to mathematics, biology, textile technology,
chemistry, physics and computer science were lined up. These activities were informal and emphasised
learning through participation to avoid the barrier which develops between the learner and the teacher in
a classroom environment.
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Female university science lecturers, with the assistance of female science school teachers were running
the activities. The percentage of male science teachers who participated was small, and they had been
called in to make up numbers and also due to the fact that there is a shortage of female science teachers.
This was also an effort at role modeling.
The project brought in women who are involved in science and technology careers to talk about their
experiences, and act as role models. The women came from various field ranging from mechanical, civil
and electrical engineering, to computer science, chemistry, and science education. They gave talks on
their experiences in school that motivated them into sciences and how they were fairing in the work
environment among men. They brought to light the varied range of science and technology careers that
women could take up. In most cases they talked of things that most girls were not exposed to because of
their background and level of exposure to science and mathematics.
Strategic stakeholders in this game were drawn in. Officials from the Ministry of Education as the main
policy makers were drawn in not only to participate so as to sensitise them on the gender issues in
science and mathematics education but also to organise and coordinate the schools. The parents as the
main decision-makers in education and career development of the girls were also invited to participate
in the roadshows in an effort to sensitise them on the issues.
Sample: 250 learners from a minimum of five different schools participated in each of the roadshows.
Half the learners who participated in the roadshows were selected from a rural environment and two
thirds of the remaining were selected from the disadvantaged urban communities because it is these
communities that have no access to science laboratories for practical lessons, have a shortage of science
textbooks and whose areas are shunned by skilled science teachers while the rest went up to schools
which do not fall into either category. Learners selected were from junior secondary school because the
idea was to catch them young. In the Bulawayo roadshow two urban schools from the not-sodisadvantaged communities were included. In total four-fifths of the pupils selected for participation in
the roadshows were girls. Boys had to be included in the project because in any society girls cannot
exist in isolation. The other reason was to create the same environment in which the girls would be
exposed to in class. Although boys generally tend to dominate the situation when working with girls in
groups, policy was put in place to ensure the facilitators controlled the situation. For instance teachers
were advised to limit the amount of time any boy would take working on the technology to give space to
the girls since the resources were limited.
Data-collection methodologies: There has been a movement in recent years towards fostering greater
compatibility between qualitative and quantitative research methodologies. The results presented in this
paper are based on three approaches – interviews, questionnaires and observation. A participant
questionnaire was used, while at the same time unstructured interviews were carried out and girls’
activities were observed. At the end of the road shows surveys were conducted with the girls to gauge
the achievements of the project. The questionnaire was meant to establish whether or not the roadshow
had an impact on the girls in terms of interest in science and mathematics activities, and whether there
had been any shift on the career choices towards science and mathematics. The questionnaire targetted
girls only because the research looked at popularisation of science and mathematics specifically among
girls and whether or not they had enjoyed the activities. The impact of girls’ exposure to technology was
gauged through observation. Teachers and Ministry of Education officials were interviewed for their
opinions on the roadshow and science and mathematics education generally.
Roadshow activities This section gives examples of activities undertaken in the roadshow. To excite
girls into science and mathematics the activities had to be fun. The activities were meant to minimize
the fear of technologies to girls. For instance to reduce the fear of computers which most girls who
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hadn’t had exposure to the computers had and at the same time make computer exercises more
interesting, highly graphical educational games were adopted. These games covered subject areas such
as chemistry, mathematics, physics and biology. The games were delivered in such a way that they
introduced a topic in the subject. Then they were followed by a series of questions which were
categorized into different stages, ranging from simple to average and then complex. The learners had to
answer all the questions in any particular stage correctly to be able to proceed to the next stage. This
encouraged discussions among team members of any group, and a team spirit. The games were highly
graphical and the learners could view various components. In chemistry, for instance, they could view
the 3D structure of an element in response to an answer to a question on the structure of an atom and the
interaction between the protons and in biology, the full structure of the cell and the interactions within
it.
In textiles girls were introduced to the design and production of tye-and-dye materials on a small scale.
Simple experiments on how dyes can be prepared in a laboratory setting were conducted. Interesting and
simple chemistry experiments which demonstrated the application of chemistry in crime investigation
(forensic analysis), food industry, pharmaceuticals, drug synthesis and environmental science were
compiled. These experiments were ‘hands-on’ games which all students were encouraged to actively
participate in and enjoy. Examination of inks by thin layer chromatography demonstrates how chemistry
can be used as a tool in detecting crime such as forgery. Given a questioned document and a specimen
of ball points learners were required to determine the type of pen that was used on the document using
the thin layer chromatographic method.
The quality of water was assessed through the determination of the amount of phosphorus in the water.
The students were tasked with preparing their aspirin drug in the laboratory. During the production of
salt, the amount of sodium chloride and potassium chloride is monitored so that the end product is of
good quality. Flame photometry was applied to determine the amount of these components in the salt.
6. Findings of research
The complexity of the computer games increased as the learner tackled the higher stages of the game.
The girls that did not have a strong science and mathematics background would give up on the tasks
they could not answer, and therefore failed to proceed to the subsequent stages. This seemed to further
demoralise them. The reasons why they could not tackle mathematics and science problems was
attributed to the system of education specific to a particular school. Schools select subjects for their
students at an early age. After the first two years at secondary schools learners are divided into two
groups with the good academic performers being placed under the science subjects programme and the
rest under an arts subjects programme. What the schools do not put into consideration is that learners
develop at different paces, and being unable to perform well at an early stage of secondary education,
does not mean that the learner will be incapable later in life. Those who fall under the arts group take
integrated science. This is a more dilute science which does not offer an entry into Advanced level
science courses in secondary school. Only those that take physical science and biology can pursue
sciences further.
Girl participants in this project seemed to be attracted to activities that emphasized creativity, artistry,
communications and multimedia. The mathematics and science syllabuses as they stand today do not
relate to the real world for girls. Programs to link technology to areas that are considered girls such as
art and craft, sewing, dance, fairy tales and the like would assist in this regard. For example, the handle
of a sewing machine depicts the pulley system in physics, and cookery is related to food science. 98%
of the girls indicated that the activities were educative and exciting. Therefore this research had
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achieved the objective of making science exciting and running away from the routine classroom
environment.
Although it was intended that parents should be sensitised to equal participation by girls in science and
technology, parental/community interest was not increased as few attended the roadshows and career
guidance seminars. Therefore parents did not show an improved awareness of science and mathematics
career options for girls. Although parents were invited to our roadshows, only those that were involved
in the school boards showed up. Hwange and its surrounds, for instance, is generally an area that is
habited by immigrants from neighbouring countries and illiteracy levels are very high. This has a great
impact on the attitude of the parents towards their children’s education, and in the choice of subjects.
These parents are limited in knowledge on the vast careers in science and mathematics that their
children can take, and are only exposed to the traditional careers. Bulawayo on the other hand is a
metropolitan area. Parents are too busy to take time off work and other activities to attend a roadshow.
Educating the child is usually left to schools and the educationists.
The research found that teachers participating in the roadshow were not conscious of any gender issues
and the need to promote the girl-child in science and mathematics before the roadshow. They admitted
treating girls and boys without putting into consideration the gender component. Therefore the
roadshow assisted in bringing to fore gender issues in science and mathematics education to them.
The research found that there were differences in the quality of the curriculum in different schools and
this reflected in the way the pupils handled the given activities. Those from “science schools” seemed to
perform better in the roadshow activities than those from “arts schools”. There exists a relationship
between the headmaster, school-orientation and the uptake of sciences and mathematics by girls. The
headmasters of schools have an influence on the choice of subjects taught in their schools. Our research
found that schools either had an arts or science orientation in their subjects depending on the
headmaster’s qualifications. Those headmasters with an arts orientation do not seem to care much about
the availability of science laboratories in their schools on the limited education budgets.
Exposure to hands-on experience with technology seemed to allay the fears in girls on technology, and
enhance the realisation of the opportunity to engage in technical careers and education. As the girls were
encouraged to experiment with technical tools and equipment, their confidence in technical work
increased in the short period. They realised that they were equally capable of handling technical tasks.
There is much evidence testifying to lack of confidence as a major influence on girls’ education and on
their science and mathematics education particularly [2]. Towards the end of the roadshow, more than
90% of the girls were able to perform practical activities correctly. Over 90% of the participants
expressed confidence in carrying out science and mathematics-related tasks.
The girls who participated in the roadshow had not been exposed to career guidance as yet. Therefore
they were not aware of the vast careers in science and technology and their benefits. Career guidance
comes in late in secondary school. Normally, only those in upper-secondary are accorded the
opportunity to attend career guidance expos. A survey of the numbers of girls that indicated that they
would choose mathematics and science careers at the end of the roadshow stood at 95%. Participating
girls began to ask questions that showed an inclination towards science and mathematics education and
careers.
The research found that the project should only have targetted girls from rural environments who have
no access to laboratories, science teachers, and books. Those from urban advantaged schools found
nothing interesting in the activities because they were not new to them. While the rural child would be
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excited with touching a computer or conducting experiments, the urban child found nothing interesting
because they have no access to computers and laboratories in their schools.
The presence of female scientists as visible role models courted interest among girls. They were
encouraged and felt confident that science is not a huge animal that they cannot tackle. The girls began
asking a lot of questions towards science and mathematics education opportunities, funding and careers.
96% of the girls indicated an interest in joining mathematics and science clubs in their schools if they
were established.
Increased sensitivity to gender equity needs in technology was through sensitisation at regional and
school levels. Secondary schools, heads and science teachers were sensitised on the need to promote
equal participation of girls and boys. Ministry of education officers were sensitised to actively promote
and participate in the development of the girl child in science and mathematics education. Through
discussions the teachers showed enthusiasm to establish and run science clubs. The education officials
indicated they would be more proactive in pushing forward the science and technology policy in schools
in their areas.
7. Sustainability of the roadshow activities
The achievements of such a project can be sustained in a number of ways. There should be an increased
availability of materials for continual learning and reference by pupils and teachers. Posters and
brochures, t-shirts and caps can be produced for use at schools.
The possibility of establishing a summer school for science and technology, where selected girl children
undertaking science and mathematics would converge at a central point for at least three weeks during
the holidays to have access to laboratories and further coaching is one alternative that can be looked at.
This proposal has come about as a result of the shortage of laboratory equipment and chemicals in the
respective schools. Visits by girl students to institutions of science research and education should be
encouraged, to stimulate that desire to be part of a science and technology institution some day.
Mechanisms should be put in place to provide guidance to science and mathematics teachers on
mechanisms for making their subjects more accessible and attractive to girls.
Parents have a strong influence on the career options for girls. Therefore raising parental awareness on
girls’ educational needs and science and technology is an important factor. Parental awareness seminars
should be in the form of parents-only meetings at the schools.
Science clubs can be set up in schools to promote enthusiasm among students. Activities for female
science teachers so that they can be actively involved in the establishment and sustainability of science
clubs and proposals for the development of science clubs will ensure that they fulfill their mandate as
role models..
Career guidance structures should be put in place in schools to address career issues for girls at an early
age. Selected teachers who understand issues and mechanisms for addressing them would then manage
career guidance issues in a manner directed towards supporting girls opting for careers in science and
mathematics.
A career fair is an activity designed to enhance and support career guidance by exposing learners to
information and providing them with a forum to interact with people from a variety of careers and
professions. They can be run locally using local employers and tertiary education institutions [7]. It can
be expensive as it involves transporting large numbers of girls to a central point. Therefore the career
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guidance activities conducted in schools tend to run efficiently and effectively especially if resources are
available.
8. Summary
This research is an effort to enhance girls’ and women’s access to mathematics and science education
and careers. The effort identified constraints that impede access to mathematics and science and
proposed a way forward. The project was a success in that it raised awareness among stakeholders on
gender issues in access to science and mathematics education, exposed career options to the girls and
their parents, and gave encouragement to girls to take up science courses.
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Abstract
This paper describes the impact of South Africa’s “Take a girl child to work’
programme on girls’ interest in Information and Communication Technology (ICT)
education and careers. The research was undertaken as case study at South Africa’s
Council for Scientific and Industrial Research (CSIR)’s Meraka Institute.
Keywords
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1. Introduction
The relatively small number of women who take up ICT education and careers has
been the subject of concern in international literature. There are two possible
explanations for under-representation of women in ICT education; it is either women
do not take up ICT courses, or women do not complete ICT degrees. Research so far
supports the first explanation [11]. Several initiatives have been put in place to entice
girls and women into ICT education and careers. The “take a girl child to work”
programme is one of these initiatives.
The “take a girl child to work” programme is a campaign in the fight against gender
stereotyping in South Africa. It exposes girls to career opportunities for women, even
in areas that were previously male dominated. The campaign was introduced in 2002
by the mobile-phone service provider Cell C, to help educators provide tools to help
female learners know more about the world of work. It also aims to give young
women basic skills to enable them to face the future with confidence.
This research looks at a case study on the “take a girl child to work” programme
conducted at the Council for Scientific and Industrial Research (CSIR)’s Meraka
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Institute. The CSIR is a leading scientific and technology research, development and
implementation organisation in South Africa. The organisation undertakes directed
and multidisciplinary research, technological innovation as well as industrial and
scientific development to improve the quality of life of the South African people. The
Meraka institute is managed by the CSIR, and facilitates national economic
development through research and innovation leading to products and services based
on Information and Communication Technologies (ICTs).
This research was done in an effort to advance policies such as the Convention on the
Elimination of all forms of Discrimination against women (CEDAW) [29], the
Beijing Declaration [30] and the SADC Declaration on Gender and Development
[31]. CEDAW which was adopted in 1979 by the UN General Assembly defines what
constitutes discrimination against women and sets up an agenda for national action to
end such discrimination. The convention provides the basis for realising equality
between men and women through ensuring women’s equal access to, and equal
opportunities in all spheres of life including education. The Beijing Declaration
reaffirms the governments’ commitment to ensure the full implementation of the
human rights of women and of the girl child as an inalienable integral and indivisible
part of all human rights and fundamental freedoms. The SADC Declaration on
Gender and Development on the other hand recognizes that the vulnerability of
women and the girl child and their retarded contribution to the development of such is
made worse by the unresolved inequalities between the sexes within the Southern
African Region.
The following barriers to women taking ICT education and careers can be
summarised as follows: [20], [21], [22], [23]
• The part of low presentation of women in ICT education at university level is
inherited from the secondary school level, where girls do not participate in
ICT-related activities as much as boys
• There is a lack of mentoring into ICT education and careers
• There is a shortage of female role models in ICT careers for girls to emulate
• General social pressures (e.g. family commitment) discourage women from
pursuing ICT education and careers
• Women face more crises of confidence over their performance in ICTs than
men due to delayed access to technologies
• Socialisation has made women to believe that ICTs are a male domain and
hence have no confidence that they could succeed in this domain
• The traditional role of sexes makes women feel strongly about raising
families, and that a career in ICT is incompatible with this goal.
2. Related work
This section explores the relationship between girls and ICT education and careers. A
special course in computer science was designed in [10] to address issues related to
gender in ICT education. The course incorporated the elements of creativity to
counter the reputation of computer science as boring, relevance to illustrate that
computer science is applicable to all spheres, collaboration to counteract the
stereotypes of computing as antisocial and inhospitable and restricted registration to
non-computer science students to reduce intimidation and support a hospitable
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culture. The course met with success because there were fewer female dropouts from
the course as a result of this initiative .
Research has shown that girls have a stronger verbal ability while boys perform better
in visio-spacial and mathematical problems [12]. What this study did not take into
consideration is the effects of differences that may well be significant in
developmental patterns and formal training of boys and girls. It is the cumulative
effect of such differences, each of which seems insignificant in isolation, that can
affect a girl’s choice of career paths and objectives.
The establishment of a peer-mentoring scheme was considered to be the most
appropriate mechanism for dealing with a range of factors which were significant in
affecting young women’s access to a business computing course [13]. The scheme’s
role was to provide additional assistance, help overcome the isolation factor among
females taking the ICT course and increase students’ self confidence in a ‘femalefriendly’ environment. The scheme was also meant to raise awareness of possible
career outcomes of the course. The retention rate of the female participants as a result
was enhanced.
The female role models presented to young women are unusual individuals who have
overcome tremendous social and political obstacles to pursue outstanding careers in
mathematics and science. Young women presented with those role models may
actually have their self confidence undermined because they cannot readily identify
with them. The University of Winscosin employs female students who act as
accessible role models for the women in computer science programs [14]. An
accessible role model is one that a student can interact with on a regular basis and
they can realistically see themselves becoming in the near future.
[15] and [16] argue that ‘women do not need handholding or a female-friendly
curriculum in order for them to participate and be successful in ICT education and
related fields. The way in which men and women relate to ICT education which has
been attributed to gender differences are actually a result of cultural and
environmental conditions. This then means that a solution for one community may be
different from that of another community. For example, ensuring that girls marry well
and uphold family honour poses a social threat to uptake of education, including ICT
education in India, for example, while in Africa parents would prefer to send boys to
school over girls in cases in which financial resources are limited.
It is with these issues in mind that the Meraka Institute embarked on the annual “Take
a girl child to work” programme.
3. Aim of the research
The main question which the researched seeked to answer was, “What should we do
right for the “Take a girl child to work” programme to achieve the desired impact on
the girls who participated in it.
The questions that the research aimed to establish were as follows:
•

What is the profile of the group of girls who participated in this programme?
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•

What is the relationship between the profiles of the participants and their
interests in ICT education and careers?
• What was the impact of the “Take a girls child to workl” programme on their
interests in ICT education and careers, and their confidence in achieving their
career goals?
• What are the girls’ opinions on ways to enhance interest in ICT education and
careers?
4. Methodology
Procedure: The Council for Scientific and Industrial Research (CSIR)’s Meraka
Institute hosted 35 girls from schools in the Gauteng province under the “Take a girl
child to work” programme which ran over a day. The girls were drawn from four
schools, both advantaged and disadvantaged. The ages of girls that participated
ranged between 15 and 18 years of age. 25% of the girls were in Grade 10, 25% in
Grade 11 and 50% in Grade 12. Between Grade 10 and 11 girls take a combination of
science, business and arts subjects, hence they are still in the process of selecting a
career direction to take. At grade 12 girls have defined a direction as business, arts or
science students. The selection of the girls to participate in the programme was left to
the schools. The girls selected as participants had a bias towards sciences
The girls were introduced to gameblocks. This is a physical programming
environment where learners with no previous knowledge of computers, and those that
cannot read and write can program. Instead of the known input devices such as the
keyboard or mouse, physical objects are used to program. This is a set of blocks that
control the direction of movement of a robot. The movement of the robot can either be
to the left, right or forward. The robot is built from lego blocks.. The blocks contain
magnets which determine the direction in which a robot that is connected to the block
moves. Therefore by selecting the right blocks, the children can program the direction
of the movement of a robot.
The programme included a 30-minute video of the activities undertaken by the CSIR
in the areas of biosciences, ICTs, natural resources and environment, built
environment, laser technology, materials science and manufacturing and satellite
applications. The programme also included a talk on ICT education and careers by a
female role model.
The girls were also exposed to activities of a project that works towards raising the
awareness of preschool children in Science and Technology. It has a hands-on
programme, to excite children into Science and Technology including computers.
Activities undertaken by the kids include basic circuitry, that is, making a little light
bulb shine. The children are taught that sound has energy. A candle is placed on one
end of a pipe. The children then tap on the opposite end, and as sound travels through
the pipe the candle on the other side goes off.
Data collection: Two sets of questionnaires were given to the students; one before the
programme and one after the programme activities had been accomplished. The presession questions was meant to assess girls’ scientific knowledge, their level of access
to ICT technologies and depth, knowledge of careers in ICTs and their perception of
scientists. The post-session questionnaire meant to gauge the perceptions of the
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learners of the activities undertaken and the programme, and also of ICT education
and careers.
5. A profile of the girls who participated
A varied range of characteristics of girls who participated were identified as follows:

5.1 Interest in subjects offered at schools level
Among the 35 girls who participated in the programme 17 were from disadvantaged
communities, and the other 18 from lower middle class communities. A survey on the
subjects that these girls took interest in revealed the following: 60% indicated an
interest in Mathematics against 10% who totally hated the subject, 55% for English
with none having total resentment for the subject, 50% for Chemistry and Music
which had only 4% each of students who totally resented the subjects, 35% for Art
against 10% who totally resented the subject, 30% for Business and Geography
against 30% who resented each of the subjects and 25% in Biology. History is the
most hated subject among the participants, with 60% indicating their lack of interest
in the subject. Only one pupil indicated their interest in Physics. This reflects the
stereotype that the seemingly difficult tasks are a male domain.
Students indicated that they took interest in a subject if the teacher was good resulting
in an enhanced understanding and passion for the subject. That would mean that the
students would earn high marks in the subject and hence be encouraged. The reasons
for selecting the various subjects differed. They wanted subjects that were challenging
because that allows them to use their brains creatively. Subjects that involved
practical work and experimentation were more appealing to these participants and
gave them the urge to learn more and explore. The girls also felt that the subject in the
direction of their career choice was more appealing to them. They did not like a
subject that they could not relate to, like history, for instance.
5.2 Access to ICTs
Table 1 reflects the state of access to ICTs at home and school by this group of
participants as percentages of all girls that participated.

Mobile phone
Telephone
Television
Computer
Radio
Fax
Printer
Internet

Home (%)
67
41
82
46
82
8
21
13
Table 1: Acccess to ICTs

School (%)
21
50
21
63
0
63
67
79
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The most available gadgets in the homes are the radio and television, followed by the
mobile phone, computer and telephone. The schools in which the participants attend
are well-equipped with ICTs, although one notable absence is the radio in these
schools. There are no known radio stations in South Africa that broadcast educational
programmes during the day, hence the absence of radios in schools. Television (TV)
broadcasts are not compulsory in schools hence the limited number of schools that
have acquired televisions. There are a number of South African TV channels though
that broadcast TV lessons. The fax, printer and Internet are available in most schools,
with a limited number of these ICTs in the homes even those of the advantaged
learners.
5.3 The impact of access / inaccess to computers
Out of the whole lot of girls that participated, 36% of them had no access totally to
computers. Of the 64% of those who have access to computers some started having
access from as early as 7 years of age and some as late as 17 years of age. There is a
fair distribution in the ages at which they started accessing computers.
The students that had no access to computers come from rural schools predominantly
and also from disadvantaged communities in the city. The students from
disadvantaged communities who have no access to essential ICTs such as the
computer and Internet constituted 12% of the whole group of participants, and 34% of
those participants from the disadvantaged communities.
A girl from the
disadvantaged community is more likely to have access to a radio and TV than the
computer. It was noted that in some cases students coming from the same school
could either have or have no access to computers at all. Due to limited resources in
these schools only a limited number of students can have access. The role of
experience with computers in attitudes to computing was explored in [7]. Girls who
reported to have been engaged in a variety of computer-based activities had more
positive attitudes towards ICTs.
The question is, “Would inaccess to ICTs impact on the teaching of subjects in these
schools and girls’ career choices”. The trend shows that the distribution of interest
among girls without access to ICTs is no different to the overall pattern derived across
all girl participants in this project. Unfortunately in this group, a girl from a
disadvantaged background without access to ICTs is more likely to take up arts
subjects such as social humanities and education over sciences, as compared to a girl
from the disadvantaged communities who has access to ICTs. This is as a result of the
fear of technologies that still affects those girls who have no aess or no ccconsistent
access to technology.
The students from disadvantaged communities who have access to essential ICTs
such as the computer and Internet constituted 24% of the whole group of participants,
and also constitute 66% of those participants from the disadvantaged communities.
The students from disadvantaged communities who have access to essential ICTs are
more likely to access these ICTs from school than from home. The probability of a
girl from a disadvantaged community with access to ICTs taking arts versus science
subjects is 50/50. The distribution curve on the subject interest in this group of girls is
no different from the distribution curve for the whole group of participants.
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5.4 Background knowledge on careers in science
The girl participants had a good background knowledge on careers in science when
they visited the CSIR. 70% of the participants had received this information through
career guidance seminars run in the schools or through science exhibitions, 30% over
the TV, 25% through parents and 12% through teachers, the radio and via the Internet
respectively. Only 8% of the participants said they would select the same careers as
their parents. With the disadvantaged communities parents are not as open-minded on
ICT careers options. Therefore children are influenced more by career guidance
activities rather than by their parents. In advantaged communities children are more
open-minded hence are likely to make their own choices that are different from their
parents.
Career options as selected by participants were as follows as percentages of the total
participants (Table 2):

Business
Science
Education
Arts and entertainment
Tourism
Social humanities
Sport
Languages

Before programme (%)
33
54
4
4
21
8
8
4

After programme (%)
25
62
8
8
25
8
8
4

Table 2: Career options 1

Interest in science among the girl participants increased by a small percentage of 11%
after the programme. This can be attributed to those girls from disadvantaged
communities without access to ICTs being enticed to take up sciences through this
programme. The numbers of those interested in business studies among the
participants decreased by 24% while the numbers of those interested in tourism
studies among the participants decreased by 19%. This can be attributed to the fact
that schools brought in students in Grade 12 with predominantly a science orientation
while those in Grades 10 and 11 were still in the process of selecting their area of
interest since they do a combination of business, arts and science subjects. The
numbers with an interest in social humanities and languages remained constant. One
of the primary factors underlying students’ choices of subjects is their attitudes to the
subject. If they believe that they like the subject and/or that they will do well at the
subject they are more likely to choose it [3].
In a survey carried out in [8], students generally did not agree that computer science
has good career opportunities, particularly for women. Students generally felt that
technical careers are not ‘helping careers’ in the same way as teaching, medicine and
nursing, for instance. The stereotype of a computer programmer as someone locked in
a small cubicle with no contact to the outside world is a threat to recruiting and
retaining female ICT personnel.
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5.5 Girls’ perception of a scientist
The participants had a positive impression of scientists. The girls described a scientist
as a clever individual who thinks creatively and uses the ideas generated to come up
with new inventions for the betterment of mankind. The scientist according to the
girls is someone who makes the impossible possible, and solves future problems. A
scientist is one with a passion for science, is an intelligent and motivated person, and
is a hardworker. The scientist should be someone who takes risks, and should be
adventurous. This shows that the girls’ minds were already made up on science and
they were well-informed about science/scientists.
Stereotyping ICT as a science-based career and as a hobby enjoyed by nerds have
contributed to stereotyping ICT education. The highly visible stereotypes in the media
and in the classroom reinforce these images and contribute to misconceptions which
many school girls have of ICTs. These misconceptions are the primary reasons for
girls’ low enrolment in ICT courses generally [2].
5.6 Girls’ perception of what it takes to be a scientist
Before the start of the programme girls were asked to provide information on the
qualities one must possess to be a good scientist. 84% of the participants selected hard
work, 75% eager to learn, 54% intelligence, 42% perseverance, 38% a good memory,
and 30% analytic skills. According to the survey to be an ICT scientist 80% said one
needs to be hardworking, 60% said eager to learn and 50% each for intelligence, good
memory and perseverance. That means to pursue a career in ICT science, one must be
hardworking and eager to learn. Intelligence and perseverance play second fiddle. The
girls had a good idea of what they need to be to make good ICT scientists.
5.7 Self confidence
The girls were a very confident lot. They were asked for their views on whether or not
they think boys perform better in science subjects than girls. 92% of the girls felt the
boys were underperformers, as a result of their poor attitude to work. To the students,
girls are more positive in their approach to work, hence they perform better. The girls
according to them, are always at the top in class tests. The fact that there are large
numbers of girls in science classes than boys at high school shows that girls are more
oriented towards the sciences than boys. The others felt that all people are equal, and
given equal opportunities, it becomes a question of who works harder.
The girls were aware that to take up ICT careers options they had to have a strong
background knowledge of science, be hardworking, have a passion for the subjects
taken at school, be good listeners, deep thinkers and communicators. In an experiment
in which female students in an elementary statistics and computing course predicted
they would fail, and males not expecting to fail, there were no gender differences in
the scores obtained at the end of the semester. Such findings suggest that the myth
that there are gender differences in mathematical and computing ability is false [3] but
exists only in the mind of the females.
6. Findings on the programme
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When the girls went on this programme their expectations were to:
• Learn more about the CSIR
• Enhance their knowledge about career opportunities in ICT
• Learn more about science and technology
• Obtain on-the-job skills practice
• Be motivated by female scientists
• Find out about the benefits of being a scientist.
But were their expectations met?
The girls were shown a video on the activities the CSIR, and this broadened their
views on the career options within the CSIR and also exposed them to a wider science
base and interest. The fact that the girls viewed female scientists at work in the video
meant a lot in motivating them. This to them meant that science was not just for men
but women as well. This confirms the importance of role modelling. The presentations
by female role models who identify with the girls in terms of gender and coming from
the same background from which they do, proved that no matter what one’s
circumstances were, there is any opportunity to be scientists. They were made aware
that there is a high demand for women in ICTs. They were also made aware of the
fact that with a science background the sphere of science applications and careers is
wide.
The girls had an opportunity to play around with the technologies that are developed
within the Meraka and meant for younger children as end-users of these technologies.
To them this was science made fun and easy. This to them meant that science was not
as difficult as made out to be. Also, that science and technology can be adopted at a
very young age.
There were two classes of girls that participated in the programme – those that have
no access to ICT technologies and needed to be enticed to take up sciences/ ICT
education and the group that has access to technologies and is aware of the benefits of
science/ICT education. The programme was designed more towards enticing girls, not
towards skills development. The group that had access already and hence a science
orientation needed a hands-on approach on how to develop these technologies, and
the electronics behind the ICTs. But really the original purpose of the “Take a girl
child to work” programme was to make girls aware of the career opportunities
available in the field of science. Girls interested in science/ICT education would then
be channelled in a certain direction. Girls that are not in sciences would then not be
the right audience to visit a science research institute like the CSIR.
One of the comments from the girls was that they were not sure what careers to take
up when they came into the programme, but now were in a position to make their
decisions. They were excited about having chosen science education in the first place
as a foundation to ICT education. 92% of the girls indicated that they were
encouraged to take up science/ICT careers through this programme.
The girls felt the programme can be improved further by giving them the
opportunities to work in the CSIR laboratories for the short time that they visited.
They were interested in seeing the real technology at work, rather than be told of the
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technologies by word of mouth only. To entice more girls the programme should
involve more girls, not only a selected few.
7. Encouraging uptake of ICT subjects in schools
According to the girls a lot needs to be done by the schools to encourage more girls to
take up ICTs. O’lander [1] recommends the following strategies:
• Establishing a unified computing curriculum to eliminate disparities that exist
in various schools
• A computing teacher certification to ensure that competent teachers implement
a challenging, interesting curriculum
• Integrating computers at secondary school to make students comfortable at
using computers for a variety of purposes, thereby increasing the chances of
them choosing computer science.
• Government policy to support computer education.
The concept of science for fun which involves increasing science-based activities both
inside and outside the class should be pursued. A program which emphasizes handson activities to introduce various facets of computer science is described in [5]. The
students would be introduced to a concept and then left to explore the concept on their
own. This gave them an opportunity to creativity and self-confidence. The activities
were related to communications (e-mail and chatting), and professional applications
(desktop publishing and library). This was meant to introduce girls to a number of
areas including programming, artificial intelligence, computer vision, robotics,
algorithms, databases, human-computer interaction and distributed computing. The
program also included non-laboratory activities, including talks by faculty, graduate
and undergraduate students.
The emphasis in research has been primarily on external reasons why females do not
take up ICT education. But ICT education is sequential in nature: new ideas and
knowledge are built on previous knowledge. Since foundation knowledge is of
paramount importance, the first courses in ICT are strategic in building that
foundation [4]. Early exposure to computers for girls is if vital importance. From a
young age, boys and girls are often given different toys to play with; boys are more
likely to be given mechanical toys such as toy vehicles and plastic tools, while girls
are more commonly given domestic toys such as baby dolls and faux cooking
supplies. Because ICTS are often considered mechanical toys, boys are more likely to
consider them gifts and to have greater access to them [6].
Perceptions of the gender-appropriateness of roles arising from the observations of the
work force are further reinforced by the role models provided in the family. At home
fathers are more likely than mothers to utilise technology. Computer science lecturers
are more likely to be male than female. In order to open the doors of interest and
aptitude in ICTs to girls at the youngest age possible, before so many become lost in
old adages and cultural misconceptions, elementary school girls need to learn about
ICTs in a supportive environment that provides every opportunity to bolster
confidence and competencies in both mother and daughter and providing role models.
A mother-daughter computer club would provide a chance for mothers to become
computing mentors for their daughters and continue that role in the homes, for
instance [6].
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Awareness programmes such as science expos, tours to scientific institutions by girls
and career guidance seminars should be encouraged in schools. The University of
Kentucky’s various outreach activities, in the form of computer-related camps have
aimed at high school students interested in computing [17], [24]. The goals of the
outreach programme are to provide a service to the community, to familiarise targeted
students to the university and computer science department and to provide an outlet
for students in computing through various computing activities. Teachers can start
mentoring programmes that can be a big step in encouraging young women to go into
ICT careers. Mentors can discuss personal as well as professional issues with the girls
[24]. Two of the reasons young females do not consider careers in ICT is because they
do not know females in these careers, and they do not know the multitude of career
options available in these fields.[28]. Web sites for young girls showing role models
in the field of ICT and career web sites on information about ICT careers for women
would also suffice. Examples of such websites are Career Mosaic [25] which offers
searchable ICT job listings, Advancing Women [26] which has a career centre and
Women in Technology International [27], which provides career opportunities. Girls
also need more information on learning opportunities and institutions where they can
obtain further education and financial support to support their educational careers.
Actively recruiting female ICT teachers is the major single most effective means of
increasing female participation in ICT programs [18]. It has the two-fold benefit of
bringing more women into the discipline. In addition it helps retain women because
having more women in the programme facilitates crucial peer support that all ICT
students need. One of the major barriers to women’s participation in computer science
is the difficulty of creating a critical mass of women in ICT. The ability to develop
such a critical mass is largely a function of the number of women available to become
part of that community. Producing more women with ICT degrees is also important
over the long term because it increases the pool of qualified women who can serve as
mentors for future generations [19]. In South African schools ICTS are taught by
classroom teachers who have interest in computers as a hobby or has taken some
computer training courses. Although there is a school curriculum in ICTs there is little
support to implement them in terms of making available the necessary technologies
and teaching staff. But one would expect this state of affairs to affect both boys and
girls equally. According to [9] girls demonstrate more insecurity and lack of selfconfidence in math and science.
One of the ways of showing girls some more attractive aspects of ICT is to use a
video [24]. With the participation of the target audience, a video was produced in [24]
that made computer science careers sound interesting and also encouraged girls to
study towards ICT careers.
Besides building more science laboratories schools should offer extra science lessons
for girls. Science textbooks are in short supply in schools. Games, whether
educational or purely recreational are an invitation to the exploration of computers. In
order to play computer games, children develop basic computer competencies, such as
the use of the keyboard and mouse, and navigation of the graphic user interface [6].
There is a serious shortage of computers in schools, hence a limited number of girls
can have access to these technologies. The ways computers are represented and used
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at school can have a dramatic impact on when and if girls will use them. The first
approach for teachers is to use the computers in the curriculum as tools for writing
papers, drawing graphs, etc. [24]
8. Conclusions
This research assesses the impact of the “Take a girl child to work” programme on
enhancing girls’ interest in ICT education and careers. This was undertaken in the
form of a case study at the Meraka institute. The relationships between girls’ profile,
the programme itself and the girls’ career choices were investigated. The research
concludes with proposals on ways to enhance girls’ interest in ICTs through the eyes
of the girls participants.
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Diverse Understandings Of Multiculturalism: How Picture Books Can Inform
Literacy Pedagogy For Pre-Service Teachers
Ingrid Johnston, Joyce Bainbridge, Anne Burke, Mary Clare Courtland, Roberta
Hammett, Teresa Strong-Wilson, Angela Ward, Lynne Wiltse, Ismel Gonzalez
Overview
This paper describes some of the findings from a Canadian longitudinal multi-site
case study that investigated preservice teachers’ responses to issues of national identity,
ideology and representation as presented in contemporary multicultural Canadian picture
books and explored their consideration of the texts for teaching in school classrooms. The
study aimed to illuminate preservice teachers’ perspectives on national identity and on the
development of culturally sensitive curriculum and pedagogy for a diverse student
population.
Contemporary multicultural Canadian picture books appeal to a range of readers,
and foreground questions of representation, identity, culture, race, class and power. In
complex interactions between text and illustration, picture books take up particular
ideological positions and articulate varying understandings of national identity,
multiculturalism and cultural difference.
The public schools of most Canadian urban centres are microcosms of diversity, yet
Canada’s teaching population remains predominantly white, with a majority of practicing
and future teachers coming from European backgrounds. Many preservice teachers, while
professing support for Canada’s official multiculturalism policies and for equitable
teaching strategies, express concerns about working in diverse classroom contexts and have
little experience of questioning stereotypes of Canada’s immigrant and Aboriginal peoples
in the texts they read and teach. Engagements with the visual and verbal aspects of
multicultural Canadian picture books create opportunities for preservice teachers to
question a white settler view of national identity and to develop more culturally relevant
pedagogy for their teaching.
The study brought together a team of researchers from six Canadian universities.
Focusing on 70 picture books that reflect the spectrum of Canada’s diverse population,
researchers at each site conducted a case study of their preservice teachers’ responses to the
selected texts and their experiences when incorporating the picture books into course
3
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assignments and student teaching in schools. Data were gathered through surveys, taped
interviews, focus group discussions and e-mail conversations with preservice teachers
during their coursework and their student teaching. Data were qualitatively analyzed at
each research site for emerging themes, shared across the six sites.
The study offers significant insights into how teachers and teacher educators can
address vital questions of diversity, multiculturalism and citizenship with their students
through the medium of contemporary literary texts. . In this paper, we focus on three major
themes reflected through data from specific sites in our study.

National and regional identity issues in Canadian multicultural teacher education:
Findings from Quebec and Newfoundland sites
All regions of Canada have specific characteristics that speak to a particular sense of
Canadian identity. However, media and other popular culture venues in Canada speak of
two regions that have maintained a very strong place-based sense of identity - Quebec and
Newfoundland 1 . Both have strong and vibrant cultures, with their own self-sustaining
music, art, and cultural institutions which thrive in parallel with mainstream Canadian
culture. Quebec’s culture is founded on its French language, history and customs, while
Newfoundland’s is based on its geographical isolation, which has allowed its mélange of
English and Irish culture to survive and evolve for hundreds of years (Rowe, 1976; Major,
2002). Unlike the rest of the country, Quebecers and Newfoundlanders both identify more
strongly with their home province and culture then they do with the Canadian nation.
Both cultures are insular by nature, and proud of it. By Canadian standards, both
provinces are still quite homogenous (See, for example, Statistics Canada, 2006,
Population by Mother Tongue). Both provinces have fought hard to maintain those cultures
in the face of global media and other influences. Both provinces are frequently defined
politically by their conflicts with what are perceived as dominating attitudes from Central
Canada. Both have also been wary of multicultural discourses - Quebec for the potential
1

Here we speak of the island of Newfoundland, not the province of Newfoundland and
Labrador, as the two parts of the province are in some ways historically and culturally
different.
4
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threat to their French language, and Newfoundland to their treasured insularism. Both
provinces, however, are now acceding to the necessity of change and the accommodation
of increased immigration.
Amid current heated debates in Quebec around multiculturalism, it is appropriate to
consider preservice teachers’ perspectives on the contribution of place to their construction
of identity, as disclosed through their responses to Canadian multicultural picture books.
For many preservice teachers who live in Quebec, a burning question is: “Where is here?”
(Frye, 1971).
The situation is far less dramatic in Newfoundland and Labrador. Until recently,
when out-migration and other causes of decreasing population made it necessary,
Newfoundland and Labrador had not actively sought immigrants, nor legislated its own
Policy on Multiculturalism. Data collected in this research project demonstrate that
Newfoundlanders have not experienced cultural diversity, meeting, at most, one ‘exotic
other’ in their rural communities.
Saldanha (2008) in her work on “home” and “away” argues that personal and
private concepts of home and away are influenced by international place of origins
competing with well-intended but often ineffective efforts of multicultural policies to
establish “home” as within Canada. In this section we consider how preservice teachers
perceive multiculturalism as presented in the visual aspects of picture books when
considering their own identity at home and in the national context as Canadians.
We begin with examples drawn from one Quebec teacher’s responses to literature:
this male teacher, Pierre, represents a “pure laine” Quebecois who grew up in a small
Francophone tourist community in rural Quebec and who rejected his heritage, at the age of
12, and embraced the B’hai faith. Pierre identified most closely with the picture book,
Suki’s Kimono (Uegaki, 2003), which focuses on the school experiences of a young child
of Japanese heritage.
Pierre referred to himself as an “outlier”, someone who grew up in a traditional
French-speaking, Catholic environment but who was “not a Quebecois kind of person”.
Pierre noted that because his community was a tourist attraction, it was also multicultural,
yet tensions ran high between the Francophone majority and the non-Francophones
(including Anglophones). Its version of multiculturalism was constituted in tourism, and he
5

2009 HICE Proceedings
Page 3264

especially remembers the “large greenery areas where people would go in their [summer]
chalets.” Pierre grew up witnessing a vast disparity between espoused beliefs (in
Quebecois politics and culture) and actual practices. In Suki’s Kimono, he found values
closer to his B’hai faith; he consistently referred to himself as “a member of a multicultural
community.” He admired Suki, who wears her traditional Japanese kimono to school
despite jeers and insults from her classmates, because she “sacrific[ed] her own well-being
for the sake of having her [Japanese] community, whether they [her classmates] regard her
as a member of their community or not.” In that respect, she presents a model of potential
multiculturalism: “if you belong you believe.” You believe that you can have a place in this
society by creating such a space, seems to be Pierre’s understanding. Pierre’s conceptions
of multiculturalism were futuristic, representing a turning away from the places of his
childhood and towards an imagined global place.
At the Newfoundland site, the preservice teachers in the study were asked to
articulate their thoughts and understandings of how the picture books used in the project
challenged their notions of identity as Newfoundlanders and Labradorians. As well, they
were asked about how they believed Canadian identity was portrayed through the visual
representations in the books.
One participant, Ainsley, was raised in a family of five and grew up in a small rural
Newfoundland village of 150 people, which she described as being insular and
characterized by traditional understandings and values. Ainsley described her disgust and
frustration with racist comments made about a couple in her community, and also pointed
to ignorance on the part of the community regarding mixed racial marriages. She shared
throughout the course her sense of the need for greater awareness of diversity. Racial
awareness and teaching pedagogies to support multicultural attitudes were important to her.
She felt that the attitudes in her small community could only change if children taught the
older ones through their school experiences. She wanted the official curriculum to wage
battle against the traditional understandings and values that permeated her small village.
In searching to bring greater understanding of Canadians to her students, she shared
with them Maxine Trottier’s book Flags. This book is about the internment of Japanese
Canadians during World War II. Ainsley described how the students were moved by the
book’s water-color illustrations, which depict a Japanese garden left unattended when its
caretaker was interned. She believed that visual representations of place and events bring
6

2009 HICE Proceedings
Page 3265

enhanced awareness to students and help them to connect their own experiences with those
depicted in the books they read. Ainsley described how the artistic elements of color and
texture added to her students’ understanding:
They liked the picture. It was the color. It was the texture in it as well. It was like
sand and rocks and plants and things. And they liked how it looked real. That’s how
they described it to me. But one girl said to me, I think it was here the double page,
the picture looks sad. I am assuming she was relating to the darker colors but not
necessarily. ‘He looks very sad because he is going away and they are friends, and,
like, my friend when she moved away was really sad the day before she left.’ So
probably the color might have, with the sun setting, ending his time here. I think
that is what she meant by that.
Further to this experience, Ainsley described how the picture book helped the
children to relate to a period in Canadian history when identities and actions were
disruptive to the building of the Canadian mosaic. The students questioned the history and
actions of Canadian’s during World War II:
So they talked about life is not fair and they didn’t like how Mr. Horoshi was
treated as we were reading the book. They would shoot up their hand or just blurt
out, you know, ’Why did they do that? Didn’t he live in Canada?’ Questions like,
‘Miss what’s the point of that? What are they doing that for? Did they actually do
that? Did that actually happen?’
This pre-service teacher described teaching moments: one in which there was pedagogical
space for understanding stereotypical perspectives of Canadian identity, and the other space
for disruptions – space for understanding the building of a Canadian mosaic. With the
implementation of the new Policy on Multiculturalism in Newfoundland and Labrador
(2008), we look to expanding opportunities for multicultural and anti-racist education in the
curriculum in the future.
The examples of these two preservice teachers’ responses to questions of regional
identity point to the strong sense of place that underpinned preservice teachers’ sense of
national identity in our study.

7
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Bringing controversial issues and difficult knowledge into the classroom: Findings
from Alberta and British Columbia sites
Some of the preservice teachers at these two sites looked forward enthusiastically to
incorporating a range of multicultural books in their own teaching. These included texts
that deal with issues of gender, race, and culture. For example, one British Columbia
participant said:
I love the idea of introducing difficult or controversial issues through these picture
books. I would definitely use books such as Trottier's Flags, Skrypuch's Silver Threads
or Yee's Ghost Train to introduce units in social studies dealing with internment or
immigration. I could see myself using Littlechild's This Land is my Land or A Coyote
Columbus Story to introduce the Aboriginal point of view to a class about land claims
or Canadian history.
However, as Britzman (2003) reminds us, preservice teachers are often reluctant to deal
with the “difficult knowledge” of racism, marginalization and inequity in society. This
reluctance was evident in the responses of some of the participants in our study to the idea
of bringing controversial picture books into their classrooms. Although many of them were
comfortable with the idea of incorporating books into their teaching that deal in a nonthreatening manner with issues of race, culture and disability, others were resistant to
selecting books that they felt might be challenged by administrators and parents, especially
books dealing with sexual orientation, immigration and Aboriginal content.
Many participants raised questions about the value or use of books that focused on
sexual orientation, or dealt with socially sensitive illnesses such as AIDS. One example
they noted was the picture book, Mom and Mum are Getting Married (Setterington 2003)
with its direct stance on sexual orientation and alternative ways of thinking about family.
There was the one about the child that had two moms. I think it was the, the
homosexual family and that one didn’t trouble me from a personal basis, but it
troubled me in the sense that I’m not sure how I would put that into my classroom
and deal with possible backlash. It’s something that I would like to discuss and teach
and bring to light in my classroom but I’m not sure that it would be appreciated …
How could I integrate that type of topic?

8
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Several participants mentioned the potential disapproval of administrators and parents
as a disincentive to having these books available in their classrooms and others indicated
they would be cautious about taking books on sexual identity into the classroom without
parental consent:
The Mom and Mum one I probably would be very careful with that. I would read it
to my [own] children in a heartbeat no problem … But I know there are a lot of
families that aren’t and I think it would be something that I would need to send a
letter home first maybe and say what your opinion is.
My only concern is that I don’t know necessarily what the school policies are on
same sex at this point because it’s very, you know …
Unfortunately, the following interview excerpts from a preservice teacher from British
Columbia show that such concerns may be justified.
I brought Asha’s Mums into my second practicum classroom in a Kindergarten/
Grade 1 class as part of a celebrating families unit. We had begun each class with a
story that highlighted or introduced different types of family structures. I would
open with the book and then the kids could ask questions, whether it was about
adoption or being raised by a single mother, for example. Anyways, I brought up
Asha’s Mums and my teacher said that she was fine with it but that I should go talk
to the principal. And, he had a problem with the book. He went on the internet and
pulled up the information based on what had happened down in Surrey.
Here, the preservice teacher is referring to a court case in which, in 2002, the
Supreme Court of Canada ruled that a British Columbia school board should not have
banned books at the kindergarten and Grade 1 level that depicted same-sex parents. She
went on to talk about how she was frustrated by the power differential (between the
principal and herself as a preservice teacher) and how the whole issue was ‘swept under the
rug’. She talked about the disconnect between the teacher education program and the
reality in the classroom. She commented that the program “gave us high ideals and great
expectations,” but that:
There was a tremendous disconnect between what we learned and discussed at the
university and then what we experienced in our practicum. It’s not just with
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children’s literature; it’s about a lot of other things as well. Things happen at the
university in … a very different place.
For some participants, the definition of ‘controversial’ appeared to include any
materials that presented non-mainstream points of view. One Alberta preservice teacher
commented that she would not use Littlechild’s This Land is My Land because of his
depiction of the death of his parents from alcoholism and his discussion of the treatment of
Aboriginals in residential schools. She said, “If I wasn’t under scrutiny of parents or
principals or administrators I would probably go ahead and teach it”.
However, another preservice teacher, who had created a lesson plan for use during the
field experience, observed:
Shi-shi-etko offers a respectful and sensitive way for students to consider such a great
human tragedy in our recent history. Students require a critical understanding of the
cultural destruction that resulted from residential schooling, because Aboriginal
healing will, as Campbell points out, require resources and support for many more
generations. This lesson gives students the opportunity to consider that, although they
did not make the choices for the government and public of the time, social
responsibility and social justice look to correct past wrongs, for Aboriginal
communities and for others.
Another participant said,
Parents are always going to have problems with their child learning about things
they do not agree with – especially with junior grades, i.e. This Land is My Land. I
can see this book creating a huge uproar in certain areas of the province where
acceptance [of diversity] is not something that is valued by parents.
The accompanying anxiety this “difficult knowledge” produced for many of our preservice
teachers appeared throughout several of the student narratives. As Pitt and Britzman (2003)
remind us, “We are beginning to appreciate just what a pervasive and threatening force it is
to imagine the self as influenced by knowledge” (p. 765).
In some cases, though, the books in the workshop provided preservice teachers with
an opportunity to challenge previously held romanticized notions of First Nations culture.
One individual, for example, explained how her childhood fascination with First Nations
culture had little to do with contemporary realities.
10
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As a young child, I often chose to read historical settings, like the Little House on
the Prairie from pioneer days, and I really romanticized the whole First Nations
culture. I was very unaware that there was a difference between then and now. In
high school, I had very few Aboriginal friends, so nothing bridged me to reality.
When she decided to become a teacher, she realized she would have to think about First
Nations issues differently.
When I decided to get into the field of education, I realized I’m probably going to
be teaching in a small community with First Nations students. It started to make me
aware of what has happened since then, the First Nations who were always in my
mind growing up and the real children who would be in my future classrooms. I had
to fill in the blanks.
Some preservice teachers used the books featuring stories of Canadian immigrants to
bring controversial issues and difficult knowledge related to immigration into the
classroom during their field experience. One British Columbia participant noted:
I chose Flags for my lesson because the book's about the Japanese internment and I
grew up in the Slocan Valley where thousands were interned. David Suzuki was
interned just 15 minutes from where I grew up. My chicken coop served as a house that
families with 10 and 12 people lived in. So, in my lesson I had a space that size and
had ten kids come and sit in that space so they could kind of conceptualize the living
space.
Flags provided this preservice teacher with an opportunity to explore difficult
knowledge with his Grade 5/6 students. He explained that what he thought “they got out of
the lesson was that if we’re not open and accepting of differences, we’re going to be in
trouble for the rest of our lives.” Another participant planned her lesson using Silver
Threads, a book of historical fiction depicting Canadian Ukrainian internment camps
during World War I. She explained that, “it is important for students to understand the
hardships that immigrants faced in Canada”. At the same time, she acknowledged that
racism associated with immigration is not only a problem of the past: “Canada, as a
multicultural country, still experiences high volumes of racism. If students are not aware of
this then it may be harder for them to accept people who do not seem to be in the
mainstream of today’s society.”
11
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When speaking about the Chinese immigrants who were exploited during the building
of Canada’s railways, one participant commented:
I chose Ghost Train, a story about Chinese workers coming over to Canada, for my
lesson. This is an extremely important aspect of our history and one that is difficult
to discuss because of how the workers were treated and the effect their deaths had
on their families back in China. It is a topic that is crucial for students to be
exposed to because it helps readers to empathize with the Chinese workers and
their families and realize that immigrants to Canada were not accepted with open
arms or on equal ground in terms of rights and respect. This is a topic that we seem
to still be struggling with today.
Many of the study participants commented that the books had raised their level of
awareness about certain issues:
I think the M in Multiculturalism stands for Myth. Just like everybody else, we’ve
done horrible things to our minorities.
I grew up thinking Canada is this great multicultural place; that we’re so accepting
and loving of all of these other people from different places. But when I took
Canadian History, I realized that there have been some difficult things in our past
that we shouldn’t necessarily forget, and that it’s really important to bring those
issues across to children. That’s why I chose Paul Yee's Ghost Train for my lesson,
so I could have students explore the poor treatment the Chinese immigrants faced in
building Canada’s railway.
We were encouraged that, despite the complications of “difficult knowledge” raised
by the picture books, some participants demonstrated that they had moved beyond a fear of
controversy about difference and were developing insightful ways of reflecting on their
pedagogical responsibilities.

Pedagogical possibilities and tensions for preservice teachers: Findings from Ontario
and Saskatchewan sites
Preservice teachers at these two sites were asked to create a lesson plan to provide
them with an opportunity to consider how particular concepts, themes and/or issues of
12
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identity are portrayed in Canadian multicultural picture books and to provide an authentic
context for effective lesson planning. The preservice teachers were then encouraged to
implement their plans in the field experience. This section describes, firstly, the
participants’ understandings of Canadian identity and diversity as well as their
understandings of literacy pedagogy. We then describe the tensions and challenges
involved in implementing and/or introducing the texts in their field experiences.
The findings from the Ontario site described in this section are based on a document
analysis of a sample of 15 lesson plans from the Ontario site. The plans ranged from
Grades 4 through 12 and included the following multicultural themes: Aboriginal history
and colonization, role of First Nations and Métis women in the fur trade, immigration,
Canadian artists, inclusion, ageism, place, journeys and identity. Participants prepared
plans for an individual lesson or one extending over several class periods as a mini-unit or
as an introduction to a theme such as immigration.
The plans ranged from those demonstrating a sophisticated understanding of concepts
and content, including emphases on verbal, visual, and critical literacy, as well as
pedagogical knowledge to several that omitted the focus on identity and multiculturalism
and/or demonstrated little or no knowledge of literacy pedagogy. Two lesson plans featured
Thomas King’s (1992) A Coyote Columbus Story. In this picture book, Coyote, the
Aboriginal trickster, conjures up Columbus and his sailors to play baseball with him. The
verbal text and William Monkman’s illustrations depict a post-modern alternative to the
traditional story; the Europeans are portrayed as grasping and farcical cross-dressers. Many
grade four to eight students might need scaffolding to understand the irony in verbal text
and the illustrations.
One of these lesson plans, intended for a Grade 6 class, focused on “the different
historical points of view about the positive and negative effects of early contact between
First Nations peoples and European explorers.” The participant planned to read the story
aloud to the class without showing the illustrations while the students interpreted the text
by creating their own sketches or drawings. Students would then meet in groups to discuss
their interpretations. The story would then be reread while showing the illustrations.
Students would again meet in small groups to compare their visual interpretations with
those from the text.
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The second plan was prepared for a Grade 5 class. The preservice teacher planned
to divide the class into small groups, ask them to read an article on a multicultural issue,
and have them create sculptures from play dough to represent the issues. Findings would be
shared with the class. Next, students would “develop a mini-autobiography on personal
experience related to the article and create a mini-journal of self-analysis.” The preservice
teacher did not provide clear instructions or offer scaffolding to facilitate students’
comprehension of the issue, or discuss self-text-world connections which might have
enabled them to complete the reflective writing tasks.
When we compare the two lesson plans, we see how the first one demonstrates not
only an understanding of this complex text, but also the capacity to understand how a
lesson might unfold at this particular grade level. The second plan suggests a transmission
approach to learning and indicates a lack of understanding of students’ comprehension
processes.
The findings suggest some of the ways in which preservice teachers’ were
developing conceptual and practical tools (Grossman, et al., 2001) which they will use as
heuristics as they engage in curriculum decision-making and response to diversity. FeimanNemser (2001) notes that preservice programs must provide candidates with opportunities
to reflect on their existing beliefs and form new visions, develop subject and pedagogical
knowledge, develop knowledge of learning (including cultures), and develop a repertoire of
strategies and tools to study their practices. Our findings indicate the programs are
providing a dynamic springboard for professional development. At the same time, teacher
educators need to reflect on and investigate why some preservice teachers are floundering
and consider ways to address this challenge.
At the Saskatchewan site, preservice teachers were interviewed after they had
participated in their 16-week extended field experience. Tensions inherent in the
relationship between the academy and the world of schools were demonstrated as they
attempted to put into practice what they had learned using multicultural picture books as a
resource. Prior to participation in the workshop on multicultural picture books, participants
had taken a range of elective and required courses in Native Studies and anti-oppressive
education. Preservice teachers in the elementary program had taken courses in children’s
literature, oracy and literacy education, which incorporated a range of Aboriginal and
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multicultural materials. The picture book workshop then, seemed to be a continuation of
their studies, a further source of ideas for teaching.
In some instances, instructors in elementary language arts courses had previously
taken groups of preservice teachers directly into classrooms to carry out their lessons with
small groups of students. Preservice teachers were very comfortable doing this, and the
teachers whose classes they visited seemed happy to have a ‘multicultural’ element injected
into their programs. However, data gathered from interviews and focus groups held after
the extended field experience tell a familiar story. Although we were not studying the
teachers whose classrooms were the preservice teachers’ ‘homes’ for 16 weeks, the reality
was that the classroom programs where our interns were placed reflected very little of the
Aboriginal and multicultural ideals espoused by university faculty.
Both elementary and secondary preservice teachers were disheartened to find that not
only were teachers not using multicultural and Aboriginal materials in their programs, but
the materials were simply not available:
I don’t know why there was so little that recognized Canadian diversity. It bugged
me. I don’t know if the teachers are just like, this is what I am given. Or I don’t
know if it is (the fault of) the teacher librarian. At my school, the library was very
small. They had one little shelf of books that wasn’t presentable and they weren’t
appealing. Even the books the students were choosing were very standard
information books about animals and such. I saw no teaching at all around diversity.
On a more positive note, even if they didn’t exemplify multicultural education, some
co-operating teachers allowed space for preservice teachers to develop lessons and units in
this area. Some elementary participants actually worked with the books we had introduced
during our workshops, often in a ‘read aloud’ with a follow-up activity. Some preservice
teachers developed elaborate units that were inspired not only by our workshop materials,
but also by their own Native Studies backgrounds. For example, a non-Aboriginal teacher
created a talking circle routine in her class and told fireside stories from prairie First
Nations traditions. Preservice teachers were well aware of the value of using diverse
materials:
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I just think for those kids who every day open up a book with white characters, that
must be so disheartening. These kids need something to connect to. I can’t imagine
what that would be like, constantly every day not seeing yourself represented.
Only one or two of the secondary preservice teachers directly used the picture books
during their extended practicum. Some secondary participants, many of whom had a strong
commitment to social justice, drew on their coursework in anti-oppressive education to
design in-class activities, even though they were uncomfortable in using the materials we
had used in the workshop. The following is an interesting glimpse into the world of
secondary school classrooms:
I was teaching a series of social studies lessons on the Canadian Parliament. I
divided the students into a minority ruling party and an official opposition party. I
had them each make up laws of their own that they wanted to discuss. The ruling
party made a rule that said that in order to make people all equal, they were going to
do away with treaty rights and reserves. There was pretty much no discussion on
that, it passed … and there went the treaties! It’s also interesting because we had
just finished talking about FN rights in the Canadian constitution and we had
discussed the fact that you can’t pass any laws that are against the constitution. So I
brought up the fact that this law they had made didn’t follow the constitution
because it violated the right of First Nations people to guaranteed consultation.
And the students said that they didn’t care.
Preservice teachers in Ontario also expressed frustration at the constraints they found
in the field. In some cases, supervising teachers had been reluctant to address diversity
directly because of their own lack of confidence and worry that students from different
cultures might be offended or silenced, “This is why I don’t introduce differences, because
as soon as you do they notice them”. In other cases, teachers considered picture books as a
resource for young children only.
There were other, more indirect constraints, emanating from the participants
themselves, some of whom were uncomfortable with the idea of using picture books in the
classroom. Part of their reluctance came from a perception that picture books were not
suitable for all grade levels, and part came from their own unpreparedness to match picture
books to their students’ interests or the topics being studied. So, although most of the
participants from Ontario used multicultural picture books, they chose not to use the books
16
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from our workshop, many of which provided a postcolonial, critical perspective on
Canadian diversity.
Most of our study participants went out to schools with positive attitudes and some
preparation for their role in promoting social justice with students, using picture books as
one vehicle for this. Many of the elementary preservice teachers at the Saskatchewan site
had ‘practised’ teaching with the multicultural picture books introduced through the
workshop. But in both Saskatchewan and Ontario, many of them found it challenging to
implement their ideas in classrooms where, although there was some theoretical value for
diversity, they found few resources and lukewarm support for problematizing the concept
of Canadian multiculturalism.

Conclusions
This cross-Canada study with preservice teachers has highlighted some of the ideas
and tensions around “what it means to be Canadian” in a rapidly changing multicultural
country as reflected in contemporary Canadian picture books. Participants in all provinces
identified with those books that portrayed their own region of Canada. However, strong
regional affiliations emerged as particularly significant for those participants located in
Newfoundland and Quebec, provinces with strong individualized identities based in
language and distinct histories. When preservice teachers considered which books they
might bring into their teaching, as beginning teachers, they raised questions about the
appropriateness of certain picture books for the classroom. This concern was particularly
evident in the responses of participants in Alberta and British Columbia who pointed to a
fear of community and parental challenges to certain books, particularly those that
addressed issues of sexual orientation. Other pedagogical concerns were expressed by
preservice teachers in Ontario, Saskatchewan and British Columbia, who commented on
the difference between the culture of the university teacher education programs and the
culture of the schools in which they were student teaching. They found very few
multicultural Canadian picture books available in the schools and little interest in
incorporating them into the curriculum.
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Our hope is that this study has raised preservice teachers’ awareness of the potential
of these books to explore a range of issues related to Canadian identity and diversity, and
has offered them possibilities for a new literacy pedagogy.
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"...and that visibility which makes us most vulnerable
is that which also is the source of our greatest
strength."
Audre Lorde

Introduction
There is a significant body of literature which identifies the importance of social factors
that affect communication and learning in online learning communities. The discourses that
permeate education are often rooted in issues situated in privilege and power. As such, the
structures of privilege and power that dominate these discourses often deny and/or ignore
difference and diversity (Hodges, 1998). In literature that outlines the topic of diversity in online
education, the range of identity constructs typically address only differences of gender, class and
race. The research regarding online learning and gay/lesbian/bisexual/transgendered (GLBT)
identity is minimal.
In this paper, I explore some of the challenges GLBT students experience as they seek to
locate themselves in the literature and the discourses of online learning. I outline these
challenges as associated with identity, discourse and representation, while situating myself in
each example. Drawing from the literature, I posit that online learning tends to marginalize
GLBT students. Finally, I recommend strategies virtual teachers and educational designers may
use to make safe educational spaces for GLBT students in the virtual secondary and postsecondary classroom.
Situating Myself
As a teacher, my students had many ways to describe me: as a singer, a musician, a good
hugger, a joker. As an online student, my peers might be able to assign many of the same
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descriptors. As a rule, I have seldom given any cause for students and colleagues to describe me
as a lesbian. In general, I have chosen to hide that part of my identity.
Peel (2001) suggests that explicit acts of heterosexism (such as denying GLBT
individual’s rights) are often highlighted in the research, whereas the more commonplace acts of
heterosexism (those that could be seen as anti-heterosexism or (hetero)normative) are often
ignored.
The Virtual Classroom as a Community of Inquiry
Social Presence
Many studies speak to the social construction of knowledge (Garrison, Anderson, &
Archer, 1999; Jonassen, Davison, Collins, Campbell & Bannan Hagg, 1995; Wenger, 1998).
Jonassen et al. (1995) state that learning is a not a passive process, but that it requires active
participation and interaction with others. Further, it is imperative for knowledge construction to
be a socially dialogical process that incorporates different perspectives (Pea, 1993). Garrison,
Anderson and Archer (1999) argue that in order for students to sustain cognitive presence,
educational spaces must afford social presence. They define cognitive presence as “the extent to
which the participants in any particular configuration of a community of inquiry are able to
construct meaning through sustained communication” (p. 89). Social presence is defined “as the
ability of participants in the Community of Inquiry to project their personal characteristics into
the community, thereby presenting themselves to the other participants as ‘real people'” (p.89).
Palloff and Pratt (2005) also argue that social presence can only follow a projection of
self. However, if students do not feel comfortable or safe to project themselves, I would argue
they cannot be entirely socially present. Palloff and Pratt further state that social presence is
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critical in online learning communities especially where collaboration is expected. I argue that a
partial or incomplete identity, due to being ‘virtually closeted,’ creates a disadvantage for those
students who do not feel able to self-disclose in that they feel unable to project themselves fully.
According to Jonassen et al. (1995), the process of sharing our thoughts and defending
our viewpoints allows us to deepen our understanding. However, if some topics are not popular
(or not the ‘norm’ or ‘safe’), they may not be expanded on by others. Sometimes efforts to
project realities can leave unanswered questions. This could leave the individual who raised the
subject feeling isolated and unable to interact, share their viewpoints and expand their
understanding. It also lessens the chance for others to learn about and from divergent viewpoints.
For example, in a discussion thread regarding gender issues in my educational technology
foundations course, the perspectives of communication and discourses based on gender roles
were raised. I responded with a comment that brought up other perspectives and identities and
mentioned sexual orientation. This comment earned no replies. While I cannot reasonably
ascribe the lack of response to the group ‘norms,’ I was still left with my comment (which at the
time felt like a risk) hanging, and felt increased feelings of isolation and disengagement.
Representing
In online courses I have taken, discussion board posts often feature self-disclosures by
my peers that relate to identity in terms of gender roles, relationship status, race, and age.
Responses often include reflections of similar identity positions (“I’m a parent too…,” “My wife
does the same thing...” etc.), which reinforces ‘mainstream’ identity constructs. In some
instances, I have selectively referred to my same-sex spouse as my ‘partner;’ as a gender-neutral
term, this tells an incomplete part of ‘my story.’
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A post in which I self-disclosed as a gay women garnered three replies from my peers
(one of whom I have a close connection through past courses and intense group work). While all
comments were positive, the fact that only three out of 19 classmates responded left me with
unanswered questions regarding the lack of response. Did my peers not consider what is
important or personal to me as pertinent to them (if only to a small degree)? Were they not
interested or uncomfortable with the topic I raised? Did they feel conflicted due to issues related
to religious or cultural backgrounds? Were they homophobic? Were they just simply too busy to
read and/or reply and extend the conversation? While I cannot outright call the silence
homophobia, the absence of a discussion does suggest something, and it is in those spaces of
silences that questions emerge.
Whatever the case, the relative silence that followed my raising of this topic and
disclosing this part of identity left me with feelings of uncertainly as to the exact reason behind
the ‘silence.’ While I felt somewhat liberated by my self-disclosure, I can admit a sense of
increased isolation and disengagement.
The process of outing oneself is often a risk. In fact, when I outed myself in an online
course, a fellow classmate applauded me on my risk taking. Tu (2002) states that users of CMC
“feel personally and technically secure” and that they have ‘little or nothing to lose if their
activities were discovered” (p. 36); however, the politics of online learning communities create
risks for GLBT students. In online interactive learning communities, peer assessment is often
used to encourage full participation. I have often feared whether I would be marked (by my peers
or my instructors) on my work, or on my identity. That this fear, like most, might not be rational,
does not negate its presence or power. Nor am I alone with this fear. In a study of graduate
psychology students, Rader (2000) cites “fear of discrimination or alienation from others, an
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unsafe academic climate, or irrelevance of one’s sexual identity to the matters at hand” as
reasons for non-disclosure (¶ 10). Sexual identity is a personal issue. However, if it is not
publicly addressed, recognized and validated in online learning, there is an increased risk of
alienating GLBT students through discourse that is impersonal.
Gaps and Silences - Missing Discourses and Subjects
Supportive discourse is an integral component of Garrison et al.’s (1999) model of a
community of inquiry. Consequently, if students do not find themselves in the literature or
examples used in a course, how can they then feel safe to ‘be themselves’ in an inquiry-based
classroom? Russo and Benson (2005) suggest that when students find online classes impersonal
or isolating, they may disengage, drop the course, or simply do the minimum to get through
while not engaging with other students or the material. One of the most striking things about
conducting research for this paper has not been what I have found, but rather what I have not
found. In many articles concerning identity and adult learning, the classifications listed stop short
of mentioning sexual orientation. Ahlstrom (1999) goes so far as to suggest that since the
literature on adult learning largely neglects the experiences of GLBT students, the practice could
best be reframed as being about heterosexual adult learning.
Riggs (2004) states “the process of adult learning may allow for a critique of the systems
of normalcy that surround the category itself” (¶ 20). In this way, instead of focusing on issues of
equality, which could be contentious for some individuals, online higher education spaces could
at least provide a forum where the practices of normalization are challenged.
Because curriculum rarely addresses GLBT issues, GLBT students may not engage in
courses that do not recognize their existence and personal reality (Peters & Swanson, 2004 p.
296). It therefore falls on the teacher or developer to ensure they address the topic of sexual
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orientation wherever the curriculum permits. For example, this could include mentioning samesex relationships in the types of families mentioned in narratives, sourcing GLBT authors, and
including sexual orientation in categories of identity constructs.
hooks (1989) makes the point that silences can be seen “a marker of exploitation,
oppression, dehumanization” (p.129). Allowing sexualities outside the norm ‘a voice’ not only
humanizes the virtual classroom for GLBT students, but it also humanizes an often contentious
issue for all students, thus enabling discussions that challenge the biases of normativity.
In order to engage students, Gruber (1998) recognizes that teachers must work with the
realities they bring to the classroom. Therefore, it is incumbent on virtual teachers to ensure
GLBT students feel safe to bring their realities into the classroom. A key component in this task
is acknowledging the validity of the experiences of GLBT students. If students do not find
themselves in the literature or examples used in the course, how can they then feel safe to ‘be
themselves’ in the virtual classroom?
As I reflect on how I have perceived biographies of other students, I must come to terms
with my own biases and assumptions, too. For example, when a fellow student mentioned that
she worked in a Christian school, I have to admit that an immediate ‘red-flag’ went up for me.
My fear of being perceived as perverted by particular religious/moral views fuels the paradox of
my position. How will I be present (and hopefully validated), if I do not give people the chance
to let me be present?
Rheingold (1993) argues that online communities offer a sense of anonymity: however in
online learning communities, anonymity is not possible. It can be said, though, that partial
anonymity is possible. Personally, I have found coping with the feeling of being partially honest
about my identity to be a challenge. One aspect I find ironic is that political correctness – as a
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form of acknowledging differences - is taking away GLBT code words. For example, I felt a
connection with another student when she continually referred to her male partner online as her
‘significant other,’ an oft used code word for same-sex partner. When I found out her partner was
male, I had to realign my biases toward the discourses I use and assumptions I make. Ironically,
while I get tired of people assuming I am straight, I tend to over-assume others are not. I also
struggle with the idea that when I do disclose, many people respond (to me or themselves) with
comments such as “Well… why didn’t you say anything before?” I must also contend with the
resentment I feel having to explain myself when my straight peers who represent the ‘norm’ do
not have to announce their sexuality, decide when is the best time to disclose, or worry if it is
safe to do so. The paradox is that I find it a challenge seeking a balance between wanting to be
recognized and not wishing to have to do all the recognizing myself!
Spaces for Representation
In face-to-face communication, visual cues and casual conversations often provide a
means for getting to know an individual in order to ‘test the water,’ in order to determine how
safe it might be to self-disclose. Tu (2005) describes the advances of CMC (voice tools, instant
messaging, etc.) that allow the medium to go beyond a space for presentation to a means of
interaction. It is in these spaces of interaction that dialogic and social presence can give way to a
deeper level of learning.
While not all face-to-face self-disclosures go well 1 , in-person communications provide
more spaces than the majority of CMC mediums to slip in the telltale pronoun or some other
means of ‘outing’ oneself. Even though I have struggled and agonized with every act of selfdisclosure, the end result is often a more heightened sense of connection with others.
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Rheingold (1993) suggests that communities are often built on idle chat. According to
Rheingold, "in a virtual community idle talk is context-setting. Idle talk is where people learn
what kind of person you are, why you should be trusted or mistrusted, what interests you" (¶ 60).
In one online course I took, guidelines for writing discussion posts were strictly outlined
so that students posted a ‘mini-paper’ once a week. As supported by Pena-Shaff and Nicholls
(2004), these self-reflections did not motivate individuals to go back, interact and extend the
discussions. Nor did it allow space for ‘idle talk.’ They merely provided a means of presentation
rather than representation and interaction.
Understandably, some GLBT students may not feel comfortable discussing their
sexuality or gender identity in that it might only reinforce feelings of marginalization and selfcensorship (Barnard, 2004). However, online learning spaces that do not validate all types of
diversity in learners, only serve to silence those who wish to share their unique perspectives.
Recommendations
In order to provide a learning space where GLBT students feel safer to project themselves
toward a more heightened sense of social presence, the following strategies could be employed
by virtual teachers.
Assign Individual Web-Pages/Bios as Introductory Assignments
At the onset of the course, teachers could ask students to introduce themselves both
visually and textually; for example, this could involve the creation of a personal web page.
Personally, I have had difficulty disclosing long after ‘getting to know someone,’ as I feel in a
sense that I have been lying to the individual. While teachers should include instructions that
students should only disclose what they feel comfortable with, the creative process and
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hypertextual nature of web page construction allows for a variety of representational
opportunities (links to favourite sites, graphics, music etc.). Students might also be asked to
include web page visuals (or metaphors) that represent them, thus allowing GLBT students the
opportunity to choose a symbol or image which might ‘out’ them at the ‘outset.’
Identify the Virtual Classroom as a Safe Space
Evans (2000) describes a Safe Zone program established by Iowa State University which
increased the visible support of GLBT individuals on campus. The program encouraged
supportive faculty and staff to display a Safe Zone sticker (which incorporated a pink triangle
often associated the GLBT communities) on their office doors. This allowed GLBT students to
make assumptions that they could approach the individual as an ally. I suggest that supportive
virtual teachers adopt a similar method of identifying themselves as ‘friendly’ on their home
pages. This could come in the form of an emblem (i.e. a pink triangle or rainbow) or an explicit
note (perhaps included in a mission statement) that outlines their acceptance of diversity.
Allow for Idle Chat and Private Spaces
To facilitate spaces for idle chat, virtual teachers should ensure students have access and
an opportunity to use a variety of asynchronous and synchronous means of CMC. These could
include chat rooms, voice tools, and so forth. Further, should group work be involved, private
discussion spaces should be available, thus providing a safe and less intimidating shelter for idle
chat and dialogic knowledge construction.
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Conclusion
As a teacher who has struggled with the issue of self-disclosure, I wish to add to the body
of literature that brings this topic to the forefront as a means for allowing others to find
themselves in the discourse. When I stayed in the closet as an ESL teacher, to paraphrase
Kitzinger (1996), did nothing really happen? What did staying silent say? My struggle to
confront my own reasons for my silence continues. In the meantime, I hope this paper will add
one more voice to the field and invite others to speak up and out regarding their experiences as
GLBT online students, thus opening wider the virtual classroom door, instead of closeting this
important issue.

“The fact that we are here and that I speak these
words is an attempt to break that silence and bridge
some of those differences between us, for it is not
difference which immobilizes us, but silence. And
there are so many silences to be broken."
Audre Lord.
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Queering the Way-Stollings 12
Endnotes

1

The following is an actual conversation I had the first class of a Teaching English as a Second Language (TESL)

program in which I enrolled. The new start in a new town had given me a fresh view on being out. In this new place,
my partner and I arrived as a couple and we were relishing in the liberation this afforded us.

E: So, are you from Kamloops?
L: No, I’m from Edmonton.
E: Oh, why did you come to Kamloops?
(For a nano-second, I ponder how this conversation will go…)
L: My partner got a teaching job here.
(I anticipate what will be asked next... and as expected it is… )
E: Oh, what does he teach?
(I pause and wonder how safe it is to use pronouns… I decide to ‘go for it’)
L: She (I stress this) teaches in the Faculty of Education. She (stress) teaches language arts methods and children’s
literature.
E: Oh, how long has he taught that?
L: She (more stress) taught a bit in Edmonton while doing her doctorate, but this is her first full-time position as a
professor.
E: Does he like it?
(I begin to question if I’m getting the right pronoun out… what part of SHE is not getting across here? My brain
flashes to a part of my partner's doctoral dissertation concerning a First Nations student who culturally didn't discern
between genders and called everybody a 'he'.)
L: Yes, SHE does. SHE is quite an excellent teacher and SHE is well loved by HER students. SHE works very hard.
E: Good for him.
The class started, but my head was still stuck in that conversation. I laughed to myself that E must be worried as to
how I could possibly teach ESL, when I could not even get my pronouns ‘straight.’ As it turned out, E didn’t show
up to the next class and she left the program. Part of me still wonders why she dropped out and how she processed
that conversation.
As discussions in the program progressed, my classmates would frequently start conversations with “My
husband…”, “My wife told me…” or “As a mother…”. My discomfort with the lack of counter-conversational
opportunities had a silencing effect on me. Finally, after class one day, I asked to speak to my instructor on the issue.
I wanted him to know that I had things to say, but that I did not feel safe to speak authentically and nor did I feel the
floor allowed me space to speak.
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Introduction to Desktop Virtual Reality
Published research has consistently demonstrated the effectiveness of virtual reality (VR)
as a learning tool in a variety of educational fields and settings, including K-12 education,
technical education, medical education, and engineering education. In addition, many
occupations and industries are now turning to VR to provide effective and cost effective ways of
doing business. (c.f., Ausburn & Ausburn, 2004, 2008a, 2008b; Ausburn, Ausburn, Cooper,
Kroutter, & Sammons, 2007; Ausburn, Ausburn, Ashton, Braithwaite, Dotterer, Elliott, Fries,
Hermes, Reneau, Siling, & Williams, 2006). Despite issue with costs, technology concerns, and
instructional design challenges with VR, Watson’s (2000) conclusion that “Most would consider
that … [VR] systems provide strong potential … for the educational process,” (p. 231) appears to
represent well the general position and expectation of virtual reality researchers and users.
The term virtual reality (VR) has undergone continuous changes since its introduction in
the late 1960s as immersive experiences with computer generated imagery via head-mounted
displays (HMDs). The term can now refer to a variety of computer-based experiences ranging
from fully immersive environments with complex HMD gear and body suits, to realistic PCbased imagery environments. However, in all its forms, VR is basically a way of simulating or
replicating a 3D environment through computer-generated imagery and giving the user a
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powerful sense of “being there,” taking control, and actively interacting with the environment
and its contents (Ausburn & Ausburn, 2004, 2008b; Beier, 2004; Brown, 2001).
The newest form of VR is called non-immersive or desktop VR. It uses QuickTime,
Java or Flash technology to present high-resolution panoramic imagery on a desktop computer.
Desktop VR “movies” are created by taking a series of digital still images and then using special
VR software to “stitch and blend” the images into a single panoramic scene that the user can
“enter” and explore interactively. The user employs a mouse to move and explore within an onscreen virtual environment as if actually moving within a place in the real world. Movements can
include rotating the panorama image to simulate physical movements of the body and head, and
zooming in and out to simulate movements toward and away from objects or parts of the scene.
Clickable “hot spots” can also be used to navigate at will (Ausburn & Ausburn, 2008b; Ausburn,
Ausburn, Cooper, Kroutter, & Sammons, 2007). What characterizes these desktop VR movies
and distinguishes them from traditional video is that the user chooses where, when, and how to
move and explore rather than being controlled by the prior production decisions of a
videographer (Ausburn & Ausburn, 2004).
What is important about the significant recent technical advances in desktop VR for
educators is that these technologies bring the advantages of VR experiences within the fiscal and
technical capabilities of most institutions and instructors. Because of the recent dramatic
improvements in desktop VR and its accessibility to schools and teachers, this technology is
emerging as an important new tool for learning. The new desktop VR is the focus of the research
and findings reported in this paper.
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Gender and Virtual Environments: Theoretical, Conceptual,
and Literature Foundations
While VR has repeatedly demonstrated positive instructional effects, some research has
also shown that this effectiveness has not been identical for males and females. One line of
theory and research that suggests reasons for differential effects of virtual environments for
males and females is gender-related differences in visual-spatial functioning. Half a century of
research history with paper-and-pencil and performance tests such as the Differential Aptitude
Tests (Bennett, Seashore, & Wesman, 1973), the Cards Rotation Test, (Allen, 1974), the Generic
Mental Rotation Test (Hakstian & Cattell, 1975), the Primary Mental Abilities- Spatial Relations
Test, (Keyes, 1983) and the Guilford-Zimmerman (1948) test of spatial orientation have
revealed consistent gender differences in skill in mental rotation/manipulation of objects and
spatial orientation, with females generally having more difficulty than males. Numerous studies
have documented this gender discrepancy. For example, Linn and Peterson, (1985) and Voyer,
Voyer & Bryden (1995) both revealed male superiority on mental rotation and spatial
visualization tests. Terlecki and Newcombe (2005) claimed that facilitation of computer
experience through training may have differential effects on men’s and women’s spatial
performance, and reported that men not only perform at higher levels than women on tests of
spatial and mental rotation ability, but also tend to have more spatial experiences. Research
evidence also suggests that the long-observed gender gap in mental rotational skills is
exaggerated in virtual environments, and that men and women perceive virtual experiences quite
differently, with men preferring more interactive environments than women (Space, 2001;
University of Washington, 2001). Further, Waller, Knapp, and Hunt (1999) asserted that (a)
understanding the spatial characteristics of virtual environments may be more challenging for
women than for men, (b) in general, tests of mental visual manipulation and spatial orientation –
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in which females have typically been less skilled than males – are highly predictive of the ability
to acquire accurate spatial information in a virtual environment, (c) gender-related differences in
proficiency with a VR navigational interface is particularly important in determining ability to
acquire spatial information, and (d) individual differences related to gender and cognitive ability
account for more variance in performance on tasks requiring spatial knowledge acquisition from
virtual environments than does the actual visual fidelity of the VR representation of the real
world. Waller (2000) agreed and found that spatial ability and interface proficiency – both of
which have been statistically related to gender – had the strongest effects in spatial knowledge
acquisition in virtual environments. He concurred with the earlier conclusion by Hunt & Waller
(1999) that:
“Our results suggest that there are very strong male-female differences in
the ability to benefit from VE [Virtual Environment] training. Recent work in our
lab has suggested that most of the effect of gender in VR spatial learning is
statistically associated with differences in spatial ability … and proficiency with the
navigational interface” (p. 69).
Regarding the alterability of these two predictors of success in training with virtual
environments, Hunt and Waller (1999) stated clearly their belief that “… there is surprisingly
little evidence that gender differences in psychometrically-assessed spatial ability can be reduced
by training” (p. 69). However, both Hunt and Waller (1999) and then Waller alone (2000)
supported the notion that females’ functioning in virtual environments and their ability to benefit
from VR training could be improved, and the gender differences reduced or even eliminated,
through appropriate training to increase women’s proficiency with the VR user interface.
Several studies by Waller and his associates have specifically documented the existence
of gender-related performance differences in virtual environments. Waller (2000) asserted that in
his studies women who used desktop VR were statistically less likely to derive accurate spatial
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information from it than men, and that gender was one of the most powerful predictors of spatial
knowledge transfer in virtual environments. Similarly, other studies of training in virtual
environments have reported gender differences in favor of males on a variety of performance
measures (Waller, Hunt, & Knapp, 1998a, 1998b; Waller, Knapp, & Hunt, 1999). One possible
explanation of at least part of observed male superiority in acquiring and using spatial
configurational information in complex environments has been proposed by both Hunt and
Waller (1999) and by Lawton (1994; Lawton, Charleston, & Zieles, 1996). The explanation
proposed by these researchers is based in human wayfinding and navigation theory. The
proposed rationale for male advantage in spatial wayfinding is that it can be at least partially
attributed to gender differences in specific strategies used during the “wayfinding” process. They
posited that males tend to use wayfinding strategies appropriate for navigation (e.g. bearing to
landmarks), while females concentrate on strategies more suitable to tracking and piloting (e.g.
describing control points and route cues such as street signs).
Several researchers have taken different theoretical lines for discussing gender
differences in performance in virtual environments. One approach has been to examine
male/female differences in technology self-efficacy. Bandura’s well known theory (1994, 1997)
defines the self-efficacy construct as belief or confidence in one’s ability to take appropriate
actions to successfully perform a certain task. Bandura also asserted that one’s level of selfefficacy, regardless of its truth, could impact actual performance. Some researchers have
discussed technology self-efficacy and identified this as an important factor in successfully using
electronic technology (Eastin & La Rose, 2000; Kandies & Stern, 1999).
This notion of technology self-efficacy raises the possibility that gender differences in
success with learning from and in virtual environments may be related to different experiences
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and perceptions of digital technologies. The technology literature of the 1980s – 2000 period was
full of studies showing that attitudes toward technology differed significantly between males and
females, reporting that males had greater interest in and knowledge of technology, and that
females perceived technology as more difficult and less interesting. Typical of the period were
studies by Temple and Lips (1989) that found males generally reported more comfort and
confidence with computers and by Waller, Knapp, and Hunt (1999) that found gender-related
differences in prior computer use accounted for considerable variance in performance on tasks
requiring gaining spatial knowledge from VR. Also abundant over the last 15 years have been
studies documenting female “technophobia” and computer anxiety (Gilbert, Lee-Kelley, &
Barton, 2003; Rainer, Laosethakul, & Astone, 2003; Schumacher & Morahan-Martin, 2001;
Todman & Day, 2006; Weil & Rossen, 1995; Whitley Jr., 1996). The American Association of
University Women (AAUW) (2000) conducted extensive research examining the technology gap
of girls and boys and concluded that teacher attitudes, the media, software manufacturers, and
curriculum have a detrimental effect on deficits and lowered self-confidence of young girls and
technology.
Bain and Rice (2006-2007) recently reviewed the body of literature on gender and
technology and then addressed the question of whether gender differences in perception and use
of technology still exist. They found that the majority of females in their study did not perceive
computers as being difficult and were using them more than in the past, but did not have the
same level of confidence or technology self-efficacy as their male peers. In another recent study,
Hogan (2006) also documented the persistence of higher levels of technophobia among older
women and men in Ireland, which suggests this persistence may not be confined to the United
States.
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Research has repeatedly demonstrated gender as a strong predictor of technological selfefficacy, with females more likely to rate their self-perception of their computer skills lower than males
(Bain and Rice, 2006-2007; Busch 1995; Hargittai & Shafer 2006; Hogan, 2006; Temple and Lips,

1989). Women also have frequently reported less confidence and more anxiety with usage of
spatially-related materials and computer software (Terlecki and Newcombe, 2005).
It would thus appear from the accumulated research evidence that despite gains in their
perceptions and usage of computers, females may still lag behind males in technology selfefficacy, which could continue to impact their performance in high-technology learning
environments such as VR.
Several reasons have been proposed for gender differences in technology self-efficacy.
These have included the spatial ability differences discussed by Waller and his associates,
differences in interest and experience with video games and related technologies such as VR
(Philips, Rolls, Rouse, & Griffiths, 1995), psycho-social gender differences in preferences
related to functions and features of games (Heeter, Chu, Mishra, Egidio, & Lee, 2005; Heeter,
Mishra, Egidio, & Wolf, 2005; Heeter & Winn, 2005; Heeter, Winn, Egidio, Mishra, & Lownds,
2003; Heeter, Winn, & Greene, 2005) and a general “masculinization” of computer gaming and
related technologies. For example, Graner (2004) found that males are encouraged to gain
pleasure from aggressive behavior and competitive play of violent games while females, due to
their historically more nurturing care-giving roles, are less comfortable with aggressive
competitive violence in gaming. Oldenziel (1999) contended that technology as a masculine
domain is a socially constructed concept which has been historically utilized to define
masculine/feminine roles. The AAUW (2000) study cited above echoed this same contention
that the “computer culture has become linked to a characteristically masculine worldview” (p.
16) which forces girls and women to make decisions whether to embrace technology or opt for
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culturally accepted views of themselves as feminine. Gannon (2007) asserted that the language,
images, and concepts used to mass market various forms of technologies to either women or men
perpetuate cultural stereotypes of the nature of technology. Similarly, Heeter, Chu, Mishra,
Egidio, and Lee (2005) supported the existence of gender differences and cultural stereotyping
in gaming preferences. They found that boys liked game features such as weapons, fighting,
challenging levels, complex controls, and navigating through the game space using teleport or
warps, while girls liked game features such as story lines, multiple levels to accommodate
varying skill levels, adequate instructions, collaboration and chat, and avatars representing
females and cute pets. The notion of gaming masculinization was supported by Hess and Niura
(1985). Their study revealed that a significant amount of the computer videogame genre is
focused towards typically “masculine” interests, with emphasis on aggression or violence. This
led them to conclude that because of this gender bias, females may be less likely to engage in
spatially related computer activities.
The discussion presented here weaves together several related threads from theory and
research literature relevant to gender differences in technology perception and performance.
These variables and concepts and their proposed relationships form a theoretical and conceptual
framework for the research reported in this paper. This framework is shown in Figure 1.
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Figure 1. Variables related to gender differences in technology performance and perceptions.
Virtual Reality Studies at Oklahoma State University
As desktop virtual reality began to improve technically and to offer schools and teachers
a cost-effective way to bring the benefits of virtual learning environments into classrooms in
schools, a research team at Oklahoma State University (OSU) launched a line of inquiry into this
dramatic new technology. Prior to the OSU research, published VR studies had focused on
complex immersive VR technologies rather on than the more accessible new desktop alternatives
(Ausburn & Ausburn, 2004, 2008b), and the few studies that did test desktop VR were not
focused on potential gender issues with emerging virtual technology.
The desktop VR studies at OSU have avoided the anthropology or descriptive “case
study” approach that has often defined research with new technologies. Instead, they have been
theoretically grounded (e.g. supplantation, communication, media concreteness, cognitive load,
self-efficacy, and individual different theories) and quasi-experimental in design. Ausburn and
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Ausburn (2008a) summarized the research procedures of the OSU studies in their recent review
of the research series:
They have focused on applications of desktop VR in technical education and have
had convenience samples of technical and occupational students and educators
as participating subjects. All the OSU studies have used random assignment of
subjects to treatment groups and post-test-only research designs. All data have
been collected in technical education institutions by trained members of the VR
research team using standardized protocols to ensure uniform data collection
procedures. The sample sizes have been small, and the studies have been considered
to be pilot studies that will point the way to larger studies in the future. (p. 53)
Two studies in the OSU series have specifically addressed gender issues in desktop VR
environments. The purpose of the first study (Ausburn & Ausburn, 2008a, 2008b) was to
compare the effectiveness of desktop VR with traditional still color images in presenting a nontechnical environment to learners of various ages and genders. The study addressed three aspects
of learning outcome by comparing scores of learners who received a desktop VR presentation of
the interior rooms of a house with the scores of learners who received still images of the same
scene. The subjects were 80 adults drawn from the general population who were stratified by
gender and age as follows: 20 males aged 18-35, 20 males aged 36-60, 20 females aged 18-35,
and 20 females aged 36-60. Equal numbers of subjects from each gender and age group were
randomly assigned to receive either a desktop VR (panorama movie with hot spots for
navigation) or still imagery (8 color photos) presentation of the house rooms. After receiving
their presentations, subjects completed three testing instruments developed by the research team
to measure (a) scenic orientation (15 multiple choice items that required subjects to position or
locate themselves mentally within the house scene and identify the location of designated objects
in relation to their position, such as “behind you” or “to your right”); (b) recall of scenic details
(number of correct and non-duplicative items that could be recalled and listed within one
minute); and (c) perceived confidence in scenic comprehension (self-reported rating on a 5-point
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Likert-type scale). Data obtained from this study were analyzed with 2-way ANOVAs. These
analyses supported the efficacy of desktop VR, which produced significantly better scenic
orientation, detail recall, and confidence for both genders and both age groups. Also important in
this study were its findings related to gender and VR. Unexpectedly, and in contrast to the
hypothesized outcomes based on theory and literature, in this familiar and non-technical scenic
environment, the females performed significantly better than the males in both scenic orientation
and recall of details. They also tended to be more confident about their understanding of the
house scene than the males and to benefit more from the VR presentation than the males on both
the performance and confidence variables.
The unexpected gender-related results of this study set the stage for a second study by the
OSU team. In this recent study, gender effects in desktop VR were studied in the context of a
highly technical environment in a strongly gendered occupation. The subjects were 42 postsecondary surgical technology students at a large urban technology center. Because of the
gendered nature of the surgical technology occupational program, this sample was heavily
gender weighted, with 36 females (85.7%) and 6 males (14.3%). In the study, students were
randomly assigned to receive one of two alternative VR presentations of a set of unfamiliar
operating rooms (ORs): one VR presentation had only the standard “hot spot” navigation
features of desktop VR, while the other had an additional mapping feature to assist users in
orienting themselves and locating items relative to themselves. The VR scenes in both
presentations were very complex visually, with many objects unfamiliar to the students,
numerous labels and arrows, and complex navigation tools for moving around and examining
objects. Dependent measures for the study were similar to those for the first study reported above
and included a multiple-choice test of scenic orientation, number of details correctly recalled,
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self-reported confidence on a 5-point Likert-type scale, and self-reported perceived task
difficulty on a 5-point scale. The results of this study in a highly technical and visually complex
environment (ORs) rather than a familiar non-technical (house) one were dramatically different.
This time, the findings were very much in line with the theory- and research-driven gender
expectations. The quantitative ANOVA data showed that regardless of the presence or absence
of the navigation mapping tool, the females scored significantly lower than the males on the test
of scenic orientation, and also were significantly less confident than the males and rated the
learning tasks as significantly more difficult.
Qualitative data were also collected in this study through interviews with 19 of the 42
participants selected at random. All four males who were interviewed made positive comments
about their experience with the VR operating rooms. None reported serious navigation or
orientation problems, and all gave generally positive impressions of the VR experience. Their
descriptions included terminology such as “cool,” “neat,” “easy to get around,” “easy to guide
yourself through,” and “good graphics.”
By contrast, the 15 interviewed females presented a less positive impression of the VR
experience. Only six of the 15 gave a positive impression of the VR overall, with an additional
two leaving a neutral impression. Seven of the females appeared to feel negatively about the VR,
reporting unpleasant feelings ranging from physical discomfort and nausea to confusion and
frustration. Two of the females stated clearly that they did not like to learn from computers and
preferred hands-on or person-to-person learning. Several of the females’ comments indicated
problems with orienting and navigation in the VR, feelings of “confusion,” “uncertainty,”
“difficulty,” “frustration,” and “being lost.”
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Several specific quotations from the interviewed female participants about their VR
experience will serve to illustrate the general feelings and impressions of their comments:
Female age 18
“I like to feel it, touch it, so [the computer] kind of makes me feel a little stressed….”
Female, age 21
“I would learn a whole lot more if I was actually physically in the room.”
Female, age 26
“That was very frustrating.”
Female, age 21
“…it doesn’t motivate me at all to look at that, I’m just like…there’s no point.”
Female, age 26
“I don’t care for it….If it was there, I might use it but I…would rather learn by touch or someone
[asking] questions….”
Female, age 21
“…it was kind of confusing…a little bit difficult….”
Female, age 21
“I was thinking, ‘I got it,’ then I looked and all those numbers came up and I feel like I didn’t
really get it.”
Female – young – age unknown
“I got the different operating rooms confused. I don’t know why. There’s pretty much the same,
but I think things were mixed up and that I got stuff jumbled a little bit.”
Several comments from the female interviewees indicated they had additional problems
related to the VR presentation. Some were not aware of the similarity between computer gaming
and VR. Some did not seem to value their own previous computer experience. One respondent
adamantly denied having any previous experience with virtual reality. She claimed that she
“watched her brothers play online games, but didn’t participate” During the course of the
interview, however, she revealed that she did play Nintendo 64 games. Another female
participant told the interviewer that she had no previous experience with virtual reality, but later
stated that she played many online games. It was clear to the interviewer that this student did not
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equate the online games in which she actively participated with a virtual reality program. This
resonates with statements of another woman who stated that she had no previous experience with
virtual reality. When discussing the VR scenes of the surgical operating rooms, she compared
them to an online tour she took of the college campus the previous year. The interviewer
concluded that these women did not have a complete understanding of virtual reality and
technology and many of them discounted their previous experience as unimportant.
Implications and Conclusions: Gender Issues for Desktop Virtual Reality
Virtual reality (VR) appears to have well-documented potential as a teaching/learning
technology. It can take learners safely and realistically into unfamiliar environments and give
them a sense of immersion and personal control of their exploration and discovery. However, the
results of recent research on desktop VR at Oklahoma State University (OSU) suggest that the
effectiveness of this technology may not be uniform across genders in all circumstances, and that
cautions may be appropriate when using VR with female learners to present technical and
visually complex environments. In our studies, the females did well – in fact, better than the
males – in orienting within a VR scene, recalling details in the scene, and feeling confident in
their understanding when the scene depicted virtually was simple and familiar to them. The
house interior scene in which the females performed well with VR presentation was visually
simple, contained no labels or other visual identifiers, was familiar and comfortable, and was
free of complex navigation requirements. In such an environment, the females appeared to
exhibit none of the problematic spatial skills, navigation strategies, or technology self-efficacy
often claimed for them in the research literature. From a theoretical and explanatory perspective,
it may be that the concreteness, accuracy, and representational fidelity of VR, plus its ability to
explicitly perform (or “supplant”) for females the task of mentally combining images from
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multiple sources, thus reducing the cognitive load inherent in this visual/spatial process, may
have assisted them in spatial imagery processing. This assistance may have both improved their
performance and raised their self-efficacy with the VR technology.
However, when the VR environment became unfamiliar, technical, visually complex, and
navigationally difficult – as in our second study with the surgical operating rooms – the picture
changed dramatically with regard to gender. In the OR environment, the females appeared to
experience more difficulty and to lose the performance and confidence advantage they exhibited
in the house environment. When the desktop VR presentations depicted unfamiliar locations,
contained visually complex fields full of competing details, and presented complicated
navigation options, the gender gap in performance, confidence, and perceived difficulty appeared
to re-assert itself. The high levels of visual-cognitive load, necessary spatial processing, and
visual orientation/wayfinding/navigation complexity implicit in the virtual OR environment
appeared to result in performance and self-efficacy problems for the females that they did not
experience in the more familiar and comfortable house environment. What may have happened
here is that the heavy visual-spatial cognitive load overrode the supplantational benefit of VR
and resulted in spatial processing problems, heightened anxiety, and loss of self-efficacy for the
females.
These findings suggest that the effects of desktop virtual reality may not be identical for
males and females, and that the differences may be exacerbated when VR is used to place female
learners in technical settings or settings with visual and navigational complexity. Our results tend
to support the findings and contentions of much of the research literature regarding gender
differences in spatial, orienting/wayfinding/navigating, and technology self-efficacy functioning.
They also suggest that special care may be necessary to help females benefit from the learning
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opportunities offered by desktop virtual reality technologies, and that this may be especially
important in strongly gendered classes and courses. Waller (2000) asserted that female
functioning in virtual environments and their ability to benefit from VR training can be
improved, and the gender differences reduced or even eliminated, through appropriate training to
increase women’s proficiency with the VR user interface. If desktop VR is to reach its full
potential, it will be the task of VR designers to develop user interfaces and implementation
strategies to overcome gender-specific limitations and maximize the learning benefits of this
exciting new technology for everyone.

This research was supported in part by the Provost’s Teaching Research Grant for the Institute
for Teaching and Learning Excellence at Oklahoma State University, Stillwater, Oklahoma,
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Abstract
This paper will explain and discuss the outcomes from a four year National Science
Foundation (NSF) project titled “Development of Master’s and Online Certificate
Programs in STEM Community College Teaching” NSF#0302839. The project was
awarded from the ATE division to NC State University and the College of Education
with collaboration between the Adult and Higher Education Department (AHE) and the
department of Mathematics, Science and Technology Education (MSTE). The goals for
the project were to increase the technological literacy of community college faculty by
developing and implementing an online teaching certificate. Also, the project intended to
attract a broad and diverse audience of those community college instructors that teach
disciplines related to Science, Technology, Engineering, and Mathematics (STEM). The
final goal of the project was to disseminate information and research and receive input
from professionals in adult and community college education as to improvements that
could be made to enhance the project. Additional objectives for the project included
enhancing skills and adapt classroom design, instruction, and evaluation in disciplinary
content areas, as well as develop key knowledge and skills regarding the adult learner.
This included instructional strategies and the nature of a supportive learning community
classroom instructional environment.

Introduction: Teaching Technology through Technology
To meet the needs of current and future students and employers, technology
content and its use in instructional delivery must become part of the system and culture of
community college education. Currently, one of the greatest needs among community
college faculty is to develop knowledge and skills in the use of instructional technologies
(Rifkin, 2000). According to Grubb (1999), both the design and delivery of community
college instruction through technology-enhanced environments are in drastic need of
improvement.
Considering this need to teach technology through technology so that community
college instructors will received the needed training and skills for the 21st century, NSF
awarded funding to a project titled “Development of Master’s and Online Certificate
Programs in STEM Community College Teaching” (NSF#0302839). The project was
funded to help update knowledge areas on instructional practices and develop skill sets
that community college faculty need to be competitive. This required the Project
Investigators (PIs) from the College of Education at NC State University to research and
develop better strategies for the design and delivery of course-related content through
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technology-enhanced learning environments for community college faculty that teach in
STEM related disciplines. Faculty from the departments of Adult and Higher Education,
as well as Mathematics, Science and Technology Education, developed both online and
hybrid courses to enhance participating community college faculty in developing key
knowledge and skills regarding the adult learner, instructional strategies, and the nature
of a supportive learning community classroom instructional environment. These courses
also needed to enhance skills and have community college instructors adapt new
classroom designs, instructional strategies, and better ways to evaluate in disciplinary
content areas. This was paramount to the project since most participating community
college instructors had limited backgrounds in proper ways to teach and develop good
classroom learning environments for both traditional and alternative forms of instruction.
Therefore, the courses used and developed for this project allowed participating
community college instructors to gain knowledge and skills for critical decision-making
in the necessary adaptations of classroom activities for diverse students who represent
diverse contexts using different forms of pedagogy, andragogy (Knowles, 1975), and
alternative forms of integrated technologies.
The project structured course offerings to participants by having a core set of
three courses taught by both AHE and MSTE faculty to establish fundamental basics of
what is needed for successful instruction. These courses were all graduate level courses
taught at the Master’s level and included the adult learner, instructional strategies for
adult and community college education, and instructional design in technology and
technology education. The adult learner course was the foundation for all course work
since most if not all community college instruction centers around adult populations or
non-traditional students (Merriam, 2001). Instructional strategies for adult and
community college education course gave an overview of assessment, test development,
classroom management, and other areas associated with good instruction. The third core
course was instructional design in technology and technology education. This course
taught students good practices for developing and maintaining quality alternative forms
of instruction with a particular emphasis on technological literacy development. Once
these three courses were taken, participants could at this point decide to continue on in a
certificate program that gave a broad variety of courses to improve their general
instructional practices, or select one of two tracks that would emphasis either community
college teaching or technology education. These two tracks and the additional six credit
hours that each require would allow participants to not only have a certificate with one of
the two emphasis, but to continue on into a Masters level program from either
department. Courses in the community college emphasis highlighted training and
knowledge development in testing and assessment (Collins, 2004). The technology
education emphasis focused attention to laboratory planning and management. All three
certificates programs catered to STEM disciplines and allowed for improved instruction
and technology awareness (See figure 1).
The project’s targeted market were community college systems in both North and
South Carolina, with the understanding that after the project was finished that it would be
a model that other institutions can use as they to help provide professional development
for community colleges. Requirements for participating instructors were set by the
project PIs that worked directly with both state systems and met the overall requires set
forth by the original grant approved by NSF. The qualifications required participants to
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be a graduate of an accredited four-year college, and have a GPA of at least 3.0 on a 4point scale in last 60 credit hours of undergraduate study. They also had to be currently
employed either full-time or part-time as a faculty member at a community college in
North Carolina or at a technical college in South Carolina in a STEM related area.

Figure 1: Flowchart for the three tracks for the community college certificate program

Online Tools and Data Gathering Techniques
The project conveyed all content over the Internet during its main phase, as well
as during the one year extension that ended in 2008. Technology and the use of online
instructional technologies were vital for the success of the project. Common instructional
technologies used in all courses for the certificate program included WebCT-Vista® and
Elluminate®. WebCT-Vista® allowed for both instructor and student to have
asynchronous discussions and text chatting, but particularly focused on content delivery
for students. Centra Symposium® and later Elluminate® allowed instructors to offer
fully synchronous discussions with students real-time and also worked as a content
delivery method. Figure 2 shows the use of Centra Symposium® being used in one of
the courses offered by the project.
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Figure 2: Screen snapshot of a synchronous session with students
Assessment for the project was both summative and formative, with particular
attention towards student’s person reflection and evaluation based on their personal
experiences. The research methodology was a mixed-methods approach using
quantitative data gathered from survey instruments and student evaluations, as well as
gathering qualitative information from students on their individual success and reflections
while pursuing the certificate program. Self-assessments of their technology skills and
skill development were administered throughout the project. A review board of
professionals in educational research and from the community college system assessed
random samples of student work for clarity and whether or not the project was making
success in the right direction. Surveys were given after each course that not only
assessed the instructor and course, but also what they the learner had gained in forms of
knowledge and technological literacy (Clark, 2003). Finally, working with the outside
evaluator for the project from the Research Triangle Institute (RTI), phone interviews
were performed to get more of a qualitative approach to what students were learning in
the certificate program.
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Findings and Conclusions
Participants for this project came from both North and South Carolina community
college systems. A total of 19 community colleges participated, three from South
Carolina and 16 from North Carolina. Figure 3 shows the locations and names of these
community colleges that had participates during the lifecycle of the project.

Figure 3: Participants locations for the duration of the project
Recruitment methods for the program included four major components. The first
was to conduct video conferences at seven South Carolina sites to solicit participants.
Also, presentations where given at community college administrators conferences during
the year and a mailing of brochures to at least 100 community college sites in both states.
Finally, the PIs conducted face-to-face orientation sessions for potential enrollees. This
came from feedback from the first year when participants were asked how to improve the
recruiting process for the project.
Participants were placed in cohorts for the year they entered the program. A total
of three cohorts participated with a wide variety of backgrounds. Participants and their
area of teaching expertise included the following: anatomy & physiology, biology,
chemistry, civil engineering technology, computer programming, dental hygiene
technology, electronics technology, developmental arithmetic & algebra, distance
learning, industrial systems technology, mathematics & science, mechanical engineering
technology, occupational therapy, and surgical technology. Cohorts for each year were
selected and divided up by location, gender, and which of the four discipline fields they
represent. Of those community college participants that started in each cohort, Figure 4
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shows the final number of completers for the two year cycle for each cohort to finish one
of the three certificate programs (see Figure 4).

Figure 4: Demographic information
The cohorts for this project had many participants not complete the two-year
cycle in order to receive their certificate. Researchers from both internal to the project, as
well as the outside evaluators, spent considerable time interviewing and surveying
students that left the cohorts. Major reasons for dropping out of the certificate program
included personal commitments, unexpected emergency, finances (students had to pay
upfront and be reimbursed by their institution upon completion), and an increased or
change in workload during the semester from the college they teach at. Other reasons
included courses content not matching needs of participant; preferred a traditional
learning environment; and acceptance into a doctoral program. One reason that was
considered a high concern for the PIs was the comment that no one cared about their
progress. The researchers had to leave it up to the individual community colleges to offer
an incentive program for participants and some community colleges offered additional
salary, while others offered little to no incentive to participants. Figure 5 shows the
attrition of online students for all three cohorts during the four years of the project.
Cohort 1 started its two-year cycle during the 2004-2005 academic years; cohort 2 started
in the academic year of 2005-2006; and in 2006-2007 the third cohort was created with a
completion date in 2008.
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Figure 5: Attrition of online students during the project main phase
Findings and conclusions for the project is based on whether or not the goals
established for the project were achieved. From the evidence of both quantitative and
qualitative data that both internal researchers from NC State University and the external
evaluator from RTI collected and analyzed, the following conclusions were found. First,
the researchers for the project wanted to find out if program developed and enhanced
knowledge and skills for participants in understanding diverse ways and setting in which
adults learn. Evidence exists that shows that the courses did enhance these areas (came
from the adult learners {participants}) in both online and face-to-face settings. Also,
participants learned various student learning styles and how to motivate adults to learn.
Evidence exists that shows that participants did learn better ways to conduct classroom
assessments and evaluations, as well as know how to apply learning theories and
instructional strategies in diverse settings and situations (Kolb, 1984). Quotes from
participants that demonstrate students understanding of these areas are as follows:
– “There were also a lot of opportunities to include various learning
modalities. This increased my awareness and exposed me to valuable
learning techniques.”
– “In the past I have relied primarily on departmental guidelines. In the
future, I will implement some of the strategies I have read about this
semester.”
– “Prior to the course, I did not do this systematically. I am just learning
now that I can and should do this. I have not implemented this practice on
a large scale at present.”
The project PIs wanted to find out if the certificate program enhanced community
college instructors’ abilities to research, design, implement, and evaluate distance
learning and classroom instruction. Participants demonstrated this segment of goal
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completion by revealing that their use of technology increased significantly in areas
related to: sending and receiving email attachments, working with PDF files, knowledge
of listserv use, and working with synchronous LMS software for online instruction.
Additional evidence found shows these areas were significantly increased came in the
form of comments given from community college instructors about their new
responsibilities. Some community college instructors were assigned new responsibilities
in developing course materials for their departments. Others became involved in
implementing course assessment and evaluation at the community colleges where they
teach. Also, participants expressed their willingness to communicate the learned
knowledge and skills with their colleagues where they teach.
The project PIs wanted to find out if the program prepared individuals and
enhanced knowledge and skills for distance delivery in STEM areas. Based on the
comments found throughout the duration of the project, survey data indicated that most
community college instructors would prefer face-to-face teaching, but most are required
to teach online from their given colleges anyway. Many participants stated that by taking
online courses for the certificate, it has made them aware of what their own students face
when they were the instructor. Many participants commented on the need to establish a
virtual community for online courses for greater success in student learning gains.
Coupled to this area was the need to establish whether or not the project developed and
tested appropriately a prototype for a Web-delivered faculty development model.
Researchers wanted to find out if the project provided classroom and distance-delivered
instructional knowledge and skills to community college instructors in STEM area. The
following quotes demonstrate that some gains were made in this area.
– “I have a better philosophy of the online delivery option now than I did
prior to enrolling in the certificate program.”
– “My community college is now implementing an assessment/evaluation
process in every course that we teach.”
Additional findings for this area came from the instructor-student interaction with online
courses included: participants indicating that they felt peer assessment is very useful
when appropriate; that group work needed clear individual responsibilities for each
student; reconstruction of groups during the course allowed for interactive and positive
group dynamics; finally, it is best to allow independent work to be done over the
weekend, and leave group work for during the week when people have more regular
hours. These findings were deemed very useful to anyone wanting to enhance the
courses they teach online, whether at the community college or elsewhere.

Recommendations
The following recommendations are from the analysis of the data and interviews
with participants and researchers for the project. The first recommendation indicates that
if someone is to do a similar type of project, make sure participants were clearly aware of
the time commitments of courses. Many participants did not realize how much time one
or two courses a semester can take from their regular schedule, therefore contributing to
the drop-out rate. Next, researchers in distance education need to continue to investigate
better ways for developing a sense of community, especially with online courses. This
area of community building within online courses has become a major indicator to
student success and retention and therefore, more research is needed in this area. The

2009 HICE Proceedings
Page 3322

incorporation of more synchronous tools helps with students that struggle with self
motivation and need structure. Also, it’s the closest form of distance learning for those
wishing for more of a traditional classroom approach to the course.
Another recommendation deals directly with communication. It is the belief of
the PIs and participants within this project, more needs to be done to encourage
university faculty to communicate more effectively with community college instructors.
There seems to be a major breakdown of understandings between these two types of
institutions, but both are in post-secondary education. Also, make sure participants are
clearly aware of the costs of the program. When dealing with different states and
institutions of higher education, many have their own process of dealing with cost and
fees associated with distance education. This became a major hassle for students in
South Carolina and was one of the major reasons community college instructors left the
program or never signed up in the beginning. Considering money and time commitments
from the participants, the researchers for this project feel that one should require
community college instructors to complete some type of training in “how to be successful
in an online course” before beginning any online program. Finally, the PIs for this
project will continue to investigate the potential for transferring program credits between
universities in North Carolina and South Carolina. For participants wishing to continue
on in their education and someday pursue an advanced degree, these articulations need to
be worked out in the beginning so that students will know what will be accepted by each
states university system. Overall, more research is needed in how to better offer online
programs and certificates for community college personnel, and how to recruit and retain
these professionals. It is the feelings of the authors of this paper that the community
college system is an “untapped” area for offering professional development and that more
work is needed in this area. As higher education strives to reach everyone through the
use of new and better technologies, research like the one conducted for this project helps
students and instructors function in the age of technology and curricula integration.
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Taiwanese EFL College Students’ Practice of Pleasure Reading:
Experiences, Preferences, and Barriers
Introduction
Defined in the literature, pleasure reading refers to an array of fun reading activities in
which students freely engage in self-selected readings on a wide range of interesting topics.
The purposes of reading, distinctly different from those of traditional reading instruction, are
usually related to pleasure, information, and general understanding of the content, but not the
language (Day & Bamford, 1998; Krashen, 1993; Tsai, 1997). Ample studies have confirmed
the effectiveness of pleasure reading to enhance language proficiency in reading and writing
with ESL learners in the United States (Krashen, 2002). Despite such encouraging results,
scant studies, as far as EFL reading in Taiwan is concerned, have been undertaken to probe
students’ real experience of reading for fun in school. For example, how often do students
practice pleasure reading? What materials do they prefer to read? What topics do they dislike
to read?

Answers to those questions remain unclear.

Therefore, this study proposes to conduct a complete survey regarding learners’ reading
practice. A specially designed questionnaire is administered to 144 college students,
exploring five major issues: (1) Learners’ experiences of pleasure reading in formal settings;
(2) Learners’ experience of pleasure reading in informal settings; (3) Reading preferences
with regard to genres and topics; (4) Possible barriers for practicing pleasure reading.

Theoretical advantages of pleasure reading
Pleasure reading develops learners’ motivation to read and fosters positive attitude
toward reading. The process of pleasure reading can be described by a reading version of
bootstrapping, originating from an engineering concept in which the success of a previous
action is fed back to yield greater results more efficiently and effortlessly. In the field of
2
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reading, the term is modified as “bookstrap” (Day & Bamford, 1998). Based on the bookstrap
hypothesis, from students’ positive initial experience in pleasure reading, they discover that
they are able to read in the second or foreign language and the activity itself is rewarding and
pleasurable. This experience then feeds back into subsequent reading process, resulting in
stimulating the growth of motivation to read and the development of positive attitude toward
reading (Nation, 1997).
Access to interesting books serves as a powerful incentive to pleasure reading (Ramos &
Krashen, 1998). The belief that more access to books inspires learners to read more has
generally been held by scholars (Krashen, 1993). Concurrently, “a variety of reading
materials on a wide range of topics must be available” is also one of the top principles of
pleasure reading (Day & Bamford, 2002; Prowse, 2002; Susser & Robb, 1990). Therefore,
providing sufficient reading materials is an indispensable element in carrying out pleasure
reading. In Camiciottolis’s study of Italian EFL students’ habits and attitude toward extensive
reading, “no access to books” is perceived as one of the important reasons for limited reading
in English (Camiciottolis, 2001).
Pleasure reading enhances language proficiency. Krashen claims the only way to
acquire language is to understand the message, that is to obtain “comprehensible input”
(Krashen, 1994). More comprehensible input results in more language acquisition and more
literacy development in either formal or informal environments. Krashen considers pleasure
reading to be the most effective approach in the form of reading consistent with the input
hypothesis. To expose learners to as much as meaningful input, two of the top principles for
pleasure reading -- “the reading material is easy” and “learners read as much as possible” -are intended to do so (Day & Bamford, 2002). As simple reading materials create a large
amount of comprehensible input, by means of which, language proficiency is accelerated.

3
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In light of the power of reading quantity and reading for pleasure, pleasure reading can
be utilized to facilitate students’ first language literacy. Elley and Mangubhai spell out that
this reading approach is not less important to L2 learning than to L1 learning because of
several critical differences between L1 and L2 learning. First, L2 learners rely more on
instrumental motivation to learn the language, such as to please a teacher or to pass an exam,
so they have a greater dependence on classroom practice and other motivators. In addition,
L2 learners’ amount of exposure to the language is scant compared with L1 learners. For
instance, in Singapore, children will be exposed 40, 000 hours to their vernacular language
during six years of schooling, but only 3,000 hours of English instruction. Furthermore, L2
instruction makes more effort at practicing forms and structures, rather than conveying
meaning (Elley & Mangubhai, 1983). Due to the difference in type of motivation, amount of
exposure, and emphasis on form, it is eligible for ESL and EFL learners to make advantage of
pleasure reading to complement these discrepancies. Therefore, Krashen, Mikulecky, and
many other researchers advocate pleasure reading highlighting these two elements in ESL
and EFL instruction, in which learners do self-selected reading for pleasure and read as much
as possible (Krashen, 1993b; Mikulecky, 1997;). Subsequently, ample empirical studies have
accentuated the value of pleasure reading on enhancing language proficiency, fostering
positive reading attitude, and cultivating students’ reading habits.

Literature Review
Pleasure reading possesses not only theoretical bases but also gains support from
empirical studies. Those related studies can be categorized into the following three threads.
Pleasure reading experiences in formal and informal settings. In the literature, the
effectiveness of reading for pleasure is indisputable with regard to general language
proficiency (Constantino, Lee, Cho, & Krashen, 1997; Elley, 1991; Leung, 2002; Mason &
4
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Krashen, 1997; Yang, 2001), reading comprehension (Manning & Manning, 1984; Olen &
Machet, 1997; Pilgreen & Krashen, 1993; Taylor, Frye, & Maruyama, 1990), vocabulary
acquisition (Dupuy & Krashen, 1993; Kim & Krashen, 1998; Swanborn & Glopper, 2002;
West, Stanovich, & Mitchell, 1993), writing (Janopoulos, 1986), spelling (Polak & Krashen,
1988), listening (Lai, 1993), and reading speed (Bell, 2001). It is vital that students employ
this pleasure reading approach in their learning both in the classrooms and out of the
classrooms. Thus, this study intend to explore whether Taiwanese EFL learners make good
use of pleasure reading in both settings and have positive attitude toward it or not, the result
of which could draw language instructors’ and learners’ attention to enforce and modify the
implementation of pleasure reading in either formal or informal settings.
Reading preferences with regard to genres and topics. In pleasure reading, learners
independently choose their reading materials which can cater for his or her own ability or
interest. Providing access to a wide spectrum of interesting reading materials becomes
relatively important and serves as a motivator stimulating students to read (Morrow &
Weinstein, 1986; Ramos & Krashen, 1998; Ujiie & Krashen, 1996). Understanding what
materials they like and dislike can be an important reference when students are provided or
recommended reading materials. Previous survey related to readers’ preferences show that
American teenagers, in general, prefer mystery, horror/thriller, fantasy, and science (Paul,
2001; Gallik, 1999; “Top Choices”, 1997). Taiwanese students’ favorite types of materials
include short stories, magazines, and comics (Lee, 1998; Tsai, 1997). Cultural differences
might come into play. Also, graded readers are commonly used in Taiwanese EFL classrooms
but have not been included in the previous survey. Hence, students’ reading preferences with
regard to genres of graded readers and topics of non-fiction will be uncovered in this study.
Possible barriers for practicing pleasure reading. It is generally held that students do
not take advantage of real reading (Kim & Krashen, 1997; Lee-Daniels & Murray, 2000;
5
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Mckenna, Kear, Ellsworth, 1995). However, the barriers, which may hinder students’
practicing, remain unclear (Wei, 1996). Several studies reveal that the barriers hindering
students from reading for pleasure are perceived lacking time, book access, linguistic
difficulty, and disciplinary problems (Comiciottoli, 2001; Lee, 1998; Tsai, 1997). However,
few target on Taiwanese college students. Therefore, this study will examine possible barriers
for conducting pleasure reading. By demolishing them, reading for pleasure will be
popularized and extended in the future.

Methodology
Research questions
The survey conducted in the current study is aimed to answer the following questions.
(1) What are students’ experiences of practicing pleasure reading in formal settings?
(2) What are students’ experiences of practicing pleasure reading in informal settings?
(3) What are students’ reading preferences with regard to genres and topics?
(4) What might be possible barriers for practicing pleasure reading?
Participants
One hundred and eighty-two non English-majored students took part in this study. All of
the participants were recruited from National Kaohsioung First University of Science and
Technology (NKFUST). Thirty-eight students were dropped from the study because six
students failed to complete the entire questionnaires and the other 32 students were due to
absence. As a result, the sample size in the current study comprised of 144 students, including
68 females and 76 males. Based on the average score they obtained on the English Placement
Test developed by the University of Michigan, the subjects were assigned to four cohorts

6
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from the lowest English level to the highest one: Level 1, 37 students; Level 2, 36 students;
Level 3, 34 students; Level 4, 37 students.
Instrument
A 57-item questionnaire is specifically designed for this study to collect data related to
pleasure reading in English. The questionnaire is originally developed in English and later
translated to Chinese by the researcher. The entire questionnaire entails a study consent form,
a personal data form, and three sections of the core survey, including (1) Pleasure reading
experience in formal/classroom settings; (2) Pleasure reading experience in informal settings;
(3) Reading preferences and possible barriers. Each part of the questionnaire is delineated in
detail below.
Questionnaire Items
Section 1: Pleasure Reading Experience in Formal/Classroom Settings
15. The followings are pleasure reading activities commonly found in the classroom setting.
Have you ever experienced them?
16. The followings are post-reading activities commonly found in the classroom setting after
practicing pleasure reading. Have you ever experienced them?
17. Do you like the activities in questions 15 and 16 that you have experienced?
18. Do you hope to have more pleasure reading activities in classroom settings?
19. Do you think these reading activities benefit your English ability?

Section 2: Pleasure Reading Experience in Informal Settings
20. How often do you read English reading materials for pleasure during your leisure time?
21. How long do you on average read for pleasure at each time?
22. In the last 12 months, how many books in English have you read for pleasure during your
leisure time?
23. Generally, do you have access to English reading materials to read for pleasure during your
leisure time?
24. Where do you gain access to English reading materials to read for pleasure during your
leisure time?
25. Why do you read English reading materials for pleasure during your leisure time?
26. What English reading materials do you usually read during your leisure time?

7
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Section 3: Reading Preferences and Possible Barriers
27. Why DON’T you read more books in English for pleasure?
28. What kind of while-reading activities in classroom settings do you think you would like to
attend?
29. What kind of while-reading activities in classroom settings do you think you would like to
attend the least?
30 What kind of post-reading activities in classroom settings do you think you would like to
attend?
31. What kind of post-reading activities in classroom settings do you think you would like to
attend the least?
32. What kind of English reading materials do you think you would like to read for pleasure?
33. What kind of English reading materials do you think you would like to read the least?
34. What type of books in English do you think you would like to read?
35. What type of books in English do you think you would like to read the least?
36. What topics of English articles do you think you would like to read?
37. What topics of English articles do you think you would like to read the least?

Results
The major findings pertaining to the four research questions are summarized as follows.
First, regarding students’ experience of pleasure reading in formal settings, the majority of
the participants (93%) experience pleasure reading activities in their EFL classrooms. The top
three pleasure reading activities most students’ take part in are Teachers Read Aloud, Students
Read aloud, and Reading with Peer Interaction, whereas the top three post-reading activities
are Reading with Answering questions, Reading with Oral Reports, and Reading with
Chinese Summary. On the whole, the students embrace relatively positive attitude toward
these activities.
Second, concerning students’ practicing pleasure reading in informal settings, merely
one fourth of the students read at least once a month. Half of the students just read
occasionally. The other one fourth of them, as EFL learners, never read English in their free
time. As to their reading time, 70% of the students read less than one hour each time. For
reading quantity, 83% of them complete less than 1-2 books in the last 12 months. For
8
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English reading materials, 85% of them can gain access to English reading materials, mainly
from the library at school, bookstores, and the Internet. From their report, the reason why
they read in their free time is due to external factors, such as enhance English ability and
useful for future career. Internal factors, such as pleasure and cultural identity, appear to be
minimal and insignificant.
Third, with regard to genres of English readers, the students prefer comics, film/TV
Tie-ins, and humor. Contrarily, they like biography, war, and classics the least. As to topics of
nonfiction articles, the students’ first three choices are leisure/recreation, film/music, and
fashion,

while

the

topics

they

are

not

fond

of

are

crime/violence/war,

business/politics/economics, and architecture/design/decoration.
Fourth, the participants report their reading barriers are vocabulary, grammar, and
content difficulty. The results indicate linguistic difficult is the major factor that refrains them
from reading more for pleasure.

Implications
The findings cast the following implications for pedagogical practice in EFL reading
instruction.
First, instructors or policy makers may consider integrate pleasure reading programs into
fixed EFL curriculum. The results reveal that the students harbor positive attitude toward
pleasure reading activities they experience, and they expect more pleasure reading activities
in classrooms. Moreover, the students report they favor Sustained Silent Reading, but it is not
implemented in most classes probably due to time limit. Therefore, if pleasure reading can
become part of the formal English curriculum, it is more viable for instructors to allot more
time to conduct pleasure reading activities and leave more time for students to read what they
like. Additionally, students can be provided correct guidance to select reading materials
9
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suitable for pleasure reading, that is with a low ratio of unknown words, in case they read
some materials conceived refining their knowledge and feel frustrated by failures of reading
too difficult English materials. Finally, if students undergo a successful and joyful pleasure
reading experience in classrooms, they may probably foster positive reading attitude and
cultivate their reading habits out of classrooms.
In addition, when text writers compile English reading textbooks or instructors
recommend reading materials, students’ interest, specifically the students in our own culture,
should be taken into account. Our study uncovers that the topics in most English reading texts
or teachers’ recommendation of reading materials do not accord with the students’ preference
of genres or topics. The discrepancy exists perhaps because text writers and instructors
generally apply what American students like to Taiwanese EFL students in spite of culture
differences. To remedy this deficiency, text writers and English teachers should recognize the
difference between students from different culture background, and they should set out to
survey or scrutinize what our students really like instead of completely applying other
cultures’ rules. In that way, text writers and English instructors can modify their concept
about Taiwanese EFL students’ preference, so our students can read English materials
custom-made for them.
Finally, a handsome school library equipped with a large quantity of English reading
materials in a wide range of topics and levels is indispensable to EFL learners. In pleasure
reading programs, interesting reading materials serve as the best incentive to motivate
students to select and read, so for a successful pleasure reading program, at least such reading
materials should be made available there. Moreover, the students in this study report the
school library is the most important source they gain access to reading materials. The school
library is relatively more essential than other sources. Additionally, in our findings, the
barriers hindering students to read are mainly due to linguistic difficulty. It probably suggests
10
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the reading materials students obtain are beyond their English levels. It also reveals the
reading materials available to students are not suitable to their English ability, especially to
non English-majored students. Based on these findings, we highlight the essentiality of
providing a school library comprising a large collection of EFL reading materials, especially
materials for beginners. Furthermore, librarians and instructors can cooperate to facilitate
EFL students to locate English reading materials suitable for their levels and interest. As
regards levels, grading and cataloging materials based on linguistic difficulties should be
done for students’ reference as selecting reading materials. After assigning each book a
difficulty level, these books can be shelved according to these levels, so students can easily
attain books in accord with their levels. For students’ interest, interest questionnaire can be
conducted to survey students’ preferences, based on which librarians or instructors can
suggest proper reading materials that students might favor. In addition, peers’
recommendation of interesting books can also be adopted to help students obtain useful and
interesting reading materials.

Limitations and suggestions for future studies
The present study has several limitations.
First, the findings may not be generalized to all Taiwanese EFL learners. The
participants recruited in this study are a group of students from National Kaohsioung First
University of Science and Technology. Whether other college students would also report
similar results or not remains unclear. It would be desirable for researchers to conduct a
large-scale study to investigate more college students’ opinions.
Second, although the students are provided the definition of each pleasure reading
activity, they may not entirely understand them without real practicing these activities. To
solve this problem, the preliminary findings with regard students’ like and dislike of pleasure
11
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reading activities require further confirmation. An experimental design may be employed to
implement various pleasure reading activities, so students can compare their relative
effectiveness based on their experience.
Third, reading frequency, reading time, and reading quantity in informal settings may
not be estimated accurately from the participants’ retrospect. It is eligible to ask readers to
record their reading habits outside classrooms for a certain period of them, so the numbers of
these variables are liable to be gauged more precisely.
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Content-based Instruction Models in L2 Contexts
The development of content-based instruction (CBI) gained prominence in the 1960s in
the former Soviet Union and Canada (Met, 1991; Stryker & Leaver, 1997). In the former
Soviet Union, CBI was implemented at special secondary foreign schools where all subjects
were conducted in the foreign language. These programs began to decline by the mid-1980s
because of insufficiency of qualified teachers. In Canada, CBI was adopted in immersion
programs in which at least half the school curriculum was taught through the medium of a
foreign language. Students had the opportunity to develop high levels of French by learning
language through content. By the mid-1990s, this successful experience was adopted in the
United States to serve Spanish-English bilingual students, who entered K-12 classes with
little or no English proficiency, but had emergent needs of learning content as well as
language (Met, 1991; Stryker & Leaver, 1997). The success of this development has provided
strong evidence for the effectiveness of CBI, the central notion of which is to integrate
content and language. By doing so, language is learned naturally and effectively in
meaningful academic contexts (Snow, Met, & Genesee, 1989). Currently CBI is being
expanded to various L2 contexts and developed to different models to fit variant local
contexts in which qualified teachers, students’ proficiency, and administrative support vary.
To implement a successful CBI program, it is important to recognize features of each model.
Therefore, the purpose of this paper is to offer an overview of current CBI models and their
applications. The following sections will start with looking at the theoretical support, and
then move on to each model.

Theoretical Support
Instead of a single, fixed theory, CBI is more like a philosophy which draws on various
sources of theoretical support. The sources include the following.
2
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Support from second language acquisition research. Learners will be more likely to
succeed in second language classrooms when they have plenty of chance to obtain
comprehensible input (Krashen, 1985), produce comprehensible output (Swain, 1985, as cited
in Snow, 2001), and acquire Cognitive Academic Language Proficiency (Cummins, 1989, as
cited in Grabe & Stoller, 1997). In CBI, curriculum design is based on subject matter which
focuses on meaning instead of form. Sheltered input, such as instructors’ speech adjustments,
explicit body language, and extra visual aids, has also been provided to ensure that students
can gain sufficient comprehensible input (Krashen, 1985). Swain (1985, as cited in Snow,
2001) suggests pushed comprehensible output should be added to enhance students’
communicative competence. In CBI, students practice speaking and writing appropriately in
terms of language and content. Cummins (1989, as cited in Grabe & Stoller, 1997) argues that
learning basic interpersonal communication skills alone is not enough. Learners should also
obtain Cognitive Academic Language Proficiency in order to succeed in academic learning
contexts. Even though second language learners are not as competent as native speakers, they
can learn content and language simultaneously without delaying learning content.
Support from training studies. Numerous studies have confirmed positive results of
cooperative learning, metacognitive/learning strategy instruction, and extensive reading
(Grabe & Stoller, 1997). In CBI, group work is often arranged to encourage cooperative
learning. By completing tasks together, learners can learn from their peers and produce
language in less stressful circumstances. Vygotsky's social constructivist theory also suggests
that learners’ thinking and meaning-making emerge out of learners’ social interactions with
others around them (Kaufman, 2004). Instruction in reading strategy has been known to
benefit language learning (Oxford, 1990). Furthermore, strategy learning can work best and
be transferred to independent learning contexts when strategy awareness and development
constitute daily learning activities. Strategy instruction is embedded in CBI courses through
3
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teacher modeling and student awareness (Grabe & Stoller, 1997). Undoubtedly, the best way
to improve reading is to read as much as possible (Day & Bamford, 1998). Extensive reading
is an integral component of CBI. Students engage in coherent, meaningful material related to
content they study (Dupuy, 2000).
Support from educational and cognitive psychology. Depth-of-processing research,
discourse comprehension processing research, and motivation and interest research bolster
the pedagogical effectiveness of CBI. Anderson (1990, as cited in Grabe & Stoller, 1997)
indicates that providing information which is elaborated, linked to prior information, and
recycled enables deeper information processing. This process generates more connections
between new information and learners’ memory, helps them recall better, and therefore
creates better learning. CBI promotes depth-of-processing learning by offering coherent
content and relevant language learning activities. Studies related to discourse comprehension
show that using appropriate wording or visual aids can enhance students’ understanding of
the delivered information (Paivios, 1986; Sadoski, Paivio & Goetz, 1991, as cited in Grabe &
Stoller). This research provides justification for CBI, which emphasizes modifications of
teachers’ speech and presentation of graphics to ensure students’ comprehension, reinforce
their memory, and further improve learning. Research has found that motivation and interest
come from the recognition that one is actually learning. Also learners would consider the
learning process is worthy the great effort when they realize what is being learned is valuable
and moderately challenging. CBI strives to stimulate students’ interest by providing tasks
which can develop students’ intrinsic motivation and learning capacity (Dupuy, 2000).
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CBI Models
Following the successful history of development and strong theoretical support, CBI has
being applied extensively, and various models have emerged to fit different contexts. Met
(1998) points out that the most common models reflect a continuum on which each model is
either more content-driven or language-driven. The sequence of the models from the most
content-driven is total immersion, partial immersion, sheltered courses, adjunct model, and
theme-based courses. Language classes with frequent use of content for language practice are
at the language-driven end. Additionally, the Language-Content-Task framework (Short, 2002)
and the Collaborative Interdisciplinary Team Teaching model (Stewart, Sagliano, & Sagliano,
2000) are two modern approaches. The following will describe these models and empirical
studies used to test them.
Immersion programs. “Content-driven language programs are best reflected by
immersion programs. In immersion programs, students learn the curriculum in a second
language for 50% or more of the school day” (Met, 1998, p. 40). De Courcy and Burston
(2000) conducted a study to test whether learning math in another language would be a
disadvantage or not because a common view was held that this subject was already difficult
in English and teaching in another language would complicate the task even more. Children
from third to fifth grades in a French immersion program in Australia were tested in both
French and English. The results showed that children had developed a sound foundation in
math concepts. However, the researchers indicate that students who took the test in French
needed more time to finish the test and they could not solve word problems without teachers’
help. The researchers suggested that the written form of French should be focused from early
on in the program. Bournot-Trites and Reeder (2001) examined the effect of teaching math in
French on math achievement evaluated in English in a French immersion program in
Vancouver. The results of the study showed that students could achieve a higher proficiency
5
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level in the second language even when the test was conducted in their first language. This
also demonstrated that children could transfer knowledge from one language to the other.
Sheltered courses. In a sheltered model, all courses are instructed by content teachers
who adjust subject matter to make content more accessible to second language learners (Met,
1998). Burger (1989) looked at a sheltered psychology course in a university in an ESL
context. The results revealed positive results of the sheltered subject-matter instruction.
However, the language teachers noticed that some students still had difficulties using the
target language to express their opinions in class although more speaking tended to occur as
the class moved on. Chapple and Curtis (2000) used films as the major content in a CBI
course in Hong Kong. Although students had positive comments on this course, such as the
development of confidence, language skills, and analytical and critical thinking skills, some
students expressed their frustration as not being able to express more sophisticated concepts
with their limited language skills.
Adjunct model. In an adjunct model, a language course for second language learners is
linked with a content course which integrates native and non-native speakers. Language
learners take both classes at the same time (Met, 1998). Snow and Brinton (1988)
investigated the effect of an adjunct model in a university freshman summer program in the
U.S. In the phase of curriculum planning, the content teacher and the language teacher
worked together. The content teacher presented an overview of the content and introduced
basic discipline-specific terminology. The language teacher designed a language course
which covered the terminology and also study skills, such as academic reading and
note-taking strategies, needed in the content course. The positive results validated the
usefulness of this program, which helped students with weak language and academic skills to
acquire the essential academic skills for success at the university. Despite the positive
outcome, several limitations were pointed out. First, in the adjunct model, students were
6
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expected to be able to cope with textbooks and lectures in a content course designed for
native speakers, so it was not applicable to beginners. Second, this model required content
teachers’ and language teachers’ collaboration and their time commitment. Third, to
coordinate two courses required the help of the central administration.
Theme-based courses. In a theme-based model, teachers design language learning
courses based on topics or theme. Garner and Borg (2005) conducted theme-based CBI in an
English for Academic Purposes (EAP) course. A group of undergraduate students from
different programs took this course. Global issues, such as economic changes, the implication
of technological innovation, and the impact of global communication on local culture, were
selected as relevant to most of the students. After listening to the teacher’s lecture on the
topic of the assigned reading, students discussed the content of the assigned text and also
topics related to academic skills, covering metalinguistic analysis, discussion of genre, lexis,
and textual conventions. Students were required to write a 300-word article related to the
weekly theme. The results showed that students gained language skills, academic skills, and
content knowledge. The researchers pointed out that it was difficult to evaluate students’
improvement although students and teachers generally made positive comments on the class.
This model put new demands on teachers, who needed to feel comfortable to teach the
themes and relate the themes to EAP-specific knowledge. They suggested that an adjunct
model would be a good alternative. James (2006) further investigated what students
transferred from a content-based instruction (CBI) course to other university courses and
what factors influenced the transfer. Five first-year students who attended a content-based
English for Academic Purposes (EAP) course were recruited. This CBI course consisted of
two two-hour sessions per week over a 13-week semester. It applied a theme-based model
which introduced topics covered in other engineering courses that the participants needed to
take. Both content and language were focused on and assessed in this course. The participants
7
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were required to keep a journal to report whether or not they applied what they had learned
from the CBI course and why or why not they did so. The collected data revealed that the
students did transfer what they had learned in the CBI course. What was transferred included
listening comprehension skills, reading comprehension skills, speaking skills, study skills and
affective outcomes. Various factors which influenced the transfer emerged from the data.
They were related to whether activities in content courses required or afforded learning
transfer, transfer would support challenging situations or students’ personal weakness,
instruction in the CBI course was more challenging than content courses, and instruction in
the CBI course was well-timed with content courses. Based on the findings, the research
suggested that educators should be aware that the content, tasks, text types, timing and
demand between the CBI course and other courses were able to support transfer.
Language-Content-Task framework. Short (2002) claims that an effective CBI course
should include three components: acquire the academic language related to the content, learn
the content knowledge, and perform the tasks associated with the subject area. She introduces
a Language-Content-Task (LCT) framework to glue and integrate these three components.
The language domain helps students acquire semantic, syntactic, and pragmatic aspects of the
language and the traditional four language skills. The content domain includes academic
concepts and topics of the course. The task domain offers opportunities for students to
practice and apply content knowledge and language skills. By doing this, students can also
acquire the procedural language to accomplish the tasks. Short (2002) applied this framework
in a social studies classes in a middle school. She found that language development, such as
four skills, vocabulary, grammar and learning strategies, was often ignored even though
teachers tried to include all these three domains and tried to make the content
comprehensible.
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Collaborative Interdisciplinary Team Teaching (CITT) model. The main feature of this
model is that a content teacher and a language teacher design the class collaboratively and
co-teach in the classroom every week. CITT was first implemented in a university in Japan
(Stewart et al., 2000). In this program, all new faculty received a three-week pre-service
training in CITT. Before classes began, each team worked together on designing syllabuses
that addressed both language and content instruction. During the semester, team partners met
regularly for lesson planning. Since content teachers and language teachers might not
understand each other’s teaching philosophy, the intensive collaboration required a lot of
negotiation and discussion. When co-teaching in the classroom, the decrease in the ratio of
teachers to students provided students more help. Students got immediate responses to either
content-related or language related questions. In terms of assignments and evaluation, team
partners co-determined assignments and final scores. The researchers did not report a formal
assessment of this program, but they pointed out it processed smoothly. Students were
engaged more in class in addition to academic achievement. Teachers also improved their
teaching by working with their partners and consulting each other. On the other hand, several
concerns were pointed out. For administrators, the apparently high cost in hiring two
instructors and providing training needed time, labor, and money investment. Students might
not be used to this new learning environment. It was difficult for some traditional teachers to
change from academic independence and freedom to compromise and interdependence.

Discussion
The overview of the above models and practice shows that CBI does create positive
outcomes. However, it also reveals each model has its own strength as well as challenges.
When educational institutions intend to take full advantage of this approach, they need to take
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into account challenges of conducting CBI in general and model-specific concerns in terms of
students’ needs, teachers’ capacity, and administrative resources.
Challenges of implementing CBI in general include the following factors. First, after
deciding appropriate materials for the content course, the content teacher and the language
teacher design the language syllabus including the language components emerging from the
reading. They need to identify important grammatical structures and vocabulary and put them
in a logical order in the syllabus. Second, professional development and training should be
offered for both content-area teachers and language teachers to give them the ability to
analyze the language in the reading and then integrate the content and the language. Third,
available sources and the needs of teachers and students should be taken into account when
adopting a CBI curriculum. Fourth, systematic assessment needs to be developed to evaluate
the effectiveness of students’ learning, teachers’ instruction, and the CBI program itself
(Stoller, 2004).
With regard to model-specific concerns, students’ levels and needs should be the
primary concern when adopting a CBI model. Most CBI models required certain levels of
proficiency. Models close to the content-driven end in the continuum, such as the immersion
model and the adjunct model, are appropriate for more advanced learners. In the immersion
model, learners are required to study in a curriculum mostly conducted in the target language.
In the adjunct model, language learners are assumed to be able to read authentic texts and
conduct regular academic tasks since they need to take content courses with native speakers.
Toward the language-driven end, such as the theme-based model, students need to have
low-intermediate to intermediate levels. However, students still need to participate in the
discussion of more sophisticated topics in these two models. Procedural knowledge needs to
be provided before the task to help students to pass their silent period and prevent students’
frustration. Also, different students’ needs of content knowledge should be taken into account.
10
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In Snow and Brinton’s (1988) study of the adjunct model, students complained the language
courses did not reflect their needs in their content area. When students have different
background, the link between content and language is a big challenge.
Some models require all teachers to be equipped with knowledge of integrating content
and language while some rely more on collaborating with another teacher. For example, in
the immersion model, the sheltered model, and the theme-based model, teachers need to teach
content and language all by themselves. The ability to modify their instruction, adjust content,
and design appropriate tasks is particularly important. Teachers need to have both content
knowledge and language teaching ability. On the other hand, in the adjunct model, the LCT
model, and the CITT model, content teachers and language teachers can make use of each
other’s specialty. However, issues of collaboration will be a big concern here. CITT
especially requires teachers’ intensive collaboration, which obviously requires a lot of time
and effort, continuous discussion and negotiation, and certain degree of compromise.
Administrative support is essential when content courses and language courses need to
be linked and when collaboration of content teachers is necessary. For example, in the adjunct
model, the link between content courses and language courses needs to take into
consideration students’ needs, available teachers, and available courses offered. In CITT,
teachers’ training and collaboration also needs a lot of administrative support. Implementing
these innovative approaches and coordinating their processing requires a lot of monetary and
labor support from the administration.
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Developing a Comprehensive Secondary Education Department Assessment
System that Meets NCATE Standards 1 & 2 and SPA National Recognition
Requirements.
Abstract
California University of Pennsylvania is one of 14 Pennsylvania state-owned
universities. Each of the state universities is required to receive accreditation and/or
national recognition for programs that can achieve such recognition. The Secondary
Education Department at Cal U has 11 different certification areas (Art, Biology,
Chemistry, Communications, Earth & Space Science, English, Foreign Language [French
and Spanish], Mathematics, Physics, and Social Studies) and five Specialized
Professional Associations: ACTFL, NCSS, NCTE, NCTM, and NSTA.
This paper describes the process of the development and implementation of a single
assessment system, and assessments, used to meet both NCATE Standards 1 and 2 and
the 11 Secondary Education teacher certification programs that have SPA Assessments.
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Developing a Comprehensive Secondary Education Department Assessment
System that Meets NCATE Standards 1 & 2 and SPA National Recognition
Requirements.
Introduction
After receiving a rating of “Not Met” for NCATE Standard 2 in 2006, it was decided
that each of the four initial teacher certification departments (Elementary Education,
Special Education, Technology Education and Secondary Education) in the Unit would
do a complete overhaul of their assessment systems and to develop and implement a
single unit-assessment system that would meet the requirements of the Pennsylvania
Department of Education, NCATE, and the requirements of the various SPAs that we
were required to work with.
After some analysis, it soon became apparent why the Not Met rating was given; first,
our “assessments” were mostly “requirements”. Over the past 20 years, more and more
state requirements were mandated by the Pennsylvania Department of Education. These
took the place of real assessments, happening so slowly that no one noticed what was
occurring. Second, the recordkeeping of these requirements became much splintered;
each of the four departments took responsibility for their own data collection and
analysis. No one assumed responsibility for “Unit” data collection and analysis.
This paper is not going to get into detail about data collection, other than to mention
that LiveText was chosen to be our primary method of data collection. Also, for clarity,
this paper will only list the undergraduate requirements as the post-baccalaureate
programs are derived from the undergraduate programs.

Creating the Floor Plan
Conceptual Framework
One of the first decisions made was to ensure that the Unit’s Conceptual Framework
was used in the assessment system. A requirement of NCATE Standard 2 is for the
Unit’s Conceptual Framework to be included in the Unit’s assessment system, while
leaving it up to each Unit to decide how that is to be done.
Cal U’s Conceptual Framework, “Preparing Tomorrow’s Teachers through
Knowledge, Pedagogy, and Professionalism”, includes Three Principles and Nine
Elements that needed to be addressed in the new assessment system.
1 - Knowledge
1A - Content Knowledge
1B - Standards
1C - Technology

The Three Principles and the Nine Elements
2 - Pedagogy
3 - Professionalism
2A - Child Development
3A - Professional Dispositions
2B - Diversity
3B - Leadership
2C - Design, Delivery, & Assessment
3C - Continuing Development
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NCATE Transition Points
Cal U uses the three NCATE required transition points in the initial teacher
certification program in the development of the new assessment system.
• Decision Point #2 - Admission to Teacher Education
• Decision Point #3 – Recommendation for Student Teaching
• Decision Point #4 – Completion of Student Teaching
Cal U also has additional Decision Points for Admission to the University (Decision
Point #1) and Graduation (Decision Point #5). Both of these decision points are not part
of the new assessment system as the post-baccalaureate programs combine Decision
Point 1 and 2 and the Certification-Only program candidates do not graduate.

SPA Requirements
Keeping the Specialized Professional Association (SPA) assessments as “common”
as possible was the chosen method of earning accreditation and national recognition. As
shown in Table 1, the Secondary Education Department has 11 certification areas and has
five SPAs.
We use NAEA as an unofficial SPA for Art Education and use NCTE as an unofficial
SPA for Communications Education (Pennsylvania recognizes Communications
certification to be equivalent to English certification).
Certification
Art (K-12)
Biology (7-12)
Chemistry (7-12)
Communications (7-12)
Earth & Space Science (7-12)
English (7-12)
French (K-12)
Mathematics (7-12)
Physics (7-12)
Social Studies (7-12)
Spanish (K-12)

SPA
NAEA (unofficial)
NSTA
NSTA
NCTE (unofficial)
NSTA
NCTE
ACTFL
NCTM
NSTA
NCSS
ACTFL

Table 1 – Certifications and Specialized Professional Association

2009 HICE Proceedings
Page 3357

The Matrix
The nine elements of the Conceptual Framework and the three NCATE transition
points were used to create a matrix, as shown in Figure 1.

Cont.
Development

Prof.
Dispositions

DDA

Diversity

Leadership

Principle 3 Professionalism

Principle 2 - Pedagogy
Child
Development

Technology

Standards

Content
Knowledge

Principle 1 - Knowledge

Decision
Point 2
Decision
Point 3
Decision
Point 4

Figure 1: Empty Matrix

This matrix became the “floor plan” for the development of the assessment system.
Originally, each of the above 27 “cells” were going to have at least two assessments,
creating an assessment system with 54 measurements. When faced with having to create
54 unit assessment measurements, most of the faculty began to re-think that decision.
We continued to believe in multiple measures, but then decided that the “cells” only
needed one measurement and that the Main Principle would be the one that had multiple
measures. For example, Principle 1 – Knowledge, would have at least nine assessments
with at least one assessment in each cell. The final matrix (shown on page 9) will show
that even this goal proved to be too cumbersome (for faculty and candidates alike) and
the scope was reduced.
To simplify filling in the matrix, we used required SPA assessments (the easy ones,
such as Praxis and Student Teaching evaluations were completed first) to be used as
multiple measures. Pennsylvania requires PPST Reading, PPST Writing, and PPST
Mathematics of all candidates. Praxis II is also required for all candidates while
Fundamental Subjects: Content Knowledge is not required of 7-12 certifications.
Pennsylvania requires that Praxis PPST exams to be at Decision Point 1. Cal U requires
the passing of Praxis II in order to student teach (Decision Point 2). As shown in Figure
2, SPA Assessment 1 is Praxis and was easy to place into the matrix.
It was also easy for us to place Student Teaching evaluations into the matrix.
Pennsylvania requires the use of a standardized student teaching evaluation form, which
consists of 4 categories and an overall score:
Category I - Planning & Preparation
Category II - Classroom Environment
Category III - Instructional Delivery
Category IV - Professionalism
Overall Score
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This enabled us to begin filling in the matrix (Figure 2). Using the required SPA
Assessments as a starting point (see Table 2, we began to create assessments that would
meet the SPA Assessment and fit in with the Conceptual Framework Nine Elements.

Decision
Point 2

Cont.
Development

Leadership

Prof.
Dispositions

3 - Professionalism

DDA

Diversity

Child
Development

2 - Pedagogy
Technology

Standards

Content
Knowledge

1 - Knowledge

PPST Reading
PPST Writing
PPST Math

Decision
Point 3

Decision
Point 4

Praxis II

Student
Teaching
Overall Score

Student
Teaching
Category 4

Student
Teaching
Category 1
Student
Teaching
Category 3

Student
Teaching
Category 2

Figure 2: Partial Matrix

Assessment
No.
1
2
3
4
5
6
7
8

NSTA
Licensure
Assessment
Content Based
Assessment
Ability to Plan
Instruction
Assessment of
Student
Teaching
Effect on
Student Learning
Additional SPA
Standard
Additional SPA
Standard
Additional SPA
Standard

NCSS

ACTFL

NCTM

NCTE

Required Required Required Required Required
Required Required Required Required Required
Required Required Required Required Required
Required Required Required Required Required
Required Required Required Required Required
Required Required Required Required Required
Required Optional Required Required Optional
Required Optional

Optional

Table 2 – SPA Assessments

Optional

Optional
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The INTASC Principles and the Common Portfolio
The Pennsylvania Department of Education requires the use of the INTASC
Principles in each of the initial teacher certification programs. The INTASC Principles
are embedded in the student teaching evaluation. The INTASC Principles are:
Principle 1
Knowledge of Subject Matter
Principle 2
Knowledge of Human Development and Learning
Principle 3
Adapting Instruction for Individual Needs
Principle 4
Multiple Instructional Strategies
Principle 5
Classroom Motivation and Management Skills
Principle 6
Communication Skills
Principle 7
Instructional Planning Skills
Principle 8
Assessment of Student Learning
Principle 9
Professional Commitment and Responsibilities
Principle 10
Partnerships
Cal U has added two principles to the ten INTASC Principles.
Principle 11
Diversity
Principle 12
Field Experience
Together, these 12 Principles became the “Common Portfolio” that each Secondary
Education candidate (along with all other initial teacher certification candidates; early
childhood, elementary education, technology education, and special education) must
complete. The Common Portfolio gives 12 measures that were added to the matrix.
While some Principles were easy to agree on, like Principle 1 Knowing the Subject
Matter should be placed in cell 1A Content, some were more difficult to determine a
placement.
Secondary Education majors also have a “SPA Portfolio” that is based on each SPA’s
standards. The SPA Portfolio is only used as one measure in the matrix.
Specialized Professional Association Requirements
The primary goal in creating an assessment system was to create one system that
would meet the needs of the various Specialized Professional Associations (Table 1) that
approve the Secondary Education certifications for National Recognition. The decision
to create one system that met each of the required SPA Assessments was the right one for
Cal U, but not easy to design and implement.
Assessment 1: Praxis Exams have been required in Pennsylvania for some time. As
discussed in the example, Praxis exams were placed into the matrix.
Assessment 2: Content Based Assessment was not part of the assessment system until
the SPAs began requiring it for our 2006 NCATE visit. In 2005, we hurriedly put
together an assessment to measure this. We now decided to improve upon this measure
and collect data in the candidates’ Grade Point Average, their Praxis II score, and a new
assessment given during student teaching.
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Assessment 3: Ability to Plan Instruction was only assessed during Student Teaching.
As this is a major assessment, the Secondary Education faculty decided to create a second
assessment that our candidates will complete in one of the methodology courses;
Instructional Strategies.
Assessment 4: Student teaching was expanded as explained above to add two
categories; Level of Content Knowledge and Effect on Student Learning. Both of these
measurements were added to the matrix
Assessment 5: Effect on Student Learning was also expanded to be assessed in two
places; in the Field Experience course and during Student Teaching. As mentioned
above, there are four categories in the student teaching evaluation. Cal U added a fifth
category to address the Effect on Student Learning. Again, these assessments were added
to the matrix
Each of the SPAs has the same five required assessments with the sixth, seventh, and
eighth to be defined by the Unit. Overtime, several of the SPAs began to place
requirements into what were originally defined as optional. The best example is that
NSTA has placed requirements in Assessments 6, 7, and 8. Each of the secondary
Education SPAs and their required assessments for 6, 7, and 8 are presented below.
Assessment 6, 7, & 8: American Council for the Teaching of Foreign Languages
6. Assessment of candidate oral proficiency required
7. Case Study of ACTFL Standard 5 - Assessment of Language and Cultures.
8. ACTFL Portfolio
Assessment 6, 7, & 8: National Council for the Social Studies
6. Unit plan on NCSS Standard 1.9 - Global Connections
7. Case Study of NCSS Standard 1.8 - Science, Technology and Society.
8. NCSS Portfolio
Assessment 6, 7, & 8: National Council of Teachers of English
6. Additional Assessment of NCTE Standards required
7. Case Study of NCTE Standard 4 - Pedagogy for English Language Arts.
(Specifically 4.10)
8. NCTE Portfolio
Assessment 6, 7, & 8: National Council of Teacher of Mathematics
6. Additional Assessment of NCTM Standards required
7. Case Study of NCTM Standard 8 - Knowledge of Mathematics Pedagogy.
(Specifically 8.8)
8. NCTM Portfolio
Assessment 6, 7, & 8: National Science Teachers Association
6. Pedagogical and Professional Knowledge, Skills and Dispositions –
Legal/Safety/Ethical Issues. Unit plan on safety required.
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7. Content Knowledge – Research & Investigation.
8. Content Knowledge – Contextual Content.
Assessment 6, 7, & 8: National Art Education Association
6. Additional Assessment of NAEA Standards required
7. Case Study of NAEA Standard 4 - Understanding the visual arts in relation to
history and cultures
8. NAEA Portfolio
Professional Dispositions
Along with other NCATE schools, the subject of measuring the candidates’
professional dispositions is proving difficult to assess. Our solution to this was in
developing a Candidate Professional Disposition Instrument (CPDI) Survey that is given
in three places. The CPDI has the same essence at all levels, but the wording is changed
from a self-survey to a survey completed by others. The CPDI shown below is Level 1,
the self-assessment. Level 1 is given in the required freshman course SEC 150
Introduction to Secondary Education, Level 2 is professional references given at Decision
Point 2 - Admission to Teacher Education, and Level 3 is given at the mid-point of
student teaching. This gives us three assessment measures that were added to the matrix.
Candidate Professional Disposition Instrument
3 - Exemplary
2 - Superior
1 - Satisfactory
0 - Unsatisfactory

I consistently and thoroughly demonstrate indicators of performance.
I usually and extensively demonstrate indicators of performance.
I sometimes and adequately demonstrate indicators of performance
I rarely or never and inappropriately or superficially demonstrate indicators of performance

I. Integrity
o I model behavior expected of both teachers and learners in an educational setting.
o I communicate without intent to deceive.
o I make decisions and act with honesty.
o I give credit to others when using their work.
o I interact without regard to personal differences related to race, ethnicity, age, gender,
ability/disability, and social economic status.
II. Civility
o I consider opinions of others with an open mind, I demonstrate a warm, friendly and caring manner
to others, I take care of property of others, and I interact appropriately in relation to cultural norms)
o I maintaining empathic relationships (I listen attentively to others in a variety of contexts, I interact
in a polite and respectful manner, I use appropriate language)
o I respect diversity (I display equitable treatment of others, I acknowledge perspectives of individuals
from diverse backgrounds, I appreciate differences, demonstrates positive attitudes toward diversity
III. Responsibility
o Health and Safety (I give priority to the health and safety concerns of myself and others, I protect my
personal health to avoid absences, I follow appropriate health and safety procedures in the schools)
o Problem Solving/Decision Making (I accept consequences for personal actions or decisions, I use
sound judgment in decision making, I take action to solve problems, seeks clarification and/or
assistance as needed, I prioritize work based upon established goals)
o Class Preparation (I submit assignments on time or follow procedures for extensions, I complete
assigned tasks from group activities within an acceptable time frame, I seek/locate needed resources
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o

and ensure accuracy of information for which I am responsible, I take initiative to get materials and
notes when absent from classes, I prepare for classes, meetings, and group work)
Time Management (I manage time effectively, I return borrowed materials in a timely manner, I
arrive for class on time, and I attend class regularly)

IV. Professionalism/Maturity –
o Conflict Resolution (I use appropriate strategies to respond to emotional and emergency situations, I
identify personal responsibility in conflict/problem situations, I accept less than ideal situations
when necessary, I respond to situations professionally, I respond appropriately to actions and
reactions of others)
o Emotional Maturity (I maintain emotional control, I adapt to unexpected or new situations, I act
from a positive frame of reference, I respond constructively to professional feedback from professors
and others, I make changes to address legitimate concerns)
o Communication (I use appropriate tone of voice, I initiate communication to resolve conflict, I use
self-disclosure appropriately, I use appropriate non-verbal expressions, I am honest and trustworthy
in communications and interactions with others, I maintain confidentiality)
o Personal Appearance (I demonstrate good personal hygiene, I dress appropriately for the situation, I
have a professional
V. Professional Development and Life Long Learning –
o Plans for Personal Professional Development (I develop creative ideas about education concepts, I
articulate and modify plans for personal professional development)
o Pursues Personal Professional Development (I participate in opportunities to improve instructional
practices and teaching activities, I seek opportunities to learn new skills, I reflect on the instructional
process, I exhibit curiosity about new and seemingly old concepts, I make connections to previous
readings/experiences/courses, I attend professional conferences)
o Provides Professional Development Activities for Others (I conduct workshops for colleagues,
shares expertise with colleagues, I model flexibility regarding educational content, process, and
tasks, I solicit evaluative feedback and from workshop participants)

The use of this survey has given us another assessment that helps in meeting with the
assessment of the Conceptual Framework. This also has the benefit of giving us data for
NCATE Standard 1.

The Conceptual Framework Survey
The Conceptual Framework Survey was designed to get an idea of how our
candidates understand the Nine Elements of our Conceptual Framework. Similar to the
CPDI, the CF Survey is given at three points. Level 1 is taken in the freshman course
SEC 150 Introduction to Secondary Education, Level 2 is required to be taken in the
advanced course SEC 300 Field Experience in Secondary Education, and Level 3 is at the
mid-point of student teaching. The scoring system is the same as the Candidate
Professional Disposition Instrument, with minor modifications.
3 - Exemplary
2 - Superior
1 - Satisfactory
0 – Unsatisfactory

Easily
With very little difficulty
With some difficulty

Not at all or with great difficulty
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Conceptual Framework Survey
1A Content Knowledge
1.
I can explain the core concepts of my field of study.
2.
I can develop and execute lessons that proceed at an appropriate pace and involve all my
students in the learning activities.
3.
I can communicate effectively, both orally and in writing, with my students and other
professionals.
1B Standards
4.
I can describe the Pennsylvania K-12 Academic Standards to someone who is unfamiliar with
them.
5.
I can develop instructional opportunities that integrate concepts and content from across the
curriculum.
6.
I can develop lessons and assessments that are based on the Pennsylvania K-12 Academic
Standards.
1C Technology
7.
I can use instructional technology to enhance lessons in the classroom.
8.
I can access age-appropriate online information that can be used to enhance student learning.
9.
I can explain the limitations and advantages of the use of instructional technology.
2A Child Development
10. I can develop clear instructional goals which are designed to address the many different needs of
my students.
11. I can conduct lessons that contain age appropriate instructional and assessment strategies.
12. I can use student learning principles and theories to develop lesson plans.
2B Diversity
13. I can treat all students with respect regardless of their background or ability.
14. I can relate learning opportunities for students that are about individuals from underrepresented
populations.
15. I can recognize that all students learn differently thereby creating learning situations that closely
align to a variety of learning styles.
2B Design, Delivery, and Assessment
16. I can establish effective classroom routines and procedures so that I waste little or no time for
teaching.
17. I can set high expectations for my students' learning and provide meaningful feedback to them.
18. I can use a variety of instructional techniques to best help students learn.
19. I can lead class discussions by designing questions and questioning strategies that engage all
students and promote full class participation.
20. I can develop assessments (tests, rubrics, etc.) in order to evaluate student learning and inform
instructional practices.
3A Professional Dispositions
21. I can be prompt and prepared for classes and professional meetings.
22. I can set goals and assess the accomplishment of those goals.
23. I can establish a good rapport with younger people and other faculty and administrators
3B Leadership
24. I can communicate procedures and give clear explanations of complex material.
25. I can maintain accurate classroom records (for examples, grades, attendance, behavior...).
26. I can manage student behavior and implement disciplinary measure when necessary.
27. I can assure that a classroom is safe for all children.
28. I can demonstrate a professional demeanor.
3C Continuing Development
29. I can describe what is required to obtain and keep a teaching license in Pennsylvania.
30. I can be involved in professional endeavors through membership in professional organizations
and volunteer work.
31. I can demonstrate a consistent positive professional attitude.
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This gives us nine assessment measures that were added to the matrix while also
helping to support the tie-in of the assessments to the Conceptual Framework.
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Completed Matrix for Secondary Education
Principle 1 - Knowledge
Content

Standards

Principle 2 - Pedagogy
Technology

Child
Development

Diversity

Design, Delivery,
& Assessment

Principle 3 - Professionalism
Professional
Dispositions

Leadership

Continuing
Development

PPST Reading
PPST Writing
PPST Mathematics

Decision
Point 2
Admission
to Teacher
Education

Decision
Point 3
Recommen
dation for
Student
Teaching

CF Survey Level I:
Content

CF Survey Level I:
Standards

CF Survey Level I:
Technology

CF Survey Level I:
Child Development

CF Survey Level I:
Diversity

CF Survey Level I:
DD&A

CF Survey Level I:
Professional Dispositions

CF Survey Level I:
Leadership Abilities

CF Survey Level I:
Continuing Development

CF Survey Level II:
Leadership Abilities

CF Survey Level II:
Continuing Development

Admission 2.80 GPA (UG)
Admission 3.00 GPA
(PB/G)
Self Rating on CPDI Level 1
Professor Rating on CPDI
Level 2
Professional Rating on CPDI
Level 2
Fundamental Subjects:
Content Knowledge
Praxis II
CF Survey Level II:
Content

CF Survey Level II:
Standards

CF Survey Level II:
Technology

CF Survey Level II:
Child Development

CF Survey Level II:
Diversity

CF Survey Level II:
DD&A

CF Survey Level II:
Professional Dispositions

Content GPA
Recommendation 3.00
GPA
INTASC 1 - Knowledge of
Subject Matter
INTASC 2 Knowledge of Human
INTASC 3 - Adapting
Instruction for
Individual Needs

Education Major Web
Training/Exams
INTASC 4 - Multiple
Instructional Strategies
INTASC 5 - Classroom
Motivation & Mgmt
Skills

INTASC 6 Communication Skills
INTASC 7 - Instructional
Planning Skills
INTASC 8 - Assessment
of Student Learning
INTASC 9 - Professional
Commitment &
Responsibility
INTASC 10 - Partnerships
CALTASC 11 Diversity
CALTASC 12 - Field
Experience
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2.5.3.1 - CF Survey Level
III: Content

2.5.3.2 - CF Survey
Level III: Standards

2.5.3.3 - CF Survey
Level III: Technology

2.5.3.4 - CF Survey
Level III: Child
Development

2.5.3.5 - CF Survey
Level III: Diversity

2.5.3.6 - CF Survey
Level III: DD&A

CF Survey Level III:
Professional Dispositions
Supv. Professor Rating on
CPDI Level 3 - Week 7
Coop. Teacher Eval of
Student Teaching - Week 7
Coop. Teacher Eval of
Student Teaching - Week 14

CF Survey Level III:
Leadership Abilities

CF Survey Level III:
Continuing Development

PDE 430 Form Category
I

Decision
Point 4
Exit
Student
Teaching

PDE 430 Form Category
II
PDE 430 Form Category
III
PDE 430 Form Category
IV
CAL 430 Form Category
V
CAL 430 Form
Category VI
PDE 430 Form - Overall
Pass Student Teaching

As can be seen in the Master Matrix, each cell does not have an assessment assigned to it as originally planned. However, when analyzing
the Master Matrix, each row (Decision Point) and each column (Conceptual Framework Element) has multiple assessments.
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The Signature Assessments
1.

Praxis Series
1.1 Pre-Professional Skills Test (PPST) Reading
1.2 Pre-Professional Skills Test (PPST) Writing
1.3 Pre-Professional Skills Test (PPST) Mathematics
1.4 Fundamental Subjects: Content Knowledge (except 7-12 certifications)
1.5 Praxis II Subject Area Assessment

2.

Conceptual Framework Surveys
2.1 Conceptual Framework Survey Level 1
2.2 Conceptual Framework Survey Level 2
2.3 Conceptual Framework Survey Level 3

3.

Content Grade Point Average
3.1 Overall GPA at Admission to Teacher Education
3.2 Overall GPA at Recommendation for Student Teaching
3.3 Content GPA at Recommendation for Student Teaching

4.

Candidate Professional Disposition Instrument
4.1 Candidate Professional Disposition Instrument Level 1
4.2 Candidate Professional Disposition Instrument Level 2
4.3 Candidate Professional Disposition Instrument Level 3

5.

The Common Portfolio
5.1 Performance Principle 1
5.2 Performance Principle 2
5.3 Performance Principle 3
5.4 Performance Principle 4
5.5 Performance Principle 5
5.6 Performance Principle 6
5.7 Performance Principle 7
5.8 Performance Principle 8
5.9 Performance Principle 9
5.10 Performance Principle 10
5.11 Performance Principle 11
5.12 Performance Principle 12

6.

7.

Student Teaching Evaluation
6.1 PDE 430 Form Category I
6.2 PDE 430 Form Category II
6.3 PDE 430 From Category III
6.4 PDE 430 Form Category IV
6.5 CAL 430 Form Category V
6.6 CAL 430 Form Category VI
6.7 PDE 430 Form Overall Rating
6.8 Pass Student Teaching

Knowledge of Subject Matter
Knowledge of Human Development and Learning
Adapting Instruction for Individual Needs
Multiple Instructional Strategies
Classroom Motivation and Management Skills
Communication Skills
Instructional Planning Skills
Assessment of Student Learning
Professional Commitment and Responsibilities
Partnerships
Diversity
Field Experience
Planning & Preparation
Classroom Environment
Instructional Delivery
Professionalism
Content Knowledge
Effect on Student Learning

Specialized Professional Association (SPA) Requirements
7.1 ACTFL Portfolio
French and Spanish
7.2 NAEA Portfolio
Art
7.3 NCSS Portfolio
Social Studies
7.4 NCTE Portfolio
English and Communications
7.5 NCTM Portfolio
Mathematics
7.6 NSTA Portfolio
Biology, Chemistry, Earth & Space Science, and Physics
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Building the House
Building the Assessment System
Up until this point, this paper has been describing the seven pieces of the Assessment
System. The matrix that is shown above is not the assessment system. As stated in the
beginning of this paper, it is the floor plan of the assessment system. Our Assessment
System begins at the identification of what is being assessed, where the data is collected
and who is responsible for this data. It continues with the data being given to the
appropriate agent where it is shared, analyzed, and evaluated. It ends with an Assessment
Report being issued at the Unit level and then forwarded to the NCATE Coordinator to
be included in the Institutional Report.
An easier way to look at the Assessment System is below:
Step 1 – Signature Assessments:
What are you assessing?
Step 2 – Collected At:
Where is the data collected? What course? What Decision Point? How is the
data collected?
Step 3 – Responsibility Of:
Who is responsible to collect the data?
Step 4 – Data Reports Produced:
The responsible person is required to take the raw data and turn the data into a
data report. Each data report follows an agreed upon format.
Step 5 – Analyzed and Evaluated By:
What group/department/committee is responsible for analyzing the data provided
in Step 4?
Step 6 – Reports Produced:
Each of the group/department/committee that analyzes the data must complete
an assessment report for each Signature Assessment. Unit data is a separate
report from program data.
Step 7 – Assessment Reports Shared (Program Improvements):
Reports are shared at the Unit level at our T.E.A.M Day (Teacher Education
Assessment Meeting). Improvements that are connected to new/revised courses,
new policies and procedures, are required to go through the appropriate
approval process.
A graphic of the Assessment System for Initial Certifications is shown on the next
page. Each of the advanced programs (Principal, Superintendent, School Counselor,
School Psychologist, and Speech Language Therapist) has their own graphic.

14
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Signature Assessment
#1 – Praxis Series
1.1
1.2
1.3
1.4
1.5

Step
1

Introductory Course
•

PPST Reading
PPST Writing
PPST Mathematics
FS:CK
Praxis II

Step
2

2.1 and 4.1

Admission to Teacher Education
•

1.1, 1.2, 1.3, 3.1, and 4.2

Advanced Course

#2 – CF Survey
2.1
2.2
2.3
2.4
2.5

Collected at:

•

Level 1
Level 2
Level 3
Level 4
Level 5

2.2

Recommendation for Student Teaching
•

3.2 and 5

Mid-Student Teaching
•

#3 – GPA

2.3 and 4.3

Step
3

Responsibility of:
Associate Dean
•

2.4 and 2.5

Director of Student Teaching
•

3.1, 3.2, 4.3, and 6

Assessment Coordinator
•

2.1, 2.2, 2.3, 4.1, and 4.2

Praxis Coordinator
•

1.1, 1.2, 1.3, 1.4, and 1.5

Department Chairs
•

7

Exit Student Teaching

3.1 Overall GPA
3.2 Content GPA

•

#4 – CPDI

6

External Mailings

4.1 Level 1
4.2 Level 2
4.3 Level 3

•

2.4 and 2.5

Data Reports Produced:

#5 – Common Portfolio

(July 1st to October 1st)
Associate Dean

12 Principles

#6 – Student Teaching

•

6 Categories & Overall Rating

Step
4

GPA Report

Director of Student Teaching

#7 – SPA Requirements

•

Student Teaching Report

Assessment Coordinator
•
•
•

CF Survey Report
CPDI Report
Common Portfolio Report

Praxis Coordinator

Assessment Reports shared
at T.E.A.M Day Retreat
(Program Improvements)

Step
7

(Mid-April)
Program and Unit Reports shared with
TEP Candidates
Program and Unit Reports shared with
Advisory Boards for Unit and Programs
Program and Unit Reports given to
Administration, the Assessment
Coordinator, and the NCATE Coordinator

•

Praxis Report

Department Chairs

Assessment Report Produced forStep
6
each Signature Assessment:
(March 1st to April 1st)
Unit Assessment Reports by the Chapter
354 Committee
Program Assessment Reports By:
•
•
•
•

Elementary and Early Childhood
Secondary Education
Special Education
Technology Education

•

SPA Reports

Analyzed and Evaluated by:
st

st

(October 1 to March 1 )
Director of Student Teaching
Chairs, Coordinators, and Faculty
Chapter 354 Committee

Step
5
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Assessment Reports
The Step 6 - Assessment Reports are really the heart of the Assessment System. In
order to keep this manageable, each assessment (regardless of certification area) must be
reported in the same way. The format template is shown below and is kept to 2 pages for
each Signature Assessment or sub-component of a Signature Assessment. For Secondary
Education, this is 7 Signature Assessments (but 17 total assessments) which resulted in a
30 page report: Secondary Education 2008 Annual Report. This annual report is given to
the NCATE Coordinator, where it is used to help write the NCATE Institutional Report
and to be used as evidence in meeting the various standards.

Assessment Report Template:
•

Assessment Number:

•

Name of Assessment:

•

Type of Assessment:

•

Data comes from:

•

Semester Administered/Decision Point:

•

Brief Information on Assessment Instrument:

•

Analysis of Data:

•

Conclusions and Possible Changes to be Made Based on the Data:

A sample report is shown on the next page.
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Signature Assessment #3.2
Content Grade Point Average
Type of Assessment
This is a Unit Assessment for all Initial certifications.
Data comes from:
This data comes from the 2007-2008 GPA Data Report which is written by the Director of Student
Teaching.
Semester Administered/Decision Point
The data is collected at Decision Point 3 – Recommendation for Student Teaching. Each
candidate is required to have a 3.00 Overall Grade Point Average and to have all required courses
completed with a grade of C or better. At this time, there is no Content GPA requirement. While it
would be very unlikely, it is possible to have a 3.00 Overall GPA and a Content GPA of 2.00 (minimum
Content GPA under the C or Better policy).
Brief Information on Assessment Instrument
Each candidate must download a GPA Calculator Worksheet from the Teacher Education
webpage. After downloading, the candidate completes the worksheet and prints out a copy to be
attached to the Recommendation for Student Teaching Application Form. This information is collected
through the LiveText Recommendation for Student Teaching Application Form.
Analysis of Data
Table 1 shows the data for the 11 certification areas. While the number of candidates in each area
is low, the data indicates that each candidate, no matter which certification, is having a high level of
success in their content area courses. This information was shared with the appropriate content area
faculty to help them make any needed adjustments to their courses.

2007-2008 – Content Area Grade Point Averages
Area
Grade Point Average Number of Candidates
Art
3.78
3
Biology
3.09
8
Chemistry
3.39
6
Communications
3.50
2
Earth & Space Science
3.66
11
English
3.35
14
French
3.50
2
Mathematics
3.46
19
Physics
3.31
1
Social Studies
3.46
24
Spanish
3.23
2

Conclusions and Possible Changes to be Made Based on the Data
The data at this point indicate that the Content GPA (while we always want to see it higher) is not
an area that is of major concern at this point. Content GPA will be collected over the next two school
years in order to establish a baseline. This baseline may be used to set a minimum GPA requirement
in each candidate’s certification area.
Biology has the lowest Content GPA of 3.09 for 8 candidates. Further analysis showed a range of
2.78 to 3.67 with a median of 3.12. Only one candidate was under 3.00. It should be noted that this
candidate also had an overall GPA of 3.05, which is barely over the minimum Overall GPA allowed.
There are no changes recommended to the Biology Education program at this time.
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As can be seen, each Assessment Report is very brief as the raw data is not included;
the Data Report is a separate document. It is expected that the report for 2008-2009 will
be even easier to complete as much of the text can be copied and pasted from the 20072008 Assessment Report. One major addition is that a “Trends Line Chart” is planned to
be added to help visualize the data points over time.
Conclusion
The development of the parts of the Assessment System (creating the floor plan) was
completed first, which was an 18 month endeavor. Each of the certifications and SPAs
were analyzed for what was truly needed. All requirements, while still in place, are no
longer considered assessments. And, many of the former assessments, some that were
over two decades old, were revised or discarded to fit in with the common Unit Signature
Assessments. All of our candidates were required to create a portfolio, something that
not all areas had been doing and that the Pennsylvania Department of Education is
currently looking at making a requirement.
The Assessment System (building the house) was a 4 month endeavor, including
getting department and administrative approvals for various Signature Assessments. The
largest area of concern was who was going to write the various data reports. This was
solved by splitting the data into logical areas of responsibility. Also, once it was realized
that it was simply a data report, not an analysis report; each of the responsible parties
became agreeable. In reality, graduate assistants became responsible for much of each
data report.
The Secondary Education Department had four school months to analyze the seven
data reports that were provided. Writing the Analysis Report was simplified by the facts
that a template was provided and a 2-page limit was mandated. Over the course of the
semester, a different Signature Assessment was analyzed at a different department
meeting. Data Analysis of a Signature Assessment is now a permanent agenda item.
Looking back, the hardest thing to overcome was that of “change.” Many faculty
members wanted to keep it the same way that it had been for decades. It took repeated
reminders that we did not pass the 2006 NCATE Report and that what we had done was
no longer good enough.
The implementation took the 2007-2008 School Year for the undergraduate teacher
certification program. The post-baccalaureate programs are being implemented in the
2008-2009 school year.
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transparent, consistent, and equally fair to all
students. The method is not affected by the
outliers.

Abstract
This paper presents the development of a new
computer based grading method for evaluation
of student’s performance in graduate and
undergraduate courses. The proposed grading
scheme is a unique blend of philosophy
rejecting the conventional and contemporary
assessment and evaluation methods used to
gauge comprehension and intellectual levels
of student’s caliber and aptitude in a course or
a subject requisite for any particular degree.
Unlike the absolute or curve based evaluations
aiming at just plotting the grades in a highly
mechanical manner, this grading scheme
attempts to benchmark the true representation
of the quality of knowledge learned by
students in a quantitative manner.
The concept of grades, their assignment,
importance and the role they play in higher
education is discussed. The grading
methodology presented here is independent of
teacher’s intervention, is quite amenable to the
use of a computer, and its application to UMT
students has been demonstrated by means of
an example. The method creates ranges or
segments corresponding to the various quality
levels of knowledge learned, and the
respective letter grades are assigned thereto.
The quality levels help determine the ability of
the students.

Introduction
In practice, many different grading methods
are used to measure and evaluate the quality
and quantity of education imparted to students
in a class [4, 5]. The inflated or deflated
grading as well as widely differing grading
weights and levels make the determination of
ability of students from their grades
increasingly difficult. Some of these
methodologies, generally influenced by
personal philosophies, bias, preconceived
objectives and goals inhibits impartiality, and
therefore, can never be equally effective,
consistent, and fair to all students, and which
being complex and inexact in nature, are
devised using statistical and computer based
methods. This grading scheme does justice to
students and motivates them for improving or
sustaining their interest in competitive
environment among the peers [2].
Therefore, to achieve the ultimate fairness in
the task of imparting quality of education at
acceptable international levels of excellence
and assigning a weighted letter grade thereto
is a complex phenomenon warranting careful
scrutiny.

The quality and quantity of knowledge levels,
perceived adequate, for assigning the
weighted letter grades are determined using
boundaries that are similar in nature to those
used to determine the quality levels in
absolute or percentage based grading methods,
yet they are independent of them. The grades
are computed relative to class average or
median but are independent of individual
student’s scores, and therefore, the method is

The Grade
A grade is a measure of the level and quality
of intellectual performance or demonstration
of intellectualism on a scale of quality and
quantity of knowledge or skill learned.
Consequently, a grade serves as a testimony of
measured competence and abilities of a
student’s intellectual performance in a course.
1
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The University of Michigan at Ann Arbor,
Michigan, USA, uses an 8-point grading scale,
and do include an “A+” grade in their grading
system. The “A+” grade represents novelty,
and carries a weight of 9 points based on the
8-point grading scale in their grading
scheme[1].
The current grading scheme at UMT is
updated to include the “A+” grade which
carries a weight of 4.3 points based on 4-point
scale.
The revised list of letter grades, also adherent
to
the
HEC’s
guidelines
and
recommendations, is given below [3]:-

Indeed, grades, when combined with teacherstudents’ feedback, can effectively help
improve the quality of learning as they convey
the students how well they are learning the
course contents and related skills, and how
students can do better. Equally, grades are an
important feedback for teachers as they tell
how well the course is being taught and how it
could be further improved.
Accordingly, every effort should be made to
ensure its fairness, consistency and accuracy.

Assigning a Grade is a Duty, not a
Prerogative
In academe, the authority or power of
assigning a grade to a student is a duty, and
not a prerogative or a privilege. In view of
general conception of the society at large,
teachers are perceived as so vigilant,
knowledgeable, fair, honorable, and honest
that the students and society as a whole
collectively pledge with total confidence that
the teachers are worthy of their unanimous
trust, and that the students and society will
collectively accept the judgment and
evaluation of teachers about them in the form
of a weighted letter grade or in some other
suitable form.
Surely, this privilege of assigning a grade is a
noble duty bestowed upon teachers. It ought to
be discharged nobly, fairly, properly, and must
be free from any bias.

List of Weighed Letter Grades
Grade
A+
A
AB+
B
BC+
C
CD
F

Grade Points
4.30
4.00
3.70
3.30
3.00
2.70
2.30
2.00
1.70
1.00
0.00

Quality
Novelty
Exceptional
Excellent
Very good
Good
Marginally good
Fair
Satisfactory
Marginally acceptable
Minimally acceptable
Not enough

List of Non-Weighted Letter Grades
Grades
I
P
NP
IP
S
NS
NC
W

Proposed Letter Grades at UMT
One of the most important aspects in higher
education is to categorize students in terms of
a quality index that is a measure of the level of
quality and quantity of the skill or knowledge
learned, comprehended and retained over the
period of a semester or a teaching term.
The existing grading system in use at UMT is
based on a commonly used 4-point grading
scale. The weighted letter grades range from
letters A,B,C,D,F and their “+/-" chromatic
variants. The letter grade “A” being the
highest quality index carries a weight of 4
points, and “F” being the lowest carries a
weight of zero. Some elite universities such as

Explanation
Incomplete
Satisfies the learning requirements
Does not satisfy the learning requirements
In progress (for thesis/dissertation only)
Satisfactory
Not satisfactory
Course is taken for no credit
Withdrawal without completion

The Art of Grading
The assessment, evaluation and grading of
teaching-learning process are not the subjects
of exact science but, rather, they are highly
artistic in nature, and being always imperfect,
can be improved and refined with skill,
experience, practice, extra care and attention.
2
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a new and improved grading method is
devised for adoption.

There are many different grading methods
used in practice to measure the quality and
quantity of educational excellence imparted to
a group of students in a class. These grading
methodologies are deficient in many different
ways, and seriously affected by the
preconceived notions, the degree of
competence, and relevancy of knowledge of
faculty that is closely tied to the course
content that has actually been taught, how
well it has been taught and how closely it
compared to the preset depth and breadth of
the course contents, and the learning
objectives.
Every teacher has his/her own philosophy and
approach towards teaching and grading,
however, no single pedagogical approach can
ever be effective for all participants in a class.
The teaching aids are generally ineffectual,
and
there
always
exists
imperfect
communication between a teacher and
students. In view of all of these factors, the
tasks of teaching, learning and grading are
rather hazy, complex, and subjective in nature.
Accordingly, there always exists a random
error associated with the assignment of a
grade. For such a fuzzy task of grading, the
goal is to devise and adopt a grading
methodology that should be equally fair to all
participants. Grading methods are devised
using statistical computer based methods, and
the underlying philosophy used in computing
and assigning the grades ought to be fair in
character.
In this paper, the most commonly used
grading methods in practice, are reviewed and
analyzed and then a relatively more fair
method that is free from many shortcomings
commonly present in other method, is devised
for adoption.

Underlying Rationals and Philosophy
for the Proposed Grading Method
1. The grading method is adherent to the
guidelines and recommendations of HEC
[3], and is consistent with the minimum
nationally acceptable level of educational
excellence in that a score of 33% is
considered a minimal pass and a score of
60% or greater is considered a First
Division by both the University of the
Punjab and the Board of Intermediate and
Higher Secondary Education. In the
proposed grading method a score below
33% on the absolute scale is considered
equivalent to a score of 40% of the median
or mean of the score of all participants in a
class. Accordingly, a score equal to or less
than 40% of the mean or median is
considered an automatic fail and a letter
grade “F” is assigned.
2. It is important to note that both the
University of the Punjab and the Board of
Intermediate and Higher Secondary
Education give, typically a choice of
almost 100% on their examinations which
is equivalent to not testing about 50% of
the prescribed course contents. On the
other hand, in the semester system of
education, based on the American
philosophy of education, typically no
choice is given, and almost 100% of the
prescribed course content is tested. That is
why a score of 40% of the median is
considered equivalent to a score of 35% on
the absolute percent scale of 100 points
which is accepted as a minimum pass by
both the University of the Punjab and the
Board of Intermediate and Higher
Secondary Education among others.
3. In a graduate school, to earn a graduate
degree such as an M.S. or PhD, a student
must maintain a cumulative grade point
average (CGPA) of “B” or better level. In
view of international level of acceptable
quality of graduate education, a “B” level

Proposed Grading Methodology
To date, the teachers, in generals are using
wide variety of grading methodologies, which
being complex, dissimilar, and inexact in
nature do not treat equally and fairly to all
students, and therefore, to achieve uniformity,
3
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All other grades in undergraduate courses are
computed using the median, score that is
computed from the composite scores of all
students in a class

student in a graduate course should be able
to demonstrate, on the average, correctly
what he/she has learned. Therefore, a “B”
grade is considered a minimum average
grade to be earned in a graduate course. It
is a common international practice in
higher education that a “B” that is grade is
assigned to the median or mean computed
from the composite scores of all graduate
students in a class taking a graduate
course. The “B” grade carries a weight of
3 points based on a 4-point grading scale,
which is considered equivalent to 75% on
a percent 100-point scale.
4. In case the students in a class are very
good and well prepared, then the median
or mean may be greater than 75%. In such
a case, for the purpose of computing the
grades and to allow credit for better
performance, the mean or median is taken
as 75% and “B” grade is assigned at 75%.
All other grades in a graduate course are
computed using the median, computed
from composite scores of all students in a
class.
5. Internationally, to earn an undergraduate
degree, a student is expected to maintain a
CGPA of C or better level. Therefore, a
“C” grade is considered a minimum
average grade that must be earned in an
undergraduate course. In order to achieve
the requisite quality of education in an
undergraduate degree, the “C” grade is
assigned to the median computed from the
composite scores of all undergraduate
students in a class taking an undergraduate
course. The “C” grade carries a weight of
2.0 points, based on 4-point grading scale,
is considered equivalent to 50% on a
percent scale.
6. In case the students in a class are very
good, well prepared and have all the pre
requisites, then the median may be greater
than 50%. In such cases, for the purpose of
computing the grades and to allow credit
for better performance, the median is taken
as 50% and a “C” grade is assigned at
50%.

Creation of Quality Levels of
Knowledge Learned
The proposed grading method is based on
commonly used 4-point grading scale, and
each of these points represents 25 points or
25% on the percent or 100-point scale.
The proposed method creates upper and lower
ranges or segments relative to the median
score of all students in a class taking a
graduate or an undergraduate course. These
ranges correspond to the various quality levels
of knowledge learned and the respective
grades are assigned accordingly.

Quality Levels of Knowledge
Learned for A, B, and C Grades
It is a universally accepted standard practice
that the median score of students in a class
taking a graduate course is assigned a B grade
which represents 75 points or 75% on the
percent or 100-point scale.
It is a common accepted practice that the C
grade is assigned to the median score of
students in a class taking an undergraduate
course. The C grade represents 50% or 50
points on a percent or 100-point scale.
Therefore, in a graduate course, the
performance level of an A grade is generally
perceived as 20% above the quality level
assigned to a B grade, and in an undergraduate
course, 70% higher than the quality level
assigned to a C grade.

Computation and Assignment of
Grades
It is important to point out that either median
or mean can be used in the computation of
grades. However, sometimes there are
outlier’s scores present, and they adversely
affect the mean. Therefore, it is preferable to
use the median score.

4
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grades constitute 2.5 divisions which divide
the upper gap into 2.5 equal divisions.

Assignment of A+ Grade: It represents
novelty academic work in a graduate or
undergraduate course. A+ grade is assigned to
a score of 95% or greater. Then all scores
which are 95% or greater on the scale of 100
are removed from the list of composite scores
of all students in a class. After removal, the
maximum score on the list is less than 95.
Assignment of A Grade: The “A” grade is
assigned to an exceptional or excellent
performance in a graduate or an undergraduate
course, which is equivalent to 90% or greater
level of excellent performance on the percent
or 100-point scale. Therefore, in a graduate
course, the A grade is assigned to 1.2 time the
performance required for a B grade. Likewise,
in an undergraduate course, the A grade is
assigned to 1.7 time the performance level
assigned to C grade.

The three letter grades from B to A- are
assigned according to their quality level, in
ascending order to the range of scores in the
respective division. There are 2.5 upper
divisions (UDs), and the range of scores, in
each division (RSED) is computed as
20% × (Median or Mean ∠ 75)
RSED =
2.5
Assignment of letter grades to the range of
scores in each division is given as
Division
(CD)
M to
(M+ ½)

Assignment of F Grade: It signifies a failure
in a graduate or undergraduate course, and
carries a numerical weight of zero “0” point. F
grade is assigned to a score which is less than
or equal to 40% of the median of the
composite scores of all students in a class.
Then all scores which are equal to or less than
40% of the median are removed from the list
of composite scores. After removal, minimum
score on the list is greater than 40% of the
median of the composite scores on the list.

(M+1/2)to
(M+3/2)
(M+3/2)to
(M+5/2)

Range of scores
(RSED)
(Median) to (Median
+ ½CD)
or M to (M + ½ CD)
(M+1/2 CD)
to(M+3/2CD)
(M+3/2 CD) to
(M+5/2CD)

Grade

> 1.2 ×
(Median < 75)

> 1.2
(Median < 75) < 95

A

> 95%

> 95%

A+

B
B+
A-

Computation of B, B-, C+, C, CGrades
These 5 letter grades constraint the lower gap
(lg) of scores which is the difference between
the median, (M), and the lowest composite
score which is 40% of the median of the
composite scores of all students in a class.
These 5 grades constitute 4.5 ranges or
divisions.
The 5 letter grades from B to C- are assigned
according to their quality level to the range of
scores in the respective division. The range of
scores in each division is computed as

Computation of Grades in Graduate
Courses
The “B” grade is assigned to the median of the
composite scores of all students taking a
graduate course. However, grade B is assumed
to be uniformly distributed about the median,
and therefore, one half of the range for
assigning B grades is above the median and
one half is below the median.

RSED =

Computation of B, B+, and A- Grades

( Median ∠ 75) - (40% of (Median ∠ 75)
4.5

Assignment of letter grades to the range of
scores in each division (RSED) is given as

The three letter grades B, B+, and Aconstraint the upper gap, (ug), of scores which
is the difference between 1.2 times the median
composite score, which is less than 95, and the
median of composite scores. These three letter

Division
(CD)
M to (M- ½)
5

Range of
Scores (RSED)
M to (M – ½

Grade
B
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(M-1/2)
to (M-3/2)
(M-3/2)
to (M-5/2)
(M-5/2)
to (M-7/2)
(M-7/2)
to (M-9/2)
(< 40% of M)

CD)
(M-1/2 CD)
to (M-3/2 CD)
(M-3/2 CD)
to (M-5/2 CD)
(M-5/2 CD)
to (M-7/2 CD)
(M-7/2 CD)
to (M-9/2 CD)
(< 40% of M)

C+

(M+ 9 ) to (M+11 )
2
2

(M+ 9 CD) to
2
(M+ 11 CD)
2

A-

>1.7 ( Median < 50)

> 1.7 ( Median < A
50)

> 95%

> 95%

(M+5/2) to (M+7/2)

C

(M+7/2) to (M+9/2)
CF

Grades A+, A, and F are computed and
assigned as explained above.
Grade C: As explained earlier, the “C” grade
is assigned to the median of the composite
scores of all undergraduate students in a class
taking an undergraduate course. However,
grade C is assumed to be uniformly distributed
about the median, and therefore, one half of
the range for assigning C grades is above the
median and one half is below the median.

+

B
A-

A+

Computation of Grades C, C- and D
These 3 letter grades constraint the lower gap
(lg) of scores which is the difference between
the median and the lowest composite score
which is equal to or less than 40% of the
median of the composite scores of all students
in an undergraduate class. The range of scores,
RSED, in each division is computed as

Computation of Grades C, C+, B-, B,
B+, and A-

B-

B-

Computation of Grades in
Undergraduate Courses

+

(M+3/2 CD)
to (M+5/2
CD)
(M+5/2 CD)
to (M+7/2
CD)
(M+7/2 CD)
to (M+9/2
CD)

(M+3/2) to (M+5/2)

RSED =

-

The six letter grades C, C , B , B, B , and A
occupy the upper gap, (ug), of scores. These
six letter grades constitute 5.5 constraint
divisions which divide the upper gap into 5.5
divisions. The range of scores, (RSED), in
each division is computed as
70% × (Median ∠ 50)
RSED =
5.5
Assignment of letter grades to the range of
scores in each division is given as
Division
Range of
Grad
(CD)
Scores
e
(RSED)
M to (M+ ½)
Median) to
C
(Median + ½
CD)
or M to (M +
½ CD)
(M+1/2) to (M+3/2) (M+1/2 CD)
C+
to (M+3/2
CD)

(Median ∠ 50) - 40% × (Median < 50)
2.5

Assignment of letter grades to the range of
scores in each division (RSED) is given as
Division
(CD)
M to (M- ½)
(M-1/2) to (M3/2)
(M-3/2) to (M5/2)

Range of scores
(RSED)
M to (M – ½ CD)
(M-1/2 CD) to (M3/2 CD)
(M-3/2 CD) to (M5/2 CD)

Grade

C
CD

Graduate Students Taking an
Undergraduate Course
Whenever a graduate student takes an
undergraduate course, it is a common
international practice to compute his/her grade
as if s/he has taken a graduate course.

6
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In-class mid-term
Exam
Home work
Assignments
Projects
Class Participation,
Creativity, Honesty
(No Plagiarism)
Final Exam

Undergraduate Students Taking a
Graduate Course
Whenever an undergraduate student takes a
graduate course, according to established
international standard, s/he grade is computed
as if s/he has taken an undergraduate course.
The overall details of the grading method so
developed have been explicitly shown in the
flow chart given in appendix A.
The teacher concerned assign weightings to
important items which contribute to the
computation of letter grades. These include
homework assignments, quizzes, projects,
mid-terms and final examination etc. These
weights are used to compute the component
score of each item. The letter grades are
computed from the composite scores which in
turn are computed from the component scores.
The composite score using the hypothetical
data of a student with id “K” is computed as:

3 Take-home
Quizzes
3 In-class Quizzes
Take-home mid-term
Exam

10%

10%

10%
5%

-5%

30%

35%

The proposed method needs only the raw
scores of students, and computes weighted
letter grades for both graduate and under
graduate courses. In this example the raw
scores of 25 students in a graduate course was
used as input, and the method neither requires
additional information, nor permits any
intervention by the teacher, and computes the
composite scores from the raw scores. From
the list of the composite scores, the median is
computed. The method creates the quality
levels of knowledge learned with respect to
the class average and assigns appropriate
weighted letter grades to these quality levels.
Using the same data the weighted letter grades
are also computed by using the HEC’s
guidelines and the commonly used absolute
methods. Using the composite scores
computed from the raw components scores,
the letter grades computed by each of the three
methods are presented in the tabulated form
for easy comparison.
As per current practices the letter grades
computed by the proposed method appears to
be over whelemingly acceptable, are closely
adherent to those calculated by using the
HEC’s guideline, and shows excellent
improvement over many existing grading
methods.

Using this data the composite score of student
“K” is computed as:
9 x (63/90) + 6 x (45/60) + 10 x (31/40) + 25
x (33/60) + 10 x (38/50) + 5 x (24/50)
+ 35 x (67/100) = 63.75%
These composite scores so computed are
arranged in ascending or descending order and
the mean or median is chosen and the letter
grades, as explained earlier, are computed.
Course
with
Project or
Lab
6% (2%
each quiz)
9% (3%
each quiz)
10%

25%

Example of Computation of Grades
Using the Proposed Method

Computation of Composite Score

Nature of Test
Items

20%

Course
without
Project or
Lab
6%
9%
10%

7
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Conclusion:
In this paper, a computer based method for
evaluation of student’s performance is
suggested, and some measures, perceived
effective, for improving the quality of higher
education are discussed and suggested. The
grading method developed in this paper is free
from any bias, is independent of teacher’s
intervention, and take into account the quality
level and quality of knowledge taught to and
learned by a group of students.
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Abstract
This paper discusses the on-going efforts for
developing,
improving,
reforming,
or
implementing the infrastructure for higher
education, and presents some measures for
improving the quality of Higher Education
acceptable at international level.
It discuses the importance of e-education, and
proposes the use of computer and information
technologies, World Wide Web (WWW),
internet, and wireless, mobile and satellite
communication in distant teaching to
disadvantaged population, testing, evaluation,
and grading of students performance in higher
education.
Emphasizes that the competency of a teacher
is invariably coupled with the performance of
a student, and therefore the grades combined
with the feedback from teachers and students
alike can help improve the quality of teachinglearning process. The paper emphasizes that
the qualifications and credentials of the
faculty must be directly related to the course
they are required to teach, and they should
possess up to date and state of the art
knowledge that should meet or exceed the
prescribed course material of the required
quality. The paper discusses such measures as
workshops, short, and refresher courses for
achieving up to date and current knowledge in
related areas as well as for improving the
teaching ability of teachers.
The tests without preparation are not quite
productive. The take-home quizzes prepare
the students for in-class examinations. A
substantial improvement can result with the
use of standard up to the mark text books
containing the prescribed course material of
required quality. The issue of quality of intake
of students, faculty and administration has
been discussed, and it is pointed out that it is
the quality of faculty and administration that is

detrimental to the quality of education and not
so much of students. The issue of plagiarism is
also discussed and at its core, plagiarism
stems from the lack of concern or
incompetence on the part of teachers who
often times, do not give proper guidance,
directions and instructions as how to use
information obtained from other sources,
legitimately and in the right context.
Additional measures, perceived effective, such
as the importance of course files, students and
teachers feedback, take-home and in-class
quizzes, effectual teaching aids, location of
the university, availability of the requisite
resources, vision and support of the
management and long-term objectives, are
suggested.

Introduction
In higher education, the fair, qualitative and
quantitative assessment and evaluation of
teaching and learning is not a utopia of exact
science but rather is an art which depends
upon many factors including the preset
standardized objectives, human psychology,
philosophy, subjectivity, and imperfect and
generally biased pedagogical approaches used
to impart knowledge at acceptable level of
international quality of educational excellence
[7]. In practice, many different grading
methods are used to measure and evaluate the
quality and quantity of education imparted to
students in a class [4, 5]. The inflated or
deflated grading as well as widely differing
grading weights and levels make the
determination of ability of students from their
grades increasingly difficult. Some of these
methodologies, generally influenced by
personal
philosophies,
preconceived
objectives and goals, can never be equally
effective, consistent, and fair to all students,
and which being complex and inexact in
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nature, are devised using statistical and
computer based methods. This grading
scheme does justice to students and motivates
them for improving or sustaining their interest
in competitive environment among the peers.

Role of Higher Education
Organizations
In under developed or developing countries a
considerable efforts are being made to reform
or develop the higher education infrastructures
to eradicate poverty, and improve the high
technology, industrial, social, economic and
security sectors.
Higher
education
organizations,
must
effectively create the productive environment,
must have the qualified teachers capable of
delivering high quality education of
international stander, qualitative research
resources, standard text books together with
well planned efforts to measure the on-going
progress in a timely manner.

Use of Computer and IT
Technologies for Improving the
Teaching-Learning Process
The growing prevalence of computer and
information technologies is quite feasible to
effectively implement the infrastructure for eeducation for delivering the graduate and
undergraduate courses at a very economical
and affordable cost. Therefore, e-education
can help the disadvantaged people at distant
locations to gain access to education, and
thereby eradicate the poverty, and improve the
educational, social, and economical structures
of the country. The IT technology can
certainly make the task of student-teacher
feedback, evaluation, and grading more
efficient, productive, effective, and not only it
reduces the time commitment of instructors,
but also encourages students to be aware and
concerned of their quality of academic
learning, progress, and how can they do better.
The IT technology has greatly helped improve
the teaching of courses, teaching methods, the
delivery systems, submission and return of
assignments, quizzes, projects etc. especially
in distance education. Grading of papers and

providing meaningful feedback to students in
online environment using email and World
Wide Web (WWW) has proved effective and
useful than traditional methods.
Many K-12 curricula of courses now include
web design, spread sheet, word processing
Power Point and so forth. Therefore, the
institution of higher learning must prepare and
adopt the new and effective IT based refined
methods to deliver lectures at the learning
level of students according to their learning
styles and skill strengths as well as to fairly
assess and grade the levels of talent and the
creative work,
In e-education, delivery of e-lectures, and
evaluation and assessment thereof by means
of e-grading is very crucial [7].

Measures for Improving the Quality
of Teaching-Learning Process
Considerable improvement in quality can
result if the class room teaching should be
conducted by the rightly qualified staff and
faculty
who
have
the
competence,
qualifications, and credentials and possess upto-date state of the art knowledge directly
related to the prescribed level of course
contents to be covered in an undergraduate
and graduate course. The teachers should use
up-to-date text books which cover the
prescribed course contents and are used by the
major international universities.
Effectual teaching aids can provide effective
counseling and proper feedback to students.
Frequent quizzes and homework assignments
will help diagnose the student’s problems,
difficulties, and misunderstandings. Students
who are well prepared and have taken all the
necessary prerequisites will understand the
course contents much better than those who
are deficient or not proficient. The quality of
students can greatly improve the quality of
teaching as well as of learning.
The better quality of teaching improves the
quality of learning. Frequent feedback from
students will greatly help identify the
weakness and learning difficulties. This
student feedback is effectively obtained by
giving quizzes at the reasonable pace as too
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frequent quizzes and in-class examinations cut
down the classroom teaching time which will
thereby reduce the expected quantity of
learning
material.
However,
without
preparation in-class quizzes or examinations
are not quite productive or effective.
Therefore, to improve the productivity and
effectiveness of quizzes, it is recommended
that in-class quizzes, and one or two midterms should follow each of the take home
quizzes and mid-terms.
The testing criteria, also adherent to the
HEC’s guidelines, may consist of the
following number of quizzes, mid-terms,
homework assignments, projects and so forth
is described together with the weightings
assigned to each component item as follows:
These component items, as determined by the
concerned teachers, will have different
weightage that contribute in the computation
of a final grade.

Students Feedback
Student’s feedback is crucial to improve the
quality, quantity and effectiveness of the
course material as well as of teaching,
learning, preparation and delivery of the
intended lecture material. However, the
quality of students’ feedback is important and
it must be obtained and evaluated by a neutral
body under anonymous conditions.
Under no circumstances, a department should
obtain and evaluate its own student’s feedback
as it will have a great potential of being
detrimental and prejudicial in that it will
promote favoritism, and exaggeration and will
thereby make the students feedback harmful
rather than useful. Therefore, it is mandatory
that the students feedback must be anonymous
and be obtained and evaluated by a neutral
body at UMT. The obtaining and evaluation of
students feedback ought to be placed under the
direct control of the Controller of
Examinations and the teachers should be kept
informed and be given the copy of the actual
students feedback with all the comments,
criticism and appreciation.

Teacher’s Feedback
The spectrum of letter grades assigned to
students is extremely valuable as it reflects the
quality, effectiveness and preparedness of
both the teachers and students. The spectrum
of grade is extremely helpful in controlling the
inflationary grading.
The aggregate spectrum of letter grades of all
the teachers in a department or a college is a
good indicator of the performance of a
department or a college. The aggregate of
collective performance of all departments or
colleges is a good indicator of the quality of
education offered by a university such as The
University of Management and Technology.

Professional Development of
Teachers
Professional development programs consisting
of training workshops, short and refresher
courses and so forth are essential to improve
and maintain the continued growth in
performance of teachers, particularly of those
who demonstrate average or below average
effectiveness. In general, all teachers can do
better if supported by good curriculum, cozy
environment, aggressive and progressive
policies and requisite resources.
For high quality of performance, the variation
in teacher effectiveness needs to be
substantially reduced. Therefore, it is
imperative that teachers must possess, at least,
average cognitive abilities to be effective in
teaching profession. The effectiveness in
performance can also be improved by
providing pre-service and in-service training
that focused on the effective delivery of the
curriculum they will teach.
Therefore,
professional
development
programs should be focused toward improving
the academic knowledge and skills of
teachers, and the instructional strategies that
will help increase student achievements.
Indeed, the requisite qualifications and
credentials of the faculty must be directly
related to the course they are required to teach,
and they should possess up to date and state of
the art knowledge that should meet or exceed
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the prescribed up-to-date course material of
the required quality
• It may be worth mentioning that,
sometimes, in Universities namely OXFORD,
CAMBRIDGE, HARVARD, PRINCETON,
MICHIGAN or BERKLEY, among others, in
advanced countries such as United States and
United Kingdom, have a large number of
faculty who are actively involved in
conducting research and advanced studies.
These faculties possess the up-to-date
knowledge at the cutting-edge or at the
advanced level, and they always teach the
advanced undergraduate and graduate courses
and thereby they deliver the qualitative
classroom instructions at the cutting-edge of
the current knowledge. However, some
professors in their old age are no longer active
in research, and their do teach some low level
courses because they do not, in general,
require much preparation or knowledge at the
cutting-edge.
• On the contrary, here at home in Pakistan,
there is a severe shortage of the rightly
qualified teachers particularly with the
advanced degree. Therefore, under the
prevailing conditions, to deliver as best quality
of education as possible, this is crucial and
imperative that the senior level undergraduate
and graduate courses must be taught by the
highest qualified teaching and research staff,
and the low level courses, which generally do
not require advanced training or advanced
knowledge should be taught by relatively less
qualified teaching staff.

Improving The Quality Of Education
There are many factors that can help improve
the quality of teaching learning and evaluation
thereof by means of a fair, non-inflationary,
and consistent method of grading. Some of
these factors are concerned with quality of
faculty, laboratories, text books, teaching aids,
library, and related research resources. A
substantial improvement can result simply by
avoiding both the substandard and diluted
teaching and the course material.

Visionary Leadership
The high quality visionary leadership of
principal management, generally consisting of
Vice Chancellor, Deans, and Department
Heads, is essential for any university to
achieve excellence in education. Principal
management must provide teachers with
resources necessary to succeed. The
management must be responsible for assisting
and leading their faculty to higher level of
performance. The management must be held
responsible for the performance of students in
their university.
The quality of teaching-learning process in
well-managed and well-situated universities
equipped with rightly qualified staff and
faculty who possess relevant up-to-date state
of the art knowledge essential to meet the
challenges of acceptable international levels of
excellence in education is, and ought to be,
superior to those of badly situated and poorly
managed institutions generally equipped with
outdated, substandard, and poorly qualified
staff and faculty [2].
In general, the factors affecting the quality of
education include university environment and
its strategic location, vision of leadership,
long-term objectives, effectiveness and vision
of its management as well as quality and
availability of the requisite resources such as
rightly qualified faculty, laboratories, library,
supporting environment, and related research
resources.

Improving the Quality of Teaching
Considerable improvement in quality can
result if the class room teaching should be
conducted by the rightly qualified staff and
faculty
who
have
the
competence,
qualifications, and credentials and possess upto-date state of the art knowledge directly
related to the prescribed level of course
contents to be covered in an undergraduate
and graduate course. The teachers should use
up-to-date text books which cover the
prescribed course contents and are used by the
major international universities.
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Effectual teaching aids can allow more
homework assignments, and projects be given
to the students and be properly graded.
Teaching aids can provide effective
counseling to students which will further
reinforces the material taught in a class.
Frequent quizzes and homework assignments
will help diagnose the students problems,
difficulties, and misunderstandings. Students
who are well prepared and have taken all the
necessary prerequisites will understand the
course contents much better than those who
are deficient or not proficient. Therefore, the
quality of students can greatly improve the
quality of teaching as well as of learning.
There are many additional factors such as the
quality and quantity of required resources,
finances, long-term objectives vision and
quality of experience of the management and
so forth.

Learning
All of the factors discussed above for
improving the quality of teaching can equally
well improve the quality of learning. Frequent
feedback from students will greatly help
identify the weakness and learning difficulties.
This student feedback is effectively obtained
by giving quizzes at the reasonable pace as too
frequent quizzes and in-class examinations cut
down the classroom teaching time which will
thereby reduce the expected quantity of
learning material. It is recommended that
about three in-class quizzes be given at some
specific points in time during a semester.
However, without preparation in-class quizzes
or examinations are not quite productive or
effective. Therefore, to improve the
productivity and effectiveness of quizzes, it is
recommended that in-class quizzes, and one or
two mid-terms should follow each of the take
home quizzes and mid-terms. A take-home
quiz can be given when a chapter or a
reasonable portion of the course is completed
and about a week later in-class quiz of about
20 to 30 minutes duration, should follow takehome quiz.
The testing criteria, also adherent to the
HEC’s guidelines, which may be used in a
semester, may consist of the following number

of
quizzes,
mid-terms,
homework
assignments, projects and so forth is described
together with the weightings assigned to each
component item as follows:
Nature of Test Course
Items
Project
Lab

with Course
or without
Project or
Lab
3 Take-home 6% (2% each 6%
Quizzes
quiz)
3
In-class 9% (3% each 9%
Quizzes
quiz)
Take-home
10%
10%
mid-term Exam
In-class mid- 20%
25%
term Exam
Home
work 10%
10%
Assignments
Projects
10%
-Class
5%
5%
Participation,
Creativity,
Honesty
(No
Plagiarism)
Final Exam
30%
35%
These component items, as determined by the
concerned teachers, will have different
weightage that contribute in the computation
of a final grade.
In case a student joins a course after it has
started he/she will be responsible for any
missed quizzes, assignments, and lectures.
The marks in missed quizzes, assignments etc.
will be zero. However, it is left to the
discretion of the Teacher/Department Head
whether or not he/she is allowed for make up
tests, quizzes, assignments, projects and labs.
There is no make-up for missed lectures and
attendances.
Impact of a Course File
Proper planning and delivery of well-prepared
lecture material on specific times can help
improve the quality and effectiveness of both
teaching & learning. This can be the best
achieved by careful planning, preparation and
maintenance of a course file for every course
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being offered. The course file must be
displayed to the students at the beginning of a
semester and it should contain a complete
record of everything pertaining to a course.
It is recommended that the course file of each
subject should be made available to students
preferably on the UMT web site.
Items

Weig Maxim
ht
um
Possibl
e Score

In-class
Quizzes

9%

90

Score
of
Stud
ent
“K”
63

Takehome
Quizzes
Takehome
Midterm
In-Class
Midterm
Homewo
rk
Assignm
ents
Teacher
Contacts
&
Honesty
Final
Exam

6%

60

45

10%

40

31

Total
Weight

100
%

Compo
nent
Score

(63/90)
x
9 =
6.30
(45/60)
x
6 =
4.50
(31/40)
x 10 =
7.75

25%

60

33

(33/60)
x 25 =
13.75
(38/50)
x 10 =
7.60

10%

50

38

5%

50

24

(24/50)
x
5 =
2.40

35%

100

67

(67/100)
x 35 =
23.45
Compos
ite
Score of
Student
“K” =
63.75

Importance of Grades in Teacher’s
Feedback
Indeed, grades, when combined with teacherstudents’ feedback, can effectively help
improve the quality of learning as they convey

the students how well they are learning the
course contents and related skills, and how
students can do better. Equally, grades are an
important feedback for teachers as they tell
how well the course is being taught and how it
could be further improved.
The spectrum of letter grades assigned to
students is extremely valuable as it reflects the
quality, effectiveness and preparedness of
both the teachers and students.
The spectrum of grade is extremely helpful in
improving the teaching-learning process.
The aggregate spectrum of letter grades of all
teachers in a department or a college is a good
indicator of the performance of a department
or a college. The aggregate of collective
performance of all departments or colleges is a
good indicator of the quality of education
offered by a university such as The University
of Management and Technology.

Quality of Intake Students and
Faculty
In most of the developing countries like
Pakistan and others, there is no uniformity in
primary and secondary education as in state
sponsored government or public school, which
are either free or inexpensive, the quality of
education is poor, and the medium of teaching
is in vernacular languages, but in most private
schools, which are unaffordable expensive, the
quality of education is acceptable, and the
medium of teaching is in English. However,
besides these disparity and other problems,
only better performing students opt for
professional and higher education and go to
universities and institutions of higher learning.
As in professional and higher education, the
medium of teaching, learning, studying,
examinations, and the text books are in
English, the students from vernacular medium
and other similar backgrounds, work hard, and
generally do well in the corporate sector, as
well as successfully compete with other
students in the universities.

Plagiarism or Compulsion
Plagiarism is a form of dishonesty in which a
person steals and uses someone else’s ideas or
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writing as one’s own. Plagiarism hinders the
motivation for creativity, innovation and
originality which is essential for the creation
of new knowledge and for conducting the
qualitative, quantitative, creative and original
research, development and applications. These
attributes are fundamental to successfully
carrying out term projects, MS thesises, PhD
dissertations and the execution of industrial
research projects. Plagiarism is, therefore, an
evil which must be stopped and eradicated
In higher education, plagiarism has
proliferated with wide-spread use of the
internet, which is a huge repository of
knowledge that is globally accessible to
everyone everywhere. Coupled with the
abundant availability of highly sophisticated
and extremely fast searching and sorting IT
tools, it has become extremely easy to verify
the originality of any idea or writing. In the
past this task was greatly prohibitive.
However, the use of internet is extremely
useful in higher education and plagiarism is
eliminated if the information received there
from is properly referenced and used in the
right context. At its core, plagiarism stems
from the lack of interest, concern or
knowledge on the part of teachers who, often
times, do not give proper guidance, directions
and step by step instructions as how to use
information, obtained from the internet and
other sources, legitimately and correctly in the
right context. As a result, students are left
without guidance in a helpless, difficult and
increasingly complex situation, and thereby
students become the victim of the situation.
Consequently, the students being desperate,
and without guidance have no option but to
use the information obtained from the internet
or any other sources to ease the desperate
situation they are facing.
In reality, students are not naturally plagiarists
but, rather, are victims of the existing
academic system structure which being
deficient, instigate plagiarism.
Therefore, it is imperative that to avoid
plagiarism, teachers, advisors and all others
involved must be concerned, vigilant,
knowledgeable and be effectively involved
with students to ensure how to use correctly,

and in the right context, the information, ideas
or knowledge obtained from the internet and
other sources. Certainly, responsible and
ethical actions and attitude will greatly dilute
the temptations towards plagiarism as opposed
to imposing a penalty in the form of a
monetary fine.

Conclusion
This paper discusses the on-going efforts for
developing,
improving,
reforming,
or
implementing the infrastructure for higher
education, and presents some measures for
improving the quality of Higher Education
acceptable at international level.
It discuses the importance of e-education, and
proposes the use of computer and information
technologies, World Wide Web (WWW),
internet, and wireless, mobile and satellite
communication in distant teaching to
disadvantaged population, testing, evaluation,
and grading of students performance in higher
education.
The importance of course files, students and
teachers feedback, effectual teaching aids,
location of the university, availability of the
requisite resources, vision and support of the
management, and long-term objectives are
discussed.
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Assess on Special Needs or Disturbances?
Scaling Services for College Students with Disabilities
Li-Ju Chen / Associate Professor
Chang Gung University
lizzychen@pchome.com.tw

In these decades, we like to name our students as “the students with special needs”
but “the disabled students”. As Milson & Hartley (2005) found, the college students
with learning disabilities with only 53% stayed in the second college year. More
literature (Babbitt & White, 2002; Bessell, 2001; Graham-Smith & Lafayette, 2004;
Milson & Hartley, 2005) published that the college students with disabilities met
many problems in academics, psychology, social interaction, and school life. The
problems always interrupt the students’ study career (Babbitt & White, 2002; Bessell,
2001; Graham-Smith & Lafayette, 2004; Milson & Hartley, 2005). Which meant that
the college students need special services no less than the students before high
schools.
Special education includes special educating and relative services. Which afford
the students with disabilities supports to adapt their college life. In Taiwan, there are
totally 8857 students studied in colleges in 2008 school year. Under the policy of
Taiwan Ministry of Education, resources rooms were set up to afford the students with
disabilities services in each college in these 4 years. But the college teachers, always
are expert in their professional domains, are not so familiar with special education.
That makes special services not so optimistic in colleges. To address this issue, this
study was to find the suit way to assess out the special services for the college
students with disabilities in Taiwan.
Besides reviewed literature, the researcher investigated 34 students by open
1
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questionnaires and held 104 1-hour-eachly IEP meetings, by which one hundred and
sixty-five needs or disturbances the college students met were collected. And 37
exactly paired items was chosen to be the instruments of this study, the Special
Services Scale. It was conducted on 304 students with disabilities who came from 52
colleges utilized stratified sampling from North, Middle, South, and East of Taiwan.
Each paired item contains two parts: special need and its paired disturbance reviewed
by professionals. For example: Do you need the exam paper with bigger letters?
Paired“Do you see the exam paper with vague? ” The survey was analyzed with
frequencies, correlation, and t-test. Which discovered: (1) The special needs were
high. (2) The disturbances were high. (3) The paired need and disturbance were high
correlated. (4) The overall needs of the students were significantly higher than, and
with some same with, the paired disturbance they declared.
The study yielded the following thinking: (1) Scale the services according to the
needs are better than according to the disturbances they met; (2) Special need is a
good aspect to scale the right services for the students. The study pointed out some
recommendations about the special educations in colleges. These findings may reveal
some useful information in developing policies, educational practices, research topics,
and services strategies.

2
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Improve Student Learning and Retention With Learning Assessment Projects
Background
Santa Rosa Junior College in Santa Rosa, California, has created and implemented a
college-wide initiative called Project Learn. The goal of this initiative is to begin
defining course objectives and measuring student-learning outcomes in a systematic and
collaborative fashion with a shared, structured procedure to analyze results and modify
curricula. This approach to outcomes assessment allows faculty and departments to
maintain individual freedom of instruction while providing guidance, identifying barriers
to effective teaching, and facilitating cooperation.
Using the Project Learn Cycle--Define Learning Outcomes > Develop Assessment
Plan/Timeline > Reflect on Results > Modify Approach/Curriculum---the College
Skills Department, which offers developmental courses in reading, writing, and math,
completed two Learning Assessment Projects, one for the lowest entry-level arithmetic
course and the other for a developmental reading/writing course.
Proposal for this workshop
The first part of the workshop will be informative, focusing on the following:
* Background Information about Project Learn
* Review of Two Learning Assessment Projects in the College Skills Department
The second part of the workshop will be interactive, focusing on the following:
*Writing Objectives or Outcomes—What’s the Difference?
*Developing a LAP (Learning Assessment Project)
*Using Rubrics Holistically or Analytically to Score Any Product or Performance
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“Orientalism” and Contrastive (Intercultural) Rhetoric: A Response to what
Said has Said
Deron Walker, Ph.D., Associate Professor, California Baptist University
dwalker@calbaptist.edu

Thirty years ago, Edward Said (1978) strongly criticized western scholars for “essentializing”
the “exotic Other.” The “Orientalist” that Said described was complicit in a “discourse of
power” that helped to enable Europe’s exploitation of the Middle East and America’s control
over parts of the Far East. Postmodernists and post-colonialists of today share Said’s concern
with neo-colonialism and seek to protect others from harmful stereotypes. The field initiated as
contrastive rhetoric, now often called intercultural rhetoric, commenced when R.B. Kaplan
(1966) discovered different organizational patterns in the English essays of five groups of
international students. Though oversimplified, the field began with a pedagogical purpose to
help second language learners write better English academic essays. This paper will examine
how Said-style criticism of “Orientalists” exercised by postmodernists and post-colonialists has
helped both to positively refine generalizations, biases and methodologies and to simultaneously
inhibit researchers and practitioners from developing this pedagogically promising field of
research in East-Asia.
Thirty years ago, Edward Said (1978) challenged a world of scholars who study East-West
issues to reexamine their generalizations, ethnocentric biases, and research methods with his
classic work Orientalism. Only a dozen years earlier, R. B. Kaplan (1966) had written an article
titled “Cultural Thought Patterns in Intercultural Education” that pioneered the field of study
initially known as contrastive rhetoric, now sometimes referred to as intercultural or even
comparative rhetoric. After analyzing more than 600 essays, Kaplan identified general rhetorical
patterns used in academic writing for five different culture groups. Succinctly defined,
contrastive / intercultural rhetoric is known as “the study of how rhetorical expectations and
conventions differ among cultures” (Liebman, 1988, p. 6). Since then, the field of contrastive or
intercultural rhetoric has continued to carry a lively, often polarized conversation concerning the
best approaches for writing instructors to employ to help East-Asian writers learn to compose
English expository essays in a more rhetorically effective style for audiences of academic and
professional native English readers.
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Although Kaplan’s (1966, 1988) purpose was explicitly pedagogical, his ideas and those of
subsequent contrastive rhetoric proponents have been criticized almost exclusively in ideological
and theoretically terms similar to those delineated in Said’s Orientalism, though Said made no
specific reference to contrastive or intercultural rhetoric in his classic work. This paper, then,
will review an extensive body of literature and experimental research to explore the ways in
which the criticism of contrastive / intercultural rhetoric, specifically, has followed the same
themes as Said’s critique of Western scholarship on the East in general, how these criticisms
have been shaped by larger movements in postmodernism and post-colonial theory, and the value
and limitations of these criticisms to the improvement of East-Asian (“Oriental”) scholarship.
While the terms are somewhat interchangeable, let intercultural rhetoric be the term we use to
discuss the present research and contrastive rhetoric will represent what the field was originally
called. It will be argued that the types of aforementioned criticisms applied to intercultural
rhetorical research have positively contributed to refining generalizations of culture and rhetoric
and research methodology in the field. Nevertheless, hypercriticisms of intercultural rhetorical
research have had a chilling effect in terms of distracting researchers from the field’s original
pedagogical focus and discouraging scholars from pursuing contrast rhetoric-oriented research
(Walker, 2008).
Who is an “Orientalist?”
I believe that Said put it best when he said,
There is a difference between knowledge of other peoples and other times that is the result
of understanding, compassion, careful study and analysis for their own sakes….and the
will to dominate for the purposes of control and external enlargement of horizons, and the
will to dominate for the purposes of control and external dominion.” (Said, 1978, xix)
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I believe what Said stated in this quote captures the essence of the debate in intercultural
rhetorical studies. Those who are very skeptical and extremely critical of intercultural rhetoric,
perhaps hypercritical, appear to ascribe the worst of motives to intercultural rhetoric proponents.
Meanwhile, most proponents of using intercultural rhetoric for teaching university level English
composition to second language writers (ESL) hardly resemble those so-called “Orientalists”
guilty of “essentializing an exotic Other” that existed in such large numbers in the 19th century
and early 20th century, who Said describes so well. Thus, any portrayal of intercultural rhetorical
proponents as “Orientalists” by their critics would appear to be an antiquated notion and greatly
exaggerated.
Caring educators and researchers, people like Robert Kaplan, John Hinds, William
Eggington, Carolyn Matalene, Dwight Atkinson, Ulla Connor, and a host of others, including
myself, have often approached the topic as professional language instructors, who have often
actually lived among the populations we have studied for many years. We have shared meals
with our students, learned their languages and customs, and become fully empathetic to our
students’ needs. Proponents of intercultural rhetoric are not musty old imperialists and Bible
scholars but are trained professionals in linguistics, rhetoric and composition and social science,
who simply want to help our second language writers to be able to reach the English speaking
audiences outside their countries more effectively so they can be more successful and
empowered by their English educations. Kaplan (1988) conveyed that purpose very clearly
when he stated,
What was being sought…was some clear-cut unambiguous difference between English and
any other given language, the notion being that any such clear-cut difference might provide
the basis for pedagogical approaches that would solve—within the normative academic

2009 HICE Proceedings
Page 3396

space of one or two semesters---the writing problems of speakers of other languages trying
to learn to function in written English in the peculiar constraints of tertiary-level education
in the United States. (p.278)
In fact, although Kaplan (1966) unfortunately used the term “Oriental” in his title, none of the
aforementioned contrastive rhetoric proponents nor any others that I know, myself included, who
study, speak, and write about intercultural rhetoric in East-Asia (China, Japan, and Korea) would
likely think of or call ourselves “Orientalists.” As a collective group, intercultural rhetoric
proponents hardly represent the archetypical description of the “Orientalist” described so well by
Said (1978) as he depicted “Orientalists” as those who have marched with or like Napoleon in
antiquated fashion from 1810-1910; spoken of a European conquest of the “Orient” as liberating
(p. 172) or of a regeneration of Asia by Europe (p. 115); belonged to an organization such as the
1st Orientalist Congress in 1873 (p. 211), the American Oriental Society of 1842 (p 294), or one
of those full-blown Oriental Studies departments that were in vogue in “every major European
university” by 1850 (p.191); or lived in a civilization of European heritage who had colonized
85% of the Earth by end of World War I (p. 123). Why then do educators who merely want to
help their students write better in English classes in which the students themselves signed up for
of their own free will often draw such intense criticism that harkens back to a world that has
almost completely been vanquished from existence and, more to the point, one that none of the
aforementioned educators would in any way approve of themselves?
Reexamining Generalizations
Said (1978) himself wrestled with the question of generalization. While he admits that some
generalizations are necessary, Said identifies two trends of theoretical perspective, postcolonialism and postmodernism (p. 346), which would investigate new modes of colonial
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practices---not represent moving ‘beyond” the modernist, colonial era, but in fearing a dangerous
resurgence or neo-colonialism, closely associated with modernist thinking. Said and others who
subscribe to the tenets of postmodernism express a deep distrust of generalizations, pretense to
objective knowledge and truth claims in the modernist sense, and especially relevant here,
representations of culture. As Said stated,
The real issue is whether indeed there can be a true representation of anything, or whether
any and all representations, because they are representations, are embedded first in the
language then in the culture, institutions, and political ambience of the representer…
interwoven with a great many other things besides ‘the truth,’ which is itself a
representation. (p. 272)
Said describes himself as a humanist and asks his reader a very important question in regard to
generalizations about culture, “ Can human reality be humanely divided?” (1978, p. 46) This is a
deep, soul-searching question which we all struggle with in our postmodern world.
Postmodernism may be further defined as a philosophical reaction against the
generalizations of knowledge in modernism, especially the meta-narrative (Foucault, 1983;
Lyotard, 1984). Thus, postmodernists have been skeptical of traditional paradigms of knowledge
and claims of objectivity found in the empirical scientific method and types of ethnographic
narratives on culture that have informed contrastive / intercultural rhetoric research (Atkinson,
2004; Connor, 2004; Walker, 2008).

Postmodernism has had both positive and negative

influences on the field of study traditionally known as contrastive rhetoric, also more recently
called intercultural rhetoric. Postmodernism at its best has enabled us to recognize the limits of
generalizations, speak humbly about fallible human constructs of knowledge and culture, and
conduct intercultural rhetorical research with greater rigor Taken to an extreme, however,
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postmodernist criticism has at times proven excessive, casting an inhibiting influence on
intercultural rhetoric by excessively challenging even benign generalizations about culture,
engaging in hypercriticism of method, and labeling contrastive proponents as “ethnocentric.”
Since it would go beyond the scope of this paper to write about all five of Kaplan’s (1966)
culture groups, and my own teaching and research experience has largely centered on the English
writing of East-Asian students (Chinese, Korean, and Japanese), this paper will focus on
generalizations made by Kaplan and others concerning the culture group that he clumsily labeled
“Oriental.” According to Kaplan, the academic essay writing of Asians generally tended to
follow an indirect pattern while English rhetoric was more direct or “linear.” Thus, Kaplan’s
pioneering article on contrastive rhetoric shed some light on cross-cultural rhetorical differences
in writing though it raised many more questions that needed to be answered.
While many critics, especially postmodernists, correctly pointed out Kaplan’s term
“Oriental” was clumsily over-generalized, subsequent research in EFL writing has supported the
general findings that East-Asian writers in China (Chu, Swaffar, and Charnay, 2002; Matalene,
1985; Shen, 1989) Japan (Hinds, 1983, 1987, 1990; Mok, 1993; Yoshimura, 2002), and Korea
(Eggington, 1987; Walker, 2004, 2005, 2006, 2008; Yang, 2004) do frequently write academic
essays in rhetorical patterns that western audiences find excessively indirect. This problem has
been exacerbated because it has been observed in both Korea (Eggington, 1987; Walker, 2005)
and Japan (Yoshimura, 2002) that very little explicit rhetorical instruction is implemented, at
either secondary or tertiary levels, even in the native language writing of students in these
countries. In Japan, furthermore, students are seldom taught to write directly in English, but
traditionally receive English composition instruction in Japanese for the purpose of translating
Japanese into English (Okada, Okumura, Hirota, & Tokioka, 1995; Yoshimura, 2002). Since

2009 HICE Proceedings
Page 3399

rhetoric is not typically taught in Japanese or English for either L1 or L2 expository writing,
Japanese students may struggle with basic features of English rhetoric such as thesis placement,
which often comes much earlier in English than Japanese, or formation of an explicit conclusion
that provides closure (Hinds, 1983).
Eggington (1987) noted that a similar lack of rhetorical instruction in Korean secondary and
tertiary composition classes hurts student efforts to write effective academic prose in both
Korean and English. Korean students studying overseas or learning English composition from
foreign English professors in their home countries often suffer tremendous criticism from their
English teachers concerning the rhetorical features of their essay writing. Without explicit
instruction in rhetoric, these students may eventually implicitly acquire and internalize the
rhetorical features of English through the harsh school of trial and error. According to Eggington,
this becomes an even greater problem for international students who return to Korea writing in
an English rhetorical style and suffer criticism for not writing well in Korean. Raising awareness
of such differences has been observed to have the potential for improving English academic
writing ability to a significant degree in both Korea (Walker, 2004; 2005, 2006; Yang, 2004) and
Japan (Yoshimura, 2002).
Even with the awkward over-generalizations found in Kaplan’s article, his original findings
proved pedagogically promising.

As Kaplan (1966, p. 4) put it, the academic English

compositions of second language writers, even those of advanced English proficiency, “often
seem out of focus” when first language (L1) rhetorical patterns are transferred into the English
expository writing of international students. Despite the endless controversies surrounding
intercultural rhetoric, Kaplan was primarily concerned with enabling second language writers to
overcome negative transfer involving rhetorical patterns that seem awkward to native English
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readers of academic English writing. Unfortunately, he has spent much of the last forty years
defending his original position. The general implications of Kaplan’s work, then, are clear.
Intercultural rhetoric-oriented writing instruction could potentially empower international
students studying overseas in countries such as the United States to write rhetorically improved
English academic essays and also overcome the stigmatizing assumptions that western educators
typically make about the cognitive abilities of students who fail to meet their expectations.
Not all criticisms of intercultural rhetoric can be connected directly to postmodernism.
Nevertheless, through the years, many of the field’s most serious criticisms have conveyed
strong postmodernist tones, often hypercritical of contrastive rhetoric research method. Such
critics have attempted to “problematize” the field, fearing “ethnocentric” overgeneralizations of
culture that “essentialize the other” or treat second language writing “deterministically.” Many
western ESL writing researchers who operate from a postmodern perspective have raised very
legitimate concerns that contrastive rhetoric may be misused to stereotype students (Kubota,
1997, 1998, 1999; Spack, 1997). However, as linguist Deborah Tannen has noted, some people
object to any research that delineates cross-cultural differences for fear of stereotyping, which is
problematic since ignoring cultural differences often leads to miscommunication and
“discrimination of another sort” (p. 212). These cautionary words regarding potentially negative
effects from lack of awareness of cross-cultural differences in communication patterns have also
been applied to contrastive rhetoric (Walker, 2006; Yoshimura, 2002) as well as gender
communication (Tannen, 1985).
Reexamining Ethnocentrism and Method
Said (1978) criticizes the “Orientalist” of the 18th and early 19th century for being too textual
(p. 52) in their study, describing many of them as Biblical scholars, possessing ‘”vision” but
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lacking in empirical data (p.69). As we shall see in this section, many of these same criticisms
have been levied at proponents of intercultural rhetoric as well. Even so, the more benign
criticisms of intercultural rhetoric have largely been addressed by recent researchers and have
allowed both researchers and practitioners to sharpen their understanding of writing and culture.
Meanwhile, other criticisms of intercultural rhetoric have become extreme, biased and personal
in nature, bringing forth more heat than light, and pushing the boundaries of standards of
scholarly argumentation.
While the 1980s represented a kind of golden era in intercultural rhetorical research, the
1990s witnessed proponents of intercultural rhetoric often finding themselves on the defensive in
the pages of leading journals in linguistics and second language writing for supposedly being
“ethnocentric,” deterministic” and imperialistically “essentializing others” as intercultural
rhetoric was often misunderstood and misinterpreted to be an imperializing force. Dwight
Atkinson, Kaplan’s student at the University of Southern California, represents an example of a
scholar who was initially excited by the powerful potential of intercultural rhetoric to help
second language writers. Atkinson recently declared that despite having had that “eureka!”
experience while reading Kaplan’s seminal article (1966) as he was teaching writing in Japan, he
subsequently lost his resolve to write his planned dissertation on intercultural rhetoric under
Kaplan, instead, opting for a safer topic in technical writing. In his own words, the young
Atkinson became apprehensive about pursuing intercultural rhetoric research, “Having some of
the shortcomings of contrastive rhetoric rather graphically pointed out to me….I think I avoided
the field of intercultural rhetoric so long mainly because of the overwhelming complexity” (2004,
p.278).
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Fortunately, Atkinson did return to the field of intercultural rhetoric some years later. As he
describes it, “one of the few joys of aging is learning to be less afraid of complexity” (2004, p.
278). Now well published, Atkinson may be less afraid of the perils of being labeled as
“ethnocentric” and encountering publishing difficulty, a point that I will return to later in this
article. In a reader reaction in TESOL Quarterly, Atkinson expressed his distress and reported
feeling misrepresented by Kubota (1999) for allegedly espousing the idea that “ESL
professionals can and should teach the dominant discourse conventions” (Atkinson, 1999a, p.
747). Atkinson defended his position by asserting that his approach to writing instruction
“explicitly opposes the teaching of the dominant discourse convention discussed in the article”
and took exception to what he believed was a blatant misrepresentation of his ideas by stating,
“Kubota’s techniques are textbook cases of essentializing, determinism, and reductionism, which
is rather alarming given that these are the very sins that she sees herself attacking” (Atkinson,
1999a, p. 746). One can certainly see how such a hostile exchange would discourage a scholar
from pursuing a field of study. I can only wonder if this type of discourse is what young
Atkinson had in mind when he discussed “having the shortcomings of intercultural rhetoric
graphically pointed out to [him]” (Atkinson, 2004, p. 278).
Said (1978) describes a similar escalation in tension in his study of 19th and early 20th
century “Orientalism” when he contended that “Orientalists” wish to speak for the whole world
(p. 109) with such a rigid state of codification in language that distorted truth, as Nietzsche put it
the truth of language is
A mobile army of metaphors, metonyms, and anthropomorphisms---in short a sum
of human relations, which have been enhanced, transposed, and embellished,
poetically and rhetorically, and which after long use seem firm, canonical, and
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obligatory to a people: truths are illusions about which one has forgotten that this
is what they are. (203)

Then, just as the reader may begin to see Nietzsche view of truth as “too nihilistic,” (p. 203)
Said, in similar fashion to postmodernists who are charged with narcissism, will ignore the
potential viability of the criticism and attack the critic. Said (1978) wrote, “Orientalism” was
such a system of truths in Nietzsche’s sense of the word that, “It is therefore correct that every
European, in what he could say about the Orient, was consequently a racist, an imperialist, and
almost totally ethnocentric” (p. 204). As if he sensed the extremity of his own tone, Said
attempted to smooth over his previous statement and explained further that “some of the sting”
would be removed from the “labels” if we would only remember, “the more advanced
cultures have “rarely offered the individual anything but imperialism, racism, and ethnocentrism
for dealing with “other’ cultures” (p. 204).
The intensity of the charges that Said levied at “Orientalists” of old seemed to gain new life
as they have been hurled at proponents of intercultural rhetoric by their critics, who often
seemed to misinterpret the intentions of well-meaning researchers and practitioners who have
not been supporting an imperial conquest but merely attempting to help their second language
students to write better English academic essays.
Many of the concerns Said (1978) outlined about “Orientalists,” however, have been
addressed by proponents of intercultural rhetoric. In fact, many of the important pieces of
scholarship the field in the last twenty years have not been written only by Western
“Orientalists” with “a history of complicity with imperial power” (p. 341). Actually, a number
of the key pieces of research have come from East-Asians defining and discussing the rhetorical
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differences themselves (Chu, Swaffar, and Charnay, 2002; Kubota, 1997, 1998, 1999; Li, 2005;
Matsuda, 1997; Shen, 1989; Xing, Wang, & Spencer, 2008; Yang, 2004; Yoshimura, 2002).
Moreover, the rise in the East-Asian “tiger economies” in the final quarter of the 20th century
has produced a more equal playing field so that disparate “discourse of power” spoken of by Said
(1978, p. 345) as existing between Europe and the Islamic world in the middle of the last century
hardly exists in 21st century East-Asia. Instead, a lively, robust and balanced discourse in
intercultural rhetoric among respected peers on both sides of the Pacific Ocean has produced a
recognition for enhanced methodology that goes beyond text analysis (Atkinson, 2004; Connor,
2002, 2004; Walker, 2008) among proponents of intercultural rhetoric.

This enhanced

methodology seems to be producing a recent resurgence in empirical study of intercultural
rhetoric in East-Asia (Chu, Swaffar, and Charnay, 2002; Walker, 2006; Xing, Wang, & Spencer,
2008; Yoshimura, 2002).
Notwithstanding, during the 1990s critics of intercultural rhetoric seemed heavily influenced
by the “anti-essentialist” and “radically skeptical” Said and other postmodernists about all
categorical designations such as Orient and Occident” (p. 331). Zamel (1997) vividly captured
the rising intensity of the emotions and flaring of tempers as the debate on intercultural rhetoric
further polarized when she remarked that the “throat seizes” (p.341) and that she “bristled” (p.
342) in reaction to certain aspects of intercultural rhetoric that she found offensive. Others
joined in as Spack claimed, without any supporting evidence, that “the label foreign is intimately
connected with U.S. ethnocentrism” (1997, p. 766), despite the ubiquitous usage of terms such as
“alien” and “foreign” in public places worldwide, ranging from immigration lines to titles of
leading universities of foreign studies abroad such as the Korean University of Foreign Studies in
Seoul, South Korea.
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Meanwhile, both Nelson (1998) and Carson (1998) took exception to the critical labeling of
intercultural rhetoric proponents. Carson contended that not discussing intercultural rhetoric can
be viewed as ethnocentric.

Carson countered that she found Spack’s position to be an

ethnocentric one that restricts the target language instructor’s perspective by placing the western
emphasis on the individual ahead of the group with which the individual identifies. As Carson
put it, “many Asian students may themselves construct their identities primarily as members of
their particular cultures” suggesting that educators have “an obligation to know them as they
know themselves and to use that knowledge to inform our pedagogical practices” (p.739).
I find Nelson’s comments about Asian students to be consistent with the testimonies of the
many Korean and Chinese students I have taught over the course of many years. Although
postmodernist skeptics of intercultural rhetoric emphasize the individuality of the writer and
fluidity of culture, the Korean and Chinese students I have talked to on a daily basis for many
years now frequently discuss their own cultures in very received ways, emphasizing tradition,
Confucianism, politeness, indirectness, and an orientation toward others. They often discuss the
value of “face” and how they despise blunt and overt criticisms of other people. It hardly seems
appropriate to treat these students, then, as if they were radically individual and cultureless in the
way that it seems American teachers often view native-English-speaking American students. As
Atkinson himself once put it, individuals are always “individuals-in-context” (Atkinson, 1999a, p.
642).
Both Nelson (1998) and Carson (1998) discussed why generalizations are important in
education. Categorizing, often negatively called “labeling” by postmodernist critics, has always
served as a necessary cognitive function of the brain. It may be that classifying “cannot be
avoided” but “may be necessary for an orderly life” (Gudykunst & Kim, 1984, p. 84). Applied
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to language, it represents a basic cognitive process (Lenneberg, 1967) that Sokal (1977) claims
dates back “before the advent of man” (p. 185). While it may be beyond the scope of this paper
to fully delineate the well documented essentials of classification, rich discussions of them may
be found in other sources (Brislin, 1981; Clark & Clark; 1977; Hurford & Heasley, 1983; Kassin,
1995; Myers, 1996; Nelson, 1977; Rosch, 1977).
Thirty years after Said’s classic book, postmodernists remain inherently uncomfortable with
such generalizations; however, the truth is that classification is a necessary part of the
communication process (Gudykunst & Kim, 1984). Thus, Nelson also took exception to Spack’s
assertion that “teachers and researchers need to view students as individuals not as members of a
culture group” (Spack, 1997, p. 772), a false dichotomy. As Nelson elaborated, “Spack has it
backwards….Students are both members of groups and individuals, not one or the
other….Humans cannot be cultureless or culture free” (1998, pp. 729-731).

Spack’s false

dichotomy remains not only theoretically untenable but also impractical, “an impossible place to
begin” (Nelson, 1998, p. 730) for composition teachers. While postmodernist thinking is correct
that, ultimately, it is quite necessary to get to know students on an individual basis, without
stereotypes, it can be helpful to begin a class with some general expectations, loosely held, about
what types of writing styles, strengths, and weaknesses one might find among one’s students.
Even Said stated, “ We all need some foundation on which to stand; the question is how extreme
and unchangeable is our formulation of what this foundation is” (1978, p. 333).
Curiously, postmodernist critics do not seem to object when similar generalizations are
made about first language writers. Flower (1979) has indicated that first language students have
cognitive difficulty when trying to overcome their egocentrism and write to an academic
audience.

Bartholomae (1985) has contended that the university confronts native-English-
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speaking college freshmen with a culture that is so foreign to them that one of the greatest
challenges becomes “inventing the university” audience for them. Both theories hold wide
currency in L1 composition theory, suffering little criticism, which is also true for Tannen’s
(1985) generalizations about gender differences as cross-cultural communication. Why is it, then,
that postmodernists have so sharply criticized intercultural rhetoric proponents in more ways and
to much greater extremes than the critiques of generalizations made in other fields?
While “problematization” of intercultural rhetorical studies may ultimately lead to a healthy
refinement of method, I will assert that the field of intercultural rhetorical studies has been
unnecessarily impeded by an over-reactive and withering onslaught of postmodernist criticism.
The level and intensity of this criticism has undoubtedly discouraged researchers from making
practical, pedagogically relevant progress in this field. Instead of conducting studies of teaching
treatments for implementing intercultural rhetoric in the classroom, researchers have spent
inordinate amounts of time discussing intercultural rhetoric on philosophical and theoretical
levels. As an alternative to thinking of intercultural rhetoric as a rigid method to be perfected
prior to implementation, it may be more helpful to think of it as an approach and not a specific
method. As Casanave suggested, not all of the tenets of the field are testable, but intercultural
rhetoric has always been a “descriptive project” (2004, p. 33). Grabe and Kaplan (1996) explain,
“What is clear is that there are rhetorical differences in the written discourses of several
languages” which these researchers contend “need to be brought to consciousness before a writer
can begin to understand what he or she must do in order to write in a more native-like manner”
(p.198).
Like other subjects of study, intercultural rhetoric is itself a process. Clearly, sufficient
evidence supports the existence of generally defined cultural and rhetorical differences in
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expository writing in East-Asian contexts (Chu, Swaffar, & Charnay, 2002; Eggington, 1987;
Flowerdew, 2002; Hinds, 1983, 1987, 1990; Kaplan, 1966; Liebman, 1988; Matalene, 1985;
Reid, 1989; Shen, 1989; Walker, 2004, 2005, 2006, 2008, Yang, 2004; Yoshimura, 2002).
Contrary to postmodernist criticism, perfect consensus about what those differences entail or
imply is not necessary to conduct an examination or hold a discussion of them and what they
mean. To draw on an example from history, we do not understand history perfectly or have a
consensus on the interpretations thereof, but we still study the subject and debate the issues
endlessly. Then we simply revise our faulty interpretations as time passes. We would hardly
stop teaching history until a hypothetical time came when we could figure out how to present it
flawlessly, which seemingly represents what postmodernist critique demands concerning the
generalizations of cultural and rhetorical differences in the field of intercultural rhetoric.
The Impact on Intercultural Rhetoric Research
Atkinson (1999b) wrote that although culture is central to learning, it is an “underexamined
concept in TESOL” (p.625). Atkinson counted only 10 articles over the previous 15 years that
featured the term culture, or its variation, in their titles in a leading ESL/EFL journal, TESOL
Quarterly. Atkinson posited two possibilities for this: 1) culture has become a common sense
notion meriting little discussion; or 2) the term has been discounted in favor of other concepts,
such as identity, as in anthropology or cultural studies. However, the discussion of culture seems
to have polarized. Atkinson further classified six articles as adhering to a received view of
culture, the traditional idea that culture is a static entity, unchanging and homogenous, based on
norms of some ethnic or national group or geographic location. The opposing view, containing
two articles, replaced the term “culture” with “identity.” Atkinson elaborated that replacing
culture with identity had become a favorite conceptual shift among postmodernists. Only two of
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the articles cited by Atkinson (1999b) attempted to seek a middle ground by viewing culture as a
dynamic, fluid, construct.
Recently, the ascendancy of post-Said, postmodernist influence seems to have upset the
balance in the fields of second language writing and intercultural rhetoric research. We are
currently witnessing an unhealthy emergence of postmodernist dominance in second language
writing research anthologies that have been produced and marketed for graduate students and
scholars who will teach second language writers and writing instructors. At the beginning of this
decade, for example, Silva and Matsuda (2001) edited an anthology on second language writing
titled simply, Landmark Essays on ESL Writing.

This anthology represented an eclectic

collection of research articles that covered a breadth of the history and relevant issues of second
language writing from 1962-1997, including, structural analysis of compositions, writing as a
skill, ideology and research issues, ESL writing assessment, connections between reading and
writing, and multiple perspectives on intercultural rhetoric.
The subject index of Landmark Essays cites 25 pages that discuss intercultural rhetoric
directly under four different headings.

Three of the chapters in the anthology examined

intercultural rhetoric thoroughly, two in support and one taking a more skeptical position.
Matsuda’s (1997) article, included as a chapter, “problematized” the issue of intercultural
rhetoric by arguing that a more “dynamic” model of culture was needed as its foundation rather
than the so-called “received” models that had been used in the past.

Most importantly,

Matsuda’s deconstructionist perspective represented only one voice and view among many,
allowing it to effectively challenge existing generalizations without inhibiting intercultural
rhetoric dialogue. Another text designed to serve professionals and aspiring teachers of second
language writing---often used in tandem with the aforementioned anthology---Ferris and
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Hedgcock’s (1998) Teaching ESL Composition: Purpose, Process and Practice---devoted a
significant section, ten pages, to a very balanced, explicit discussion of intercultural rhetoric
covering both its strengths and weaknesses. These two sources together, then, provided balanced
and diverse perspectives on many issues, including intercultural rhetoric.
However, under the recent influence of postmodernism, the field of second language writing
has not been so inclusive. Only four short years after Landmark Essays, a follow-up anthology
of research on second language writing, compiled by Matsuda and Silva (2005),

Second

Language Writing Research: Perspectives on the Process of Knowledge Construction, includes
in its 16 chapters an almost exclusively postmodernist perspective, as if other perspectives on
knowledge construction no longer exist or have lost relevance.

The same anthology also

maintains a profoundly biased imbalance toward qualitative research methods as opposed to
quantitative, including seven chapters that emphasize the former and two that address the latter.
Three additional chapters are described as “strategically combining approaches,” (xii) which
really makes them qualitative as the quantitative research paradigm, by definition, excludes such
a possibility, whereas qualitative research, conversely, does not.
This anthology contains a mere five references to intercultural rhetoric. Four of those
references appear in one article. Li (2005) composes from a predominantly postmodernist
perspective and discusses issues of direct relevance to intercultural rhetoric while seemingly
attempting to minimize the issue of intercultural rhetoric itself.

Along with a scant four

references to intercultural rhetoric in her chapter, Li does not discuss any of the traditional
proponents of intercultural rhetoric such as Kaplan, Hinds, and Eggington. Li makes only one
reference to Connor, a rather neutral and benign supporter of intercultural rhetoric, one who
“problematizes” and lateralizes the field more than deepens it in her historical and philosophical
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syntheses of intercultural rhetoric. Instead, Li (2005) almost exclusively discusses intercultural
rhetoric under the influence of a postmodernist approach, vacillating uncomfortably between
ambivalent “problematization” and a statement for seemingly reluctant inclusion of the field in
the larger discussion of second language writing.
Another anthology, edited by Matsuda, Ortmeier-Hooper, and You (2006), The Politics of
Second Language Writing: In Search of the Promised Land, does not index a single reference to
intercultural rhetoric or any of its derivatives in 300-plus pages. Clearly, the trend in Americanbased second language writing research, under the predominant postmodernist influence, would
be to minimize discussions of intercultural rhetoric and treat the field with neglect if not
contempt. This postmodernist bias was revealed in Casanave’s (2004, 2005) recent writings,
composed with an explicitly stated set of postmodern-influenced assumptions.
Casanave’s (2004) recent Controversies in Second Language Writing devoted an entire
chapter to intercultural rhetoric; however, the author demonstrated a clear bias in favor of a very
critical postmodernist approach against intercultural rhetoric. While Casanave appears to cover
both sides of the issue, her attitude toward intercultural rhetoric seems negatively biased.
Casanave even lamented that “Kaplan’s doodles (schematic rhetorical representations) simply
will not go away” but complained that these “doodles” appear in Japanese newspapers “as a
taken for granted truth” (2004, p. 31). This should not be so surprising for someone such as
Casanave, who taught English in Japan, given the scope of Hinds’ work (1983, 1987, 1990) in
intercultural rhetoric in that country. The Japanese context, in fact, seems more in need of
intercultural rhetoric as the Japanese have minimized their English writing programs at tertiary
levels to be more translation-oriented. The state of Japanese English education, in general, and

2009 HICE Proceedings
Page 3412

English writing, specifically, has been thoroughly delineated and well substantiated by Japanese
scholars cited in Yoshimura’s (2002) dissertation on intercultural rhetoric in Japan.
Casanave (2004) further demonstrated imbalance in her presentation of the intercultural
rhetoric debate as she thoroughly described almost seven pages of criticism of intercultural
rhetoric, but covered only three pages of proponents’ positive contributions under a section
mysteriously titled “The Defenders Strike Back.”

A close read of that section illustrates

Casanave’s bias in that she mostly cites Connor and Leki as intercultural rhetoric “defenders,”
moving the field “forward,” when these two have served mainly to “problematize” and lateralize
the field in different geographic areas and genres, a tactic favored by postmodernists. Neither
did Casanave cite many of the more powerful findings of intercultural rhetoric research such as
Chu, Swaffar, and Charnay’s (2002) impressive quantitative study, which appeared in TESOL
Quarterly a couple of years before Casanave wrote her article.
In multiple sources Casanave (2004, 2005) demonstrates her lack of belief in intercultural
rhetoric as a useful pedagogical construct as when she inaccurately asserted, “principles of
intercultural rhetoric cannot be applied directly to classroom writing instruction”

(Casanave,

2004, p. 43). This is a curious claim since at the time of her writing studies had already been
performed that actually did apply intercultural rhetoric principles directly to writing instruction.
Casanave’s (2005) hypercriticism of intercultural rhetoric comes across even more clearly in
another recent writing where she explains her value of the narrative in L2 writing research,
“narrative inquiry in L2 writing research can potentially help L2 writing researchers dismantle
stereotypes of cultural patterns in writing and of writers labeled simplistically as representatives
of their respective cultures” (p. 29). In short, Casanave’s (2004, 2005) negative view of
intercultural rhetoric seems to derive from a postmodern perspective, her desire to treat all
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students as individuals without contexts, and some misconceptions that she seems to harbor
about intercultural rhetoric itself.

Casanave (2004), like many postmodernists in second

language writing, seems to operate under the misconception that intercultural rhetoric proponents
are obsessed with written products, grammar, paragraph writing, and stereotyping students with
simplistic labels. Nothing could be further from the truth.
Positive Possibilities
Regardless of “Orientalist” critique and postmodernist skepticism, a number of recent
studies involving East-Asian students have demonstrated that postmodernist “problematizations”
can contribute positively toward establishing intercultural rhetoric as a significant pedagogical
force in second language writing classrooms (Liebman, 1988; Walker, 2006; Xing, Wang &
Spencer, 2008; Yoshimura, 2002 ). Twenty years ago, Liebman was ahead of her time in
inviting her freshmen native English speaking and ESL writing students to become
ethnographers, revisit, and critique Kaplan’s (1966) original article in their response papers.
Liebman (1988) stated that even though she began the ethnography with a “negative view toward
contrastive rhetoric” that she concluded the study with the ability to see intercultural rhetoric as
“a powerful and informative concept” (p. 16).
Despite allowing her “own perspective [to] creep in, for so many of the papers do reflect
[her] opinion,” Liebman concluded that her ESL students had benefited substantially from this
ethnographic approach to their writing classes and the further sharing of their ideas in teacher
conferences. Many students were supportive of Kaplan’s (1966) ideas; most notably, all three
Japanese students in Liebman’s (1988) study confirmed the indirectness of Japanese rhetoric.
All three students indicated that indirectness was taught in Japanese, attaching it to Japanese

2009 HICE Proceedings
Page 3414

notions of politeness. One student, Junko Tanaka, elaborated, “[The Japanese] prefer to be
modest and polite, what we call the old-fashioned way” (Liebman, 1988, p. 10).
However, students were not unequivocal in their support of Kaplan’s work (1966) but
expressed ambivalent feelings about his conclusions. One student, Kazumi Mase, summed up
the complexity of the topic well. Mase initially stated, “My first idea [when reading Kaplan]
about linguistics was that a person that doesn’t speak a language can never understand the
structure of that language” but elaborated that doing an ethnographic study can change one’s
thinking, “my research [showed] that my idea about the language was wrong. Although I’ve
been speaking Japanese more than twenty years, I had never noticed that Japanese was such an
indirect language until I researched it by myself” (Liebman, 1988, p. 11). I have often received
this type of response when discussing intercultural rhetoric.

Students or educators may

understandably become angry if they believe their languages or cultures are being criticized or
stereotyped.

Notwithstanding, if engaged in lengthy, thought-provoking, student-centered,

ethnographic study, students will often acknowledge, even appreciate that important differences
do exist between the different rhetorical communities
One of very few pedagogically relevant studies of intercultural rhetoric in East-Asia was
conducted by Yoshimura (2002) who studied 105 subjects, 74 male and 31 female, from a
variety of majors studying in required general English courses at Kyoto Sangyo University, a
private university in Japan. The treatment consisted of regular, formal, explicit instruction in
intercultural rhetoric and the employment of an intercultural, rhetorically-based consciousraising activity as reinforcement. After one semester of instruction, all students were tested and
both experimental groups significantly improved their writing fluency, measured by total word
production. The experimental groups improved in rhetorical proficiency and discourse level
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accuracy as rated by three judges. The findings reported supported previous research in the
Japanese EFL setting (Mizuno, 1995; Otaki, 1996, 1999) that “indicate the beneficial effects of
explicit classroom instruction in contrastive rhetoric” (Yoshimura, 2002, p. 120).
Yoshimura (2002) further found that the first language could facilitate positive transfer with
intercultural rhetoric-oriented instruction, not just negative interference (Walker, 2006).
Yoshimura concluded that the use of the L1 (Japanese) allowed students who wrote in Japanese
then translated their writing into English to more easily assess their own work rhetorically than
those who only wrote in English who seemed to have more difficulty applying the principles of
intercultural rhetoric instruction. Yoshimura’s subjects further indicated by survey that
intercultural rhetoric-oriented writing instruction helped them to write more easily, start earlier,
and produce more English of a higher quality. Yoshimura believed this result was at least partly
attributable to the lowering of the students’ affective filters (Krashen, 1982). The researcher
explained that at the beginning of the study students’ affective filters had been high due to their
inexperience in L2 writing (Okada et al., 1995) and their previous “form-focused” instruction
that had heightened their anxieties about making errors. It seems that intercultural rhetoricoriented writing instruction gave the students more confidence when writing in English and
helped them to relax and write more effectively.
Yoshimura (2002) found that intercultural rhetoric-oriented writing instruction can enable
students to improve their writing effectiveness, awareness of audience expectations in the target
language, and ability to avoid negative transfer from the L1 to the L2. The other equally
important implication of Yoshimura’s work is that writing instructors should not prohibit
students from using their first language in their writing classes, as they often do. The researcher
noted that for low-proficiency learners, especially, the L1 could be a significant source of
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comfort and assistance in tackling the enormously complex task of brainstorming, organizing,
developing, and revising a composition in a second language. Thus, Yoshimura has significantly
added to what we know about the potential for intercultural rhetoric-oriented composition
pedagogy to be a powerful force in the EFL writing classroom in East-Asia.
Meanwhile, Walker (2004, 2006) conducted a quantitative study of 65 university level
students in six English Grammar and Composition courses at Handong Global University in
South Korea. This study’s teaching treatment of reinforcing classroom intercultural rhetoricoriented writing instruction with intercultural rhetoric-oriented writing instruction rendered in
teacher conferences and peer response groups helped lower-level Korean university writers make
significantly better improvements in their essay writing when compared to their control group
peers, who only received intercultural rhetoric-oriented writing instruction through classroom
lectures, discussions, and written feedback on essays. Walker’s study of intercultural rhetoric
teaching methods for EFL university students established that 1) intercultural rhetoric instruction,
taught even through the traditional composition methods of lecture and written feedback on
essays (control group), can help students write better English academic essays; 2) intercultural
rhetoric-oriented use of specific composition techniques such as teacher conferencing and peer
response activities in tandem (teaching treatment) can significantly increase the improvement in
students’ English academic essay writing, especially for lower level English composition
students (Walker, 2004, 2005, 2006).
This study’s main contribution is the finding that intercultural rhetoric-oriented writing
instruction can be an integral part of a writing curriculum, especially when traditional lecture and
written feedback are reinforced with innovative teaching techniques such as teacher conferencing
and peer response. It is important to note that this effect bears great significance since it was the
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low level students, those needing improvement the most, who received the greatest benefit from
the teaching treatment. The implication of this finding is even more noteworthy because a vast
majority of ESL/EFL university level writing students may indeed enter their undergraduate
writing courses as low level writers, as was true in this study (41 of 65 subjects). Succinctly
stated, intercultural rhetoric-oriented writing instruction reinforced by teacher conferencing and
peer response activities could be helpful to a majority of second language writing students in
many contexts (Walker, 2004, 2006).
Taking an ethnographic approach to intercultural rhetoric, as Connor (2004) recently
suggested, these three studies initiated student-centered discussions of intercultural rhetoric. All
three studies, one ESL, two EFL---Korean and Japanese---demonstrated that intercultural
rhetoric can be employed to deliver effective English academic writing instruction to non-native
writers of English. Consistent with a postmodernist point of view, these three studies used a
student-centered, ethnographic approach since it has been well established that not every writer
will employ the same style of rhetoric commonly found among people who share an L1
background. Atkinson’s (2004) “problematizing” of culture reminds us how complex culture is
and that an individual’s school, youth culture, or other background factors may lead them to have
different perceptions of culture and rhetoric than what is commonly reported for their national,
ethnic, or language group in a global sense.
Finally, Xing, Wang, and Spencer (2008) investigated the potential impact of e-learning on
raising overseas students’ cultural awareness and creating an interactive learning environment to
improve the rhetorical composition of Chinese English as a Foreign Language (EFL) students.
As Said (1978) would want it, two of the three researchers were Chinese who defined five
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features of “contrastive” rhetoric which were drawn from other researchers, some of them Asian.
These five areas included (with East-Asian style appearing first in the pairings)
1. Inductive v. Deductive (Delayed Thesis)
2. “Start-Sustain-Turn-Sum” v. “Introduction-Body-Conclusion”
3. Circular v. Linear (Topic Sentences and Changes)
4. Circular v. Linear
5. Explicit Discourse Markers (Transitions)
Simply stated, the researchers argue that East-Asian when compared to American English style
academic writing 1) features a delayed thesis statement; 2) turns more to unrelated subjects or
other angles than proceeding in a linear fashion; 3) contains fewer topic sentences but 4)
incorporates more topic changes; and 5) uses fewer transition markers.

Xing, Wang and

Spencer (2008) studied 90 Chinese students with 15 English university lecturers including 60
doctoral of philosophy students (Ph.D.) at Harbin Institute of Technology (HIT) in China.
Thirty students were put into an experimental group and thirty into a control group. Thirty
remaining students were undergraduate Chinese language studies students who provided a
baseline for identifying rhetorical features in Chinese. Students in both experimental and
control groups received four hours of language instruction per week.

In addition, the

experimental group students used the e-course for supplementary writing instruction. Primarily,
students in the e-course could gain awareness of and proficiency in the various rhetorical styles
by viewing models of essays using Chinese and English rhetorical patterns and obtaining advice
from tutors and other students on their writing via electronic chat rooms and bulletin boards.
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The results of the study demonstrated that significant differences existed in the rhetorical
styles between the Chinese and UK writers (instructors). The Chinese doctoral students in both
experimental and control groups improved their rhetorical proficiency on essays significantly in
the study. The control group with conventional writing instruction improved in two of four
areas (number of paragraphs and position of thesis paragraph) while the experimental group
improved in three of four areas (two aforementioned plus number of discourse markers)
although there were limitations in the e-learning course in availability of materials and limited
opportunities to be online with native speakers. Thus, intercultural rhetorical instruction applied
through the e-learning environment appeared to facilitate higher rhetorical proficiency in the
target language of English for the Chinese doctoral students.
In summary, Said’s (1978) classic discussion of “Orientalism” and postmodernism carry
similar themes in terms of challenging the generalizations, ethnocentric biases, and research
methods that Westerns use and operate under when they study Asia. For Europeans, this has
typically meant the Middle East while Americans have been more interested in the Far East.
Specifically, these same themes can be found with similar criticisms made toward the proponents
of intercultural rhetoric in East-Asia (China, Japan, and Korea). On the positive side, such
criticism has led to reflection on generalization, ethnocentric biases, and method and produced
better study methods that may be partly responsible for a recent surge in research studies in this
area, particularly in EFL contexts. Conversely, hypercriticism has likely inhibited pedagogical
study in the field as few classroom research studies were initiated until just recently. It is hoped
that these recent empirical studies (Walker, 2006; Xing, Wang, & Spencer, 2008; Yoshimura,
2002) will make a valuable contribution in that direction.

2009 HICE Proceedings
Page 3420

References
Atkinson, D. (1999a). Comments on Ryuko Kubota’s “Japanese culture constructed by
discourses: Implications for Applied Linguistics research and ELT.”: Postmodern
Applied Linguistics: Problems and contradictions, TESOL Quarterly, 33(4), 745-749.
Atkinson, D. (1999b). TESOL and culture. TESOL Quarterly, 33(4), 625-654.
Atkinson, D. (2004). Contrasting rhetorics/contrasting cultures: Why contrastive rhetoric
needs a better conception of culture. Journal of English for Academic Purposes, 3, 277289.
Bartholomae, D. (1985). Inventing the university. In M. Rose (Ed.), When a writer can’t
write: Studies in writer’s block and other composing process problems (pp. 134-165).
NY: Guilford Press.
Brislin, R. (1981). Cross-cultural encounters. Elmsford, NY: Pergamon Press.
Carson, J. G. (1998). Comments on Ruth Spack’s “The rhetorical construction of multilingual students”: Cultural backgrounds: What should we know about multilingual
students? TESOL Quarterly, 32(4), 735-740.
Casanave, C. P. (2004). Controversies in second language writing: Dilemmas and decisions
in research and instruction. Ann Arbor: University of Michigan Press.
Casanave, C. P. (2005). Uses of narrative in L2 writing research. In P. K. Matsuda, & T.
Silva (Eds.), Second language writing research: Perspectives on the process of
knowledge construction (pp. 17-32). Mahwah, NJ: Erlbaum.
Chu, H. J., Swaffar, J., & Charnay, D. H. (2002). Cultural representations of rhetorical
conventions: The effects on reading recall. TESOL Quarterly, 36(4), 511-545.
Clark, H. H., & Clark, E. V. (1977). Psychology and language. NY: Harcourt Brace.

2009 HICE Proceedings
Page 3421

Connor, U. (2002). New directions in contrastive rhetoric. TESOL Quarterly, 36(4), 493510.
Connor, U. (2004). Intercultural rhetoric research: Beyond texts. Journal of English for
Academic Purposes, 3, 291-304.
Eggington, W. G. (1987). Written academic discourse in Korean: Implications for effective
communication. In U. Connor & R. B. Kaplan (Eds.), Writing across languages:
Analysis of L2 text (p. 153-168). Reading: MA: Addison-Wesley.
Ferris, D., & Hedgcock, J. S. (1998). Teaching ESL composition: Purpose, process, and
practice. Mahwah, NJ: Erlbaum.
Flower, L. (1979). Writer-based prose: A cognitive basis for problems in writing. College
English, 41(1), 19-37.
Flowerdew, J. (2002). Academic discourse. London: Longman.
Foucault, M. (1983). This is not a pipe. Berkeley: University of California Press.
Grabe, W., & Kaplan, R. (1996). Theory and practice of writing. NY: Longman.
Gudykunst, W. B., & Kim, Y. Y. (1984). Communicating with strangers. An approach to
intercultural communication (2nd ed.). NY: McGraw Hill.
Hinds, J. (1983). Contrastive Rhetoric: Japanese and English. Text, 3(2), 183-195.
Hinds, J. (1987). Reader-writer responsibility: A new typology. In U. Connor & R. B.
Kaplan (Eds.), Writing across languages: Analysis of L2 text (pp.141-152). Reading,
MA: Addison-Wesley.
Hinds, J. (1990). Inductive, deductive, quasi-inductive: Expository writing in Japanese,
Korean, Chinese, and Thai. In U. Connor & A. M. Johns (Eds.), Coherence in Writing:
Research and pedagogical perspectives (pp.89-109). Alexandria, VA.: Teachers to

2009 HICE Proceedings
Page 3422

Speakers of Other Languages.
Hurford, J. R., & Heasley, H. (1983). Semantics: A coursebook. Cambridge: Cambridge
University Press.
Kaplan, R. B. (1966). Cultural thought patterns in intercultural education. Language
Learning, 16, 1-20.
Kaplan, R. B. (1988). Contrastive rhetoric and second language learning: Notes toward a
theory of contrastive rhetoric. In A. C. Purves (Ed.), Writing across languages and
cultures: Issues in contrastive rhetoric (pp. 275-304). Newbury Park, CA: Sage.
Kassin, S. (1995). Psychology. Boston: Houghton Mifflin.
Krashen, S. (1982). Principles and practice in second language acquisition. NY:
Pergammon Press.
Kubota, R. (1997). A reevaluation of the uniqueness of Japanese written discourse:
Implications for contrastive rhetoric. Written Communication, 14, 460-480.
Kubota, R. (1998). An examination of L1-L2 transfer in writing among Japanese university
students: Implications for contrastive rhetoric. Journal of Second Language Writing, 7,
69-100.
Kubota, R. (1999). Japanese culture constructed by discourses: Implications for applied
linguistics and ELT. TESOL Quarterly, 33, 9-35.
Lenneberg, E. H. (1967). Biological foundations of language. New York: Wiley.
Li, X. (2005). Composing culture in a fragmented world: The issue of representation in
cross-cultural research. In P. K. Matsuda, & T. Silva (Eds.), Second language writing
research: Perspectives on the process of knowledge construction. (pp. 121-134).
Mahwah, NJ: Erlbaum.

2009 HICE Proceedings
Page 3423

Liebman, J. (1988). Contrastive rhetoric: Students as ethnographers. Journal of Basic
Writing, 7(2), 6- 27.
Lyotard, J. (1984). The postmodern condition: A report on knowledge. Manchester:
Manchester University Press.
Matalene, C. (1985). Contrastive rhetoric: An American writing teacher in China. College
English, 47(8), 789-808.
Matsuda, P. K. (1997). Contrastive rhetoric in context: A dynamic model of L2 writing.
Journal of Second Language Writing, 6(1), 45-59.
Matsuda, P. K., & Silva, T. (Eds.). (2005). Second language writing research:
Perspectives on the process of knowledge construction. Mahwah, NJ: Erlbaum.
Matsuda, P. K., Ortmeier-Hooper, C., & You, X. (Eds.). (2006). The politics of second
language writing: In search of the promised land. West Lafayette, IN: Parlor.
Mizuno, A. (1995). The teaching of contrastive rhetoric toward the goal of logical
internalization. Sugino Joshidaigaku Kiyo, 32, 87-96.
Mok, W. T. (1993). Contrastive rhetoric and the Japanese writer. JALT Journal, 15, 151159.
Myers, D. G. (1996). Exploring psychology (3rd ed.). NY: Worth.
Nelson, G. (1998). Comments on Ruth Spack’s “The rhetorical construction of multilingual students”: Categorizing, classifying, labeling: A fundamental cognitive process.
TESOL Quarterly, 32(4), 727-731.
Nelson, K. (1977). Some evidence for the cognitive primacy of categorization and its
functional basis. In P. N. Johnson-Laird, & P. C. Wason (Eds.), Thinking: Reading in
cognitive science (pp. 223-238). Cambridge: Cambridge University Press.

2009 HICE Proceedings
Page 3424

Okada, T., Okumura, K., Hirota, T., & Tokioka, Y. (1995). Eisakubun shido kenkyukai,
JACET, Kansai, Shibu, Daigaku hi okera eisakushido no arikata: Eisakubun jittai chosa
no hokoku. (Research Group on Teaching Writing, Kansai Chapter, JACET. (Ed.)
Teaching Writing at Colleges and Universities: A Survey Report).
Otaki, S. (1996). How to start and finish medical research writing: Cultural variations in
English writing by Japanese. Practical English Studies, 4, 25-36.
Otaki, S. (1999). Contrastive rhetoric of academic and intercultural awareness. Studies in
Comparative Culture, 45, 24-33.
Reid, J. (1989). English as a second language composition in higher education: The
expectations of the academic audience. In D. M. Johnson & D. H. Roen (Eds.),
Richness in writing: Empowering ESL students (pp. 220-234). New York: Longman.
Rosch, R. R. (1977). Classification of real worlds objects: Origins and representations in
cognition. In P. N. Johnson-Laird, & P. C. Wason (Eds.), Thinking: Reading in
cognitive science (pp. 212-222). Cambridge: Cambridge University Press.
Said, E. (1978). Orientalism. NY: Random House.
Shen, F. (1989). The classroom and the wider culture: Identity as a key to learning
English composition. College Composition and Communication, 40, 459-466.
Silva, T., & Matsuda, P. (Eds.). (2001). Landmark essays on ESL writing. Mahwah, NJ:
Erlbaum.
Sokal, R. R. (1977). Classification: Purposes, principles, progress, and prospects. In P. N.
Johnson-Laird, & P. C. Wason (Eds.), Thinking: Reading in cognitive science (pp. 185211). Cambridge: Cambridge University Press.

2009 HICE Proceedings
Page 3425

Spack, R. (1997). The rhetorical construction of multilingual students. TESOL Quarterly,
31, 765-774.
Tannen, D. (1985). Cross-cultural communication. In T. A. van Dijk, (Ed,), Handbook of
discourse analysis (pp. 203-216). NY: Academic Press.
Walker, D. (2004). Contrastive rhetoric teaching methods for English as a Foreign
Language (EFL) university students. Unpublished doctoral dissertation, Southern
Illinois University, Carbondale.
Walker, D. (2005). What happens when Korean EFL learners write in English? Paper
presented at the 1st Kyungbuk National University-KOTESOL Conference:
Globalization and Foreign Language Education, Taegu, South Korea.
Walker, D. (2006). Improving Korean university student EFL academic writing with
contrastive rhetoric: Teacher conferencing and peer response can help. Journal of Asia
TEFL, 3(4), 71-111.
Walker, D. (2008). Postmodernism in intercultural rhetoric: Problematizing the
deconstruction of an academic discipline. Asian Journal of English Language Teaching,
18. (in press)
Xing, M., Wang, J., & Spencer, K. (2008). Raising students’ awareness of cross-cultural
contrastive rhetoric in English writing via an e-learning course. Language Learning and
Technology, 12(2), 71-93.

Yang, E. Y. (2004). The problems of Korean EAP learners’ academic writing and the solutions.
Korea TESOL Journal, 7(1), 93-107.

2009 HICE Proceedings
Page 3426

Yoshimura, T. (2002). Formal instruction of rhetorical patterns and the effectiveness of using
the L1 in argumentative writing in an EFL setting. Unpublished doctoral
dissertation, Temple University, Japan.
Zamel, V. (1997). Toward a model of transculturation. TESOL Quarterly, 31, 341-352.

Deron Walker,, Ph.D. is Associate Professor of English, teaches writing and linguistics at
California Baptist University in Riverside, California and spent seven years teaching English as
a Foreign Language in South Korea, mainly at Keimyung and Handong Global Universities. His
research interests include first and second language writing, intercultural rhetoric, and
pedagogical grammar. He can be reached by email at dwalker@calbaptist.edu

34

2009 HICE Proceedings
Page 3427

How to Teach Contrastive (Intercultural) Rhetoric: Some Ideas for
Pedagogical Application
Deron Walker, Ph.D., Associate Professor, California Baptist University
dwalker@calbaptist.edu

Despite years of intense criticism of contrastive (intercultural) rhetoric, theoretically debate,
and controversy, there has been a recent sure in the number of high quality pedagogical
studies concerning the teaching of intercultural rhetoric in university level writing classes in
East-Asia. This paper seeks to match the theory to the practice, synthesize the best methods
and techniques from the aforementioned articles and begin a “how to” discussion for ESL /
EFL writing instructors. The terms contrastive and intercultural rhetoric will be used
interchangeably in this paper.
This paper addresses a glaring problem in intercultural rhetorical studies.

Although

contrastive (intercultural) rhetoric was initiated with the explicit pedagogical purpose of helping
English as a Second Language (ESL) writers to compose more rhetorically effective English
expository essays (Kaplan, 1966, 1988), “until recently, contrastive rhetoric studies was still
carrying the epitaph of being ‘disappointing’ and ‘limited’ (Liebman, 1988, p. 7) and lacking in
development and application to classroom study,” (Walker, 2006, p. 94) a sentiment expressed
by many other researchers as well (Casanave, 2004; Matsuda, 1997). Notwithstanding, a handful
of research studies have reported pedagogically promising findings for implementing contrastive
rhetoric instruction for East-Asian students in or from Japan (Liebman, 1988; Yoshimura, 2002),
China (Xing, Wang, & Spencer, 2008) and Korea (Walker, 2006).
This paper, then, synthesizes these pedagogically promising findings and suggests possible
curricular principles upon which contrastive rhetoric-oriented writing instruction can be
established in classrooms in either ESL or EFL settings, especially with significant though not
necessarily exclusive East-Asian student populations. This paper, specifically, discusses the
potential usefulness of turning students into ethnographers (Liebman, 1988; Connor, 2004;
Walker, 2006), encouraging students to use their first language when discussing rhetoric
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contrastively (Yoshimura, 2002), employing innovative teaching methods such as teacher
conferencing and peer response to discuss contrastive rhetoric with students during the revision
process (Walker, 2006), and, finally, raising intercultural awareness with technology through an
e-learning course (Xing, Wang, & Spencer, 2008).
Student-Centered Ethnography
Almost twenty years before Connor (2004) suggested using ethnography as a way to employ
more sophisticated methodology in contrastive rhetoric research, Liebman (1988) turned two
freshman writing classes, one native English Speaking (NES) and one English as a Second
Language (ESL), into ethnographers in training. Liebman’s classes explored “whether different
communities have different rhetorics, and if so, how they differed” (1988, p 7) by doing five
formal writing assignments on intercultural communication that included a summary of Kaplan’s
(1966) article and a second paper either supporting or critiquing his views. Liebman’s study
provided contrastive rhetoric its most succinct definition as “the study of how rhetorical
expectations and conventions differ among cultures” (p. 6).
Interestingly, Liebman commenced her study with a healthy dose of skepticism about the
field of contrastive rhetoric stating that she began the ethnography with a “negative view toward
contrastive rhetoric” (p.16). Although Liebman apparently set out to disprove the tenets of
contrastive rhetoric, her views seem to have transformed as the student-ethnographers discussed
Kaplan’s ideas and their own on culturally-driven rhetorical differences in academic expository
essay writing in their essay papers, class discussions and teacher-conferences with Liebman. By
the end of the semester, Liebman concluded the study with the ability to see contrastive rhetoric
as “a powerful and informative concept” (p. 16).
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The student ethnographers in this study reached mixed conclusions that neither
confirmed nor denied the tenets of contrastive rhetoric conclusively, but seemed to enlarge all
participants’ vision of it, as it had Liebman’s. Many students, however, were supportive of
Kaplan’s (1966) ideas.

Most notably, it is interesting that all three Japanese students in

Liebman’s (1988) study confirmed the indirectness of Japanese rhetoric. All three students
indicated that indirectness was taught in Japanese, attaching it to Japanese notions of politeness.
One student, Junko Tanaka, elaborated, “[The Japanese] prefer to be modest and polite, what we
call the old-fashioned way.” (Liebman, 1988, p. 10) These cultural and historical explanations of
Japanese academic writing conventions were consistent with what researchers have said about
Japanese (Hinds, 1983, 1987, 1990; Yoshimura, 2002), Chinese (Matalene, 1985; Shen, 1989),
and Korean (Eggington, 1987, Walker, 2006, 2008) compared to American English conventions
of academic rhetoric.
Nevertheless, students did not unequivocally support Kaplan’s work (1966) but expressed
some feelings of ambivalence about Kaplan’s conclusions. One student, Kazumi Mase, summed
up the complexity of the topic well:

My first idea [when reading about Kaplan] about linguistics was that a person that doesn’t
speak a language can never understand the structure of that language. However, as I’ve
done my research I understand that my idea about the language was wrong. Although I’ve
been speaking Japanese more than twenty years, I had never noticed that Japanese was such
an indirect language until I researched it by myself. (Liebman, 1988, p. 11)
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This is the type of response that I have often heard over the years whenever discussing the topic
of intercultural rhetoric and speaks to why it is important to allow students to become
ethnographers and study the principles of contrastive rhetoric research and the artifacts of writing
for themselves. Students or educators often become angry if they believe their languages or
cultures are criticized or stereotyped, especially by “outsiders” who may not speak their
languages. Notwithstanding, if engaged in lengthy, thought-provoking student-centered
examination and discussion, many students will acknowledge, even appreciate that important
differences do exist between the different rhetorical communities (Walker, 2005, 2006). These
rhetorical differences not only hold implications for our audience preferences for writing styles
but the differences in audience rhetorical expectation often lead to interference in reading
comprehension as well (Chu, Swaffar, and Charnay, 2002; Eggington, 1987). Interestingly,
many Arabic students agreed with Kaplan that their rhetoric was full of parallel structure as
Kaplan (1966) had suggested of the Middle East, using the Biblical proverb as an example. One
of Liebman’s (1988) Arabic students attributed this parallelism and coordination of ideas to the
influence of the Quran on his writing.
Conversely, many students voiced at least some disagreement with Kaplan (1966) in some
way: half of the ESL students and two-thirds of NES students dissented to some extent.
Liebman (1988) indicated that many of these students basically agreed with Kaplan but took
exception to some of his methods and ideas. Largely, the students’ criticisms are similar to those
voiced by Kaplan’s (1966) scholarly critics contending that his original ideas concerning
contrastive rhetoric were over-generalized, too simplistic, product-centered, and more indicative
of ideal rather than student writing.
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It also seems noteworthy that significantly more NES students were critical of Kaplan
(1966) than ESL students. This is often the case among educators, too. It is often the ESL
teachers who are most skeptical and critical of contrastive rhetoric theory (Walker, 2005, 2006;
Yoshimura, 2002). ESL teacher skepticism and the NES student skepticism in Liebman’s (1988)
study may derive from being exposed to many different language and culture backgrounds in the
same class so that L1 rhetorical patterns are difficult to identify and even harder to try to
comprehend. Such skepticism may also be attributable to American ethnocentric thinking in that
Americans have been described as overestimating individualism in themselves and others (Kohls,
1995). Furthermore, criticism of contrastive rhetoric has also been recently attributed to a heavy
influence of postmodernist thinking (Atkinson 2004; Connor, 2004; Walker, 2008) that treats
generalizations of culture with great suspicion.
At last, although the results are mixed, Liebman (1988) stated that even though she began
the ethnography with a “negative view toward contrastive rhetoric” (p.16) that she concluded the
study with the ability to see contrastive rhetoric as “a powerful and informative concept.” (p. 16)
Despite allowing her “own perspective [to] creep in, for so many of the papers do reflect [her]
opinion” (p. 16) Liebman (1988) concluded that the students in her classes had benefited
substantially from this ethnographic approach to their writing classes and the further sharing of
their ideas in teacher conferences. Liebman’s method of employing ethnography and teacher
conferencing would significantly influence my own quasi-experimental classroom study of
contrastive rhetoric-oriented writing instruction many years later (Walker, 2004, 2005, 2006).
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Teacher Conferencing and Peer Response
Sixteen years after Liebman (1988), I conducted a quantitative study of 65 university level
students in six English Grammar and Composition courses at Handong Global University in
South Korea (Walker, 2004, 2006). This study reinforced the ethnographic approach---not by
studying artifacts---but by holding interactive, contrastive rhetoric-oriented discussions in
teacher conferences and peer response sessions. This study found that contrastive rhetoricoriented writing instruction rendered in teacher conferences and peer response groups helped
lower-level Korean university writers make significantly better improvements in their essay
writing when compared to their control group peers, who only received contrastive rhetoricoriented writing instruction through classroom lectures, discussions, and written feedback on
essays. My study of contrastive rhetoric teaching methods for EFL university students
established that 1) contrastive rhetoric instruction, taught even through the traditional
composition methods of lecture and written feedback on essays (control group), can help
students write better English academic essays; 2) contrastive rhetoric-oriented use of specific
composition techniques such as teacher conferencing and peer response activities in tandem can
significantly increase the improvement in students’ English academic essay writing, especially
for lower level English composition students (Walker, 2004, 2005, 2006).
This study’s main contribution is the finding that contrastive rhetoric-oriented writing
instruction can be an integral part of a writing curriculum, especially when traditional lecture and
written feedback are reinforced with innovative teaching techniques such as teacher conferencing
and peer response. It is important to note that this effect bears great significance since it was the
low level students, those needing improvement the most, who received the greatest benefit from
the teaching treatment. The implication of this finding is even more noteworthy because a vast
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majority of ESL/EFL university level writing students may indeed enter their undergraduate
writing courses as low level writers, as was true in this study (41 of 65 subjects). Succinctly
stated, contrastive rhetoric-oriented writing instruction reinforced by teacher conferencing and
peer response activities could be helpful to a majority of second language writing students in
many contexts (Walker, 2004, 2006).
Research on teacher conferencing informs us that teacher conferences make great forums for
facilitating student higher order thinking, building struggling students’ confidence, and
reinforcing principles of English rhetoric taught in the classroom (Carnicelli, 1980; Jacobs &
Karliner, 1977; Oye, 1993; Patthey-Chavez & Ferris, 1997; Walker, 2004, 2005, 2006). Whether
it is the native English speaking (NES) college freshman (Bartholomae, 1985) or the second
language writer who has difficulty adjusting to the culture of American-style college education,
one-on-one, “non-direct” discussions (Rogers, 1994) with students about their writing in teacher
conferences can help students to internalize writing principles and apply them to their own
writing through social interaction (Newkirk, 1995; Patthey-Chavez & Ferris, 1997; Vygotsky,
1978). Thus, the forum of teacher conferencing is an ideal place for students to receive sound,
individualized attention and advice about their papers and also learn to make their own rhetorical
decisions regarding what would be the best way to present their ideas to a given audience.
Peer Response
A substantial portion of existing research in contrastive rhetoric (Kaplan, 1966; Liebman,
1988; Raimes, 1991; Walker, 2004, 2005, 2006) multiculturalism (Dunn, 1997; Ladson-Billings,
1994; Ravitch, 1990), and cooperative learning (Kagan, 1992; Ladson-Billings, 1994; Slavin,
1987) suggests that the types of small group discussions found in peer response activities may
increase audience awareness of and sensitivity toward cross-cultural issues. It stands to reason,
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then, that such increased awareness of and sensitivity toward cross-cultural issues would enhance
students’ understanding of audience and their proficiency in making sound rhetorical choices.
Better rhetorical decision-making would then lead to improved academic writing, perhaps both
in the first and second language. Notwithstanding, while there is a wide consensus in the field of
composition among researchers and practitioners concerning the merits of teacher conferencing,
the issue of peer response, especially in ESL/EFL writing, seems much more complicated and
controversial.
Some scholars have been quite positive about the potential advantages of peer response
(Mendonca & Johnson, 1994; Mittan, 1989); others have been more cautionary (Carson &
Nelson, 1994, 1996; Connor & Asenavage, 1994). The Mendonca and Johnson study (1994),
however, involved graduate students, not the typical undergraduate composition students that are
of the greatest concern in this study. Connor and Asenavage (1994) noted in their own study that
peer response had minimal impact on the revisions of the essays of the college freshmen they
examined. Of even greater concern to ESL/ EFL writing instructors, especially those working
with East-Asian students, is the finding that student responses to peer response activities in
collectivist cultures such as Chinese, Japanese and Korean has, in many cases, ranged from
lukewarm to hostile (Carson & Nelson, 1994, 1996).
Notwithstanding, the incorporation of peer response activities into the writing curriculum
has become increasingly more common and popular in recent years, even in East-Asia. The
underlying theoretical justification for this growing trend seems to be based on the Vygotskian
concept that social interaction helps the student to internalize knowledge. In composition, for
instance, this Vygotskian notion has found manifestation in Bruffee’s (1986, p. 774) assertion
that “new ideas are constructs generated by like-minded peers.” In other words, the Vygotskian
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idea that social interaction helps students to internalize knowledge fits well with the composition
instructor’s goal to increase audience awareness among student-writers through the creation of
authentic discourse communities discussing and internalizing appropriate standards of academic
writing.
When peer response activities work well they offer students more opportunities to explore
ideas and exercise higher order thinking skills, take a more active role in their learning, and
become more adept at negotiating and expressing their ideas (Mendonca & Johnson, 1994). Peer
response activities may also enable students to gain a greater sense of audience through peer
feedback, hone critical thinking skills needed to analyze and revise writing, and gain greater
confidence in their own work by observing, first-hand, the difficulties that other students are
having with their own writing.
On the other hand, Carson and Nelson (1994, 1996) have found that students from
collectivist cultures may respond differently, seeing peer response activities as either unhelpful
or even intimidating. In collectivist cultures, it has been often observed that students may tend to
give only positive feedback in order to keep harmony in the group and avoid embarrassing a group
member, especially one senior in status. Another limitation found in peer response activities is
that students who are unsure of what they are doing tend to make only surface corrections to the
papers they review and offer few, if any, helpful suggestions regarding rhetoric or content (Leki,
1990). This conclusion concurs with Connor and Asenavage’s (1994) disappointing finding that
little revision came from peer comments (5%) in their study.
In my own experience, peer response sometimes works well, and at other times it does not
(Walker, 2004, 2005, 2006). I have found in my own classes that peer response works much
better when a lot of time and energy is taken to set it up. Students respond better when
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instructors thoroughly explain the expectations of the peer response activity; inform students of
the benefits of doing peer response; outline the role of students as friendly coaches giving advice
(not as overbearing teachers); explain why both positive and corrective comments are helpful to
their peers; admonish peer reviewers to go beyond making surface corrections; help students be
immersed into the activity by teaching them to prioritize feedback; and provide students
checklists that explicitly state clear criteria for good writing. It also helps to allow students to be
introduced to peer response by initially working on neutral papers, ones that do not come from
their peers. This allows students to gradually adjust to the idea of critiquing more easily.
E-Learning: The Cutting Edge
These days everyone wants to incorporate technology into the classrooms to facilitate better
classroom instruction.

Not surprisingly, technology has great potential to raise cultural

awareness as it brings people together. Xing, Wang, and Spencer (2008) investigated the
potential impact of e-learning on raising overseas students’ cultural awareness and creating an
interactive learning environment to improve the rhetorical composition of Chinese English as a
Foreign Language (EFL) students.

The researchers defined five features of “contrastive”

rhetoric. These five areas included (with East-Asian style appearing first in the pairings)
1. Inductive v. Deductive (Delayed Thesis)
2. “Start-Sustain-Turn-Sum” v. “Introduction-Body-Conclusion”
3. Circular v. Linear (Topic Sentences and Changes)
4. Circular v. Linear
5. Explicit Discourse Markers (Transitions)
Simply stated, the researchers contend that East-Asian when compared to American-English
style academic writing 1) features a delayed thesis statement; 2) turns more to unrelated subjects
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or other angles than proceeding in a linear fashion; 3) contains fewer topic sentences but 4)
incorporates more topic changes; and 5) uses fewer transition markers.

Xing, Wang and

Spencer (2008) studied 90 Chinese students with 15 English university lecturers including 60
doctoral of philosophy students (Ph.D.) at Harbin Institute of Technology (HIT) in China.
Thirty students were put into an experimental group and thirty into a control group. Thirty
remaining students were undergraduate Chinese language studies students who provided a
baseline for identifying rhetorical features in Chinese. Students in both experimental and
control groups received four hours of English language instruction per week. In addition, the
experimental group students used the e-course for supplementary writing instruction. Primarily,
students n the e-course could gain awareness of and proficiency in the various rhetorical styles
by viewing models of essays using Chinese and English rhetorical patterns and obtaining advice
from tutors and other students on their writing via electronic chat rooms and bulletin boards.
The results of the study demonstrated that significant differences existed in the rhetorical
styles between the Chinese and UK writers (instructors). The Chinese doctoral students in both
experimental and control groups improved their rhetorical proficiency on essays significantly in
the study. The control group with conventional writing instruction improved in two of four
areas (number of paragraphs and position of thesis paragraph) while the experimental group
improved in three of four areas (two aforementioned plus number of discourse markers)
although there were limitations in the e-learning course in availability of materials and limited
opportunities to be online with native speakers. Thus, intercultural rhetorical instruction applied
through the e-learning environment appeared to facilitate higher rhetorical proficiency in the
target language of English for the Chinese doctoral students.
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The “How To” Part: Implementation
What do these studies tell us about implementing intercultural rhetorical instruction in our
second language writing classrooms? These studies illustrate many principles and techniques
that we can employ to help raise students’ awareness of cross cultural aspects of written
communication, in particular, that rhetorical styles do differ among writers from various
linguistic and cultural backgrounds which can interfere with clear communication in writing.
While lecturing about and discussing these differences in writing classes may be helpful, clearly,
more in-depth writing instruction is necessary to reinforce and personalize principles of
rhetorical preferences so that students can successfully apply them to their writing and compose
rhetorically smoother English essays as was the case in three of the studies (Walker, 2006; Xing,
Wang, & Spencer, 2008; Yoshimura, (2002).
This intercultural rhetorically-oriented writing instruction should begin in student-centered
fashion. One could begin as Liebman (1988) did with the turning students into ethnographers to
reexamine, reflect, and analyze the findings of other scholars in intercultural rhetoric such as
Kaplan (1966) or someone more recent. Students could compare the claims of the researchers
with their own papers and writing instruction that they had growing up and synthesize the
information into a research paper. In addition to learning about intercultural rhetoric, students
would learn very valuable critical thinking and research skills. Students could discover the
similarities and differences of rhetorical styles on their own, with gentle guidance from their
instructors, which will help them to internalize cross-cultural conventions of academic writing.
This ethnographic study can be reinforced in a variety of ways and means. Teacher
conferencing and peer response seem like fruitful ways to facilitate the student-ethnographic
self-discovery process with gentle mentoring and non-direct instruction to promote the
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independent learning of the student. As Liebman’s (1988) study suggested, students respond
better to intercultural rhetoric if they are allowed to make discoveries for themselves. As
discussed earlier, teacher conferences make great forums for facilitating student higher order
thinking, building struggling students’ confidence, and reinforcing principles of English rhetoric
taught in the classroom (Carnicelli, 1980; Jacobs & Karliner, 1977; Oye, 1993; Patthey-Chavez
& Ferris, 1997; Walker, 2004, 2005, 2006). Whether it is the native English speaking (NES)
college freshman (Bartholomae, 1985) or the second language writer who has difficulty adjusting
to the culture of American-style college education, one-on-one, “non-direct” discussions (Rogers,
1994) with students about their writing in teacher conferences can help students to internalize
writing principles and apply them to their own writing through social interaction (Newkirk,
1995; Patthey-Chavez & Ferris, 1997; Vygotsky, 1978). Research on the value of teacher
conferencing, conducted through non-direct instruction, speaks with a virtual consensus as to the
value of teacher conferencing to facilitate higher order critical thinking and discovery learning.
My experience as a practitioner has been very consistent with these findings.
Succinctly stated, peer response has also demonstrated great potential as it was an important
part of Walker’s (2006) intercultural rhetorically-focused teaching treatment in South Korea as it
was the e-learning study in China through electronic chat rooms and bulletin boards (Xing,
Wang, & Spencer, 2008). Although success was obtained in those two studies, other research
with both first and second language writers has shown less success. In terms of second language
writer, perhaps, the odds of success could be enhanced by tapping into the first language skills as
Yoshimura (2002) did or by typing peer review comments as was done with Xing, Wang, and
Spencer’s (2008) study of the e-learning context. Using the first language (L1) orally as a bridge
in peer response to writing in the second language could ease some of the stress students have
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with the activity if their speaking skills in English are limited. Also, using the native language or
being able to write remarks on a bulleting board, even in the target language (English), could
provide students with more comfort in distance, feeling of competency, effectiveness in
communication, and possibly alleviate some of the social and cultural stress that especially eastAsian students have in terms of terms of criticizing the writing of others, elders in particular
(even with small age differences).
Finally, the computer can be used to bring people together. Native English speakers (NES)
can be brought into the classroom from another country using video, chat room, or various types
of technology. Bulletin boards can be handy to store templates for comparison models between
various styles of rhetoric. The technology can be used to permit students to give more successful
feedback to each other on their papers. All of these methods can be combined as well in various
shapes and forms. For instance, in the e-learning situation, teacher conferencing could be used to
follow-up on and reinforce what happened in the online chat rooms and with the feedback on
student papers. Students could even chat in their native languages as long as they write in
English. Both electronic discussion groups and teacher conferencing could be used to facilitate
reinforcement of the ethnographic investigation students undergo in exploring the writing of both
the first language academic culture and the second one as well.

.
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How has technology and the post-modern environment changed the role of the teacher,
the responsibility of the students and the very nature of the learning experience? How do
today’s educators promote critical thinking, personal expression and democratic process
in the classroom? What educational strategies and structures support engagement, selfdetermination, and the development of authentic voice?
“Social Structures in Learning: Creative Enterprise and Technology” discusses the unique
intersection of ideas and influences in today’s educational environment. Web 2.0 is
introduced as a social networking platform, engendering collaborative and creative
interaction between users, with implications for classroom use and curriculum
development. The culture of collaboration and experimentation, endemic to the Web 2.0
generation, is discussed in relation to the development of fresh ideas and methods of
critical engagement between teachers and students, and students and students.
Using models of constructivist pedagogy and postmodern curriculum theory, presenters
shift their attention to creative curriculum development. Consideration is given to an
educational program, whereby graduate students experiment with techniques of
“assemblage” to create a variety of narratives, aimed at furthering critical thinking,
imaginative enterprise, and authentic voice. Emphasis is on student-directed methods of
creative investigation.
“Social Structures in Learning” concludes with a look at democratic processes at work in
the classroom. Using the values of web 2.0 in concert with constructivist pedagogy and
critical inquiry, power is redistributed between teachers and students, while invigorating
curriculum with new opportunities for open-ended creative exploration.
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Abstract

Quality of education has become the most prominent concern of the Hong Kong
Government, education service providers as well as other stakeholders such as the
students and employers since the mid-1990s. Although distance education is more
cost-efficient than the conventional face-to-face education (Butcher & Roberts, 2004),
there are few studies exploring the quality of distance education from economic
perspective. The quality of distance education will not be the concern of the education
services providers only, but also of the students undertaking distance education and
the community as well. All the stakeholders would like to see whether the quality is
the same for both conventional on-campus learning and distance learning.

In the perspectives of system theory, the quality of education can be assessed in terms
of input, process and product. In terms of product, the quality of education provided
by different institutions and in different modes can be evaluated by means of the
graduates’ academic outcomes. Many studies showed that there is no significant
difference in tests and examinations results between distance learning and on-campus
learning (Carbonaro et al, 2006). Another survey investigating employer’ attitude
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towards the qualifications gained by UK Open University students indicated
employers scored the Open University’s qualification a little worse than the
conventional universities. However, the study focused on ranking the Open University
qualifications against those of other UK universities only on the basis of employers’
perception (Rumble, 1997). There are few studies aiming at evaluating the quality of
distance education from economic perspective. This study aims to fill the gap.

The concept of human capital regards education and training as an investment in
human capital. Workers who are more competent in knowledge and skills that the job
requires will get a higher pay because they are more productive. In other words,
earnings can be used as a proxy for measuring the ability and skill competencies of
workers, and hence the quality of education that the college leavers pursued. If the
quality of distance learning and conventional face-to-face learning are more or less
the same, they will score more or less the same rate of return in terms of earnings. In
other words, comparison of the quality of distance education and conventional
on-campus education can be proxied by comparing their earnings effects.

This study attempts to estimate the earnings effects of distance education and
on-campus education by making use of the Hong Kong Census data. Findings of the
study support those researchers arguing that education and work experiences
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contribute to workers’ productivity because the earnings effects of education and work
experiences are positive and statistically significant at the significance level of .05.
But there is no significant difference between the earnings effects of distance
education and non-distance education at the significance level of .05. Therefore, we
cannot reject the notion that on-campus education and distance education are equal in
quality from an economic perspective.
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A Model for Designing Video-based Advanced Organizers Grounded in Human
Cognition
Purpose
The purpose of this research is to outline a model for designing instructional videos based
on the results of previous empirical studies on the optimization of learners’ cognitive load and
use of advanced organizers to enhance knowledge acquisition.
Theoretical Background
Overwhelming evidence demonstrates the benefits of using video as a learning tool. For
example, video has proved to help language learners to acquire and express integrated reading,
writing, speaking, listening skills and learning as they observe native speakers (Secules & et al.,
1992). Video is also used to demonstrate procedural knowledge, such as hardware installation,
laboratory experiments, and field observations (DiPaolo, 1995). In and out of classrooms,
students use video as observation tool by recording their laboratory experiments, field trips,
1
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debate sessions, or seminar presentations allowing them to review events with follow-up
discussions (Wang & Gearhart, 2005). Videos also motivate learners (Strassman & O'Connell,
2007), and provide experiences that are difficult to encounter or dangerous to perform, or that are
outside the area of expertise of local teachers (Wetzel, Radtke, & Stern, 1994). As a mass
teaching tool in distance learning video has the potential to serve large numbers (Carnevale &
Young, 2001). In sum, video can be used effectively and efficiently to teach any subject matter
where one-way communication contributes to learning (Chu, Schramm, & Shramm, 2004).
At the same time, the content and presentation of instructional videos may cause
undesirable effects such as increased cognitive load, which interferes with effective learning
(Brunken, Plass, & Leutner, 2004; Hanson, 1989; Homer, Plass, & Blake, 2008). This cognitive
load can be attributed to the dynamic and complex nature of the information medium. Video
presentations are rich (Cennamo, 1993; Fish, Kraut, Root, & Rice, 1992; Schaffer & Hannafin,
1986; Wetzel et al., 1994, p. 5) because they consist of a variety of other media including
moving and still images, sound effects, music, text etc. These individual elements are presented
simultaneously in visual and auditory formats as a continuous, linear stream of information. In
this situation new information elements are frequently introduced before the learner’s working
memory has processed information from the preceding video segment. Consequently, the limited
amount of time, and limited cognitive resources available to the learner for processing this
complex flow of visual and auditory stimuli may result in an overload of the learners’ working
memory and inhibit the learning process.
Video and Human Cognition

2
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Two theories have been used extensively to explain learning that occurs with the help of
media such as video – Cognitive Theory of Multimedia Learning (CMLT; Mayer, 2001) and
Cognitive Load Theory (CLT; Sweller, 1988). According to both these theories, human cognitive
architecture consists of working memory (WM) and long-term memory (LTM). WM is described
as having very limited duration and capacity: it can store information for only about 30 seconds
(Patterson & Patterson, 1959), and only about five information elements can be processed in it at
any given time (Miller, 1956).
LTM stores information that has been processed and deemed relevant by WM in the form
of schemas (or schemata). Schemas are memory structures that organize a large number of
information elements into a single element. For example, the schema of a house may include
such information elements as construction materials, room types and layout, home appliances
etc. A major distinction between WM and LTM lies in that LTM has no known capacity
limitations (Paas & Van Merrienboer, 1994; Sweller, Van Merrienboer, & Paas, 1998).
Interactions between WM and LTM allow humans to engage in cognitive activities that
can range from simple memorization of facts to advanced application and transfer of knowledge
and skills, which are characteristic of an expert. Novice learners are typically engaged in learning
by employing WM’s sensory channels to build new schemas in LTM. Design of learning
materials can either support or impede this process resulting in three types of cognitive demands.
These three types of cognitive load include intrinsic load, which is caused by the inherent
complexity of the content to be learned (a calculus problem is inherently less complex than a
chemical engineering problem); extraneous load, which is caused by the poor design of learning
materials (a process can be explained with more efficiently with a diagram than via a verbal
description), and germane load, which is caused by appropriately challenging the learner
3
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(clearly, no learning can occur with no cognitive load). In accordance with this typology, the two
problems that are frequently tackled by cognitivists in education deal with either improving
design of learning materials and decreasing extraneous load or structuring learning in ways that
encourage effective processing and increase germane load.

Advanced Organizers
One technique used to accommodate the cognitive load caused by learning materials is by
organizing the presented materials in an advanced organizers format (Mayer, 2007, pp. 377-378).
In the context of learning with video, video-based advanced organizers have the potential to
decrease learners’ extraneous cognitive load and enhance the sense-making process by
increasing germane load. Advanced organizers (AOs) can take many forms but in essence they
are information that is presented prior to (or after) learning and that can be used by the learner to
organize and interpret new incoming information (Mayer, 1979) AOs have also been proven
useful in situations where learners have insufficient prior knowledge and can provide support for
attaining an initial understanding of a domain (Shapiro, 1999).
Video-based AOs have been presented in one or more of the following formats:
questions, statements, images, brainstorming, or short video. Herron and colleagues (1995), for
example, found that AOs in the form of pictures and sentences read aloud by the teacher that
summarized major scenes in the video improved conceptual understanding of the content. AOs
have also been tested in the form of several short written sentences that summarized the principal
4
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scenes of the video, which were presented before viewing the video and were found to be helpful
to the comprehension of new material (Herron, 1994). AOs in the form of a video were found
more effective than pictures and narration or captions (Hanley, Herron, & Cole, 1995). In
another study AOs were presented as either statement or question phrases that pre-structure
information before the video. The findings supported the premise that it is better to incorporate
an advance organizer with video than without it, and that statement and question formats of AOs
can facilitate learning (Herron, Cole, York, & Linden, 1998). Others have used AOs that were
either text or hypertext based, such as topic titles in textual or spoken introductions, showing
common errors when presenting videos of teaching procedural skills (Wetzel et al., 1994),
focusing on critical elements when conducting a demonstration (Zollman & Fuller, 1994) ,
directing attention to parts of a film before it is shown (Herron, Cole, York, & Linden, 1998), or
teacher-directed introductions and follow-up discussions (Hanley, Herron, & Cole, 1995).
It is to be noted, however, that most empirical studies aimed at improving learning from
video can be characterized as isolated attempts to examine the effect of just one format of AO
either before viewing the video, in the middle or after watching the video. Thus, there is a need
to systematize the strategies of effective integration of AOs in video-based instruction based on
the specifics of human cognition that are applicable to the various formats of presenting prestructured information.
A Model for Designing Video-based Advanced Organizers
The “father” of AOs as an educational tool – Ausubel (1978) – explained that the
structure and content of AOs can only be described in general terms because the application of
this tool varies greatly according to the nature of learning material, age of learner, and learner's
5
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degree of familiarity with the content. Thus, an integrative model of using AOs in instructional
videos can focus on three general areas for enhancement that are currently described randomly in
the literature: a) the importance of cuing viewers to pay attention to important parts of the video
presentation such as introduction and summary; b) implementation of instructional strategies to
encourage viewer participation and involvement in the presentation (e.g., provoking questions);
c) enhancement of the viewer's extrinsic motivation through visual and audio effects. These three
aspects of AO design can be improved by following guidelines based on the current cognitive
science research.
Guideline 1: Use visual cues. Several guidelines that have been proposed by cognitive
scientists to manage the capacity limitations of working memory, construct schemas and enhance
learning from multimedia can be used as a foundation for an integrated model of using AOs in
video presentations. For example, adding visual cues to the learning materials has been shown to
positively impact student scores on the tests of learning (Tabbers, Martens, & Van Merrienboer,
2004). Therefore, visual cues like arrows, exclamation marks, and color-coding should be used
in AOs to improve learning from videos.
Guideline 2: Eliminate of extraneous or redundant information. Efficiency of instruction
depends to a large extent on the amount of extraneous cognitive load that is imposed on the
learner (Mayer, 2003; Mayer & Moreno, 2002; Yeung, Jin, & Sweller, 1998). A common source
of extraneous cognitive load is redundant information (e.g., same content in the form of audio
narration and written text presented simultaneously). Therefore, the present model for designing
video-based AOs emphasizes elimination of any sound, video or text that does not convey
information directly related to what is being taught or is redundant. AOs should strictly follow a
6
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written script for each video segment. Adding graphics, illustrations, or music must be used only
to complement the concepts presented.
Guideline 3: Use both video and audio. At the same time, one of the major advantages of
video as an information medium is its capability to convey information in both visual and
auditory formats. This characteristic of video is especially critical considering the current state of
cognitive science research on working memory. The so-called dual channel assumption
maintains that within working memory people have separate cognitive channels for processing
auditory and visual information (Baddeley, 1986; Mayer, 2001). For example, if a learner is
watching a video clip with auditory narration, background music and sound effects, then the
visual channel (a.k.a. the visuospatial sketchpad) processes video images, while the auditory
channel (a.k.a. the phonological loop) will process the narration, music, and sound effects
(Mishra & Sharma, 2005). The dual channel assumption further proposes that each channel has a
limited capacity, so if too much visual information is presented, the video channel will become
overloaded, and if too much audio information is provided, then the audio channel will reach its
capacity. This situation can be improved if there is a balanced amount of information incoming
via both channels (e.g., visual images and audio narration that complements these images). Thus,
AOs may be more effective when both visual and auditory (non-redundant) information is
included.
Components of a Video-based Advanced Organizer
Introduction should familiarize viewers with the upcoming presentation, establish the
mood, and create initial expectations and goals. Video-based introductions to a video
presentation have been found to produce a positive effect on learning outcomes (Chung, 1999,
7
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2002; Herron et al., 1998; Herron et al., 1995; Julia et al., 1995). Pacing of verbal information
should be controlled, because the number of spoken words per minute correlates negatively with
recall (Milheim & Martin, 1991; Rothkopf & Billington, 1983). In order to decrease extraneous
cognitive load and increase germane load, introduction can highlight the following points as onscreen text and the speaker on camera:
•

Purpose (e.g., “This video will acquaint you with the structure of the US

government”)
•

Overview of the structure (e.g., “This video will consist of three segments that

cover the three government’s branches: Legislative branch, Executive branch, and
judicial branch.”)
•

Duration of each segment, and the total time of the presentation

•

Importance of the video (e.g., “This video explains the system of separation of

powers in the US government or "checks and balances”)
•

Intended audience (e.g., “The intended audience of this video is middle school

students”)
•

Topics that will not be covered in this video (e.g., “Topics that are NOT covered

in this video are US domestic and foreign politics and political leaders.”)
•

Conventions used in this video (e.g., “Exclamation mark on the screen means you

need to pay attention”)

8
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•

Expected outcomes (e.g., “You will understand the structure of the US federal

government”)
Another important aspect of designing an effective video introduction is including the
speaker on-camera using informal language to establish social presence and create an emotional
connection with the audience. There is emerging evidence that shows the positive effect of social
presence on learning and motivation. For example, Mayer (2005) found that in a multimedia
learning environment deeper learning was associated with narration that used informal language
and directly addressed learners (e.g., use of ‘‘I’’ and ‘‘you’’). This increased both social and
cognitive engagement of learners with learning materials.
Video segments are conceptual and structural units, which constitute any instructional
video. The principle of pertaining (Mayer & Moreno, 2003) indicates that it is often better to
sequence learning tasks or complex information from simple to complex, than to present them in
their full complexity at once. Video presentation should be divided into segments of about five to
ten minutes long (Clark, Ngueyn, & Sweller, 2006). Inclusion of video segments’ number and
duration influence its effectiveness as a teaching tool (Cannella-Malone et al., 2006).
Segments should allow learners to control the presented materials in an interactive
fashion (compare to DVD chapters). Dividing the video into segments may help learners adapt
presentation to their individual learning needs and goals and transform an inherently linear
medium to a non-sequential and non-linear format (Bosco, 1990; Schwan & Riempp, 2004;
Zhang, Zhou, Briggs, & Nunamaker, 2006). Similar to the introduction, objectives and
outcomes should be presented to learners as on-screen text and graphics at the beginning of each

9
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video segment. At the end of the segment, learners can view segment summary and discuss
segment review questions (Herron et al., 1998).
Depending on the purpose, other techniques could be used to pre-structure video
segments. The presenter could introduce the video by asking viewers to pay attention to the
important aspects of the segment (Kearney & Treagust, 2001). Think-aloud or reflection is
another method, in which viewers are asked to reflect after watching the video (Brockbank &
McGill, 1998; Brockbank, McGill, & Beech, 2002).
Students also benefit from elaboration and review of main points provided by the
presenter at the end of the video (Chiang & Dunkel, 1992; Yeung et al., 1998). These reviews
may be presented as graphics with narration, or moving text.
Implications for Future Research
The proposed model for designing video-based AOs is guided by the cognitive principles
of learning with multimedia and results of empirical studies in this area. Before this model can
be disseminated via instructional design venues, it needs to be tested empirically and refined
based on these tests.
Educational Significance
Implementation of a model for designing video-based AOs that combines video
production techniques tested in isolated AO studies will allow educators and instructional
designers to develop instructional videos where the use of viewers’ cognitive resources has been
optimized based on the principles of cognitive science.

10
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Objectives or purposes:
This qualitative study explores the ways in which a preservice education language arts program
at a laptop university was “reimagined” in an effort to prepare elementary teacher candidates to
teach in a digital age. The language arts course at UOIT begins with a focus on multiple literacies
and then weaves an explicit focus on digital media throughout the duration of the course. The
decision to begin in this place stands in contrast to some language arts teaching textbooks, which
typically include only one chapter on multiple literacies, often at the end of the text, almost as an
afterthought. We found Selber’s (2004) conceptualization of the “literacy landscape that students
should be able to navigate” useful in our development of the course, which positions students as
users of technology (functional literacy), students as questioners of technology (critical literacy) and
students as producers of technology (rhetorical literacy) (p. 25). Selber argues that “students who
are not adequately exposed to all three literacy categories will find it difficult to participate fully and
meaningfully in technological activities” (p. 24). In this paper we focus our attention on several
digital projects that our students engage in and we explore both their shifting perceptions of digital
literacies and how these shifts in thinking help shape their ideas about teaching and learning
language arts.
Perspective(s) or theoretical framework:
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We know from studies in the areas of multiple literacies, new literacies, multimodal literacies, and
digital literacies that students bring with them new skills that remain untapped in the classroom
setting (Alvermann, 2002; Coiro, Knobel, Lankshear & Leu, 2008; Cook, 2005; Cope and Kalantzis,
2000; New London Group, 1996; Gee, 2003; Jewitt, 2006; Knobel & Lankshear, 2003; Kress,
2003). Students of all ages regularly engage with a number of new digital media in their out-ofschool lives. Based on surveys administered at the beginning of our Faculty of Education English
language arts classes, multi-player games, MSN, Facebook, MySpace and the like, figure
prominently on the list of ways that our students communicate online. As a result of the constant
exposure to digital media and what has become known as “social software,” students come to our
classes with sophisticated, if nascent, sets of skills that remain largely untapped in the classroom
context. Luke (2003) argues that the growing abundance of text in digital form makes it necessary
for us to redefine our literacy practices. As she points out, the “very term and underlying
assumptions of literacy probably warrant considered attention because so much of the social and
institutionalized ‘schooled’ practice of reading and writing is already so utterly transformed into
much more iconographic communications practices” (p. 400, emphasis in the original). What
happens when these new reading and writing technologies are used by students and teachers in the
English language arts classroom? How can instruction be adapted in response to the changing
literacy landscape? (Reinking, 1998). These are important questions that we are only beginning to
explore.
Methods, techniques, or modes of inquiry:
This qualitative, ethnographic research encompasses descriptive case studies participant
observation, focus groups, and interviews with selected teacher candidates at the Faculty of
Education, UOIT. Audio recording and written surveys were used to ensure accurate transcription
and appropriate interpretations of the participants’ responses. The data was qualitatively analyzed by
each researcher for emerging themes which were then shared and coordinated. Following New
Literacy Studies (Gee 1996, Street 1993), multiliteracies (Cope & Kalantzis, 2000), and
multimodality (Jewitt & Kress, 2003) we engaged in textual analysis to consider the cultural and
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social functions of texts as well as the semiotic features in the digital poems and literacy stories, as
well as on the blogs and wikis. The multimodality of the sites includes aural, visual/graphic, spatial,
gestural, and linguistic modes. Working from the assumption that we are embodied, social and
situated beings, a multiliteracies approach promotes “immersion in meaningful practices within a
community of learners who are capable of playing multiple and different roles based on their
backgrounds and experiences” (New London Group, p. 33). Such a pedagogy draws on the
expertise and experiences of all members of the community, and takes into account the “affective
and sociocultural needs and identities” of all learners in the group.
Data sources or evidence:
The data sources for this paper include survey responses, focus group interviews and one-on-one
interviews with selected teacher candidates. We also draw from our own experiences as participant
observers immersed in the teaching and learning that occurred over the past two years.
The data is also augmented by digital artefacts created by the teacher candidates (digital poems,
literacy stories, blog and wiki postings) throughout the course of the project, as well as comments
and written reflections.
Results/Anticipated Outcomes
In the presentation we will discuss the research process and themes that emerged as the work
progressed. We will discuss the challenges as well as the successes of the course and the approach
we took, from the perspectives of the teacher candidates, the associate teachers and the instructors.
Harste (2003) argues that “the redesign of curriculum begins with reflexivity; the self-reflective
interrogation and critique of what it is we have been doing” (p. 11). Designing and implementing
this language arts program has certainly caused us both to reflect on our practice and to make
important decisions about how we want to model good pedagogy. The new media that we have
incorporated into our program are excellent tools for us as instructors; however, the focus of using
these new media has remained on preparing our teacher candidates to teach in a digital age.
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The teacher candidates in this program learn how to use technology, produce technology, and
question technology, and as a result they learn to focus their own teaching on these three
components of new literacy education. The creative, innovative and intelligent ways they have used
technology to support their own language and literacy development, have spilled over into their
classroom practices during their field placements. The teacher candidates are certainly proficient
users of technology themselves, but rather than just giving their students time to work on the
computer, our teacher candidates understand the importance of being critical of technology and to
use it in ways that enhance students’ creativity, thinking and learning.

We are very aware that our teacher candidates bring a different understanding of the use of
technology to their professional learning and growth that stems from their prior experience. In many
cases the students have developed a level of digital expertise given the fact that many of them are
millennial children. We are also aware that this demographic applies to students in today’s
classrooms. However, the question remains…how much of this digital experience is being tapped?
Also, how do we help them further develop the nascent new literacy skills for use in the teaching
and learning of language arts? In providing a forum to blend these experiences we feel that our
teacher candidates will make powerful contributions to the literacy development of their students.
These new teachers will have gained personal experiences and knowledge to motivate children
based on their interests and digital knowledge and help them to delve into literacy activities on a
much deeper level.
Educational or scientific importance of the study
It became clear to us very early on in the planning process, and has become increasingly clearer as
we immerse ourselves in this program, that literacy teaching in a digital age needs to be
“reimagined” and that we must “reconsider taken-for-granted assumptions, goals, and practices”
(Selber, 2004, p. 23). This research points to guidelines for future development of preservice
teacher education programs in a digital age. It also offers a suggestive model of how to effectively
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use new media in a classroom context to engage teacher candidates as consumers, producers and
questioners of technology.
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Language, Culture and Identity Negotiation: A Case Study of Three Generations of an
Immigrant Family in Toronto
Abstract
Identities for immigrants are constructed and negotiated via salient social
markers such as language, phenotype and surname. This paper links studies
in language shift with studies in ethnic identity to explore the role of
language in self-ascribed identity. What follows is a case study of the
reflexive nature of language practices and identity construction/negotiation
within an Indo-Canadian family residing in the Greater Toronto Area (GTA).
The impact of Canadian immigration policy, ESL and heritage language
programs, as well as class and gender roles upon language shift and identity
negotiation are discussed through the analysis of this family’s stories. Public
policy with regard to multilingualism reflects a cost and benefits analysis of
the value of minority language survival; thus research must be oriented
towards providing evidence of the socio-cultural, political and economic
benefits of multilingualism, as well as evidence of the accelerating loss of
heritage language proficiency in the Canadian context.
Statement of the Problem
According to a recent Statistics Canada report (The Daily, March, 2005), when
the nation celebrates its 150th anniversary in 2017, one out of every five people in Canada
will be a visible minority, with approximately one half of those visible minorities
belonging to one of two groups: South Asian or Chinese. The report also states that on
the 2001 census, 917,000 individuals self-identified as South Asian, accounting for 23%
of Canada's 'visible minority' population.
The report estimates that within the coming 9 years, more than half of Canada's
South Asians will be living in Toronto. These numbers suggest that recent and future
1

1
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South Asian immigrants from countries like India, Pakistan, Sri Lanka, Bangladesh (and
from diaspora communities in countries such as Uganda, Kenya, South Africa, Mauritius,
Singapore, Malaysia, Fiji, Trinidad, Guyana) will experience a very different Toronto
than did their earlier counterparts in the 1960's when changes to immigration legislation
facilitated South Asian entrance.
Clearly public policy with regard to multilingualism (i.e. heritage language
education, minority language rights etc.) reflects a cost and benefits analysis of the value
of minority language survival. Scholars then have an important role to play in providing
the data for such an analysis. By juxtaposing clear evidence of the cultural, political and
economic benefits of multilingualism, with clear evidence of the accelerating loss of
heritage language proficiency in the Canadian context, it is hoped that policy makers will
eventually be convinced of the need to do more than offer lip service support for
ancestral language maintenance.
Present Study
In this paper, I have undertaken a case study of one Indo-Canadian family through
interviews with members of three generations of this family. The grandmother, Santosh 1 ,
who is in her mid-60’s, immigrated to Toronto, Canada from India in 1965 with her
husband, bringing along with her a two-year old son and a one-year old daughter. Her
daughter, Veena, who is now in her early 40’s was raised and educated in Toronto and
still resides in the Greater Toronto Area (GTA) with her husband and three children
(Shawn-14, Elizabeth-11 and Priya-5). Veena's daughter Elizabeth is the third generation
participant in this study.
1

None of the names contained herein are real names. In choosing pseudonyms, every effort was made to
replace the real names with counterparts that reflected similar cultural, linguistic, and caste markers.

2
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Language, Culture and Identity: The Discourse

3

Joshua Fishman, considered by most to be a pioneer in the field of
sociolinguistics, had this to say about the relationship between language and culture:
The laws of a culture, the folktales, songs, riddles, and rhymes, ironic
phrase and puns, jokes, greetings, blessings and curses, religious texts
(whether oral or written), incantations and spells or cures, these and many
more are all linguistic in nature. They cannot be implemented or invoked
without language, and accordingly, no one can be a full-fledged, native (or
even “native-like”) member of the culture and participate in these acts,
events, occasions, and cultural processes without mastering the specific
language in which they are implemented and lacking which they would
not exist.
(Fishman, 1994, p.86)

Fishman acknowledges that many ethnic communities have survived language
shift with their identities relatively intact (Irish, Jewish, African-American and First
Nation communities) and that culture is dynamic rather than fixed in nature. He argues
however that ethnocultural changes which occur without language disruption and shift
are more likely to be internally regulated and evaluated so that in spite of gradual
changes, continuity in cultural goals, behaviours and relationships is maintained.
Paulston, (1994) explains that the mechanism of language shift is bilingualism,
and that the shift begins with the second generation which is the one able to communicate
in both languages (the original language with the older family members and the dominant
language in the larger community). This 2nd generation then, has the pivotal role of
passing on to their own children either the dominant language exclusively, or the
dominant language and the home language both.
Children of immigrants must develop unique strategies to determine group
membership when they are exposed to two distinct languages and cultures- one at home
and another in the broader community in which they function. Multiple group

3
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memberships or loyalties such as those of hyphenated Canadians (immigrants and their
families) necessitate an ability to discern which of a person's two (or more) ethnic
identities is appropriate in any given context. Okamura (1981) calls this phenomenon
"situational ethnicity” (p. 452). The ability to select which identity to assert in a specific
situation has been deemed everything from a schizoid, contradictory behaviour to a
highly functional adaptive behaviour.
The Canadian Context
Much of the current theory regarding language maintenance and shift and
ethnolinguistic vitality comes from American researchers working in American contexts.
It is clearly important to study the Canadian context, since official multiculturalism
differs significantly from American policies and their implications. What follows here
are studies in educational policy, social identity, language shift and life history conducted
by Canadian researchers in Canadian contexts. 2
Grace Feuerverger (1989) investigated the relationships between language use
patterns in the home, different formats of Heritage Language Programs and subjective
perceptions of ethnic group vitality. In her study of Italian-Canadian children in Toronto,
she found a correlation between diminished use of L1 at home and diminished perception
of ethnic group vitality. She also found that an integrated heritage language class which
took place during school hours was the preferred format for L1 instruction, and that
members of a non-integrated class rated themselves lowest for in-group vitality.
Jim Cummins (1994) lists what he considers to be the systemic factors limiting an
ESL student’s personal, intellectual and social development. They are as follows:

4

4
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policies (special education, streaming and entry/exit criteria) which discriminate against
ESL students, faculties of education which do not adequately prepare pre-service teachers
for linguistically diverse classrooms, curriculum which reflects only the dominant culture
and de-values the life experiences of ESL students, school staffs that do not reflect the
language groups in the student population, policy regarding promotion that does not
require administrators to be leaders in the field of ESL, and teaching roles that are
defined as merely the transmission of a body of knowledge or set of skills. He further
points out that these marginalizing forces remain significant in spite of the demographic
changes that have resulted in more than half of Toronto’s and Vancouver’s school
populations coming from non-English backgrounds.
Norton Peirce (1995) argues that it is necessary to consider how inequitable
relations of power impact on language acquisition and language use. She uses the
language learning experiences of five immigrant women (as described in their diaries and
sharing sessions over a period of a year), to challenge traditional social identity theory
which, in her opinion, has not integrated the language learner with the social world and
all the relations of power contained therein.
She urges us to replace the inadequate conception of motivation with investment
which she maintains more precisely captures the complexity of power, identity, and
language learning interrelationships. Furthermore, Norton Peirce challenges us to
remember that social identity is not static, but changes over time, allowing an immigrant
such as Eva, one of the women whose experiences are described in her paper, to evolve
2

This is true of all the studies which follow, apart from the one described by Lotherington (2003), a
Canadian linguist. Her study was undertaken in Australia where the multicultural and educational policies
are far more analogous to those of Canada, than are those of the United States.

5
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from “illegitimate speaker” to “legitimate speaker” with the right and power to “impose
reception” (p. 23-24).
Robert and Michael Swidinsky (1997) used standard regression analysis of data
from both the 1981 and 1991 Canadian census to determine what family and
environmental factors were related to heritage language continuity. In 1981, the
probability that children in families in which both parents had a non-official mother
tongue (neither English nor French) would inherit their parents’ language was 50.9%. In
1991, the probability of heritage language transmission had fallen to 44.9 %. Their
analysis of 1981 data determined that the following factors increased the likelihood of
heritage language transmission within a family:
•

Living in the province of Quebec

•

Living in a large metropolitan area

•

Having parents who were both foreign born, had minimal education and
low status occupations

•

Having a mother who did not work outside the home.

Analysis of the 1991 census data indicated that the factors contributing to heritage
language transmission within a family had changed. In 1991, families were more likely
to retain the heritage language if:
•

the parents had achieved very high levels of education (graduate degrees)

•

they lived outside the Prairie region 3

•

the father did not work in managerial or professional occupations

3

We would be wise to remember that the findings are based on data which is now 17 years old, and may no
longer hold true today. For example, the Ministries of Education in Manitoba, Saskatchewan and Alberta
currently have very progressive policies with regard to the teaching of heritage languages within the public
school systems, i.e. the Ministries of Education for Manitoba, Saskatchewan and Alberta collaborated on a
document in 1999 entitled The Common Curriculum Framework for Bilingual Programming in
International Languages. The PDF file is available at http://www.wncp.ca/languages/framework.pdf

6
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The authors cite the sharp drop in heritage language transfer over 10 years as

7

rationale for an urgent revisiting of the costs and benefits of preserving heritage
languages so that policy can be implemented accordingly.
Naomi Norquay’s work (1998, 2000) discusses Canadian immigration policies
and practices and how these are reflected and challenged in personal accounts of
immigration experience. She examines the relationship between Canadian identity and
immigrant identity, using life history research methods to document immigrant families’
immigration experiences and their experiences on “becoming” Canadian. In other work,
Norquay (1999a and 1999b) asserts that personal stories told by participants draw on
their memories which are not unencumbered by social, psychological and individual
claims and that oral accounts of events reveal the dialogical relationship between past and
present.
Sakamoto (2001) studied language transmission in Japanese Canadian families in
Toronto. She conducted interviews with parents who had emigrated from Japan between
17- 32 years ago (e.g. significantly after the events of World War Two). Sakamoto found
that there was indeed great support for Fishman's description of the family as a "bulwark"
against language shift (Fishman, 1991). Each of the parents interviewed had successfully
raised bilingual children and all spoke exclusively Japanese at home with the children.
Most cited the high social status of Japanese and the job market benefits for their children
as their reasons for encouraging first language maintenance- reasons which would have
been unimaginable a half-century ago during the Japanese internment and the post WWII
deportation of Japanese-Canadians.
Caldas and Caron-Caldas (2002) tracked the language preferences of their own 3
children over a 6 year period in two different settings: the family’s Louisiana home
7
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during the school year and their summer home in Quebec. The mother (a French-

8

Canadian) and father (an American with Acadian ancestry) set out to raise infant
bilinguals, that is children with two mother tongues.
During the course of six years, the researchers tabulated the amount of French
spoken by their children in casual dinnertime conversations and saw it plummet (while in
Louisiana) from over 75% of their utterances to less than 5%. However, while in
Quebec for two months each summer, the children’s contributions to family mealtime
conversations were consistently made in French (hovering between 91% and 97% of their
utterances).
This study underscores the critical factors of setting (English dominant vs. French
dominant) and of adolescent identity construction (apart from parents) in determining
language preference. The authors also introduce the concept of parallel monolingualism
(as opposed to bilingualism or diglossia), to describe their children’s preference for
English in Louisiana during the school year and French in Quebec during the summers.
Lotherington (2003) raises a number of important issues in her study of the
literacy practices of a group of grade 9 and 10 bilingual (Vietnamese-English and KhmerEnglish) students in Australia. She takes issue with the narrowly defined view of literacy
in the 1996 National School English Literacy Survey undertaken by the Australian
Council for Educational Research.4 The report entitled Mapping Literacy Achievement
which resulted from the survey findings flagged those students for whom English was not
the first language spoken as at-risk. Lotherington suggests instead that the ability to
engage in literacy practices in more than one language and to relate to more than one
culture amounts to more rather than less literacy.

8
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Method
Description of Participants
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The participants in this study represent three generations of an Indo-Canadian
family living in the Greater Toronto Area for whom the heritage language is Punjabi:
Santosh, the grandmother who is in her mid-60’s and who immigrated to Canada from
India in 1965; her daughter, Veena, who was one year old when she arrived in Canada
with her parents, was raised and educated in Toronto and who is now in her early 40’s;
and Elizabeth, who is Veena’s daughter and was 11 years old when she was interviewed
for this study.
Santosh is fluent in Punjabi, Hindi and English as was her husband (now
deceased). Veena’s marriage to a Punjabi speaking Indian national was arranged by her
parents 16 years ago. Veena describes herself as highly competent in Punjabi, and
attributes her proficiency to multiple visits to India in her adolescence, and to her
marriage to a native Punjabi speaker.
Research Design
My research employed qualitative methods (semi-structured interviews and
participant observation) with members of three generations of an immigrant family to
acquire a holistic and in-depth look at language shift and identity negotiation over
multiple generations within this Indo-Canadian family. I used the following research
questions as a heuristic to guide my inquiry:
1. How do the lived experiences of the three generations of this family with
regard to the transmission/use of, and sense of connectedness to the
heritage language relate to language maintenance theory?
4

The two reports which resulted from this survey (Literacy Standards in Australia and Mapping Literacy

9
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2. How do the members of this family describe the nature of their

10

relationship to their neighbourhood and to their cultural/linguistic
community?
3. How do the stories and claims of each member of this family with regard
to language, culture and identity relate to those of the other 2 generations?
Description of Measures Employed
The measures employed in this study reflect a balance between the tactile and the
digital. To begin, a set of interview questions was used to loosely guide the interviews
with each of the 3 participants. The interviews were audio-taped in their entirety and
subsequently transcribed. Participants were invited to read the transcripts and make
additions, clarifications and deletions.
Qualitative software Atlas/ti was used to code the interview transcripts. Open
coding was used in the textual analysis, and the codes were subsequently ranked by
density and groundedness. In addition to the interviews, the participants were observed
on three occasions engaging in regular family activities and conversations. Observations
of language practice with regard to activities and interlocutors were recorded as field
notes making use of a matrix design. In addition, archival research was carried out
through the Statistics Canada web site and the Canadian Citizenship and Immigration
web site to procure demographic information with respect to immigrant populations and
employment in the 1960’s.
Findings
Lived experiences in relation to Language Maintenance Theory
Achievement are available as PDF files at http://www.dest.gov.au/archive/schools/literacya&numeracy.htm

10
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The experiences of this family do not readily support much of the current
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language maintenance theory. Many researchers have documented the factors related to
successful language maintenance across three or more generations in an American
context. While many of these facilitating factors were in place for this family, this did
not ensure that Elizabeth, the 3rd generation member, had acquired the ability to speak
Punjabi proficiently as of the time of this study. Elizabeth’s proficiency in Punjabi was
determined through self-reporting, and through soliciting the opinions of her mother and
grandmother in this regard. Elizabeth’s own rating of her proficiency can be inferred
through many of her comments including the ones below:
Allyson: What language comes out easiest for you?
Elizabeth: English.
Allyson: And what comes out next best if you had to sort of give a ranking
to the one- what comes out next easiest?
Elizabeth: Well, I only know two languages so I have to say French.
Elizabeth:I don’t know any Indian. Just like small words that my parents
use sometimes.…Like ‘water’ and ‘bad boy’, ‘good boy’ those kinds of
stuff. 5
Figure 1 provides a synopsis of the discord between current language
maintenance theory and the lived experience of the family in this case study.
There were however two major exceptions. Findings indicated that the lived
experiences of this family were consistent with two aspects of language maintenance
theory. The shift from Punjabi to English was rapid (over three generations) rather than
slow (over 4 or more generations) in keeping with theory which holds that when a
language lacks international prestige or emotional attachment for the speaker, then its
retention and transmission is less likely (Conklin & Lourie, 1983).
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With 89 million speakers, Punjabi is the 11th most spoken language in the world,
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and while a sacred language in the Sikh religion and the official language of the state of
Punjab, there are only four countries with greater than 1% of the population identified
as native speakers: India, Pakistan, Kenya and Singapore. 6 A lack of emotional
attachment to the Punjabi language is evident for both Santosh and Veena.
Figure 1: Discord between theory
and this family’s lived experience
“And then there was the fact that that was
the same time where there was a huge
boost in the Indian population.”

Continued
immigration from the
same linguistic group

“…he was a science major. Very first
interview was with the Ministry of
Transportation Chemical Lab and
that’s where he stayed.”

“We’ve actually brought up the idea
with Shawn and Elizabeth but they’ve
kind of said ‘No it’s alright mom.’ ”

The availability of
mother tongue education
(heritage language
classes)
Feuerverger (1989)

Conklin and Lourie (1983)

Occupational
Continuity
Gaarder (1977)

Parents who served as
literacy models,
providing easy access
to heritage language
print in the home
Tse (2001)
“When my father was alive, growing up, he was
an avid reader. He always seemed to have a
book, when they started to carry books in Urdu,
he just loved it. And he always left books lying
around the house.”

L1 is more likely to
be transmitted to
the 3rd generation
and beyond if there
is…….

The availability of L1
institutions such as
theatres
Conklin and Lourie (1983)

“So all of a sudden, there were all these Indian
movie theaters opening up and you could go see
Indian movies and they were the big thing
because they would be packed to the gills and
everybody wanted to go see an Indian movie.”

5

All quotes have been typed verbatim, leaving intact any errors or word omissions on the part of the
speaker.
6
Ethnologue estimates can be found at http://www2.ignatius.edu/faculty/turner/worldlang.htm
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13
Opportunities for L1
worship in religious
institutions

Establishment of
diglossia

Tse (2001)

Garcia and Diaz (1992)

“But if we were with
Canadian friends, or we
were out shopping and
stuff, they would speak to
me more in English.”

Marriage within the
same linguistic group
Portes & Hao, (1998)

“… we made friends and we started to
rent a room in the church and do our
Hinduism like prayers and things like
that and then we became quite a big
group. And my husband offered the
prayers and then we bought a church on
F*** Avenue.”

“I think mine [Punjabi] is
a lot better just because
I’m married to someone
who speaks Punjabi.”

While Santosh’s words signal the absence of value placed on L1
maintenance, Veena’s words indicate a pragmatic appreciation of the ability to speak a
language other than English, but not a strong emotional attachment to Punjabi.
Santosh: I found that I didn’t quite care. I started to speak English myself
so I don’t mind at all.
Veena: I wanted him to speak the language and I knew how important it
is…not only for the fact that you know he knows his culture and stuff but, I
knew that learning later on would be a lot easier for him, if he had the
ability to speak 2 languages at a very young age.
Perhaps this lack of emotional attachment to their mother tongue on the part of
Santosh and Veena, accounts for what seems to be Elizabeth’s (G3) understanding of
bilingualism as merely a transitional phase through which an individual must pass en
route to assimilation into the dominant culture/language.
The Relationship to the Neighbourhood and to the Indo-Canadian Community
The immigration stories of Santosh (G1) and Veena (G2) revolve around themes
of privilege, easy assimilation and Anglo-Canadians who embraced them and their
and http://www.ethnologue.com/ethno_docs/distribution.asp?by=area
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culture. There are no themes of rugged individualism in these immigration stories: no

14

tales of hardship, discrimination or glass ceilings. Stories of identity are framed in
relation to the upper-middle class white-Anglo West Toronto neighbourhood in which
this family settled. They assimilated swiftly, they explain, due to their ability to speak
English, their readiness to adapt and integrate; and their status as educated professionals.
It is clear from the interview with Santosh that she and her husband purposefully
established friendships with other Indian immigrants. The primary function of
association with the group of Indian friends, is described as providing opportunities to
speak Hindi, and Punjabi and to organize and participate in worship services. Close ties
with members of the Indo-Canadian community, living for the most part in East Toronto
did little to slow down the language shift.
The Stories in Relation to Each Other
There were discrepancies of course, within and across the participants’ stories in
this study. What makes discrepancies interesting and valuable from a researcher’s
perspective of course is that they speak to the perceptions, reconstructions and memories
of the respondents. It is important to note here that the discrepancies within and between
the participants’ stories were not coded and tabulated with the intent of catching them
out. Rather the discrepancies were documented as a means of uncovering some of the
factors involved in remembering and identity negotiation for immigrants, their children
and grandchildren.
Likewise, the discrepancies noted within and between the participants’ stories
may be reflective of the investments of the participants with respect to their
understandings of the self. As explained by Norquay (1993), “the sense we make of our
past, the stories we tell about our lives, the very events we remember, are derived from
14
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our understandings of self and our investments in those changing understandings”

15

(p.241). Figures 2 and 3 below provide a summary of internal and external discrepancies.
Other Findings
Code-Switching

In spite of the language shift beginning in the first generation, and in spite of a seeming
lack of emotional attachment to Punjabi, there were numerous examples of codeswitching given in the interviews with all three participants. The most frequently used
example of switching from English to Punjabi had to do with the desire for privacy which
could be achieved by using Punjabi in the presence of monolingual English speakers.
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G1
Code: Belonging
She described herself as
blending in with locals in India
Contrasted with
She says they knew right away
that she came from outside the
country as she was set apart by
social and linguistic markers
while shopping
G2
Code: Male as keeper of Heritage
She describes the role of father and
grandfather in transmitting heritage
Contrasted with
• She describes herself as more
proficient in Punjabi than her
brother Nav
• She states that all Nav’s brothers-inlaw have lost their Punjabi (Nav
married a Punjabi woman)
• She describes her husband as
lacking a strong sense of being
Indian
• She describes her father as ‘really
wanting us to integrate’
• Her father encouraged her mother to
replace her salwar kameez with a
pant suit
• She describes her husband as not
really caring if the children speak an
Indian language

G1
Code: Male as keeper of Heritage
She describes the role of father and
grandfather in transmitting heritage
Contrasted with
• Son Nav is allowed to date
Polish girls from school
thus is not being groomed
for this role
• His Punjabi is ‘terrible’

Internal
Discrepancies
(Contradictions made by participant
within the interview)

G2
Code: Belonging
She described her mother as always wearing
Indian clothes
Contrasted with
She says her mother would be very
embarrassed to wear Indian clothes to work
or to shop. She wore them to sleep in or to
go to ‘church’ in

Figure 2
Internal Discrepancies

G1
Code: Distinct from other Indian
immigrants
She and her husband chose not to
live near Indian friends
Contrasted with
She described feeling happy when
meeting Indian children while supply
teaching in various schools
G3
Code: Belonging
She describes herself as coming
from India
Contrasted with
She thought the new student
from India would be ‘weird’

G2
Code: Distinct from other
Indian Immigrants
Her in-laws are described as
‘trying to be more English
than they really are’ and never
speaking Hindi or Punjabi
with the children
Contrasted with
Her description of her in-laws
making ‘snide comments’
about her children’s lack of
proficiency in Punjabi and
Hindi

16
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External
Discrepancies
(contradictions between
participants across their
respective interviews)

Code: Pride in English
proficiency (reflected in
language practice)
G1 claims to speak only English
with her daughter
Contrasted with
G2 claims to speak 50-50 with her
mother
G3 claims to hear her
grandmother speaking Punjabi to
her mother

Code: Male as Keeper of Heritage
G1 describes her husband as having very
traditional values
Contrasted with
G2 describes her father as
• Really wanting us to integrate
into Canadian society
• Encouraging her mother to
replace Indian clothes with a
western pant suit
----------------------

----------------G1 claims to speak only English
with her grandchildren
Contrasted with
G2 claims that her mother speaks
Punjabi ‘all the time’ with her
youngest daughter
---------------G1 claims that her children’s
Punjabi did not improve while
visiting India because all her
extended family preferred to
speak English
Contrasted with
G2 claims that she was forced to
speak Punjabi while visiting India
because her relatives could not
speak English and did not
understand her
-----------------G1 claims that she spoke only
English with her children when
they were small.
Contrasted with
G2 claims that the family spoke
only Hindi and Punjabi until she
and her brother were in school.

G1 describes her husband as considering it
very important that Veena should marry an
Indian man
Contrasted with
G2 describes her own husband as not
encouraging the use of Indian languages in
the home due a lack of a strong sense of
being Indian

Figure 3
External Discrepancies
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There were however other reasons given which were rooted in a more emotion-laden
explanation.
Santosh: It's just automatic you know because we were speaking our
language especially when we are angry, we have to speak our language.
It comes out. Feels like more effective.
Gender and Birth Order Influences
There was also evidence of gender and/or birth order influences on choices with regard to
language transmission. Veena’s son Shawn who is also the oldest child is described by
all three participants as having the highest proficiency in Punjabi.
Santosh: Shawn might understand a few more words than anybody. …
Veena: I do remember consciously speaking to my child [Shawn] in Indian
– in Hindi and Punjabi- and enforcing that my father did – just because I
wanted him to pick up the language naturally
Elizabeth: Like my brother, he can understand almost everything. But not
really well, but like small phrases that my parents use again and again.
There is a growing body of evidence that birth order plays a role in bilingualism,
with older children speaking L1 with parents and the dominant language with younger
siblings. (Fernandez et al, 1997; Lotherington et al, 1998; Schecter and Bayley, 2002)
Feminist Claims of Resistance
There was also evidence in the interviews with Santosh and Veena of an entrenched
confidence in their strength as women. Both Santosh and Veena seized multiple
opportunities in the telling of their stories to demonstrate their progressive identities and
superior strength, character or ability in relation to the significant men in their lives.
Their statements were not prefaced with convictions about sexual politics, feminism or
resistance to patriarchal systems; still the presence of these statements is quite telling
with regard to identity construction. Here are two of the many examples:
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Santosh: He was the one really wanting to come… but then he was getting
kind of upset that we maybe made the wrong decision so he said “Let’s go
back”. I said “No. You made a decision. We came here. We sold
everything, and now not anymore. Now we are going to stay.”
Veena: I think that Sandeep is much more close minded and I think he
would like them to marry Indian, you know, he jokes to Shawn, I’m going
to go back to India and find you a nice Indian wife and stuff like that, but I
don’t… I think he’s more inclined to say “yeah marry an Indian”. I am
more inclined to say to my kids “Marry someone that’s going to make you
happy. I think it’s more important for you guys to be happy than to marry
the right colour and the right religion.”
Their statements are reminiscent of the work of Norquay (1999b) in which the
participants, all of whom self-identified as feminists, reconstructed stories of their past to
support their current identities as rebels, resistors and feminists.
Summary and Discussion
The immigration story told by Santosh reflects the immigration policies of
Canada in the 1960’s. When Santosh emigrated from India in 1965, she and her family
comprised 4 of the 146,758 immigrants who arrived in Canada that year. (Department of
Manpower and Immigration, 1967). The Liberals under Lester B. Pearson had regained
power from the Progressive Conservatives just two years earlier and were facing a
shortage of skilled workers and an alarmingly high unemployment rate in the unskilled
labour force. The Liberals established the Department of Manpower and Immigration in
an attempt to resolve labour issues by increasing the flow of educated independent
immigrants who possessed the requisite skills to contribute to the increasingly
technologically driven economy. They went on to table the White Paper in 1966 which
limited sponsorship and advocated admitting increased numbers of independent
immigrants (CIC Canada, 2000).
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Santosh, her husband and two children comprised four of the 2241 former
residents of India to emigrate that year, and four of the 979 Indians to settle in Ontario.
The arrival of Santosh and her husband in Canada in 1965, then, is evidence of the
Liberal government’s shift in priorities from unskilled labourers to educated independent
immigration applicants. The immigration stories of Santosh and Veena have left
unchallenged the reputation Canada enjoys as a tolerant and welcoming country. The
participants’ stories did not include being the victims of injustice, mistreatment, or even
harsh conditions. Instead their stories revolve around themes of privilege, easy
assimilation and Anglo-Canadians who embraced them and their culture. Their stories
have also left ethnicity theory unchallenged. 7
From Norquay’s work (1999a), I have learned to attend to what is absent from
people’s stories.
If our identity is constructed by what we choose to remember, to include,
to voice, to make public, then surely, what we choose to forget, to exclude,
to keep silent, and private is also key to that identity.
(Norquay, 1999a, p.3)
It is conceivable that the disconnect in Veena’s and Santosh’s stories are
representative of the process by which we map our current identities over past stories, so
that the stories we make public support the identities we have constructed for ourselves.
As with Passerini’s participants (1979) whose stories presented them as agents of change
and resistance; and Norquay’s participants (1999b) whose stories presented them as
rebels and as childhood activists for women’s and minority rights, the stories of Veena
and Santosh may reflect progressive identities that they have constructed for themselves.
7

Ethnicity theory, as explained by Christine Sleeter (1993) holds that the social system is open
and that individual mobility can be attained by anyone through hard work so that over time, ‘ethnic
ancestry will disappear as a determinant of life chances’ (page 160).
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These stories of progressive identities (such as the one told by Veena in which, as a
teenager, she challenged her friend’s racism) might have been constructed so as to
position themselves as individuals unconflicted by dual memberships in both the
dominant culture and the minority culture, and indeed as individuals in the powerful
position of offering enlightenment to both groups.
Implications
What are we to do with the lived experiences which suggest that the personal
costs of heritage language retention are too high? What are those of us who view the loss
of a family language as tragic to do when faced with dissenting opinion from the very
individuals who have embraced the shift to the dominant language? It cannot be
overstated here that I have wrestled with my own positioning on this issue. As a multigenerational Canadian of Irish-German heritage, I have never had to prove myself as a
‘legitimate speaker of English.’ As one who was already proficient in both of Canada’s
official languages, I have had the luxury of studying other languages for pleasure
without substantial pressures related to employment or quality of life tied to the
successful acquisition of these languages. While acknowledging my privilege as a
member of the dominant Anglo culture, I admit to finding it most unsettling to encounter
arguments from immigrants in favour of linguistic assimilation
Take for example Richard Rodriguez, whose 1983 memoir, Hunger of Memory,
has become a Hispanic-American classic. While on the one hand, Rodriguez’s account
of the impact of his language shift on his Mexican-American family is a painful tale of
loss and grief, he is unabashedly outspoken in his contempt for bilingual education,
affirmative action and ‘tribal multiculturalism’. 8
8

From an interview published in the Globe and Mail (2003, Jan. 23).

2009 HICE Proceedings
Page 3492

What [supporters of bilingual education] seem not to recognize is that,
as a socially disadvantaged child, I regarded Spanish as a private
language. It was a ghetto language that deepened and strengthened my
feeling of public separateness. What I needed to learn in school was that I
had the right, and the obligation, to speak the public language. … Without
question it would have pleased me to have heard my teachers address me
in Spanish when I entered the classroom. I would have felt much less
afraid. … But I would have delayed – postponed for how long?- having to
learn the language of public society. I would have evaded – and for how
long?- learning the great lesson of school: that I had a public identity.
(Rodriguez, 1980/81, p. 29-30)
Lest we be tempted to assert that Rodriguez is writing from the American melting
pot, not the Canadian mosaic; and that he is critiquing bilingual education not heritage
language education, we do not have to look far as Canadians to find a similar argument
from ‘one of our own.’ Neil Bissoondath, a writer and immigrant to Canada from
Trinidad, whose ancestors were indentured labourers from India, has consistently refused
the ‘burden’ of being a hyphenated Canadian. In his 1994 book entitled Selling Illusions:
The Cult of Multiculturalism in Canada, he argues that multiculturalism as an official
policy encourages citizens to subscribe to the notion that “there” is of more importance
than “here”. By encouraging the retention of the past, he claims multiculturalism
encourages nostalgia for ‘back home’.
Such lack of regard for the role of heritage, language and culture in socialization
within the family is disconcerting to those of us immersed in the literature of
ethnolinguistics and social identity development. Yet what are we to do with these
assertions? All three participants in my case study advocated for assimilation into the
mainstream culturally and linguistically. Both Santosh the grandmother and Veena her
daughter expressed disdain for more recently arrived immigrants who expect to be able to
retain their cultures and languages.
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Veena: And my parents were also very very different in the fact that they
conformed or they wanted to integrate into society not like the people that
come today that don’t necessarily feel the need … they feel that we… the
Canadians, or people that live here should accept them for who they are
and what they are.
Santosh: But I never forced my children to speak our own language …
Now these days people, they encourage their children to speak their own
language… …some are keen on Punjabi, you know like population from
Malton, they are very much for speaking their own language.
Conclusions
Several important questions have arisen from this case study:
•

Is there a relationship between phenotype (physical descriptors), heritage
language maintenance and self-ascribed identity especially with regard to who is
most readily deemed a “legitimate speaker” of English by members of the
dominant Anglo culture?

•

Why are this family’s experiences inconsistent with theory? What are the factors
unique to Canada and/or the Greater Toronto Area which might explain this?

•

What roles do class and gender play in heritage language retention and
transmission?
Further research is required in order to explore these questions fully. In Eamer

(2008b), I consider the role of racial markers in linguistic assimilation by investigating
the lived experiences and language practices of visible and non-visible minorities in
Toronto: Japanese, Italian, Korean, and Ukrainian. Elsewhere (Eamer, 2008a), I
consider the role of education, social class, and employment in immigrant language
choices. In order to build on what has been learned in these case studies with regard to
language, culture and identity negotiation, and in order to unpack the complex
intersection of socio-linguistic variables impacting on the success of multicultural policy,
I hope to infuse the scholarly discourse with renewed vigor.
Toronto, Vancouver and Montreal, as 1st tier cities (Frideres, 2006) or preferred
destinations for immigrants to Canada are obvious settings in which to conduct this
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research. The appeal of Toronto and other large urban centre seems to be the
opportunity to settle in well established immigrant communities with all the social,
commercial and institutional advantages. Of concern to some, though, is the boundary
maintenance that accompanies the gradual creation of cultural enclaves.
By juxtaposing evidence of the cultural, political and economic benefits of
multilingualism, with evidence of the hegemonic pressures on immigrants and their
families to shift to English, it is hoped that Canadian scholars, policy makers and
educators will be convinced to move beyond rhetoric and oversimplified discussions of
L1 maintenance towards a plan of action that is more supportive of our linguistic
minority communities.
My research is driven by the stories of people like Eva Hoffman who describe
unbearable losses associated with language shift.
The worst losses come at night … I wait for that spontaneous
flow of inner language which used to be my nighttime talk with myself …
Nothing comes. Polish in a short time has atrophied, shriveled from sheer
uselessness. Its words don’t apply to my new experiences; they’re not
coeval with any of the objects, or faces, or the very air I breathe in the
daytime. In English, words have not penetrated to those layers of my
psyche from which a private conversation could proceed …Now the
picture and word show is gone; the thread has been snapped. I have no
interior language and without it, those images through which we
assimilate the external world, through which we take it, love it, make it
our own, become blurred too.
(Hoffman, 1989 p. 107-108)
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Learning for the natural environment: The case against anthropocentrism
Abstract
The world (and Africa in particular) is in a progressive state of environmental crisis,
caused by global warming, loss of biodiversity, human overpopulation, pollution, massive
deforestation, urbanization and many other environmental problems and risk factors. For
several commentators and theorists, part of the solution resides in the provision of
pertinent and adequate education, including environmental education. The present paper
briefly examines the history of environmental education, internationally and in South
Africa, and some of its most prominent current trends and issues, before critiquing its
general orientation. Arguing against what appears to lie at the heart of environmental
education and literacy, namely anthropocentrism (and ideas like ‘education for
sustainability’), I urge a radical rethinking of its central concerns and modus operandi,
in terms of facilitating learning for the natural environment. In other words, in order to
live up to its promise of contributing towards life beyond the twenty-first century, such
learning must include the realization that nature matters in and for itself.
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Learning for the natural environment: The case against anthropocentrism

‘It isn't pollution that's harming the environment. It's the impurities in our air and water
that are doing it.’
- George W. Bush
‘Quite frankly, teachers are the only profession that teach our children.’
- George W. Bush
‘The world was not given to you by your parents, it was lent to you by your children.’
- Kenyan proverb

Introduction – The state of the planet
Arguably, one of the greatest challenges – if not the greatest – facing humankind at the
beginning of the 21st century is the state of our planet, and coupled with this our
relationship with the natural environment. Most, if not all, other concerns – however
significant – are necessarily secondary in this regard. The human impact on the
environment has been, and continues to be, enormous. Human population growth and
advances in technological abilities continue producing previously nonexistent
environmental problems. What is at stake here is nothing less than the survival of the
Earth in its present state, as being inhabitable, and therefore also human survival. At the
very least, it is a matter of the quality and conditions of our lives, present and future. If
this is correct, it follows that one of the greatest priorities – perhaps the greatest – of
academic research, scientific, philosophical, educational and other, should be into how to
arrest and possibly reverse the present decline.

There are problems, of course. The problem is not so much whether or not the diagnoses
and prognoses are correct (although doubts by certain scientists and some self-styled
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‘experts’ on climate change etc. persist, both about the extent of the problem and about
the time available for humankind still to react; others claim that global warming may not
necessarily be bad thing; see Stampf 2007, Stampf & Traufetter 2007, and Traufetter
2007; it would appear that George W. Bush and his advisors, too, fall into this camp).
Substantial questions concern the description and definition of the approaches we human
beings should adopt in response to the environmental predicament/s. Further questions
are raised about the metaphysical and ethical foundations of our concern for our planet.
Should educational policy and practice, for example, be informed by a concern for nature
and the environment for our (human) purposes? Or should we teach and learn for the
natural environment in and for itself?

It is not the purpose of this paper to present an empirical account of the state of the Earth.
Facts around climate change, global warming, greenhouse gas emissions, extinction of
species etc. are well-known, and findings continue to be publicized and updated. (See, for
example, Andrew Goudie’s account of the human impact on the natural environment,
now in its 6th edition; Goudie 2006. See also White 1996, De Beer, Dreyer & Loubser
2005, Gore 2006 and Connor 2007.) For the purpose of this introduction, I want to
highlight briefly some of the implications for Africa, and South Africa in particular,
before turning my attention to environmental education.

Involved in the recent drafting of the fourth assessment report by the United Nations
Intergovernmental Panel on Climate Change (IPCC) were Guy Midgley of the South
African National Botanical Institute, Pauline Dube (University of Botswana) and Colleen
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Vogel (University of the Witwatersrand) (reported in Grant 2007: 5). Even in the
judgement of global warming denialists like Josef Reichholf (see Stampf & Traufetter
2007), the prospects for Africa are dire: Africa is most vulnerable to climate change.
Southern Africa, in particular, faces imminent food and water shortages (Grant 2007).
South Africa has the third highest level of biodiversity in the world (De Beer, Dreyer &
Loubser 2005: 4). If, as seems to be a foregone conclusion (Reichholf, in Stampf &
Traufetter 2007), the southern part of Africa is going to ‘dry up’, the implications for
biodiversity will be severe. Desertification and deforestation constitute substantial threats
to biodiversity (De Beer, Dreyer & Loubser 2005: 4). In addition, South Africa, with the
strongest economy on the continent, accounts for more than half of Africa’s electricity
consumption while the country’s cheap, dirty coal is the fuel driving development in the
subcontinent. It would appear that South Africa’s obsession with a six per cent growth
rate is out of step with its obligation to curb greenhouse gas emissions.

‘Education is one of the most effective catalysts of change’, according to Pretoria
academics Josef de Beer, Johann Dreyer and Callie Loubser (De Beer, Dreyer & Loubser
2005: 27). ‘Society should undertake to educate the people of today to change their ways
and to educate younger generations to have respect for nature’ (ibid.):
Human ideologies require modification. Anthropocentrism needs to give way to
ecocentrism as the dominant view of the world. If humans are able to see
themselves as part of nature, they will also respect forests [for example] as living
communities, not only as resources to be exploited. (De Beer, Dreyer & Loubser
2005: 27)

2009 HICE Proceedings
Page 3502

Strangely enough, no mention is made in the discussion of poverty, here as elsewhere, of
the problem of overpopulation in this regard. If poverty means people cannot afford to
take proper care of the environment or live an environmentally aware life, and if poverty
is caused in part by overcrowding and reckless procreation, it is clear where education
should begin.

A brief history of environmental education
From a relatively simple and narrowly conceived concern for conservation or with
human-environment relationships (approximately 60 years ago) to a more sophisticated
interpretation or acceptance of multiple levels and layers of concern (spanning ethics,
politics, culture and sociology), environmental education has become a complex
professional field embracing ecological knowledge and understanding (Irwin & LotzSisitka 2005: 35-6). The first phase of the more sophisticated or nuanced understanding
yielded a definition of environmental education that reflected a scientific, rational, linear
and developmental view of education. Later, it was replaced by one that included a
stronger focus on social critique and social change (Irwin & Lotz-Sisitka 2005: 37).

Pat Irwin and Heila Lotz-Sisitka point out that there is early evidence of environmental
education in Egypt, Greece, India, China and – according to oral records – sub-Sahara
Africa (ibid.). They refer to the Industrial Revolution as the chief cause of the alienation
of human beings (what about Cartesian dualism?) – which also propelled a new wave of
environmental concern in Europe and America (Wordsworth, Thoreau, Darwin,
Kropotkin and Audubon). The importance of an understanding of the natural environment
in a child’s education was first recognized by Rousseau, and later by Pestalozzi and
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Emerson. In 1874 Ernst Haeckel coined the term ‘ecology’ (‘the study of our home’ –
from Greek oikos: ‘home’), which was prominently embraced by Scottish professor of
botany Patrick Geddes. Environmental education landmarks of the 20th century were
Rachel Carson’s book ‘Silent Spring’ (1962) and the establishment of the International
Union for the Conservation of Nature and Natural Resources (IUCN) and the World
Wildlife Fund (WWF). Milestones in the development of environmental education on a
global scale were the 1972 UN Conference on the Human Environment held in
Stockholm, as well as the 1977 Conference on Environmental Education in Tbilisi
(Georgia, then USSR) (Irwin & Lotz-Sisitka 2005: 39, 40).

Since the Rio Earth Summit in 1992, the development of environmental education has
been widely influenced by the notions of sustainable development and, in particular,
‘education for sustainability’, with many educators advocating that environmental
education should, in fact, be focused primarily on achieving the goals of sustainable
development (Irwin & Lotz-Sisitka 2005: 42-3). The notion of sustainable development,
first articulated in the 1987 Bruntlandt Report 1987 for the World Commission on
Environment and Development (WCED), has received global support. Sustainable
development is defined as ‘development that meets the needs of present generations
without compromising the ability of future generations to meet their needs’ (WCED
1987: 43; see also Irwin & Lotz-Sisitka 2005: 43fn.7).

Tellingly, the spirit here is clearly anthropocentric. Only the needs of humans (present
and future) are mentioned, not the needs of nonhuman beings or the value of ecosystems

2009 HICE Proceedings
Page 3504

and the environment. A similar spirit informs the Kenyan proverb cited at the beginning
of this paper: ‘The world was not given to you by your parents, it was lent to you by your
children’ (quoted in Stewart, ed. 2004: 137).

A significant development linked to the Rio Summit was the development of a Treaty on
Environmental Education for Sustainable Societies, which was adopted at a plenary
meeting by the International Forum of NGOs and Social Movements. Amongst others,
the NGO Forum Principles emphasize ‘the value of indigenous knowledge and skills, and
recognize the socially constructed nature of knowledge’ (both of which are contentious
principles; I return to this point below), as well as the need to promote cultural, linguistic
and ecological diversity, principles that understandably became popular in South African
environmental education processes after 1994 (Irwin & Lotz-Sisitka 2005: 44-5). While
many educators agree that the agenda of sustainability should be furthered by education,
some educators have begun to question the instrumental rationality adopted by much of
the education for sustainability ‘doctrine’, and the assumptions that sustainability
provides an adequate conceptual framework for education (Irwin & Lotz-Sisitka 2005:
46).

The Environmental Education Association of South Africa (EEASA), established in
1992, was regarded with considerable suspicion (Irwin & Lotz-Sisitka 2005: 48). From
its inception, EEASA promoted
the idea that the people of southern Africa have many interests in common,
particularly on environmentally related issues, than those which have often been
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used to create divisions between them. Most significantly, it has argued that “we
share one environment and the better we share it and collectively care for it, the
better quality future all of us are likely to have”. (Irwin & Lotz-Sisitka 2005: 49)

The 1995 White Paper on Education and Training set the scene for ongoing
environmental education curriculum development work: ‘… environmental education,
involving an interdisciplinary, integrated and active approach to learning, must be a vital
element of all levels and programmes of the education and training system, in order to
create environmentally literate and active citizens and ensure that all South Africans,
present and future, enjoy a decent quality of life through the sustainable use of resources’
(Department of Education 1995: 18; emphasis added). Again, the anthropocentrism of
this focus is noteworthy.

In the transformation of South Africa, following the 1994 elections, environmental issues
and environmental education have become intimately entwined with human rights and
social justice issues, as well as ecological and biophysical issues (Irwin & Lotz-Sisitka
2005: 53).

Education for sustainability
Alluding to the definition provided in the Bruntlandt Report (WCED 1987), Lesley Le
Grange and Callie Loubser acknowledge that the meaning of sustainable development as
‘development that takes place in such a way that it does not compromise the needs of
future generations’ (Le Grange & Loubser 2005: 114) has been criticized for its
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anthropocentrism. Yet, they claim, ‘sustainable development is not a monolithic entity,
and a more nuanced understanding of the concept could incorporate values such as
interspecies equity, e.g. that all living organisms have the right to being treated decently
and to be protected from cruelty’ (ibid.; for a ‘more nuanced understanding’, see Bonnett
2003, chapter 9; Wals, ed. 2007 passim).

After distinguishing between two alternative conceptions of sustainable development,
conservative and radical, Le Grange and Loubser contend that these ‘should not
necessarily be seen as discrete categories but rather as opposite ends of a continuum’ (Le
Grange & Loubser 2005: 114). It is this tension between conservation needs on the one
hand and development needs on the other that constitutes the beginning of environmental
education’s association with sustainability (Le Grange & Loubser 2005: 115). For some,
the authors say, sustainable development is the ultimate goal of environmental education:
hence the phrase ‘environmental education for sustainability’:
For others, sustainable development encompasses specific objectives that should
be added to those of environmental education, thus the expression “education for
environment and sustainable development”. For still others, environmental
education inherently includes education for sustainable development, thus
rendering the distinction between the two meaningless. (Le Grange & Loubser
2005: 116)

Le Grange and Loubser fail to interrogate critically these different conceptions. There is,
clearly, a distinction between ‘education for the environment’ and ‘education for
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sustainable development’ – at least as the latter is commonly understood, that is, from an
anthropocentric perspective. It comes as no surprise, then, that the authors should claim
that ‘different conceptions of environment, education and sustainability should coexist’
(Le Grange & Loubser 2005: 117). They do acknowledge the ‘dangers in uncritically
accepting a plethora of concepts that we use in environmental education’, before
reiterating their ‘view that there should be an appreciation of the diversity of meanings
and usage of the concept of sustainability, but also that such meanings should be
(re)clarified within specific sites and discourses of environmental education’ (ibid.).
Sustainability, they claim, is a ‘polysemous concept’. Its ‘diversity of meanings should be
celebrated and continuously (re)clarified …, so that sustainability (sustainable
development) becomes a reflective social process rather than a fixed idea’ (Le Grange &
Loubser 2005: 120).

This strikes me as a somewhat anemic move, as trying to invoke an unfeasible
compromise. Surely, this cannot mean that all meanings, uses and applications are
equally valid. Some – most? – are legitimately criticized as worth rejecting, not least
because of an underlying, unargued assumption in favour of anthropocentrism. Take the
study of environmental education and training the Human Sciences Research Council
(HSRC) undertook in 1997, amongst the key findings of which was the following:
‘Definitions of environmental training had progressed from an association with nature
conservation to a more people- and industry-based perspective’ (reported in Lotz-Sisitka
2005: 166-7; emphasis mine). If this constitutes ‘progress’, the future is indeed bleak.
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And if this definition is to be celebrated, rather than critically interrogated, it is even
bleaker.

The case against anthropocentrism
Is pollution (e.g. from coal-burning stoves) bad because children in relevant areas suffer
more from asthma and chest colds than children elsewhere (De Beer, Dreyer & Loubser
2005: 2)? Or is it bad in itself? If an anthropocentric response is given, then one is
unlikely ever to get beyond fighting the symptoms.

Stellenbosch philosopher and environmental ethics specialist Johan Hattingh provides a
discussion of anthropocentric perspectives, in which he makes a distinction between the
following value positions: ruthless development and exploitation, resource development
and conservation, and wilderness preservation – for human benefits and enjoyment of
unspoilt nature, recreational, aesthetic and the like (Hattingh 2005: 74-81). Although the
last looks like non-anthropocentrism, the value of nature and the environment is entirely
instrumental. The problem here is that their value depends entirely on human recreational
and aesthetic benefits. Should human preferences change, there would be no axiological
basis for concern.

In ecocentric value positions, by contrast (Hattingh 2005: 82-9), life in general and
ecosystems as wholes are accorded intrinsic value – value in and of themselves,
regardless of how humans can benefit from them. As humans evolved and developed, so
did their values – through interaction with the land. According to Aldo Leopold, we are
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therefore not the sole authors of our values. The shift mapped here is one from a focus on
relations between individuals (the Decalogue) via that on the integration of individuals
into society (the Golden Rule) and integration of social organization to the individual
(democracy) to a focus on the relation of human individuals to animals, plants and the
land (Leopold’s Land Ethic) (Hattingh 2005: 82).

In his discussion of so-called ‘radical value positions’ (deep ecology, ecofeminism, social
ecology, and bioregionalism – all of which might also be termed ‘radical
environmentalism), Hattingh perceives an emphasis on incisive, definitive and
fundamental transformation, in order to address the root causes of our environmental
problems (Hattingh 2005: 89-93). According to Hattingh, the practical consequences
between this three-way split between anthropocentric, ecocentric and radical value
positions is that they have no shared vision (but they do, arguably!), no unified voice and
no common public language to communicate effectively with public decision makers and
policy formulators (Hattingh 2005: 94). Hattingh considers this the ‘problem of ethical
monism in environmental ethics’ – ‘while its advantages are theoretical coherence and
internal consistency, it is problematic when it comes to the formulation of practical policy
proposals’ (ibid.). Hattingh proposes what he calls ‘environmental pragmatism’,
acknowledgement and acceptance of the coexistence of theories and value positions, until
a comprehensive environmental ethic emerges. I submit that this, like Le Grange and
Loubser’s, is a rather pale proposal. By the time such an ethic is imminent it may already
be too late.
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Learning for the environment
According to Dreyer and Loubser, there is still no clarity on how environmental
education should be implemented in the formal education system (Dreyer & Loubser
2005: 127). ‘History has shown’, they argue, ‘that the environment is usually low on the
political agenda of governments’ – which ‘usually rely on their education system to
achieve their political ideals’ (Dreyer & Loubser 2005: 135). Nonetheless, there appears
to be increasing recognition of environmental progress at government and education
department level.

Citing EE Link’s Principles of environmental education, Dreyer and Loubser list the
following principles of environmental learning:
•

Environmental learning is based on knowledge, which is needed to study and
solve environmental problems and to address environmental challenges.

•

Environmental learning should develop the skills needed to study and solve the
environmental problems and to address environmental challenges.

•

Environmental learning should include the affective domain, specifically the
attitudes, values and commitments needed to ensure a sustainable society.

(Dreyer & Loubser 2005: 138; www.eelink.net/principlesofenvironmentaleducation.html;
emphasis added)

Apart from its inherent anthropocentrism, a further worrying feature of this kind of
approach is its constructivist paradigm (see the NGO Forum Principles listed in Irwin &
Sisitka 2005: 44-5; see also Schulze 2005: 60). UNISA environmental education research
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expert Cheryl Le Roux also refers to this as ‘post-positivism’: ‘Post-positivists suggest
that truths and meanings are relative to the individual standpoint and that different
individuals and groups will have competing, but equally valid, goals and interpretations
of the world’ (Le Roux 2005: 180). Are these suggestions also ‘relative to the individual
standpoint’? And are the goals and interpretations of Hattingh’s ‘ruthless developer’
(Hattingh 2005: 74-6) equally valid, i.e. as valid as those who caution against
environmental degradation? Le Roux states that the
post-positivist paradigm accepts values and perspectives as important
considerations in the search for knowledge … Post-positivism challenges
conventional assumptions about knowledge and subjectivity. (Le Roux 2005: 180)
According to the epistemological and moral paradigm I defend here, a realist accepts
‘values and perspectives’ – but is able to maintain a logically coherent, viable position for
judging dubious claims and problematic practices, something the constructivist/ postpositivist arguably has no recourse to.

A similar response might be given to Pauline Chinn, Chinese-American scienceeducation researcher, ‘from a family with roots in Hawaii from the late 19h century’
(Chinn 2008a: 7). Chinn defends an approach ‘connecting sustainability-oriented,
indigenous knowledge, practices and values to science knowledge and practices’ (Chinn
2008a: 3), in response to the ‘dominant, anthropocentric culture’ (Chinn 2008b: 41) of
mainstream science (see also Tobin 2008). Apart from the worry that emphasis on
‘traditional’, ‘local’ or ‘indigenous knowledge’ errs in some fundamental respects (all
attributable to misconceptions about what ‘knowledge’ actually is or involves; see
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Horsthemke 2008a and Horsthemke 2008b), there is the additional concern that
mainstream scientists, industrialists and politicians are likely to listen even less, if
warnings about the state of the planet are couched in what they would consider ‘crackpot
science’. One might (indeed, should) acknowledge the significant contributions by native
Hawaiians, indigenous Americans, Aboriginal and San communities to fundamental
ecological sanity and clear-headedness, without committing to any kind of
epistemological relativism or eulogy of what often amounts to little more than
superstition ∗ .

An alternative proposal that might be advanced here, then, is not ‘environmental
learning’ under this description, but rather ‘learning for the environment’. The former is
close to ‘learning about the environment’ for the sake of human beings and their benefits
– which is unlikely to yield fundamental changes. The latter, on the other hand, alludes to
the consideration that the environment matters in and for itself. While this way of
learning might be argued to acknowledge the environment’s intrinsic value or moral
status, I’m content to proceed more cautiously. Rather than asserting that everyone (every
natural existent) has intrinsic value or moral status, I would want to argue, hypothetically,
that if human beings do, paradigmatically, then (for reasons of consistency and
coherence) these considerations must be extended beyond the species boundary of homo
sapiens. (While present space does not permit making a comprehensive case for the kind
of biocentrism I have in mind, I wish to direct the reader’s attention to the Appendix, for
a brief overview of the architecture of moral status.) Dreyer and Loubser state, quite
∗

An example is contained in Chinn’s reference to ‘a cultural landscape where gods dwelt’ (Chinn 2008b:
41; see also Horsthemke 2008b).
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plausibly – before they resort to ‘sustainability talk’ –, learners ‘should acquire values
such as an appreciation of the resilience, fragility and beauty of the environment, and the
interdependence and importance of all life forms’ (Dreyer & Loubser 2005: 139). I
submit that these values are not obviously culturally relative but – on the contrary –
transcultural, and co-extensive with learning active engagement and participation in the
real world and for the environment.

Environmental education so reconceptualized encompasses both learning for the
environment, nature and animals and learning for learners, insofar as it produces in them
a sense of empowerment and autonomy, a sense that one’s contribution matters, of being
able to make a difference. Environmental education so reconceptualized gives new
meaning to the idea of human freedom – which is not expressed in terms of being free to
‘develop’ and subjugate anything that can be developed and subjugated, but rather in
terms of humans being freed from the (historical) role – and frequently perceived
function – of more or less ruthless developer and subjugator.
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APPENDIX
The architecture of moral status
Primary moral status – directly morally considerable

All living organisms

Moral subjects
Moral objects
All organisms with a central All organisms lacking
nervous system, who are the subjectivity/ individuality:
subjects of a life that can be simpler animals, plants
better or worse for them:
humans, more complex
animals
Moral
Moral
Moral recipients
agents
recipients
All
All
All organisms lacking
individuals
individuals
subjectivity/ individuality
capable of
lacking, but who can be harmed/
acting on
who can be
benefited by, agency (the
principle/
harmed/
actions and omissions of
reconsidering benefited by, agents)
their
moral
motives, who agency
can be held
morally
accountable
(adapted from Horsthemke 1993)

Secondary moral status –
indirectly morally
considerable
All non-living natural/
environmental entities that
enable the existence of
living organisms
Moral objects
Soil, air, water, rocks,
minerals, sand, ozone layer,
the sun, etc

Moral recipients
All inanimate natural/
environmental entities at
the receiving end of agency
(the actions and omissions
of agents)
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Abstract:
Drawing on empirical research (including interviews, focus groups and
questionnaires) undertaken with the National Federation of Women’s Institutes in
England and Wales in the UK; and the Sydney Older Women’s Network and
Queensland Rural Women’s Network in Australia, this paper will raise issues and
questions about adult education for older women. It will explore key questions about
older women learners, and the connections between learning, active citizenship and
community.
The paper will demonstrate how many nations – including the UK, USA, Canada and
Australia - have in recent years seen ever-increasing cuts in funding for adult
education, with resources being directed instead to learning that focuses on
supposedly economically valuable skills. It will show that what counts as learning is
highly contested and is tied in with competing constructions of who is a learner, what
learning means and where learning can take place. A concentration on employment
and training excludes those whose contribution to the labour market is unrecognised
or whose skills remain unvalued, including women in the home, unemployed people
or older people.
It will argue that the ability of the State to define what the targets are and choose
which targets to support (and therefore which ones should not be supported) is very
powerful. Such a learning agenda can only continue and replicate the structural
inequalities of gender, class and other differences, where only certain types of
knowledge, skills and work are valued. This is very unlikely to include the learning of
women, and even less likely to value the learning and work of older women, workingclass women or those from minority ethnic groups.
Through the empirical research on which it draws, the paper will conclude that adult
education and informal learning enhances the role that older women can play in
community development, and will contribute to understandings of connections
between adult education, informal participation in learning, active citizenship and
community involvement.
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Full paper:

Adult education and older women: opportunities, challenges and constraints
Introduction
Many nations – including the UK, North America and Australia - have seen everincreasing cuts in funding for adult education, with resources being directed instead
to learning that focuses on supposedly economically valuable skills. What counts as
learning is highly contested and is tied to competing constructions of who is a
learner, what learning means and where learning can take place. A concentration on
employment and training excludes those whose contribution to the labour market is
unrecognised or whose skills remain unvalued, including women in the home,
unemployed people or older people. The ability of the State to define what the
targets are and to choose which targets to support (and therefore which ones should
not be supported) is very powerful. Such a learning agenda can only continue to
replicate the structural inequalities of gender, class and other differences, where only
certain types of knowledge, skills and work are valued. This is very unlikely to
include the learning of women, and even less likely to value the learning and work of
older women, working-class women or those from minority ethnic groups.
This paper will raise issues and questions about adult education for older women. In
doing so it will draw on empirical work (including interviews, focus groups and
questionnaires) undertaken with the National Federation of Women’s Institutes in
England and Wales in the UK; and the Sydney Older Women’s Network and
Queensland Rural Women’s Network in Australia. It explores questions about adult
education, older learners, social class, active citizenship and community and
contributes to understandings of connections between adult education, informal
participation in learning, active citizenship and community involvement.
Older Women’s Networks
The National Federation of Women’s Institutes
The National Federation of Women's Institutes (NFWI) is an international
organisation. It began in Britain in 1915 and is the largest organisation for women in
the UK. It currently has around 215,000 members, most of whom are over the age of
50. Although Women's Institutes were originally located exclusively in rural areas,
this is no longer the case. Both lifelong learning and community are central to the
mission of the NFWI, which is to educate women to enable them to provide an
effective role in the community; to expand their horizons; and to develop and pass on
important skills: key elements of lifelong learning and active citizenship (see
http://www.womens-institute.co.uk/)..
The research with the NFWI took place in 6 sites. The organisation of the NFWI in
England and Wales consists of 70 regional Federations, each of which may include
up to one hundred or so local Institutes. 5 sites were selected from the regional
Federations. These were:
o

The largest Federation, with 248 institutes and 9500 members. It covers a
large geographical area from the industrial south east to the rural villages of
the region. The Federation receives an annual education grant from regional
County Council.
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o

o

o

o

The second Federation also covers a large geographical area. However, the
region is sparsely populated and mainly consists of rural farmlands and
market towns, although it includes an affluent spa town. It has a total of 101
institutes.
The third Federation is one of the smallest, with 33 institutes. It covers a
largely urban area, including institutes in socially and ethnically diverse
communities in on the outskirts of a large city.
With its headquarters in a city centre, and also including socially and
ethnically diverse communities, the fourth Federation has 45 institutes in
industrial towns as well as in a range of villages.
The fifth Federation has 95 institutes with almost 4000 members. It covers a
diverse geographical area, from a major city to the Welsh valleys.

Interviews and focus groups were conducted with members of institutes from within
the five selected Federations, and questionnaires were distributed.
The sixth site for the research with the NFWI was Denman College, the residential
college of the NFWI, which opened in 1948. I was a participant observer in some of
the classes, ran a focus group, interviewed staff, and invited participants to complete
questionnaires (36 out of 78 completed and returned).
Denman College runs residential courses for NFWI members throughout the year.
Its prospectus lists almost 500 courses, the very vast majority of which are arts,
crafts and other leisure courses. There is a group of courses headed ‘personal
development’, several of which focus on beauty and fashion. There are around 40
courses headed ‘social studies, history and public affairs’. About ten percent of the
courses at Denman College are accredited, mainly through the Open College
Network, with a substantial number (around 40%) of additional courses franchised
between the NFWI and a local further education college. In part the reasons for this
are financial: like other providers of adult and continuing education, the NFWI have
had problems with public funding, especially with regard to non-accredited courses.
Accredited courses are eligible for Learning and Skills Council funding, and more and
more courses are now being accredited although there are real concerns that funding
will be cut. Although the NFWI has an active campaign to lobby Government on
widening participation within a lifelong learning agenda, they are experiencing real
problems in getting students to complete coursework, which also severely affects
funding. These issues have potentially serious implications for older learners, as the
College is considering new target groups of younger members.
The Older Women’s Network and Queensland Rural Women’s Network
The Older Women's Network (OWN) first formed in New South Wales, Australia in
1987 when a group of older women and workers in the Combined Pensioners
Association decided to establish a network which would focus solely on older women
and issues that specifically concern them. There are currently 14 OWN groups in
New South Wales. A national body, OWN Australia, was established in 1993 to act
as a lobby group for older women and to liaise with other national women's
organisations. OWN Sydney runs from project funding and with the aid of volunteers,
in premises funded by the City of Sydney. It is a self-help organisation committed to
promoting the rights, dignity and wellbeing of older women and keeps its members in
touch through a monthly newsletter, OWN Matters. OWN’s website states:
OWN's Guiding Principles provide older women with a blueprint for growing
old with dignity and wellbeing, consistent with the concepts of positive and
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healthy ageing. They were developed through an on-going consultative
process involving all NSW groups. The Guiding Principles are used by
members as a guide when representing the Older Women's Network at public
meetings and forums (see http://www.own.org.au).
One of its key guiding principles is about education. Older women learn and develop
a wide range of skills throughout their lives and should have access to learning
activities that enable them to keep pace with change, to enhance self-fulfilment, and
to continue their contribution to community life.
OWN Sydney run a range of interest groups and activities designed by and for older
women, including:
o
o
o
o
o

Workshops, seminars and training
Interest groups
Discussion groups
Social events
Physical activities

The research with the Older Women’s Network in Sydney consisted of focus groups,
questionnaires and analysis of OWN Matters.
The Queensland Rural Women’s Network (QRWN), formed in 1993 to meet the
needs of women in rural communities, does not have an explicit agenda for adult
education and learning, nor does it focus solely on older women. However, one of its
aims is to encourage personal development and education for women in rural
communities (see http://www.qrwn.org.au/index.htm). QRWN is spread across vast
and often remote areas of Queensland, Australia. The research therefore consisted
of questionnaires, telephone interviews and email correspondence.
Participation in and benefits of lifelong learning for older women
The three main reasons normally given for participating in learning are work-related;
education and progression; and personal development (Sargent et al, 1997), but for
older learners, this is predominantly personal development, and especially so for the
65-74 age group, a key group in this research. The number of older women learners
far outweighs the number of men (Aldridge and Tuckett; 2002), with women less
likely than men to hold higher educational qualifications. There is a rural/urban divide
in access to learning (Tuckett and McCauley, 2005). In rural areas, where most of
the women in this research are located, a severe lack of public transport prevents
older women from attending education centres, and the older women are the more
likely they are to be dependent on public transport (Jackson, 2005). This is
compounded for women in extreme remote areas, such as those who are members
of the QRWN and for whom travel across vast distances is not an option. This
research confirmed that organisations such as those represented in this paper are
central for learning opportunities for older women, opportunities which would
otherwise be almost non-existent.
Although ‘older women’ in many ways defies definition, in this paper I am defining
‘older women’ as those aged over 50, as do many of the women in the research:
FGP1 1 : Well the definition that I like is anyone who is willing to call
1

FGP = focus group participant, OWN
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themselves an older woman. And it's basically over 50 isn't it?
FGP2: Yes, well, 50 and onwards
FGP1: Yes but there are people who object to calling themselves older
women but I think older women have definitions
FGP2: Also I feel that too that it's good keep ‘older women’, ‘older’ because
… everyone gets old and why should it be regarded as something like a
disease? You are an untouchable.
FGP1: The transparency of older people in society, you know you walk down
the street and nobody looks at you. I think that's an issue for me that I'd like to
impact.
FGP2: The invisibility
FGP1: Lost ladies.
For many women aged over 50, educational opportunities will have been denied
when younger. In the UK, for example, women in this age group are more likely to
have left compulsory education aged 15 – for older women, this reduces to aged 14.
An officer at Denman College explored the changing role of education, and the
impact on older women. Until the mid-1990s there were very few accredited courses
at Denman College. The NFWI had developed its own certificates, which were very
popular amongst its members, particularly with regard to developing confidence. She
stated that Denman is often the ‘first step back into learning’. She expressed
concern that accredited assessed courses would disadvantage older women. A lack
of funding for non-assessed and therefore non-accredited courses means that older
women are denied opportunities that were also denied to them when younger
(Jackson, 2004). As one respondent explained, ‘Some of us missed out on
education when we were young, there weren’t the opportunities’, and there were real
concerns at Denman that the opportunities may be continuing to be denied. The less
likely people are to have continued education whilst young, the less likely they are to
participate when they are older (Sargent, 1997; Schuller, 2002), leaving older women
doubly disadvantaged.
An officer at Denman College stated that far from women having less need for
learning as they grow older:
‘I think (lifelong learning) is actually more important …. The speed of
changes in community, society, technology, these are all having an impact on
individuals and families and I think it’s crucial that people keep up to date
because if they don’t they would be out of step with society. Also I think … to
keep people engaged in society, to keep people engaged with other people,
learning brings people together … I think that it’s absolutely crucial. What
worries me now is that funding has been cut for a lot of these lifelong learning
opportunities locally … So I think in the future it is going to be very much
down to community groups and voluntary organisations ..’.
It is here that the local institutes of the NFWI play a crucial role, where respondents
said they continually learn from each other. In the main, this learning is informal,
through advice and support that they give to each other. In addition, the local
institutes invite external speakers to most meetings, and a significant proportion of
the women interviewed said they were mainly learning through listening to these talks
(35%). However, speakers are in the main drawn from current network of members,
which at times limits opportunities to expand understandings to other views outside of
existing social networks.
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There was a high proportion of learning taking place that is more traditionally
associated with older women’s groups, including cookery, craft, flower arranging,
garden produce and preserve making. Some respondents saw the development of
these skills as adding value to their retirement, and others as a ‘dying art’ of benefit
to the wider community. Both of these elements were important aspects of the wider
benefits of informal learning (and teaching).
Respondents also extended their learning through the formal training they have
received (for example training in becoming NFWI judges; health and safety etc),
increasing their knowledge and skills. There was a strong element of learning
through many of the roles required within the local institutes and the Federations of
the NFWI, such as president, treasurer, skills co-ordinator, press and publicity officer
etc. This learning was most effective in the development of active citizenship and
community engagement, especially through the development of confidence, including
confidence to speak in public. Public speaking and engagement was also identified
as an important aspect of learning for women in OWN:
FGP1: (It is important) to have an input into government policy, there was a
workshop this week, I forget the date, and it is to tell to the department what
you think we need for help.
FGP2: That is an opportunity to lobby the government. I think that is terribly
important.
FGP3: Once upon a time that didn’t happen, did it?
FGP1: Oh no. All women were more invisible.
FGP4: They actually are to a certain extent now.
FGP1: Well I think it is much better then it was.
FGP2: An expression I particularly dislike is ‘Our little old lady’. It’s such a
huge put down.
(A few missing comments – all talking at the same time)
FGP1: But it’s not easy to keep an older women’s group going, because we
are not the flier of the map. This is a youth society. And that’s why I am so
strong about the woman focus because nobody else is.
FGP4: Absolutely. That’s right.
In the main discussions of learning skills and building confidence were about taking a
place in the public world. For some women, this was the women-only space of their
local networks; for others it extended beyond into other aspects of community life.
‘I wouldn’t have stood up and addressed anybody before I joined the WI 2 , I
was hopeless at one point’.
One of the members of staff at Denman confirmed that many members move out into
their local communities:
‘I mean every WI does something for the community even if it’s just a few
people going in to help in a primary school – they get involved in all sort of
things. They are great volunteers which is great – the community keeps them
young and their minds active and there is also – I think there is a big
emphasis now on health as well and I think that a lot of our members would
be very pro - what’s the thing going on at the moment – ‘walking your way to

2

The Women’s Institute, a part of what is mainly referred to in this paper as the National Federation of
Women’s Institutes (NFWI).
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health’? - I think you will find a lot of women getting involved in that within
their WI.’
Members of OWN also valued the importance of public work:
FGP3 to have an input into government policy, there was a workshop this
week, I forget the date, and it is to tell to the department what you think we
need for help.
FGP4 That it’s an opportunity to lobby the government. I think that is terribly
important.
Women in OWN spoke of the benefits of the development groups within the network:
‘There are a number of groups. I would say down through the years the
theatre group was the most important. We would go to places that they never
heard of the network and the material we would do would sort you could hear
that people would relate to. The size was pretty important; it’s still about 14
members in it but it’s dropped off because of the funding. We have done a
wonderful country tours, we worked with the women’s government
department’.
Several of the women across the groups identified the importance of engaging with
local and national politics, especially in relation to women’s lives, although there was
a recognition that women’s voices are often not heard. The women in all three
organisations have shown the wider benefits of participating in informal (as well as
formal) learning, including for public as well as private recognitions of the skills and
knowledge that older women have. This is particularly important for older women
who are likely to find themselves marginalised in a society that only recognises
vocational skills, that prioritises skills development for younger people, and that
places very little value on skills traditionally developed in the home.
The impact of and implications for lifelong learning in constructions of older women’s
identities
There was a clear indication that older women suffer a loss of identity, due to
changing roles in the family; retirement; and to societal perceptions of older women
(MacRae, 1990). For many this translated into loss of confidence in later life, and
membership of an older women’s network enabled them to learn how to develop
confidence in themselves and to find that, in the words of one of the NFWI
interviewees, ‘I’m suddenly somebody!’. For many respondents there was explicit
valuing of women’s organisations coupled with a strong belief in women’s abilities:
FGP4: I think that one of the other terrific thing about OWN is that the women,
I am not sure how OWN began but I have a feeling that the women who
started wanted to raise the profile of older women to the governance so
fundamentally they were and continue to be political and politically serving
and bold enough to bring the issues before the various committees. That was
the basis to raise the profile and I think that it’s incredibly important in this
country at this moment and probably it’s very important in every countries. But
it needs a certain political commitment and courage to do that.
FGP5: What I found so terrific with OWN in particular is the enormous pool of
knowledge that each of these older women bring to whatever kind of group
that is getting together. Their previous careers, their life experience, the
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sense that they are totally involved in the present day and what’s going on.
Tremendously high IQs overall which is extremely valuable for people who
live alone for example, that kind of things: socially, mentally, and physically’.
FGP3: That is what makes it very, very interesting because people bring their
life experience with them and it’s absolutely fascinating. We all have so much
to share with each other.
FGP2: And we have all the same set of problems in our lives because we are
all women. We can immediately meet another woman from anywhere in the
world and you have got something, a bond. Haven’t you?
Some of the women described feelings of isolation in the past as well as the present,
which was militated against when joining a women’s organisation. There was, for
example, an emerging pattern of women following husband’s careers whilst younger,
leading to isolation when returning home:
‘Suddenly my husband got relocated to a new area … Suddenly my life was
totally different … it was a bit lonely … but then I got to know someone who
belonged to the WI and now it’s terribly busy’.
The friendship and support of women was rated highly by many respondents, linked
to the changing patterns of women’s lives over the lifecourse. Several women
indicated that belonging to a women’s network was often a lifeline in escaping from
an identity located entirely in the home. Respondents spoke about ‘escape from the
family’, gaining ‘independence’, and freedom to ‘start thinking about other things’.
Release from caring responsibilities is a key transitional moment in the lifecourse
which prompts many women to join the NFWI: so too is retirement, widowhood and
(for one respondent) divorce (Evandrou and Glaser, 2004). For one respondent, the
possibility of divorce or widowhood led to proactive decision-making:
Interviewer: ‘Why did you join (the NFWI)?’
Respondent: ‘I thought if ever I am left on my own I am going to be literally on
my own. So I was wanting to plan some contingency, so if I was on my own I
would have something to fall back on’
It was clear from the focus group, the interviews and the informal talks that I had with
the women that their view of women’s only spaces as safe was very important. For
example, one of the members of staff at Denman told me:
Denman … is still primarily a safe learning experience and an almost entirely
women only environment. The feedback that I have had from students is that
really it makes a difference in a women-only environment and a safe learning
experience.
Participants agreed:
‘I feel safe here … It’s a safe place to come on one’s own’.
‘I would come on my own, I feel very comfortable, because once you get here
you are not feeling alone at all’.
‘It’s a non-threatening situation’.
‘We have had members here (who had) never been away from home on their
own before’.
‘It’s so confidence building’.
‘This is an enormous place for building your confidence in lots of ways’.
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The safe space of women’s networks is particularly valuable for the members at
times of transition, including changes in family life, transitions from work to
retirement, and the transition to widowhood. One focus group participant told me:
‘this week … I have met somebody who has been widowed within the
previous year and it is the first time she has gone anywhere without her
husband … it’s so confidence building’.
One of the women now taking a course in parchment craft told me that she is newly
retired and it is crucial for her to have a skill in which she can ‘lose herself’ so that
she is fully engaged during her retirement. Another said that when she retired she
decided to develop a new interest each year: parchment was one example. A third
woman, on the same course, said that she is coming up to her 70th birthday, when
she is going to have to take enforced retirement. Her plan is to do as many courses
as possible whilst she can still afford them, because when she is retired she will no
longer have the necessary funds. However, she plans to develop and build on skills
now so that when she is retired she will have a range of interests.
One woman told me that ‘when you are newly widowed … you feel certainly
vulnerable’. She said that she felt safe at Denman: Denman is ‘a good thing and it is
a good place to start doing things’ for herself.
This can be particularly important for older learners. One woman added:
‘(W)e are very supportive. .. We don’t get – ‘oh, can’t you do that’? but I
mean, if you are at college – ‘oh, you silly fool … why do you want to go and
do it like that for?’ - You think you are old … I think that (the support at
Denman) is one of the best parts of learning …’.
Another woman had a similar experience at another college:
‘I found they couldn’t give me the time. I did say that I felt disadvantaged and
queried whether this was ageism. I don’t really think I was a dimwit so I did
find that some of these things didn’t give me any opportunity’.
One woman, now doing an accredited course in parchment craft, felt she was being
given a new opportunity that she had not had in the past. She told me that she had
left school at fifteen, and that she had no ‘paper qualifications’. It was really
important to her that the course is accredited, and the hope of a certificate at the end
was one of the reasons she was undertaking the course. A member of staff said that
Denman enables women to:
‘take their education forward, I mean so many of them … it’s perhaps they are
from an era when they didn’t work or they gave up work to have a family,
brought their family up, and then suddenly now that they have got, you know,
perhaps their children have gone, they have got grandchildren or whatever…
through their grandchildren very often they’ll go back to education, they feel
that they want to be part of their learning ‘.
Women indicated the importance of being able to have time in older age to develop
their learning through adult education:
‘While I was working there was just no time … then five years ago I wanted to
do this Amish craft course and I just thought ‘go’’.
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‘I hadn’t really looked at Shakespeare since I left school at sixteen and I
hadn’t ever thought about it as the first priority, but I am really enjoying doing
it’.
As one of the women from OWN Sydney stated:
I didn’t have a vast education so I am not in the league of a lot of the ladies
here that have gone to University. I haven’t done that but I have been working
most of all my life.
This led to her particularly valuing the women-only space of the network, where she
can learn from other women:
That is what makes it very, very interesting because people bring their life
experience with them and it’s absolutely fascinating. We all have so much to
share with each other.
One of the skills that is shared is engagement with new technology. These skills
were lifelines for members of QRWN because of their isolation in rural communities.
QWRN has a major project, ‘Taming Technology’, which aims to coach rural women
in contemporary telecommunications technology, including what they call
‘applications for life – telecommunications which add value to family on-line
interactions. Such skills are very important for older women. For one woman – an
active lone traveller in the past – learning computing skills enabled her to keep in
touch with friends all over the world. She had learned to do ‘all sorts of things on the
computer’, and had passed those skills on to others. Although learning ‘stretches
your mind …’, and ‘opens your mind and it gives you a broader interest’, it ‘has to
have a clear purpose to it: there is no sense to learning without purpose’.
However, classes with no apparent purpose can lead to new opportunities.
the staff members told me:

One of

‘The average age of WI members is in the late 50s and many of them are a
lot older than that. So, there is an issue about what they want in the training
and who is involved in taking up training and learning opportunities, but
opportunities for learning do lead to new things for some of the women. So
for example, there was a session or a series of sessions on reading Tudor
and Stuart Handwriting that I thought wouldn’t be successful at all but in fact
was very successful for the women who took it; and those that completed the
course went on to do a whole project around local history and community
activities at the time.
Confidence developed for many of the women in this research because their
networks were women centred:
And we have all the same set of problems in our lives because we are all
women. We can immediately meet another woman from anywhere in the
world and you have got something, a bond, haven’t you?
Financial matters, including funding, continues to be an issue for older womenn:
‘Although OWN has difficulties in raising money every year, managers
somehow know how to do so, the Thai Chi and the exercise class, and the
wellness programme is extremely affordable because there are people who
have very limited budgets but this permits them to do the very important
exercises, have the social contact, to come and join us as a group and we all
joining together knowing that it is so affordable. That is really important.’
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Some of the women raised financial concerns, especially for those who had retired:
‘My regret is that financially I couldn’t come … my first visit was four or five
years ago and I didn’t get an Institute bursary …’
Several of the women told me that they had either come this time on a bursary from
their local Institute or Federation, or had come on a bursary for their first visit to
Denman. I was told several times over that it was the bursary that had enabled and
encouraged people to come for the first time. For some women the primary issue
was money; for others it was being given an opportunity and finding the courage to
come along as they felt they could not let down their Institute or Federation when
they had been awarded a bursary.
Older women are likely to be amongst the poorest groups in society, and financial
matters clearly impact substantially on their ability to continue to participate in lifelong
learning and adult education. Nevertheless, as these women have demonstrated,
safe, women-only spaces are crucial for the wider benefits of learn to include the
positive construction of identities for older women constructed.
Conclusions
In this paper I have demonstrated that lifelong learning and adult education enhance
the role that older women can play in society, as well as contribute to wider benefits
of learning, including enhancing constructions of identity. Older women have
valuable contributions which can be made to develop community participation and
active citizenship. However, possibilities for older people, including possibilities for
lifelong learning and adult education, are linked to social, cultural and structural
changes (Withnall 2002), and such changes are currently working to the detriment of
older women. Whilst states continue to define meaningful education – and by that I
refer to fundable education and learning – as vocational education primarily aimed at
younger people, older women will continue to be forced to follow a pattern of loss of
opportunities that have disadvantaged them when younger. This replicates structural
inequalities of gender, but also of social class and economic deprivation. Unless
governments re-consider current policies for lifelong learning, and adult and
continuing education, and once again start to fund some of the learning opportunities
outlined in this paper, not only will older women will continue to be one of the more
disadvantaged groups in society but communities will be the poorer for the loss of
active participation that older women can bring.
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Connecting learning trajectories of teacher education in social studies

We seek to add to our sense of self by bringing back with us this new store of history, this
piece of someplace we had never been, and this additional piece we have added to our own
history (Karrian,p.17).

Introduction
We travel to find someplace new, but we also travel to find something to hold on to, a
moment, a place, a view from a hilltop that stays with us when we have returned to the
mundane of familiarity of our lives. All travel is thus, in a sense, the first step in an act of
preservation (Karrian).

The mere mention of a field trip by the classroom teacher to her students and the response
is one of joy and anticipation. A field trip is an opportunity for adventure. It is a
time to leave the “brick and mortar” building of a place called school for a few hours. A
time to gain new knowledge, or perhaps, to ride a bus or a train to an unknown new
place.

There is a high degree of anticipation by the students because they know that they
will be participants in this new adventure. The classroom teacher will prepare for the
field trip by completing an endless list of administrative responsibilities such as providing
and reserving transportation, completing the field trip paperwork for the school
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administration and then, preparing the students for the field trip experience. This
proposed article seeks to focus on museum university collaboration and the promising
practices associated with this effort.

Educational Study Trips
The role of social interaction in informal learning environments is posited on Moscovici’s
theory of social representation. Learning that takes place is in terms of social, cultural
and interpersonal processes within the contexts of children and adolescents visiting
museums. Previous research learning in museums has the individual focus on
information processing of knowledge for the individual.

When a class visits a museum on a field trip, it is an informal learning environment. The
learning takes place in school groups and social interaction is encouraged in an effort to
promote learning and understanding of the museum, themes, exhibits, and environments.
Social interaction is encouraged with adults, volunteers, employees, and the exhibits
themselves. A classroom teacher when planning for a field trip takes into consideration
the cognitive developmental level of the students, social trends, government policies,
local policies, sociological influences, educational needs and issues and the nature of the
exhibits.

Museum and the University
The general mission of history museums was chronicled by Edward P. Alexander in the
twentieth century. His works are often referred to in university departments of museum
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studies. To the public, the museum is primarily responsible to serve as a repository of the
past, present and the future. The leaders and volunteers of a museum are skilled
professionals that have skills and knowledge necessary to successfully provide their
community with expertise.

Haggin Museum and Pacific Collaboration
Not unlike students in an elementary or secondary classroom, the university social studies
methods teacher candidates are often surprised when they learn from the course syllabus
that the class will be held in a local history museum. The coursework will be integrated
and will include content knowledge, pedagogy, skills development, dispositions,
curriculum design and critical thinking.

The course is held in the museum with a high degree of social interaction among
the students throughout the semester. They are expected to complete all of the
course requirements objectives, assignments and products by the end of the semester
utilizing the resources of the museum. The students are socialized into the life of
museum by interacting with historical docents, volunteers, administrator and museum
staff. They become travelers moving from university to the museum interacting with
exhibits, examining primary documents and gaining new knowledge about the history of
our city, county and the state of California.
The San Joaquin Pioneer and Historical Society was formed in 1928 with the purpose of
establishing a museum for the preservation of local historical material. It was soon aided
by a former Stocktonian, Robert T. McKee, whose wife, Eila Haggin McKee, provided
funds to include an art gallery as part of the proposed museum and donated a
magnificent collection of paintings that had once belonged to her father, Louis Terah
Haggin. The museum officially opened on June 14, 1931. Originally known as the Louis
Terah Haggin Memorial Galleries and the San Joaquin Pioneer and Historical Museum,
the institution’s name was shortened in 1981 to The Haggin Museum.
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To house the continually growing collections, the museum has undergone several
additions since first opening. The McKee Room was added in 1939; an extensive addition
was constructed in 1949; and the Benjamin Holt Wing opened in 1976. Today the
museum’s three-story building contains over 34,000 square feet of exhibition space

(Haggin Museum Website, 2008).

The university museum project began five years ago when the director of education at the
museum and the professor met at a professional meeting on the university campus. She
expressed an interest in developing a project with the teacher education department that
was focused on the local history museum. This meeting evolved into a standards based
community partnership. It was an opportunity to provide service to the educational
community and enhance the educational resources of the museum.

Our Haggin-Pacific social studies collaboration provides an opportunity to examine the
social role of the museum with particular focus on standards-based unit and lesson plans
for the education community in our area. The design of products within the museum
environment to be used by educators is important to the development of the teacher
education candidates and the museum staff.

The candidates in the education program hold classes in the museum for six weeks of a
semester and during that period they produce a quality unit plan based on the resources
of the museum. The lesson plans are standards-based and reflect: (1) actual samples of
materials that classroom teachers in the local area might duplicate in their own
classrooms; (2) internet web-sites appropriate to social studies and lesson plan design and
history museums; (3) interdisciplinary topics are provided as well as single topics in the
social studies with an emphasis on literacy; (4) alignment with the California and
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National social studies standards serve as the foundation of the lesson and unit plans; (5)
a
professional development seminar held at the museum with local teachers that engages
and provides an opportunity for induction year teachers, local veteran teachers and
teacher candidates to learn and grow in the knowledge of the importance of local history
and the collaborative nature of this project; (6) an opportunity for candidates to
demonstrate pedagogical content knowledge; (7) provision of appropriate assessment and
evaluation strategies that are grade level and content specific and developmentally
appropriate for students.

This university museum collaboration has been successful in providing resources to the
museum. They are building a library of content specific unit plans based on local history.
The resources of the lessons are located within the exhibits, galleries, primary documents
and artifacts of the museum. The teacher education candidates are providing a service to
the education and museum communities and to each other. By enhancing their content
knowledge and pedagogy, demonstrating their research skills, utilizing technology in
lesson design, promoting learning among each other and understanding the connections
of the museum to the field of social studies.

Conclusion
The Haggin-Pacific social studies project has its genesis in professionalism and what can
evolve when there is a wiliness to explore and seek change. As the project continues to
grow, the students from the university experience an opportunity to “give back” to the
profession. They are able to synthesis their learnings and develop a useful product for the

2009 HICE Proceedings
Page 3534

classroom teachers in our area.

Anticipation, keen interest, content knowledge and skill development are but a few of the
areas discussed in this collaborative project. It continues to be a learning experience for
the professor as we view the theoretical foundations of social representation and integrate
learning in the social studies. The combination of student and professorial learning is a
joint experience for both communities. The addition of new and veteran teachers who are
practicing in the community and utilize the resources that the teacher candidates produce
as a part of their academic work in this course has been important to the museum as well
as the teacher education department. It is an early opportunity for teacher candidates to
be involved in professional development along with colleagues who are practicing in the
field and a beginning of the knowing about the importance of the local education
community that they will soon enter within the near future.

Just as preparing and planning a field trip is time consuming, the journey from syllabus to
the museum is a process that requires a great deal of time, planning and effort on the part
of the university professor. It is a time of transformation for the professor as we grow,
too, in our practice. The journey involves for teacher candidates in this social studies
course the development of a rationale, objectives, learning outcomes, critical
thinking, assessment and ongoing project evaluation. Throughout the United States
students are “going on a field trip”. It does not matter if they are in rural, urban,
suburban, private or public school settings. The field trip encourages social interaction
and promotes learning for education and specifically, the children, adolescents, and our
educational and museum communities in California.
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Connecting learning trajectories of teacher education candidates is a promising practice
that has policy and action research implications for the university professor, teacher
education and local museums. As ideas become reality, this project has its genesis in the
needs of both the teacher education department and our local museum. The students in
the social studies methods class understand and synthesize knowledge that the campus
can be the local history museum and that learning can take place in the university
classroom and within the community that they live and work.
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Abstract
This research paper discusses results from a metadata analysis of an international project, where
online learning environments were produced by teams from different cultures (Turkey, Great
Britain, Germany). While producing the learning environment, the teams used an educational
metadata ontology. Our hypothesis was, that teachers express their pedagogical beliefs, that is: the
intercultural diversity of their pedagogies, in the educational metadata. The research question was,
whether the assumed expression of intercultural diversity in the metadata can be reproduced with
empirical methods.
For the purposes of this research person and culture are defined as different perspectives on
education as a phenomenon. Media are understood as means of communication between persons in
a culture. Based on this understanding it is assumed, that teachers express their culturally diverse
pedagogies in media while they set up learning environments. The medium researched here is an
online learning environment.
Methods used are optimal matching measures and qualitative interviews with learners in a triangular
design. Results show that Turkish, British and German teaching styles can be clearly reproduced by
optimal matching measures and are perceived differently by learners. It can be concluded, that
teachers do express their different teaching styles in the educational metadata. As a consequence it
could be shown that the metadata system used is appropriate for learning platforms applied in
intercultural settings.

1. Preface
In writing about intercultural diversity it is reasonable, to start with clarifying one's own cultural
perspective. The mother tongue of the authors of this paper is German. We live in Austria, where
the main language spoken is German, and we are academically socialised in universities, where
German philosophy has a strong impact. Thus our cultural background can be described as German.
Starting our paper with abstract reflections and continuing out argument with theoretical
considerations leading to empirical analysis thus reflects our academic cultural traditions.

2. Introduction
Human beings are located between communities, the world and themselves. The development of the
relations to communities, to the world and to oneself is one aspect of Bildung (Meder 1998). While
people can not become individuals without participating in a community where knowledge is passed
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from one generation to another (Hönigswald 1927), human communities can not exist without
individuals shaping these communities. We call the individual partaking in a community 'person'
and the community 'culture'. Since persons and cultures are necessarily related the terms do not
describe strong differences, but different perspectives on the same phenomenon. The person
perspective is in our field related to ideas of 'education' (strictly speaking: 'Bildung'), while the
culture perspective is related to ideas of 'society'.
The idea of understanding the relation of persons and cultures as two different perspectives on the
same phenomenon is a perspective itself. By placing the idea of 'relation' at the core of our approach
a specific dialectical thinking method is applied here, which was first proposed by Hönigswald in
1927. Its core assumption is that Unity and Difference take place at the same time (Meder 1975).
Thus relations are thought as dialectical. With this dialectical thinking method two things are
thought as joined and diverse at the same time.
From this perspective educational beliefs and actions of persons have to be described as shaped by
their cultural backgrounds, while persons shape culture as they educate. Thus the relations between
culture, persons and the world are focused. We call these relations between culture, persons and the
world media. A medium is a material substance used by humans as sign. (Swertz 2000). As material
substance media are a part of the world. As parts of the world they have an impact on the relation
between persons and culture (Cassirer 1930).
This impact becomes effective in elearning settings, since the use of computer technology as the
dominant medium changes our unconscious attitudes and therefore influences the process of
education. Persons need a medium to express their thoughts and can, therefore, not escape the
influence the chosen medium has on education. At the same time persons shape the educational use
of computer technology according to the cultures they are living in. While shaping the educational
use of computer technology persons adapt ideas from the cultural memory (Assmann ***) to new
media structures. Thus persons express themselves and their cultural beliefs in media.
Cultural beliefs may be expressed as pedagogies. While cultural differences of learners and their
intercultural competencies are researched quite often (Trumpenaars 2002, Beamer/Varner 2005,
Irvine 1995) teachers and the pedagogies they are using have been studies rarely. In one study Pepin
reported about research on mathematics teachers in England, France and Germany (Pepin 1999).
She argued that English education is individualistic and child centred. In France enzcylopaedism
with the principles of rationality, universality and egalitarian views are prevalent and in Germany
humanism with the associated concept of Bildung is typical (Pepin 1999: 126). She observed that
“differential cultural backgrounds were a large determinant and influence on teachers' pedagogies in
the three countries.” (Pepin 1999: 134). Pepin researched teachers in classrooms and focused on
aspects like different usages of whole class teaching. (This may lead to the assumption that
differentiations of concepts also inform online learning settings.However, the research methods
applied by Pepin and similar studies like the Kassel project (Burghes 2004) are not applicable to our
research question. So far no empirical studies about the intercultural differences of teachers’
pedagogy in online learning environments have been conducted.
With Pepin we assume that the pedagogies used by teachers are based on their cultural background.
The cultural background of the teachers is expressed in the pedagogy there are using. When
designing a learning environment including material, communication and interaction, teachers
express their pedagogy, which is based on their cultural background, in this learning environment.
The differences of cultural background are thus also expressed in online learning environments. In

2009 HICE Proceedings
Page 3539

online learning environments metadata can be used to describe the content offered. If metadata is
used teachers express their pedagogy, that is: their conscious and unconscious beliefs about
education in the metadata, while they prepare the online learning environment. This expression of
cultural beliefs is the focus of our considerations. Thus our research entails the analysis of an online
learning environment, which is produced by teams of educators from different cultures. This online
learning environment is arranged around an ontology of educational metadata. The metadata is part
of the medium and therefore limits the possibilities for expressing intercultural diversity. With our
analysis of the metadata we want to test whether the online learning environment allows for the
expression of culturally diverse pedagogies.

2.1 Metadata
The metadata system we are using is based on media theory. Today computers are built as digital
allpurpose Turing machines. Key attributes of this medium are the limited space on the screen and
the possibility to use algorithms during the presentation of knowledge to alter the presentation of
the knowledge. The application of algorithms during presentation replaces identical copies of
books. From this point of view the individualisation of learning reflects the structure of computer
technology. This individualisation is connected to specific granularity: Screens only show a small
part of computer memory; everything not shown is detracted from sensual reception. Meder (1998)
and Swertz (2000) have demonstrated that this structure of computer technology calls for a
corresponding organisation of the content. Educational metadata used in hypertexts (Iske 2001) are
a suite of this structure of computer technology. Thus, a virtual learning environment is needed, that
supports individual site navigation by learners as well as individual production by teachers. In the
light of these considerations, the didactical ontology 'Educational Modeling Language (EML)'
(Meder 2006, Swertz 2004) was developed based on educational theory (Hönigswald 1927),
knowledge organisation theory (Buder 1991) and pedagogical models (Flechsig 1996). This
ontology is expressed as a metadata system. The metadata system consists of a local hierarchy
placed in a network topology. The local hierarchy consists of three layers: Media Units, Knowledge
Units and Learning Units. Media Units are classified by their media type, e.g. Text, Table, Image,
etc. Knowledge Units consist of one or more Media Units with the same knowledge type, such as
Definition, Example, Strategy, Checklist. Learning Units consist of one or more Knowledge Units
referring to the same topic, such as Intercultural Communicative Competence, Web Touring, or
Language Teaching Methodology in a Virtual Classroom. The Learning Units are organised as a
thesaurus and interlinked by classified "Relations" (e.g. Intercultural Communicative Competence is
beside Web Touring, but generizisesthe Learning Unit Awareness in ICC ). These Relations make
up the topology.
Subsequently, each unit is classified by three
different categories. A knowledge unit may,
for instance, be an Orientation (Knowledge
Type) regarding the topic “Audio
Conferencing” (Learning Unit) in the form of
Text (Media Type, see Screenshot). On the
basis of their individual learning types, the
learners can decide whether they would like
to start off learning about a topic by taking a
look at an example or maybe, if they are
more factoriented, at a definition. The terms
used to describe media units and knowledge
units build a vocabulary. Teachers express
their culturally shaped pedagogies with this vocabulary while they set up online learning
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environments. We assume that it is possible to express different pedagogies, since the vocabulary
allows for the expression of a wide range of teaching sequences. EML does not offer a single
instructional design model (e.g. Problem Based Learning, Task Oriented Learning) but a choice of
pedagogies.
As the EML offers an ontology that allows for diverse teaching styles, we assume that the room
opened up by the ontology allows persons from different cultures to express varied pedagogies,
while setting up their learning sequences. The LANCELOT project was set up, where persons with
culturally different backgrounds using the EML ontology collaboratively produced one online
learning environment.

2.2 The LANCELOT Project
LANCELOT (www.lancelot.at) was developed as a teacher training program
(http://lancelot.univie.ac.at/) for adapting language teaching methods to synchronous online
environments, taking into consideration technological possibilities and intercultural aspects by
focusing on online tools, on training methods and on aspects of intercultural communication. The
tools, methods, and intercultural strands were prepared by teams from different cultures. The tools
strand was produced by a German team, the methods strand by a British team and the intercultural
strand by a Turkish team. While new online tools do not require the use of completely new language
teaching methods, they do not force teachers to redefine their role in the classroom from scratch
either. Group work, for example, and the subsequent moderation of the group process has been a
wellestablished teaching method in schools for a long time. Most of these traditional concepts are
transferable to an online environment. However, as traditional group work was conceptualised for
the possibilities of the traditional classroom setting, the concepts need to be adapted to the structure
of heterogeneous synchronous online communication tools. While adapting the teaching and
learning concepts to the online environment teachers, will refer to their beliefs in teaching and
learning prevalent in their respective culture (Hopmann 2007) and thus express these beliefs in the
learning environment.
LANCELOT subsequently was tested and evaluated through a pilot test run of the programme with
23 participants in two courses. Participants from Austria, Czech Republic, Estonia, France, Italy,
Netherlands, Sweden, Turkey and the United Kingdom attended the pilot test run.
We will analyze the learning environment produced during the project run and qualitative
interviews with the pilot test trainees.

3. Describing intercultural Differences
To describe the intercultural differences that appear in the teaching sequences we used data and
method triangulation. Firstly we conducted written qualitative interviews with learners from
different c, secondly we conducted a quantitative analysis of teaching sequences by an optimal
matching analysis.

3.1 Analysis of learners perception
In the context of the evaluation of the LANCELOT project the participants were asked to fill in
short evaluation forms after their weekly course sessions. After each shared online session during
the ten week pilot period, questionnaires were sent to two randomnly selected participants.
Through the analysis of the answers given on these questionnaires we gained insights into how
participants perceived the courses and the contents contained in the courses. The outcome of this

2009 HICE Proceedings
Page 3541

evaluation supported our first estimate: Differences in the constitution of the learning units
produced by project members from different cultures were reflected in the learners’ answers. The
following citation is an example from the evaluation of the first week of the program:
“Question: Please give an example of a good and a bad learning unit in learning block 1 and tell us the
reasons for your decision.
Answer: I enjoyed the unit with the online teaching scenario most because it gave me a real insight into
what it is like to be teaching online. I found the unit about ICC, as much as it is an exciting topic, pretty
theoretical. In my opinion, after all the hard work of reading through the text, the multiple choice activity
is not such a good task as it merely tests whether you have understood the subject matter on an academic
level. It would be nice to have an activity there that would give us something to discuss, e.g. share own
experiences of feeling competent/incompetent within an intercultural context.”

The learner expresses his perception of the material offered. He perceived the material in the
learning unit with the teaching scenario as good and the material in the learning unit about ICC as
difficult, as pretty theoretical and without clear connection to teaching practice. The sequence on
ICC, produced by the Turkish team, was perceived as theoretical, while the British sequence was
perceived as example oriented.
The Turkish material appears to follow a theory driven teaching model, while the trainee expected
something like an example oriented model. In the theory oriented model it is important to read the
theory and be able to reproduce it as accurately as possible. Applications and practices are not
necessarily considered. The teacher’s main job is to relate the theory as correctly as possible. This
claim is settled in the teaching material. From a perspective of intercultural diversity these results
are not indicative of either bad or good teaching, but of the cultural diversity in teaching and
learning. The learner seems to refer to a set of different cultural beliefs in teaching and learning than
the teachers did.
The cited learner still finished the program successfully. Thus these differences did not keep him
from learning, but he did realize differences between his expectations and the actual program. While
this evaluation can only reveal personal perceptions of individual participants at a specific moment,
the findings seem indicate noticeable cultural differences in the perception of the online learning
material.

3.2 Analysis intercultural diversity in teaching by optimal matching
analysis
As learners expressed differences in their perception of small parts of the learning material this led
to the question whether these differences could be reproduced throughout the complete program.
The large number of pages offered in the course lead to a quantitative analysis of the online learning
material. Since the intercultural differences of the pedagogies are most probably expressed in the
knowledge types used, we decided to analyse the sequences of knowledge types used in the learning
units which were produced by the teams from different cultures.
To analyse the differences in the sequences offered we used an optimal matching analysis with a
subsequent cluster analysis (Iske 2007). The optimal matching analysis according to Levenshtein
was performed using TDA (Rohwer/Poetter 2007). Sequences of knowledge types were compared to
each other using the optimal matching analysis according to Levenshtein in order to discern
differences and similarities of the sequences. In the second step the similar sequences were grouped
by a cluster analysis . In the following results from the cluster analyses bold letters indicate
sequences produced by the German team, italicized letters indicate sequences produced by the
Turkish team and bold italicized letters indicate sequences produced by the British team. Regular
letters indicate commonly produced sequences. The results show that only the introductions to each
course unit were commonly produced using a fixed sequence.
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This analysis results in the following clusters:
1. Cluster 97 contains 10 sequences from the introduction to the courses. These learning units
were standardised between the partners. Thus the sequence in these learning units is the
same, regardless who produced the sequences. Due to this fact they are all clustered together.
2. The cluster 107 with most sequences displayed in bold letters contains only sequences from
the technical strand created by the German team.
3. Cluster 116, displayed in italicized letters, includes 9 sequences about intercultural aspects,
each of them was developed by the Turkish team.
4. The cluster displayed in bold and italicized letters (115) contains all sequences about the
methodological strand generated by the British team.
These clear results confirm our assumption, that the intercultural diversity of pedagogies is
expressed in the educational metadata. With the optimal matching analysis we could show
similarities of the sequences from each team and differences between the teams.

4. Discussion
Our results show, that the intercultural diversity of pedagogies could be described by qualitative
interviews and quantitative measures. The meaning of the quantitative differences found has not
been discussed in this paper. However as the differences of the sequences found in the metdata are
related to the actual teaching material in the online learning environment further analysis is
possible. An interpretation of the metadata sequences and actual teaching material will be subject of
further research.
The analysis of the sequences showed intercultural diversity in the field of teaching and learning
which is expressed in the educational metadata and could be reproduced by an optimal matching
analysis. This analysis showed that the metadata vocabulary from the Educational Modelling
Language opens up a room where intercultural diversity can take place.
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In this research we take the view (as an elementary school teacher noted) that
mathematics “can be discussed with your family and friends just like you would a favourite book
or new movie”. Such a view – rather uncommon in our culture, where mathematical ideas are
rarely shared or discussed beyond the confines of mathematics classrooms or communities of
mathematicians – leads us to consider parallels between the arts (whose aesthetic qualities
support social and imaginative interactions) and mathematics: between what makes for “a
favourite book or movie” and what makes for “a favourite math idea or activity”. It also leads us
to look to the performing arts to understand students’ repertoires for organising and expressing
the mathematical ideas they seek to communicate to one another and to their world outside of the
classroom.
Our research objective is to explore the concept of elementary school students as
“performance mathematicians” (Gadanidis& Borba, 2008; Gadanidis, Hughes & Borba,
forthcoming). Our research questions are: (1) how might classroom mathematical ideas and
experiences be structured to increase their performative potential? (2) how might

(a)

performance arts methods and (b) digital communication affordances (like the multimodal
nature of new media and the read/write capabilities of wikis) be used by students for organizing
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and expressing the mathematical ideas they seek to communicate to one another and to the wider
world? We intend to create a parallel between the classroom focus on performance and the
methods and methodology of our research, by relying on performance ethnography methods
(Denzin, 2003, 2006; Dicks, Mason, Coffey & Atkinson, 2005; Madison, 2006; McCall, 2000).
The construct of “students as performance mathematicians” is new in mathematics
education and offers a fresh perspective on what school mathematics might be and how students
might experience the subject. Some mathematical films do exist (like the 1960’s short films
produced by filmmaker René Jodoin at the National Film Board of Canada: Spheres (Jodoin,
1969), Dance Squared (Jodoin, 1961) and Notes on a Triangle (Jodoin, 1966)) and some
mathematical songs are used in schools (like Zero, My Hero by Schoolhouse Rock (Schoolhouse
Rock, 1973)). There do exist popular movies about mathematicians, such as Good Will Hunting
and A Beautiful Mind; however, these movies are not performances of mathematics but rather
narratives of the social adventures of mathematicians. Some digital examples of student “artistic”
mathematical performances can be found on the Web, particularly images of geometry art
(typically using tessellations), and student-produced mathematical videos that are just starting to
appear on the Web (on YouTube, for example). For the most part, however, it is fair to say that
the idea of students creating mathematical performances – digital or otherwise – as a way of
communicating their ideas within the classroom and to the world beyond is new. In today’s
mathematics classrooms “mathematical performance” is associated with testing and standards
and “digital mathematics” is associated with using technology to model mathematical concepts
or with eLearning, not with students’ aesthetic experiences and artistic expressions of
mathematics.
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Examples of Math Performances
A recent venue for math performances is the Canada-wide Math Performance Festival
(available at http://mathfest.ca). Below we briefly describe and discuss three math performances
submitted to the Festival.
Little Quad’s Quest
Little Quad’s Quest (available at
http://www.edu.uwo.ca/mathscene/lq/lq1.html) is a
five-part shadow theatre performance created by a
class of fifth-grade students. Little Quad, the
protagonist, is in search of his identity. All of Little
Quad’s quadrilateral friends (Square, Rectangle,
Rhombus and Trapezoid), unlike Little Quad, have
their own special names.
How do we find instructional time to help students create such performances? Creating a
performance like Little Quad’s Quest takes much longer than ‘covering’ the concept of
quadrilaterals is a more typical fashion. However, the process of creating such a performance
integrates mathematics concepts with language arts, visual arts, and drama. The extra time spent
is valuable and meaningful instructional time. Perhaps more importantly, such settings offer
students opportunities to think creatively and imaginatively about mathematical concepts. They
also afford personal and emotional connections to mathematical ideas.
Measuring the Millimetres to You
Measuring the Millimetres to You (available at
http://www.edu.uwo.ca/mathscene/pst/pst5.html) is a song written and performed by preservice
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teachers at The University of Western Ontario. In this romantic ballad, two friends are saddened
because of the great distance (100,000 mm) that separates them. Then, they realize that 100,000
mm is the same as 10,000 cm. And, if they
divide by 10 and by 10 again, they are really
not that far apart: only 100 m.
This song provides insights into the
Metric system in ways that are humourous,
emotional and difficult to forget.
Now I’m a Trapezoid
Now I’m a Trapezoid (available at
http://www.edu.uwo.ca/mathscene/geometry/geo1.html) is a song by a triangle that lost her head.
Saddened by this loss, the triangle laments that
it’s now a trapezoid. The song is one of three
songs in a Geometry Idol contest setting. The
second song is Triangles Rock, and the third
song is Hexagon.
A triangle loses it ‘head’ and becomes a trapezoid. Does this view of shapes and their
relationships make a difference, for students, for teachers, for you? How might the student who
sings the song see triangles and trapezoids differently? How might she ‘feel’ differently about
these shapes, and about mathematics in general? What if the triangle lost all three of its vertices?
What might it become? What if the triangle was created by cutting vertices off of another shape:
what might this shape have been?
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Methodology
Setting
The study involves teachers and students in grades 2, 5 and 8 and uses mathematics activities
that engage their imagination and motivate them to share their learning with others. Starting with
the same core mathematical ideas, teachers will work with the project team to develop activities
suitable for students at the different grade levels (2, 5 and 8). Students will be provided with
models and opportunities to ‘perform’ (communicate) complex mathematical ideas in compelling
ways, using the Arts (story, drama, poetry, song, and artwork).
Timeline
The table below describes our research plan for the Fall of 2008. Data and analysis will be
presented and discussed in our presentation at the Hawaii International Conference on
Education.
2008 DATES
September

October

Early November

DESCRIPTION
Full-day math/planning session
• Teachers engage in (1) doing mathematics
and (2) in artistically performing what
they have learned/experienced
• Teachers collaboratively plan the first set
of activities
Teachers engage students in the first set of
activities
• The activities consist of five math classes
(or approximately 5 hours of mathematics
instruction)
• Students are provided with models and
opportunities for communicating their
ideas and knowledge in artistic ways
Full-day math/planning session
• Teachers reflect on classroom experiences

NOTES

The research team will
observe classroom
activities and may also
assist with instruction as
needed by the teachers.
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•

NovemberDecember

December

Teachers engage in doing more
mathematics
• Teachers collaboratively plan the second
set of activities
Teachers engage students in the second set of
activities
• The activities consist of five math classes
(or approximately 5 hours of mathematics
instruction)
• Students are provided with models and
opportunities for communicating their
ideas and knowledge in artistic ways
Full-day math/planning session
• Teachers reflect on classroom experiences
• Research team presents preliminary data
analysis for discussion and feedback
• Teachers and research team create a
performance to communicate some of the
ideas and/or results of the project

The research team will
observe classroom
activities and may also
assist with instruction as
needed by the teachers.

The research team, in collaboration with the teachers in the study, will design
mathematical experiences that afford students opportunities to engage imaginatively with
mathematics. Such mathematics “activities” will be treated as drafts, to be adapted for use in
each classroom and then revised based on teacher/researcher reflection for future use. The
culminating student task in each activity will be the creation of a mathematical performance that
depicts some of the mathematical and aesthetic qualities of students’ real or imagined
experiences. We are thinking about a performance mindset that spends proportionally longer on
exploration (called rehearsal in theatre) that is not about “getting it right” but about examining all
the possibilities of the text, stage, setting and characters. This approach to learning borrows from
Frye (1988, 1990) whose understanding of the aesthetic was located in such considerations as
“what if” “let’s pretend” – those aspects of the psyche not usually valued at anything but the
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earliest levels of education. The performances will in some cases be created by individual
students, in some cases by small groups, and in other cases by a whole class. The performances
may take the form of a poem, reader’s theatre improvization, song, drawing or painting, or a
combination of some of these forms. These live performances will be captured digitally and
posted on the project website (where student/parent permission is given). Students may also
produce mathematical performances directly in digital formats: video, digital music, podcasts,
digital graphics, games, web designs and so on. The audience for these performances will be
students, teachers and researchers in the project.
Ethnographic data will be collected through classroom observation and field notes, audio
or video recording of selected classroom activities, and individual and focus group interviews of
students and teachers.
We intend to create a parallel between the classroom focus on performance and the
methods and methodology of our research, by relying on performance ethnography methods
(Denzin, 2003, 2006; Dicks, Mason, Coffey & Atkinson, 2005; Madison, 2006; McCall, 2000).
The research team will use content analyses (Berg, 2004) of research data to build up piece by
piece coherent, data-centred “stories” (Emerson, Fretz & Shaw, 1995). McCall (2000) (building
on the work of Emerson et al) suggests that in writing an ethnographic performance script, the
researcher “must read and reread their field notes or transcripts” to “create and elaborate analytic
themes” and “organize some of these into a coherent story”” (p. 427). Our ethnographic
performances will take either digital form, for example, as video recordings of the performances
we script, cast and perform, or as multimedia stories using digital storytelling tools like Photo
Story or iPhoto, which use zooming and panning on still pictures accompanied by narration
and/or music. These ethnographic performances will then be shared with teachers and students,
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thus returning these “stories” to the classrooms from which they emerged (McCall, 2000;
Denzin, 2003). We also intend to post our performance ethnography scripts in the project wiki
and encourage teachers and students to edit these scripts to add their own interpretations of
events – to add their own voices, perspectives and stories, leading to the creation of new digital
performances. We will also invite teachers and students to become cast members in these
performances.
An ethnographic approach is appropriate for our research as we seek to enter into “close
and relatively prolonged interaction with people … in their everyday (classroom) lives”
(Tedlock, 2000, p. 456) in order to investigate a community of mathematical performance in
each of the schools as well as their relationships of participants across schools, and over a threeyear period. The reliance on performance for (1) students to communicate mathematical ideas
and (2) researchers to communicate research ideas about mathematics teaching and learning in a
performance-rich setting, provides a way of communicating about mathematics and mathematics
research more publicly, bringing mathematics to the world beyond the classroom and
mathematics education research beyond the scholarly community. This paralleling of methods of
doing and researching mathematics will also serve to build a performance community of
students, teachers and researchers. In this sense, the researchers are immersing themselves and
their methods in the performance tools and methods of the subjects of their study.

Looking ahead
The study described above will take place in the Fall of 2008. Data and analysis will be
presented and discussed in our presentation at the Hawaii International Conference on
Education.
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Assessing the Instructional Process in Online Instruction

Dr. Lorraine S. Leavitt –Assistant Professor, National University,
lleavitt@nu.edu

One of the major issues for the profession today is
how to assess the instructional process online. How we can
analyze the teaching-learning act to determine student
achievement and the quality of teacher performance. This
is the issue we address in this paper. My purpose is to
demonstrate new approaches to the analysis of the
teaching-learning act. I am proposing seventeen ways to
address this major need in education. These approaches
were published in our book Interactive Learning: The Art
and Science of Teaching (2008). In it we provided
seventeen taxonomies for use in assessing and analyzing
the teaching-learning act. One was the cognitive taxonomy,
which was first published in 1956 by Bloom and his
associates. Seven other taxonomies were included in
Steinaker and Bell (1979) The experiential taxonomy: A
new approach to teaching and learning. Those taxonomies
were the experiential as well as taxonomies for creativity,
critical thinking, problem solving, teacher roles, and

2009 HICE Proceedings
Page 3555

student roles. In our book we have proposed nine
additional taxonomies. They were taxonomies for
interactive learning, motivation, discourse (change),
writing, thinking, learning, teaching, teacher leadership,
and student leadership (See Appendix).

I am

also posted both in Steinaker and Bell (1979) and in our
recent book that these taxonomies can be used to assess
and analyze professional performance and student learning
online instruction. I organized our book into three
sections. These sections were theory, organization, and
instruction. In our first section on theory, we presented
these taxonomies and keyed them to the interactive learning
taxonomy that we used as the primary rubric for each of
the other taxonomies. The categories of the interactive
taxonomy are invitation,
involvement, investigation, insight, and implementation.
For each of these categories we defined and developed how
all sixteen other taxonomies could be demonstrated in the
classroom online. I went into some detail about these
explanations with particular emphasis on how they could
be observed or demonstrated in the classroom. I have
identified a transitional process for students to progress
from one category to another. For example, when
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transitioning from invitation to involvement we noted that
“it is curiosity, a sense of wonder, and the need to find out
why that motivates students to move on to the next level of
interactive learning” (Steinaker & Leavitt, p. 18).
I see instruction and learning as identifiable
processes through which both the teacher and the students
progress during the teaching-learning act. While it is a
gestalt activity, it can be seen through the lenses of its
identified components. We have identified those
components in terms of our taxonomies. Each of the
taxonomies has five categories and they are keyed to the
interactive learning rubric. I have even identified
taxonomies for thinking, learning, and teaching. One could
ask why do this or are these not redundant. From our
perspective they are not. Look at the categories for each.
For thinking the categories are sensing, apprehending,
accepting, modifying, and extending. For learning the
categories are responding, personalizing, interacting,
contextualizing, and expressing. For teaching they are
engaging, particularizing, functionalizing, verifying, and
sharing. These components of the teaching-learning act can
be identified, observed, and demonstrated in
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the classroom. So it is with each of the taxonomies. We
believe that we can monitor, record, and assess these
processes.
In the theory section of my book we have identified
each of these taxonomies. We have defined and explained
them. We have shown how teachers and students transition
to deeper levels within the instructional act. We have
provided seventeen ways to assess and analyze the
teaching-learning act and the instructional process.
Furthermore we have posited that we can also assess
teacher performance through observing the teachinglearning act utilizing these components. I believe an
observer in a classroom can take any one of the seventeen
components and do an analysis of how that component was
used during the instructional act and then make judgments
about its effectiveness. The observer can also follow a
cluster of components for a broader view of the substance
of the teaching-learning act. This theory was grounded in
our more than eighty combined years in the classroom and
in education. Theory is the ground of our focus on
education and the assessment of teaching, learning, and
professional performance.
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Based on my theory we felt we needed to focus on
organization within the classroom as the next major section of our
work. That element was organization. We divided that section into
two chapters. In the first chapter of the organization section we
identified a series of activities and keyed them to specific
categories of the interactive learning rubric. In all we identified
seventy-eight specific activities keyed to the taxonomy of
interactive learning. For each of these seventy-eight activities we
provided a descriptor and suggestions for use in the classroom.
Some of the activities could be used at more than one category and
others were specific to an identified category. We did not include
Assessing Instruction 4
cooperative learning as an activity. Rather, we included it
in the group structures that we developed next. We further
suggested that an observer select at least one approach or
a cluster of approaches to specific activities and ascertain
how they could be linked together for a deeper
understanding of instruction.
Since my major focus was on interaction as a key
we felt we needed to focus on group structures in the
second chapter of the organization section of the work. We
did this because we felt that “through group structures and

2009 HICE Proceedings
Page 3559

processes. .. ..relationships are developed and worked out”
(Steinaker & Leavitt, 2008, p. 105). In all we identified
seventeen group structures. In terms of groups we
discussed teacher roles, student roles, leadership roles as
well as thinking, learning, and teaching. We noted that
groups are “an essential and critical component of
learning. (p. 120). We felt this very strongly and also
posited that the process of group interaction could be keyed
to the assessment of student learning have discussed theory
and organization. They comprised the first two sections of
the book. I felt there was a need for one more major section
and that was instruction. I identified five teaching learning
strategies for each category of interactive learning. For
each teaching learning strategy we identified how each of
the seventeen approaches to assessing the instructional
process relate to each of the teaching learning strategies.
To us this was a necessary and a vital concern. If we were
going to assess and analyze the teaching learning process,
we needed to point out how each of the approaches related
to the identified teaching-learning strategies. We also
identified group structures and
activities appropriate to the teaching-learning strategies.
We have identified twenty-five teaching learning strategies.
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There are, of course, many others. These, however, are
representative of the process and these are the strategies
we use for assessing and analyzing the instructional
process. For us “the basic focus of teaching is valuing
what the students are learning and discovering the
personal meaning involved in that valuing. Valuing is what
teaching is all about” (Steinaker & Leavitt, 2008, p. 170).
I have now discussed the three major sections of the
book. There was however more that needed to be included
and two additional chapters were written. These additional
chapters of the instructional section dealt with planning
and the change process, We noted that “careful and
thorough planning for optimal student learning demands
from the teacher an understanding of how students learn,
what they have already learned and experienced, and what
they need to learn within the planned learning experience”
(p. 173). We also noted that students should be included in
the planning process. We feel that within the instructional
process the student roles of leadership, for example, show
that as engagement in learning increases and as students
move through the motivation process, they can become
more and more a part of the planning process for learning.
Their role in planning can defined, observed, and
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evaluated. Planning is a key element in terms of assessing
the instructional process.

To

help delineate the process of planning, we concur with the
perspective on lesson planning presented by Serdyukov and
Ryan (2008). They defined a lesson plan as
a model of organized learning events within a standard
time period. . . .A lesson plan is a projection of a real
lesson, a structure filled with concrete processes,
assignments, and learning tools. . . .A lesson plan is a
blueprint on which to construct a learning process (p. 5).

I agree with that definition and have developed an
instructional lesson plan. That plan is included in our
work on pages 197-200. To us planning is imperative. In
planning one must identify the standard or standards to
which one is teaching. There must be a clear objective or
objectives. The planner needs to determine the primary
classroom structures for the lesson including group
structures. The planner needs to select teaching
strategies, specially designed activities in English
(SDAIE), and evaluation processes. The planner needs to
include group structures and classroom activities. The
planner needs to note the resources needed for the lesson.
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Finally the planner needs to develop a step-by-step
sequence for the lesson. This is a straightforward list of
the requirements for lesson plan. Most teacher planners
would concur with this developmental sequence or list of
elements that need to be included in the lesson plan.

I am , however, interested in assessing the
instructional process from a variety of perspectives. These
perspectives are listed in Steinaker & Leavitt (2008) as
taxonomies. In all there are seventeen. In the lessonplanning format we use, these seventeen taxonomies are
built into the format. We allow instructional planners to
use pop up menus to make selections for most of the
elements in the lesson plan listed above. We also include
a pop up menu for each of the seventeen taxonomies
developed in Steinaker &
Leavitt (2008). We feel that this is the key to the analysis
of the teaching-learning act and of instruction generally.
We link these perspectives and analyses specifically to
three components of the lesson planning process. Those
components are teaching strategies, group structures, and
identified activities. To a lesser extent we use SDAIE
strategies. The key to this assessment or analysis is how

2009 HICE Proceedings
Page 3563

instruction is delivered in the classroom It is generally
done through teaching strategies, interactive group
structures, and specific activities. These are central to our
focus on assessing the teaching-learning act. I feel we
can isolate any one of these taxonomies and analyze the
teaching-learning act through the utilization of that
taxonomic sequence in the classroom. We feel that an
evaluator can cluster up to three or four of these
components of instruction and assess carefully what has
occurred in the classroom. We also posit that an
individual teacher trained in this process can selfevaluate what has happened in the classroom during an
instructional time.
This
brings up the question as to how this is to be done. For us
the key components are the teaching strategies planned
and delivered by the teacher. We have identified and
developed twenty-five teaching strategies. These teachinglearning strategies are keyed to the interactive learning
taxonomy. We have identified five teaching-learning
strategies for each of the five categories: Invitation,
involvement, investigation, insight, and implementation.
For each of these teaching-learning strategies we have
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developed a thorough description of the nature of the
strategy and how it could be used in the classroom. These
teaching strategies can be adapted for any grade level
and are broad based so that they could be used with any
specific learning focus. It was important for us
to clearly define and develop these strategies into useful
tools for teachers and for students.

Within each teaching strategy we have delineated
interactive strategies focusing on the kinds of groups that
would be appropriate for that teaching strategy. We have
identified seventeen group structures that can be used by
teachers and students. They are interfaced with the
teaching-learning strategies where they are most
appropriate. Each group structure is intrinsic to specific
levels of the interactive learning taxonomy. Some can be
used in more than one category of interactive learning.
For us interactive learning provides an environment for
optimum student learning. Interactive learning also
engages students in the learning process and through the
process of motivation moves them to assume
responsibility for their own learning and participation in
the planning process. Group structures are important in
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teaching-learning strategies and are intrinsic to
understanding and assessing student learning and the
instructional process.

Another component of the

assessment process involve a series of sequenced
learning activities that are correlated with each category
of the interactive learning taxonomy. We have identified
seventy-eight specific activities and have blended these
activities into the teaching-learning strategies. Planners
may select from this pop up menu of classroom activities
that can be used for a particular lesson. We know there
are many other kinds of activities that can be used, but
these are the ones that we have correlated with the
teaching-learning strategies. The teacher planner
considers the teaching-learning strategies to use, selects
the most pertinent, and uses them for the instruction to be
delivered.
All of these components, teaching strategies, group
structures, and correlated learning are included in the
format for teacher planning. That format has been
developed and used by teacher planners. We call it the
Heuristic Electronic Lesson Planner (Steinaker, Bustillos,
& Hartman (2007). We use the acronym HELP to describe
the program. Within this format teachers can plan
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professional instructional lessons. All of the categories of
planning mentioned above are subsumed within the
program. New to the program and in the developmental
stage will be pop up programs that allow the planner to
select which taxonomies on which to focus as well as
identified group structures and specific activities to use in
the classroom. We have utilized this lesson-planning format
with graduate students. It can be learned in less than one
hour and used to develop professional lesson plans. It is an
exciting and professional format for lesson planning. In
addition to the format that is on a single page, planners can
access thorough and complete professional documentation
that provides a theoretical base along with specific ideas
and suggestions for how to use each component during the
instructional process. Through reviewing the
documentation and understanding how to use each element
of the lesson plan the planner is enabled to develop and use
a professional plan to ensure optimum student learning
within the planned instructional lesson.
The question then
becomes how this lesson-planning format relates to
assessing instruction. It is our contention that an evaluator
who is familiar with the material in Steinaker & Leavitt

2009 HICE Proceedings
Page 3567

(2008) and who can understand and interpret the actual
lesson plan is enabled to note and monitor how each of the
identified taxonomies are used during the instructional
process. We also contend that a teacher-planner can selfevaluate the
instructional process. Steinaker and Bell (1979)
anticipated this process when they noted that “it is
relatively easy to evaluate and assess student learning and
it is expected that student evaluation is integral to the
learning sequence” (p. 142). Now, nearly thirty years later,
we feel that we have a new theoretical base, a new format
for planning, and greater understanding of the teachinglearning act. When teachers use this format for lesson
planning, they are tapping into a support system that can
elevate planning to a professional level not available
before. Once learned, we posit that this platform for
teacher planning empowers the teacher to self-evaluate
personal performance professionally. Teachers can
evaluate and assess student learning and student
achievement. Evaluators can do the same. What has been
presented in Steinaker & Leavitt (2008) coupled with the
HELP program is the next generation for assessing and
analyzing instruction.
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There is a learning curve involved in this assessment
process. We have noted that teacher can learn to plan
using the HELP program in an hour or less. Planning the
lesson, however, is contingent on understanding and
knowing the theory behind the program. The teacher and
the evaluator need to review the documentation within the
program itself and read and review Steinaker & Leavitt
(2008). This could be done in a class or during an in
service program. Through such a program the evaluator
learns to recognize the teaching-learning strategies. Using
the printed lesson plan the observer becomes aware of the
process of instruction and the categories of the identified
taxonomies that are the focus for the analysis and
assessment of the instructional act. In order to do this a
simple coding system can be used.
The key components
in the assessment and analysis of the teaching-learning act
are
the teaching-learning strategies. We have identified
twenty-five strategies. We have identified five for each of
the categories of the interactive learning taxonomy. Within
the documentation for each of these strategies we have
included suggested group structures and identified learning
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activities. Important in the assessment of instruction is the
relationship of each of the teaching strategies to the
taxonomies presented in Steinaker & Leavitt (2008). Those
taxonomies are interactive learning, cognition,
experiential, teacher roles, student roles, evaluation,
motivation, discourse (change), critical thinking, creativity,
problem solving, writing, thinking, teaching student
leadership, and teacher leadership. A teacher will use a
number of teaching strategies during a particular lesson.
These are checked off in the box marked teaching
strategies. These strategies are correlated with each of the
taxonomies. When one is selected the level each taxonomy
is provided in the box noted as focus of analysis. If the
teacher has selected creativity, then when the teacher
selects a teaching strategy the expected level of creativity
will appear in the box. If the identified teaching strategy is
hypothesizing at the investigation level then experimenting,
the concomitant level of creativity, will appear in the focus
box. That is the category of creativity the teacher expects
to achieve during the lesson. As the lesson progresses the
observer will identify hypothesizing as a teaching strategy
and expect to see experimenting as the taxonomic
expression of creativity used by the students. This is how it
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works and this is how it is done.
When the
observation is completed the observer has these tools for
analysis. They are the lesson plan that the teacher has
selected, the coding sheet that the evaluator has used, and
notes on the lesson itself. With these tools the observer can
begin the analysis of
what has just been observed. First is the coded list of
teaching strategies. The observer can check number of
strategies used, how frequently they were used including a
time frame. The observer would note the highest level of
teaching strategy used. If it were hypothesizing that would
be on the coding chart. Second the observer could see the
expected taxonomic category of the of the area or areas of
focus. We have noted for this situation that creativity is the
area of focus. If the identified teaching strategies reached
the investigation level, experimenting would be the level of
creativity demonstrated. The evaluator would have to
reflect on the lesson and identify the activities that
encompassed experimenting in the actual lesson. Reviewing
the teaching strategies that led up to the use of
hypothesizing would allow the evaluator to note the
development of creativity from establishing a need through

2009 HICE Proceedings
Page 3571

visualization to experimenting. Third, the evaluator would
use any notes or written information gathered during the
observation or written immediately following the
observation. These notes could also be developed within a
conference with the teacher. These notes would be useful in
writing up a summary of the observation. Finally, the
observer would write up the observation. That written
summary would include the analysis of the lesson built on
the lesson plan, the coding chart, the notes from the
observation. In that summative evaluation all the
professional elements of the lesson plan are in place, the
teaching strategies have been coded, notes have been
reviewed and the final document is in place. Assessment
and analysis have been achieved. This is our vision of the
analysis and assessment of instruction. The pieces are all in
place and the program is being readied for use. We plan to
elaborate on this and develop a more detailed and specific
work that will encapsulate all we have summarized in this
article.
We feel we have presented a viable and professional
approach to the analysis and assessment of instruction that
can be used by practitioners and professionals for really
understanding the process of instruction. We have
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structured this approach so that teachers and observers
can viably and professionally finally have a basis for
assessment and analysis of instruction. We have really
come close to making “the intangible tangible” (Steinaker
& Leavitt, 2008, p. 193).
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PHYSICS IN FILMS: AN ASSESSMENT

INTRODUCTION
Physics in Films is an alternative version of the physical science course offered to
non-science majors at the University of Central Florida. The course uses the popularity of
Hollywood films to generate interest in science and to engage students that have
traditionally been resistant to taking science courses. Scenes that lead to teachable
science moments are identified in films and then used in class to concretize abstract
physical concepts. With the wide variety of movies available, different “flavors” of the
course, each specializing in a certain genre of film, have been created. This creates an
audience of students with a high level of interest in the teaching tool and helps enhance
their learning experience. In addition to the films, the course uses electronic student
response systems to increase class participation. The course was first developed during
the academic year 2002-2003, but development and assessment are ongoing. After a
brief outline of the motivation for the development of the course, the different versions of
the course and the teaching techniques used will be discussed, including the use of the
student response systems. Data on the performance of the students in the course will be
presented.

Moreover, feedback on the course acquired from video interviews with

participating students will be discussed.
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Motivation
The required curriculum for University of Central Florida non-science majors includes
a class in physical science. A similar course is required for graduation at most
universities and many two-year colleges. Unfortunately, many students approach the
class with apprehension. Registration in this required course is often postponed until the
student’s last semester, increasing the student’s anxiety. Sometimes the students are
worried that the mathematics required in the course will be too difficult, but more often,
they simply feel that the subject matter is boring. They view knowledge of physical
science and an understanding of the scientific process as irrelevant to their lives. This
misconception is dangerous to the student and to our society in general. Without this
knowledge, the distinction between science and pseudoscience becomes blurred, and
people become vulnerable to those who would exploit that blurred distinction. Although
most students who take this type of course will not work directly in science or the
technology industry, they will constitute the majority of the population in our country.
Their attitudes toward science will be reflected in the public officials they elect, the
policies of school boards on which they sit, and the behavior of corporations that they
patronize. Without a scientifically literate public, meaningful public discussion of
important scientific and ethical issues will be virtually impossible.

The blurred

distinctions between science and pseudoscience will lead to public fear and opinion not
founded on fact.
There has been much discussion of this dilemma at many levels, and various
organizations are attempting to address it. The Federal Government has instituted the
National Science Standards as part of the No Child Left Behind program. On the state
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level, Florida plans to require a passing grade for the science section of the Florida
Comprehensive Assessment Test (FCAT) as part of the graduation requirements for high
school students beginning in 2007. The University of Central Florida (UCF) is making a
concerted effort to improve the effectiveness of the physical science course through the
development of Physics in Films.
PHYSICS IN FILMS
Many of the students in the target audience are moviegoers, some of them avid fans.
When offered an opportunity to study science in a way that includes watching films, they
enthusiastically take it. Since the inception of the course, enrollment has swelled, and its
reputation on campus has spread. The use of movies to increase student interest and
performance has proved successful not only in quantitative sciences (Dubeck et al., 1981,
1990, 1995, and 1998), but also in other disciplines such as psychology (Badura, 2002;
Hemenover et al., 1999; Conner 1996; and Anderson, 1992). In particular, the use of
specially selected short clips to illustrate single specific concepts (Badura, 2002) is
parallel to the approach taken by Physics in Films.
Hollywood has provided a wealth of examples that can be applied to the topics
covered in a physical science course. Popular science fiction movies often include
stunning visual demonstrations of fantastic situations that can be analyzed from a
physical point of view, and continually improving special effects make these situations
appear more realistic than ever before. Nevertheless, science-teaching opportunities are
not limited to sci-fi. Action movies are full of excellent examples of kinematics and
mechanics, and the increasingly popular comic book-inspired superhero movies combine
the benefits of the action and sci-fi genres. Another bountiful resource, and one that
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inspires some of the liveliest in-class debate, is the family of films that deal with the
paranormal: ghosts, magic, zombies, or the afterlife. Because of the broad range of film
genres that have scenes that provide excellent teachable moments but which appeal to
slightly different audiences, Physics in Films has been adapted to different genres and/or
themes, creating different flavors of physical science that each focus on the science as it
appears in a particular movie type. These different flavors of Physics in Films are taught
as different sections of the same physical science course.
Fermi Problems
For the physical principles involved in a scene to be clearly revealed, the action taking
place on the screen must be translated into a relatively simple problem. A powerful tool
in the translation of on-screen action to a solvable problem is an appropriate estimate of
quantities involved and then their use in a calculation. The results should give an answer
that is correct, at least in order of magnitude, without going through the possibly
intimidating details of the exact calculation. This method is often called “back of the
envelope” calculation or “Fermi calculation”, after the Nobel laureate Enrico Fermi, who
was a master of the technique.
Learning to use the Fermi calculation technique can give the students a real sense of
empowerment. With it, they are able to logically analyze situations that initially seemed
intractable. Although they may not become masters of the technique during the time they
spend in the course, exposure to the method allows students to see a side of the scientific
process of which they may not have been aware. The method of repeated, increasingly
accurate estimates of solutions to a problem too complex to solve directly is one of the
most implemented tools of modern science. The hope is that students finishing the course
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will continue to practice the use of Fermi calculations as a method of critical thinking in
their daily lives.
The use of Fermi problems for teaching from Hollywood films requires careful
selection of scenes. The scene should dramatically demonstrate a physical principle from
the course curriculum. Necessary information to make the calculations must also be
available from clues in the film. If a quantity that is necessary for the calculation is not
available in the context of the film, it must be one that can be estimated based on general
knowledge.
Some examples of scenes used in class are the crashing of the alien spaceships in
Independence Day, the cruise ship crashing into the pier in Speed II, and the rotating
space station in 2001: A Space Odyssey. Fermi calculations show scientific inaccuracies
in the first two films. The spaceships crash over every major city in the world with what
would be the energy release of tens of thousands of atomic bombs, yet people celebrate
this as a victory. The cruise ship’s deceleration, as calculated from reappearing shots of
the ship’s speedometer over time, is only a tiny fraction of the acceleration due to gravity,
yet people are dramatically hurled around the ship. On the other hand, the third film,
2001: A Space Odyssey, realistically portrays a rotating space station creating an artificial
gravity similar to that experienced on the surface of earth.
Working to Alter Misconceptions
In general, the learning process can be derailed in a variety of ways. Often, a student
won’t learn a new concept if he or she lacks some prerequisite knowledge needed to
understand the new concept.

This lack of knowledge, known as a null learning

impediment, is usually easily diagnosed and remedied. The student is completely aware
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that he does not understand, and by the student’s own effort or timely evaluation, the
teacher should also be aware.

A more subtle obstacle to learning is known as a

substantive learning impediment. Substantive learning impediments occur when new
ideas are related to misconceptions present in the student’s cognitive structure. These
impediments are more dangerous than null learning impediments because they may go
undetected. The student believes that he has understood the new concept, and it makes
sense in the framework of his prior knowledge (Taber, 2001). It may even deepen his
belief in the underlying misconception. There may be several layers of misunderstanding
before anyone, student or teacher, realizes that there is a problem.
As discussed earlier, Hollywood is often willing to sacrifice scientific accuracy for the
sake of drama. The problem with this is that many people, without the tools for critical
analysis, accept what they see onscreen as realistic and accurate. They begin to build a
foundation for their understanding of the physical workings of the world around them
based on the unrealistic portrayals in popular media, rather than a careful observation of
the real world. This flawed conceptual framework then leads to substantive learning
impediments that are difficult to diagnose and correct.
Many misconceptions are developed from early childhood through everyday
experience and clash with scientific laws that seem counterintuitive when viewed from
the framework of that experience, e.g. Newton’s First Law. These everyday observationbased misconceptions can usually be corrected by careful scientific observation and some
understanding of the factors that hid the true behavior. Misconceptions learned in a social
context, including those learned while watching movies and television are often harder to
eliminate. The source of these misconceptions is often viewed as having an authority
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greater than the student’s own observations (Qian and Guzzetti, 2000). The hope is that
students of Physics in Films, armed with some solid knowledge of physical science and
tools for applying that knowledge, will view the dramatization in films with a more
critical eye and therefore be less susceptible to developing misconceptions.
Pseudoscience
Another examination of the Fermi problem film scenes discussed earlier reveals that
one film with action in good agreement with physical principles is 2001: A Space
Odyssey. This film was made in 1969, while the others are much more recent. This
abandonment of attention to scientific detail and, in fact, the adoption of the attitude that
realistic portrayal of scientists and physical situations is not dramatic or entertaining is
not limited to the film industry. This attitude has become prevalent throughout our
society over the past several decades (Hofstadter 1998). Scientists have been increasingly
portrayed as dull, close-minded and unimaginative or dangerous, sometimes diabolical.
Another trend is the increasing popularity of the theme of the supernatural as
something very real, with characters living otherwise very normal lives immersed in
activities involving magic or ghosts. In his 1998 commentary in Science, Douglas
Hofstadter recounts a story of his experience with his eight-year old son’s reading
material. The boy was reading the Goosebumps series. This series has done a great
service in popularizing reading among young children. However, it is filled with children
portrayed as open-minded and intelligent heroes confronting supernatural beings in which
their dull and stuffy parents refuse to believe. Hofstadter’s son then brought home a
library book, another ghost story. Again, the parents in the story were skeptical, refusing
to attribute the evidence to ghosts. The children set out to reveal the truth, and, in this
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story, through scientific investigation they uncover a very real explanation of the
haunting. The library book was written in the early 1960’s. The Goosebumps series was
written in the 1990’s (Hofstadter, 1998). Similar themes occur in television and movies,
with the heroes of the story increasingly portrayed as “enlightened,” while the scientific
community is portrayed as the close-minded naysayers.
Physics in Films aims to debunk the increasing prevalence of pseudoscientific ideas.
The selection of films with pseudoscientific subject matter is vast, with many of the films
very recent and popular. Because the ideas are so pervasive in society, many of the
students have strong beliefs about the topics and a deep interest in investigating them.
The pseudoscience section of the class is the scene of some of the most heated debates
and some of the most fervently held misconceptions.
Student Response Systems
Student response systems are interactive technologies that have recently become very
popular. They allow teachers to pose questions to the entire class, often as part of a
PowerPoint presentation. The students respond using electronic keypads. The answers are
recorded, and the responses are immediately available for display, again in the
PowerPoint presentation. Studies have shown that the use of student response systems as
part of the classroom interaction increases student engagement and classroom discussion,
leading to improved understanding of the subject matter (Johnson and McLeod, 2004).
From its inception, Physics in Films has made use of various electronic student
response systems. The systems provide instant feedback from students as responses to
questions posed by the instructor. This provides a means for real time assessment of
student understanding. The statistical results of the students’ responses can be displayed
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in a PowerPoint presentation as soon as the responses are collected, with or without
revealing the correct answer. Revealing the correct answer gives the students immediate
feedback on their performance and comparison of their response with the class in general.
Display of the class response statistics without the correct answer indicated allows the
use of the system as a polling mechanism. The results are often used as an introduction to
discussion in smaller groups. Students are invited to debate their answers and views with
their neighbors. After the discussion, the class is polled again, and the results are
displayed, this time with the correct response indicated. Sometimes polls are taken before
and after a certain topic is studied, showing any change of opinion on the topic after it has
been investigated scientifically.
As pointed out by Malcolm Montgomery of the University of Cincinnati (Johnson and
McLeod, 2004), the anonymity of the electronic student response system is a big
advantage over simply using a show of hands when polling students. When responses to
questions are not anonymous, students tend to follow the first opinion expressed. When
responses are gathered electronically and then displayed simultaneously, all are on equal
ground. This brings a much larger range of views to any following discussion (Johnson
and McLeod, 2004).
In addition to the benefits that the student response system brings to the classroom, it
is also helpful with bookkeeping. The system provides a way to take attendance and
measure participation during the course of the lecture. The grades for quizzes performed
with the system are automatically logged, eliminating the need to record grades later.
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STUDENT PERFORMANCE
An internal evaluation performed on several sections of Physics in Films shows a
marked improvement of students’ understanding of the physical science topics presented
through the course. Pre- and post-tests consisted of a series of questions addressing topics
covered in the specific section (“flavor”) of the course. Following each topical question,
the students were asked to rank their confidence in the answer chosen on a five point
scale ranging from “just guessing” to “very confident.” Student mastery of the course
material showed not only in the improved percentage of correct answers on the science
questions, but also in the dramatic shift toward the higher end of the confidence scale on
the post-test.
Figure 1 shows the pre-test and post-test average scores compared for four separate
sections taught by three different instructors. All sections show significant improvement,
with the average score in the 2004 Pseudoscience section almost doubling by the end of
the course. Figure 2 shows the shift of the students’ confidence level in their choice of
answers. The numbers are taken from the confidence levels recorded for all questions on
the tests given in three different sections. The confidence gain is calculated from the raw
scores by assigning the confidence choices values from 1 for “just guessing” to 5 for
“very confident”, then multiplying these values by the percent of students answering in
each

category.

confidence gain =

The

resulting

scores

posttest score - pretest score
.
maximum score - pretest score

are

used

in

the

formula:
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Figure 1. Pre-test/Post-test scores comparison for
four sections. The percent gains in correct answers
are 16.1% for Action 2005, 30.3% for
Pseudoscience 2005, 41.7% for Pseudoscience
2004, and 26.4% for Superheroes 2004.
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Figure 2. Shift of student confidence in answers from
pre-test to post-test (Composite of three sections). The
net confidence gain for the three sections is 0.575.

The pseudoscience flavor in particular had dramatic increases of student performance
and student confidence levels. The 2004 section showed improvement of 41.7% from
pre-test to post-test, with a confidence gain of 0.800. The composite results of the two
pseudoscience sections show a 36.1% increase in scores, with a confidence gain of 0.712.
By comparison, the results from the action/adventure section show improvement that is
significant, but not as dramatic. The 2005 action/adventure section had a 16.1% increase
in scores from pre-test to post-test, and a confidence gain of 0.263. The more striking
improvement shown in the scores from the pseudoscience section may be partly due to
the slightly more mathematical nature of the action/adventure subject matter, which uses
mathematical formulae more heavily. The pseudoscience class is directed more at
considering possible physical explanations of supernatural phenomena. Another
possibility for the disparity between the flavors is the strong interest students already
have in the pseudoscience.
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Student Performance: Specific Examples
The general goal of the physical science class and Physics in Films in particular, is to
increase the scientific literacy of a population of students unlikely to pursue knowledge
of the subject outside of the context of class. The following examples are illustrations of
class performances on the pre-test and post-test for specific questions. The questions
probe students’ understanding of some basic concepts, ideas, and principles of science
and the scientific process.
Figure 3 demonstrates that most of the class has grasped the concept of heat flow. An
understanding of the underlying cause of the everyday phenomenon friction, as
demonstrated in Figure 4, indicates an increased ability and willingness to look deeper
into experiences usually taken for granted. Even on questions that require the
understanding of some mathematics as an abstract expression of a physical law the class
shows strong improvement. Figure 5 is a question concerning Newton’s second law. This
ability to handle some of the mathematical abstraction of physics is one example of the
students’ better understanding of how science works. Another is demonstrated in Figure
6, where students identify fields that make use of the scientific process.

Percent of Students

A. From hotter to colder.
Always.
B. From colder to hotter.
Always.
C. It could be either A or B.
Additional information has
to be given.
D. It does not necessarily
flow from one object to
another.

90
80
70
60
50
40
30
20
10
0

Pretest
Posttest

A

B

C

D

E

Figure 3. Class performance on the concept
of heat flow. Correct answer is A.

A. the surfaces of most
objects are smooth.
B. the surfaces of all objects
are rough.
C. matter may be either
liquid or solid.
D. molecules are made of
atoms.
E. objects move with high
speed.

Percent of Students

Friction exists because…

Which way does the heat flow?
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Figure 4. Class learns the underlying reason
for friction. Correct answer is B.
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Percent of Students

A. its speed triples.
B. its mass triples.
C. its momentum triples.
D. its acceleration
triples.
E. nothing happens
unless the object is
already moving.

50
45
40
35
30
25
20
15
10
5
0

A. psychology
B. astronomy
C. biology
D. chemistry
E. astrology

Pretest
Posttest

A

B

C

D

E

Figure 5. Class learns to use Newton’s
second law. Correct answer is D.

Percent of Students

Which of the following disciplines does not use the
scientific process to arrive at conclusions?

Triple the net force on an object. Then…

80
70
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Posttest

60
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40
30
20
10
0
A

B

C

D

E

Figure 6. Class recognizes application of the
scientific process. Correct answer is E.

Addressing Misconceptions
One of the most important steps in developing scientific literacy is the addressing of
misconceptions. As detailed previously, these misconceptions can come from many
different sources, and the source of a particular misconception will often determine how
hard it is to change. The following examples show class scores on questions addressing
specific common misconceptions.
The origin of the elements that make up the world around us was misunderstood by
many of the students before taking the class. After completion of Physics in Films, over
80% of the class knew that the elements were all created inside stars, as shown in Figure
7. Some of the most prevalent misconceptions involve supernatural events or activities.
One common myth, often presented as a scientifically proven fact in popular media, is
that the temperature of a room will drop in the presence of a ghost. On the pre-test, a
significant number of students believed this myth. After possible physical explanations
for the observed “ghost induced” temperature changes were discussed in class, the
majority of the original believers were more skeptical on the post-test. The students also
seemed to have a better understanding of the scientific concept of proof by the time that
they took the post-test. This is demonstrated in Figure 8. Hypnosis is another
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metaphysical topic often accepted by students. Following a section of the pseudoscience
flavor, which includes as reading material two exposés about psychics and magicians,
most of the class were able to look for a physical explanation behind magicians’ tricks.
This is demonstrated in Figure 9. Another example of understanding that science is a
search for a logical, physical explanation for any phenomenon encountered is
demonstrated in Figure 10, which shows student responses to a question on science and
extrasensory perception.

Percent of Students

A. on Earth by natural
processes.
B. inside comets.
C. inside stars.
D. on Mars and captured by
Earth via its gravitational
attraction.
E. inside other planets.

90
80
70
60
50
40
30
20
10
0

Pretest
Posttest

A

B

C

D

A. To be invisible.
B. To be transparent.
C. To lower the
temperature.
D. To radiate microwaves.
E. None of the above.

Percent of Students

Which of the following properties has been proven
to be a property of ghosts?

All known elements on Earth were made …

E

Figure 7. Students learn the origin of the
elements. Correct answer is C.
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Figure 8. Students demonstate an
understanding of the meaning of scientific
proof. Correct answer is E.

Choose the correct statement for extrasensory
perception (ESP).

A. Optical illusions
B. Camouflage
C. Misdirection
D. Manipulation of geometry
E. Hypnosis

A. If there is ESP, even if it is due
to scientific mechanisms, it is
impossible to be detected.
B. ESP is a mystical property and
thus cannot be studied by
science.
C. If there is ESP, then we should
be able to devise a scientific
experiment to detect it.
D. It is known that ESP is due to
special brain waves that only a
few people can emit and
receive.
E. Science cannot make any
claim for or against ESP.
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Answer

Figure 9. Students understand the physical
workings of illusions. Correct answer is E.

Percent of Students

Which of the following cannot explain magic tricks
performed by magicians in front of an audience?
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Figure 10. Students know science looks for
the physical explanation of any observed
phenomenon. Correct answer is C.
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Increased confidence
As a final specific example from the Physics in Films evaluation questions, we
highlight the improvement of student performance on a fairly difficult and
mathematically challenging topic, and the corresponding increase in the class’s
confidence in their answers from the pre-test to the post-test. The question in Figure 11
addresses the challenging concept of the independence of vertical and horizontal motion.
Student performance improves from the pre-test to the post-test, but even more notable is
the increase in the students’ confidence in their answer shown in Figure 12.

40
35

pretest
Posttest

30

90
80
70
60
50
40
30
20
10
0

Pretest
Posttest

Percent of Students

A. The ball with speed 100
mph will hit the ground
first.
B. The ball with speed 50
mph will hit the ground
first.
C. Both balls will hit the
ground simultaneously.
D. There is not enough
information to decide. For
example, the height of the
building is not given.

Percent of Students

Two tennis balls are projected horizontally from a
tall building at the same instant, one with a speed
of 100 miles per hour and the other with a speed of
50 miles per hour.

25
20
15
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5
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Figure 11. Class performance improves on
the concept of independence of vertical and
horizontal motion. Correct answer is C.

0

Just
Guessing

Not Very
Confident

Not Sure

Confident

Very
Confident

Figure 12. Class confidence in their answer
corresponding to the question on the
independence of vertical and horizontal
motions. The confidence gain is 0.389.

STUDENT REACTIONS
Several groups of students from different sections of Physics in Films were
interviewed following their completion of the course. The interviews were conducted by
an independent party, the Research Initiative for Teaching Effectiveness (RITE) office,
which has been established by UCF to support faculty in formulating and implementing
research on effective teaching practices in higher education. The students were asked
questions about various aspects of their experience in Physics in Film, their views of the
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subject of science, and their previous experience in the physical science class. The
following excerpts illustrate the students’ thoughts about the use of the films to convey
science concepts in the class and their attitudes about movies after taking the class and
the students’ feelings about the use of the electronic response system in the class.
The use of films as a teaching tool
These first excerpts from three group interviews show the students’ opinions on the
effectiveness of the films as a method of communicating the science concepts. Along
with several comments about the films keeping students’ attention better than lecture and
watching movies a preferable form of homework, a couple of students mention that
learning the concepts as illustrated in films makes them easier to remember.
Group 1. Talk to me about the movies a little bit – did you feel like they helped the
instruction at all? Was that of value to the class?
-

It’s like, you know the class will watch movies, we’ll do our homework, we’ll
come and discuss it and he talks about what happens in the movie and whether or
not that’s physically possible, due to science and all that. So it helps you
understand better.

-

I was more interested because I’d rather spend 2 hrs watching a movie than spend
2 hrs reading a textbook because then I can pull things from the movie instead of
trying to go back and remember what I just read because… I just, it’s not as
interesting.

Group 2. Do you think it helps you understand the physics concepts he was talking about,
using the movies?

2009 HICE Proceedings
Page 3592

-

Well, yeah, especially if you’re a learner that learns more by demonstration
instead of just reading a fact and trying to put it together. It helps a lot more to see
it in the movie or to pull back from that instead of just reading the text.

Group 3. How did you think the films worked in the class?
-

Personally, I think it was so much better. Like, I’ve taken this class before, I took
it in the spring and I failed it. And I took it with Professor [name omitted], and as
far as I know, the class average in the class was a D. And I don’t think it’s even
close to that right now. I mean, not to say I enjoy the subject of physics, I would
never major in it in my life, but it’s a much easier course, and I’ve learned a lot
more the way it’s taught with the films.

-

Yeah, I liked it too, because like, it’s one thing for them to talk about a subject,
but watching a movie kind of like reinforces information that he’s talking about. I
mean, he could just talk to us and we can like, imagine, but if we’re watching,
like, a movie, and actually see what he’s talking about, it makes it, like, better for
us to understand. Like a visual.

Do you think, would you recommend this class using the films to teach it to other people?
-

Definitely.

-

Yeah, it’s very visual.

It’s better than not having the films?
-

Yeah, I’ve heard like, I mean I know you took physics [looking at other student]
but I’ve heard people just dread physics before, and like taking it now, telling
people who’ve taken physics before, they’re like, jealous because… They’re like,
“I worked my behind off” and I’m not saying that this – it’s not a difficult course,
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-

I’ve actually talked to people who haven’t taken this course yet – well actually
someone’s who’s just transferring over – and I was telling them about this course
and they actually said they were interested in taking it even though it wasn’t
required for them. Just because they thought it was a cool course. So…

-

And the teacher, he gives a lot of information… but you can keep a lot of
information with you. You know, you can observe, because some teachers just
talk and talk and talk and you get a lecture. And he gives a lot of information just
with the demos, and the little videos that he has, you know, clips… and you know
things like that, you know, demonstrations that he does.

-

Yeah, it’s not just a lecture, you get to see movies that aren’t that boring – they’re
normal movies and they’re nice so…

Watching movies after Physics in Films
These three excerpts deal with students’ approach to watching films after taking the
class. One concern has been that learning to watch more analytically will decrease the
enjoyment of movies in the future. The students in these interviews did not seem to feel
that they had lost anything.
Group 1. Do you find that you look at films differently now because of…
-

I also, like, usually I just follow the storyline and don’t think twice, but now,
when it comes to the paranormal and stuff like that, I’ll kind of think twice, I’ll be
like “Wait a minute,” say “that doesn’t coincide with reality.” I mean, a lot of
movies don’t, but I’m a little bit more skeptical now when I do watch a movie.
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Is that a good thing or a bad thing?
-

For me it’s a good thing, because when you watch a movie you believe
everything, you know? And you’re like, you go with what they are telling you.
And now you’re like… the movie is this… it doesn’t go with the beginning. And
now you analyze this, and don’t get like, emotional.

You’re just thinking more about the movie?
-

I don’t think it takes away from it though. I think that it might be some people’s
concerns, that it will take away from when you watch the movie.

You can’t just enjoy the movie now.
-

Well you can though. You know, I enjoyed every movie I watched, even though I
thought about it a little more now. It’s still, you know, the same movie. You just
think about it differently.

Group 2. Do you find, since you’ve used movies this whole semester, like, do you look at
movies differently now when you go to the movies to watch them? Did this class change
how you watch movies?
-

It shows you how fictional a lot of the movies are and how they come across as
truth, but it’s really not.

Group 3. Do you think now that you’ve looked at films in a different way, does that affect
the way you watch movies?
-

Yes. Because it makes you think you look smarter now.

-

Yeah, when you watch scary movies, you’re kind of not that scared because you
know it could never happen. It’s pretty cool.

Is that a good thing or a bad thing?
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-

No, it’s a good thing. Because I used to get pretty scared. Yeah, and now I’m like,
“Alright, cool.” Now it’s just entertaining, it’s not scary anymore.

So you don’t loose the entertainment in the movies?
-

No, not at all.

Student views on the use of electronic response systems in the class
The anonymity in answering questions was appreciated. Some students felt the use of
the system to keep an attendance record helped them keep up their attendance. Other
students appreciated the extra credit offered for correct responses and used the questions
as review for their tests. They also commented that putting some value on the responses
made them take answering seriously. One group mentioned the use of the system to show
changing class opinions on topics during the lecture. One student resented being
interrupted and having to “think about” the material during the lecture. Although he may
not have liked being forced to think during an 8:00 am lecture, his comments may
actually be a favorable review for the system.
Anonymity
Did you think his using them to ask questions, did that help you at all in the class?
-

It’s so much better than him just randomly picking someone because it’s just like,
kind of anonymous, so you don’t feel really stupid if you get it wrong because
nobody has any idea if you got it wrong.

Attendance
Did you think it was worthwhile to use that though? I mean he asked you questions in
class?
-

It made me go to class.
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-

It counts as attendance, so.

-

And it’s good for studying because you know those are like, kind of like, the
questions that he’s gonna ask on the test. So it’s like, good to see.

Extra credit and test review
The second ones(response system), once they worked, he used it for attendance, but also
did he ask you questions?
-

I liked the questions and how you can get the extra credit if you do the questions,
so it makes you want to stay there and actually do the questions.

-

And it helps with the midterm – there’s times I think I understand concepts and
then I’ll get the question totally wrong, and he’ll re-explain it and I’ll understand
it better.

Are the questions, they’re extra credit, or…
-

No, they’re part of the attendance grade and part of the grade, but if you answer –
I think it’s 75% right, you get 5% extra credit – which I think is, it’s a big
motivator to do it – stay the whole class.

-

It’s like the questions are taking attendance because if you answer a question then
they know you’re there. And it also, it motivates you to think – because if it
wasn’t for extra credit, and just for attendance, you know, I’m sure half the people
wouldn’t really think about the question.

-

They’d just push a button.

Polling for class opinions
Now he – the way the keypad works is he actually gets the recording of all the students’
responses?
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-

It comes up on a bar graph of the right answer, and how, like the percentage of
who got it right.

-

I like how he showed the percentages, because it was interesting when like, he’d
ask, “Do you believe in ghosts?” and then you’d see how many people in the class
actually do believe in ghosts.

-

And then he’ll go through the lecture and he’ll ask the question again and see how
it changes.

Keeping attention
You didn’t like the keypads? No. Why?
-

I don’t know, I just didn’t really – I mean I kind of saw the point… But I was just,
they were just kind of a burden because you’re just sitting there and the lecture’s
flowing, you know, and you’re getting interested and then all of sudden you just
kind of have to stop and answer a question and think about it, and then get back
on to the lecture.
CONCLUSION

The success of Physics in Films to this point has been encouraging. The popularity of
the course has been steadily increasing as its reputation on campus grows. The course
offers a very attractive alternative to the standard physical science class available to our
target audience. Student performance in the class has been good, and student reaction to
the class has been favorable. The hope is that the Physics in Films method of covering the
material has yielded a group of students with a deeper understanding and better retention
of the ideas. The evidence so far suggests that the goal is being met. Further testing, for a
direct comparison with the students taking the standard physical science class, is needed
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to confirm this. If the method is successful in improving the science literacy of an at risk
population, it could be a valuable tool in creating a general public with a good exposure
to science.
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An Examination of Social Presence and the Changing Face of Online Learning: The
Question is “Are We Ready?”
This study explored the relationships between student’s perceptions of social presence in asynchronous
online courses, and how these perceptions influenced their cognitive and affective learning outcomes. To
gain insight into establishing effective distance learning instructional strategies, a convenience sample of
252 participants, with a final sample of 150 was used. Cronbach’s α, data screening, stepwise regressions,
correlations and one-way ANOVAS were employed. Implications for future research are discussed, and
contributions to distance learning are drawn.
Keywords: Online social presence, distance learning, and cognitive and affective learning
The distance learning environment involves a complex array of factors that influence a learner’s perspective of
presence, satisfaction, and learning. As distance learning professionals, we cannot deny that emerging technologies
are reshaping our views on the design and development of online courses. This study was designed to investigate
participant’s perceptions of social presence in an online training environment. The research was conducted utilizing
the GlobalEd survey to determine (a) whether or not differences in perceptions of social presence exist among
participants who differ in gender, age, and total level of education and (b) investigate whether or not there was a
relationship between the participants’ perceptions of social presence and their online course activities in WEBCT®.
The data were collected from a convenience sample of 252 freshmen and sophomore level students and the response
rate was 62% with a final sample of 156 participants and a usable sample size of 150. Six conclusions were
generated regarding the participants’ perceptions of social presence and their gender, age, and total number of
college credits earned. Twelve conclusions were generated for research question 2 and specific distance learning
practices were suggested.
Purpose of the Study
According to McIsaac & Gunawardena (1996), social presence has been characterized as an important construct in
distance learning. In addition, Saenz (2002) indicated that there are few studies in the “existing research field that
describes the value adult learners place on social presence and whether it affects learner’s satisfaction within a
mediated learning environment” (p. 45). Therefore, the purpose of this study was to examine the relevance of social
presence (i.e., the dependent variable) to cognitive and affective learning (i.e., independent variables) in an
asynchronous distance learning environment. The following section provides an overview of the theoretical
framework of social presence, cognitive and affective learning as well as the distance learning environment.
Theoretical Framework
To address the research hypotheses effectively, the theoretical framework of social presence, cognitive learning,
affective learning and the distance learning environment was examined. Numerous theories provide insight into
these areas of concern and the following sections provide an overview of the results obtained.
Theory of Social Presence
The genealogy of social presence can be traced back to Mehrabian’s (1969) concept of immediacy. Mehrabian
(1969) defined immediacy as “those communication behaviors that enhance closeness to and nonverbal interaction
with another” (p. 203). Short, Williams, and Christie (1976), were the first to introduce the concept of social
presence. They defined the social presence theory as “the degree of salience of the other person in the interaction
and the consequent salience of interpersonal relationships” (p. 65). Although Short et al. (1976) conceived the theory
of social presence and attempted to define it as simply as possible, it is apparent from the body of literature that a
standardized definition for the theory of social presence remains lacking. For the purpose of this study, Tu’s (2002b)
definition which refers to social presence as “the degree of person-to-person awareness, which occurs in a computer
environment” (p. 34) was utilized.
Cognitive and Affective Learning Theories
In a training environment cognitive and affective theories can be instrumental in influencing a learner’s ability
or desire to comprehend or retain knowledge as well as their attitudes, beliefs and overall satisfaction with a
particular course. Plotnik (1999) informs us that cognitive development refers to “how a person perceives, thinks,
and gains an understanding of his or her world through the interaction and influence of genetic and learned factors”
(p.32). In the past, affective learning or attention to the emotional part of learning has been undervalued in our
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educational systems. Maciocia, Mavrikis and Lee (2003) states that it is difficult to develop educational systems that
take into account affective issues because of the “pervasive influences of affective factors” but mostly “due to the
understanding that student’s affective responses are the avenues that enable them to create social presence as well as
identity in online training environments.
An Overview of the Distance Learning Environment
As the distance learning environment continues to grow in popularity training professionals are seeking ways to
improve the overall online learning experience (Piezon & Donaldson, 2005). Wheeler (2005) indicated that “social
presence is a vitally important component of any learning situation, and doubly so in electronically mediated
contexts” (p. 1). It is evident from the review of literature that there has been a limited number of articles written
regarding social presence that provide information to assist in fully understanding the importance of social presence
from the perspective of the distance learner. Based on the limited amount of empirical research in the area of social
presence and its relationship to cognitive and affective learning assessment in a distance learning environment, this
article is one of particular interest and importance to the literature. The following section provides an overview of
the literature review that was conducted for this study.
Literature Review
The purpose of this literature search was to identify any existing sources of information (i.e., journal articles, books,
and electronic articles) that were most relevant to this study. Findings from prior studies outlining the relationships
between student perceptions of self and the influence of these perceptions on cognitive and affective learning
outcomes is highlighted and implications for the roles of social presence, cognitive learning, and affective learning
are discussed. The literature review was conducted using the academic search premiere EBSCOhost database and
the ERIC database to search for key journals related to social presence, cognitive learning, and affective learning in
an asynchronous distance learning environment. Overall a total of 125 (i.e., 115 from EBSCOhost and 10 from
ERIC database) scholarly, full text (with citations) peer review journal articles found. Of the 125 journal articles
found, a total of 22 articles regarding social presence, distance learning, cognitive learning, and affective learning
were relevant to this study.
Problem Statement
The continuous growth of online course offerings has evoked a great deal of discussion about the effectiveness of
distance learning environments as well as the effectiveness of the design, development, and implementation of these
online courses. Many distance learning professionals are having difficulties acquiring a better understanding of how
to effectively design, develop and implement online training courses that provide opportunities to positively
establish a relationship between social presence and cognitive and affective learning. As a result, there was a need
for a research study to be conducted that could determine: (a) the extent that a component such as perception of
presence or the lack of presence can affect a participant’s overall success in an online training course, (b) the level of
comprehension and retention of knowledge (i.e., learning) as well as the overall level of satisfaction a participant
might experience by participating in an online training course. Rourke et al. (1999) mentioned that there is a need to
respond to the need to measure social presence “in terms of its effect on variables such as participant satisfaction
(i.e., affective learning), achievement, and retention of knowledge (i.e., cognitive learning)” (p. 69). The following
research questions were used to guide this study.
Research Questions
The personal characteristics gender, age, and total number of college credit hours earned, and various online
activities were examined to determine if either of these variables could potentially be viewed as barriers that might
affect the learning outcomes for students. The Statistical Package for the Social Sciences (SPSS 13) was used to
calculate and examine the relationship between the correlations and the participants’ general perception of social
presence, the personal characteristics as well as the various online activities. The following research questions were
used to guide this study:
Research Question 1
What is the relationship between participants’ general perception of social presence in a selected asynchronous
online community college learning environment and the following independent variables (i.e., personal
characteristics of gender, age, and the total number of college credits earned)?
Research Question 2
What is the relationship between participants’ general perception of social presence in a selected asynchronous
online community college learning environment and the following types of course activities that serve as
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independent variables: (a) meet your classmates/introductions in WEBCT®, (b) WEBCT®
discussion/reflections and answers, (c) written assignments, (d) individual projects, and (e) group projects?

class

Methodology
The data for this study was analyzed from a data set collected via the GlobalEd survey. The following section will
provide a detailed overview of (a) the population and setting, (b) information regarding the research design
utilized,(c) a description of the variables that were examined (d) the instrument. (e) verification of reliability and
validity, (f) the data collection and analysis procedures, (g) a summary of the findings, (h) conclusions, (i)
contributions to distance learning, and (j) recommendations for future research.
The Population and Setting
In August of 2006, an invitation to participate in the study was presented to the 252 students enrolled in 13
selected asynchronous distance learning online courses for the Business and Management Departments at a selected
college in Texas. Of the 252 perspective participants, 156 elected to participate in the study for an overall response
rate to the convenience sampling of 62%. Spatz (2005) indicated that the most commonly employed type of
sampling is the convenience sampling, which refers to the method of choosing items arbitrarily and in an
unstructured manner. The rationale used for the selection of study participants was based on practical reasons of
convenience and appropriateness for the research questions posed. An examination of the descriptive statistics for
the sample revealed that there were 34 male and 122 female participants (n=156). It is important to note that six
surveys were incomplete; therefore, the usable sample size equaled 150 and the final sample size consisted of 31
males and 119 females. The approximate sample size was calculated utilizing the sample size formula provided by
Krejcie and Morgan (1970). For the purpose of this study, the following criteria were utilized: (a) an estimated
confidence level of 90%, (b) an estimated population totaling 260 proposed participants, (c) an estimated sample
size totaling 150 proposed participants, (d) an (alpha level) α = .05, and (e) B = bound of tolerance (.05). The
following section provides an overview if the research-design that was used in this study
Research Design
For the purpose of this study, a non-experimental quantitative research design was used. More specifically, a
participant survey was conducted to collect individual-level perception data on the relationship between various
phenomena related to general perception of social presence. Mertler and Vannatta (2005) indicated that “in nonexperimental research (e.g., descriptive, correlational, survey, or causal-comparative design) the independent
variables can be defined, but the participants cannot be assigned to the various levels of it” as is the case in this
study (p. 2). The results of the study are reported using numerical and graphical techniques. Displays such as tables
are used to present the findings. Several statistical procedures (i.e., descriptive and inferential statistics, factor
analysis, reliability assessment, one-way ANOVAS, correlations, a correlation matrix and stepwise regressions)
were used to analyze data and answer the research questions. The following section provides an overview if the
variables that were examined in this study.
Variables
The variables under investigation in this study were divided into the following three categories: (a) general
perception of social presence (i.e., the dependent variable), (b) personal characteristics (i.e., independent variables
gender, age, and total number of college credits earned), and (c) various course activities (i.e., independent variables
meet classmates, class discussions, written assignments, individual projects, and group projects activities). It is
important to note that the dependent variable (i.e., general perception of social presence) and independent variables
(i.e., personal characteristics gender, age, total college credits earned, and the course activities meet classmates,
class discussions, written assignments, individual projects, and group projects) remained unchanged from the
original variables presented in the GlobalEd Survey. The following section provides a detailed description of the
GlobalEd Survey instrument that was used in this study.
Instrumentation
The data were collected by utilizing a subject completed survey questionnaire that was based on the GlobalEd
survey originally constructed by Gunawardena and Zittle (1997) for their research examining social presence as a
predictor of satisfaction within a computer-mediated conferencing environment. Modifications were made to the
survey instrument to correspond with the software system (i.e., WEBCT®) that was introduced in the study. The
first modification focused on the language. The language was modified to correspond with the Business and
Management Department’s asynchronous distance learning environments’ computerized education software system
WEBCT® rather than that of the GlobalEd software program. Both WEBCT® and GlobalEd are e-learning software
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programs utilized in educational systems, so it was assumed that there was no threat to validity or reliability by
changing the name of the software program being utilized by the educational institution in this study. Instead of
examining the course from an overall perspective, individual course activities (which compiled together make up the
overall course perspective) were examined. Section one of the survey consisted of general demographic items (listed
in research question 1 above). These included gender, age, amount of online experience (one online course, two
online courses, three or more online courses), and number of college credits earned. The following is a sample
question that was utilized in this section of the survey:
I was able to form distinct individual
impressions of some course participants

1

2

3

4

5

6

Finally, Section Three of the survey consisted of indicator statements related to social presence for each of the
various types of course activities. This section was comprised of two parts: (a) Part A and (b) Part B. The following
section is used to provide a detailed summary of information contained in Part A and Part B of the survey. Section
Three (Part A) was used to examine the following two activities (listed in research question 2 above): (a) meet your
classmates/introductions in WEBCT® and (b) class discussion /reflection activities in WEBCT®. The following is a
sample question that was utilized in this section of the survey:
My point of view was
acknowledged by others
participants during this activity

1

2

3

4

5

6

N/A

The following two variables were generated as a result of this section of the survey: (a) the participants’ general
perception of social presence for the course activity meet your classmates/introductions in WEBCT® and (b) the
participants’ general perception of social presence for the course activity WEBCT® class discussion/reflection.
Section Three (Part B) was used to examine the remaining three activities (listed in research question 2 above): (a)
written assignments activities in WEBCT®, (b) individual projects activities in WEBCT®, and (c) group projects
activities in WEBCT®. The following is a sample question that was utilized in this section of the survey:
I felt comfortable
interacting with other
participants during this activity

1

2

3

4

5

6

N/A

Each section of the survey consisted of 16 Likert-type items designed to assess students’ overall perceptions of
the course. For each of these course activities, participants were prompted to indicate the degree to which they agree
with each of the indicator statements using a six-point Likert-type scale (1=strongly agree to 6= strongly disagree).
Participants were also allowed to answer “not applicable” if the course activity was not presented in their course.
The Likert-scale items were used to assess self-report measures of general perception of social presence and various
online course activities (i.e., written assignments in WEBCT® (WA), individual projects activities in WEBCT®
(IP), and group projects activities in WEBCT® (GP). Multiple item scales were computed for internal consistency
using Cronbach’s Alpha. The following section provides a detailed description of the reliability associated with the
GlobalEd Survey utilized in this study.
Reliability and Validity
Huck (2004) indicated that “the basic idea of reliability is summed up in one word consistency” (p. 76). In
addition, Huck (2004) also mentioned that “whereas the best one-word synonym for reliability is consistency, the
core essence of validity is captured nicely by the word accuracy and a researcher’s data are reliable and valid to the
extent that the results of the measurement process are both consistent and accurate” (p. 88). Based on the abovementioned criteria, Gunawardena and Zittle (1997) concluded that the GlobalEd Survey had an overall reliability
level or internal consistency of α =.88 as measured by Cronbach’s coefficient alpha. Nunnally (1978) indicated that
there is not a commonly agreed cut-off for alpha, usually 0.7 and above is acceptable, and the higher the alpha is, the
more reliable the test is. Table 1 shows the correlation matrix for the participant’s general perceived social presence
and the various online course activities The significant correlations range from .34 to .58.

2009 HICE Proceedings
Page 3604

Table 1.
Factor Correlations, Means, and Standard Deviation
Variable
(1)
(2)
(3)
(4)
(5)
(6)
(7)

OPSP
MC
CD1
CD2
WA1
WA2
GP

Mean
4.07
3.91
4.23
4.23
4.86
4.96
3.76

SD

(1)

(2)

(3)

(4)

(5)

(6)

(7)

1.59
1.63
1.36
1.25
1.27
1.06
1.43

1.00
0.57*
0.62*
0.43*
0.57*
0.34*
0.47*

1.00
0.46*
0.35*
0.45*
0.44*
0.41*

1.00
0.55*
0.55*
0.43*
0.48*

1.00
0.42*
0.49*
0.35*

1.00
0.58*
0.49*

1.00
0.36*

1.00

Note. (*) Denotes correlation is significant at the 0.05 level (1-tailed: p< .05); Scale: (OPSP) = overall perceived
social presence, (MC) = meet classmates activities, (CD 1) = overall perception of an online community in class
discussions activities, (CD 2) = overall perceived learning in class discussions activities, (WA 1) = overall
perception of others in the in written assignments activities, (WA 2) = overall perceived learning in the written
assignments activities, and (GP)= group projects activities.
To examine the hypotheses that general perception of social presence is a predictor of comprehension and
retention of knowledge (i.e., cognitive learning) and satisfaction (i.e., affective learning) in the 13 asynchronous
online distance learning course activities, a stepwise regression procedure was calculated using the SPSS 13
software. The six predictor variables of interest, or independent variables, were (a) meet classmates activities (b)
general perception of learning in the class discussions activities, (c) general perception of the online community in
the class discussions activities, (d) general perception of learning in the written assignments activities, (e) general
perception of others in the written assignments activities, and (f) group projects activities. In addition, the
probability limits were set at p < .05. The main effect of the participant’s general perceived social presence on their
perceived comprehension and retention of knowledge ratings (i.e., cognitive learning), as well as overall satisfaction
ratings (i.e., affective learning), are summarized in Table 2.
Table 2.
Summary of Stepwise Regression Model
Model

Variable
Entered

R

1
2
3

CD062907
MC62607
WA062907

.62a
.70b
.72c

R
Squared

Adjusted
R
Squared

Standard
Error of
Estimate

R
Squared
Change

.38
.49
.52

.38
.48
.51

1.26
1.15
1.11

.38
.11
.03

Note. (p < .05): Scale: CD=Class Discussions activities, MC= meet classmate activities, WA=written assignments
activities; Dependent variable: Overall Perceived Social Presence (OPSP).
a
Predictors (Constant), CD062907 (df =1, 143).
b
Predictors (Constant), CD062907, MC_62607 (df =1, 142).
c
Predictors (Constant), CD062907, MC_62607, WA062907 (df = 1, 141).
The results indicated that the stepwise regression analysis converged on a three-predictor model that revealed
that over 52% of the explained variance (R=.72, R2 =.522, F=10.73, df =1,141, p < .05) was provided but the
constant predictors (i.e., class discussions (CD) which contributed approximately 38% of the explained variance,
meet classmates (MC) which accounted for approximately 11% of the explained variance, and written assignments
(WA) which accounted for approximately 3% of the explained variance). Rosenthal, Rosnow, and Rubin (2000)
stated that the central focus for interpreting results is on the “practical significance” (p. 4). Based on the abovementioned results, it was concluded that the results (i.e., over 52% of explained variance) indicated a medium level
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of practical significance. A summary of the data collection procedures used for this study can be found in the
following section.
Data Collection Procedures
During the initial departmental orientation session, the following two documents for the study were introduced the
proposed study participants: (a) the Information Sheet that gave a detailed description of the logistics pertaining to
the study, and (b) Section one of the questionnaires that consisted of a request for information regarding personal
characteristics (i.e., gender, age and the number of college credits earned). During the second departmental followup session, the following two remaining sections of the survey instrument were introduced to the study participants:
(a) Section Two was used to assess the participants’ general perception of social presence with regards to the
following six variables: (a) participants’ perceived presence of peers, (b) participants’ perceived presence of their
instructor, (c) participants’ perceived presence of self, (d) participants’ perceived learning in a course, (e)
participants’ perceived satisfaction with a course, and (f) participants’ perceived satisfaction with their instructor.
Section Three (Part A) was used to assess the participants’ relationship between their general perception of
social presence and the following two types of course activities listed in research question 2: meet your
classmates/introductions in WEBCT® and WEBCT® class discussion/reflections and answers. Section Three (Part
B) was used to assess the participants’ relationship between their general perception of social presence and the
following three remaining types of course activities that are listed (i.e., written assignments, individual projects, and
group projects). The initial departmental orientation session was conducted during the second week of the semester,
and the second departmental follow-up session was conducted approximately three weeks before the semester was
completed. Those proposed participants who elected not to participate in the study were released from the initial
departmental orientation session prior to the demographic survey instruments being distributed. Consent to
participate in the research study was assumed by the return of the completed Section One portion of the survey
instrument. This concludes the detailed description of the data collection procedures that were utilized in this study.
A summary of the data analysis procedures used for this study can be found in the following section.
Data Analysis Procedures
Several statistical procedures were performed to answer the two research questions. To ensure the quality of the
data, a data screening technique was used as the first step in the data analysis process. According to Mertler and
Vannatta (2005), the first purpose for screening data prior to conducting a multivariate analysis is to verify the
accuracy of the data collected. The data screening process was used to determine (a) whether there were any missing
data, (b) the underlying reason as to their occurrence, and (c) ultimately the proper way to resolve this issue in order
to ensure generalizability of the results. Once the data screening process was complete, response frequencies were
conducted to assess the distribution of the responses, means and standard deviations were calculated for each scale
to assess central tendencies, and correlations were calculated for each variable (i.e., gender, age, total college credits
earned, meet classmates activities, class discussions activities, written assignments activities, individual projects
activities, and group projects activities) with the participants’ general perception of social presence. The significance
level was set at p< .01 and .05. Reliability analysis using Cronbach’s alpha was used to determine the reliability of
all scales, and the resulting coefficient alpha scores were then compared to the published reliability estimates for
pre-existing scales used in this study.
To provide evidence to support the construct validity of the instrument, responses on the dependent variable
(i.e., general perception of social presence) and the independent variables (i.e., meet classmates, class discussions,
written assignments, individual projects, and group projects) were subjected to factor analysis. Factor loading values
were examined to determine the strength of relationship between each item and each factor. Three separate factor
analyses using principal components analyses with varimax rotation were performed. Based on the results of the
original factor analysis, a factor loading value of .45 as the cut-off criteria for the factor analysis phase of this study
was used. Hair, Anderson, Tatham, and Black (1998) indicated that values greater than 0.3 are considered to be
substantial or salient; however, factor loadings of 0.50 or greater are considered practically significant. In addition,
Chen and Hsu (2001) indicated that any item with a factor loading value less than 0.50 and any item loading on
more than one factor, that is, with a loading score equal to or greater than 0.40 on each factor should be eliminated
from the analysis. Reliability analysis using Cronbach’s Alpha was used to determine the reliability of all scales.
Finally, the results of the factor analysis were used to determine the suitability of the items used to assess the
participants’ general perception of social presence in their respective asynchronous online course. The following
section provides a summary of the findings for the research questions.
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Findings for Overall Perceived Social Presence and Gender, Age, Total Number of College Credits Earned
In response to research question 1, the data collected were analyzed on the variables gender, age, and the total
number of college credits earned and the participants’ overall perceived social presence to determine whether the
correlations between them were significantly significant. In terms of the gender, 19.9% were male and 76.3% were
female. In addition, 25% were between the ages of 20 and 24, 27.7% were between the ages of 25 and 29, 23.1%
were between the ages of 30 and 34, and 20.4% were between the ages of 35 and 51. In terms of the participants’
total number of college credits earned, 33.3% had 0-30 total college credits earned, 41.0% had 31-54 total college
credits earned, and 21.9% had 55-over 120 total college credits earned. Finally, in terms of their total amount of
online experience, 40.4% indicated that this was their first online course, 24.4% indicated that they had take at least
two online courses, and 31.4% indicated that they had taken more than two online courses. To examine the
hypotheses (for research question 1) that the personal characteristics gender, age and total number of college credits
earned were predictors of the participants’ general perception of social presence, one-way ANOVAS were
conducted using the Statistical Package for Social Sciences (SPSS 13) software.
In addition, the significance categories on the ANOVA tables were examined to determine the significance level
of the F-tests conducted. The F-test result for gender was 0.457 and the significance level was .500. F-test results for
age was 1.45 and the significance level was .105. F-test results for the total number of college credits earned was
.756 and the significance level was .583. for the total number of college credits earned. Because the significance
level was greater than .05, it was determined that there were no groups that were significantly different; therefore, no
post hoc tests were conducted. Finally, correlations on each set of variables were calculated and it was determined
that the analysis between the participants’ general perception of social presence and the personal characteristic
gender yielded a statistically insignificant correlation of .055 with an R2 value of .003 (p<.05), age yielded a
statistically insignificant correlation of .146 with an R2 value of .021 (p<.05), and the total number of college credits
yielded a statistically insignificant correlation of .104 with an R2 value of .011 (p<.05). As a result, it was
determined that gender, age or the participant’s total number of college credits earned accounted for none of the
variability in participants’ overall social presence scores. Based on these results, a decision to failure to reject all
null hypotheses was reached; thereby, concluding research question 1. The following section provides an overview
of the results obtained regarding research question 2.
Findings for Overall Perceived Social Presence and Various Course Activities Results
In response to research question 2, the data collected were analyzed on the various course activities (i.e. (MC) meet
classmates, (CD1) general perception of an online community in class discussions, (CD 2) general perception of
learning in class discussions, (WA 1) general perception of others in written assignments, (WA 2) general
perception of learning in written assignments, and (GP) group projects activities in WEBCT®) and their general
perception of social presence. The study was conducted to determine: (a) whether the correlation between the
various course activities and the participants’ general perception of social presence was significantly significant, and
(b) whether the correlation between the participants’ general perception of social presence in the various course
activities accounted for any percentage of the variability in their general perception of social presence responses.
Each section of the survey consisted of 16 Likert-type items designed to assess students’ overall perceptions of the
course. For each of these course activities, participants were prompted to indicate the degree to which they agree
with each of the indicator statements using a six-point Likert-type scale (1=strongly agree to 6= strongly
disagree).The mean score for the participants’ general perception of social presence in the meet classmates activities
(MC) was 3.91 on the six-point Likert scale. The analysis yielded a correlation of .57 (p<.05, r2 = .33). This
indicated that the participants’ general perception of social presence accounted for approximately 33% of the
variability in their perception of the meet classmates activities in WEBCT®. Similarly, the mean score for the
participants’ general perception of social presence in the (CD 1) class discussions activities was 4.24 on the sixpoint Likert scale. The analysis yielded a correlation of .62 (p<.05, r2 = .37). This indicated that the participants’
general perception of social presence accounted for approximately 37% of the variability in their perception of
whether an online community was established in the class discussions activities. Students with high perceptions of
social presence also perceived that an online community was established in the class discussions activities in
WEBCT®.
The mean score for the participants’ general perception of social presence in the (CD 2) class discussions
activities was 4.22 on the six-point Likert scale. The analysis yielded a correlation of .42 (p<.05, r2 = .17). This
indicated that the participants’ general perception of social presence accounted for approximately 17% of the
variability in their general perception of learning in the class discussions activities. Students with high perceptions of
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social presence also perceived high levels of learning in the class discussions activities in WEBCT®. In addition, the
mean score for the participants’ general perception of social presence in the (WA 1) written assignments activities
was 4.86 on the six-point Likert scale. The analysis yielded a correlation of .56 (p<.05, r2 = .32). This indicated that
the participants’ general perception of social presence accounted for approximately 32% of the variability in their
perception of others in the written assignments activities. Students with high perceptions of social presence also
perceived high presence of others in the written assignments activities in WEBCT®. In addition, the mean score for
the participants’ general perception of social presence in the (WA 2) written assignments activities was 5.00 on the
six-point Likert scale. The analysis yielded a correlation of .41 (p<.05, r2 = .17). This indicated that the participants’
general perception of social presence accounted for approximately 17% of the variability in their general perception
of learning in the written assignments activities. Students with high perceptions of social presence also perceived
high levels of presence of learning in the written assignments activities in WEBCT®.
Finally, the mean score for the participants’ general perception of social presence in the (GP) group projects
activities was 3.86 on the six-point Likert scale. The analysis yielded a correlation of .64 (p<.05, r2 = .41). This
indicated that the participants’ general perception of social presence accounted for approximately 41% of the
variability in their perception of the group projects activities in WEBCT®. Based on the above-mentioned results
obtained, all null hypotheses associated with research question 2 were rejected. The results suggested that the
participants’ personal characteristics (i.e., gender, age, and total number of college credits earned) did not nave a
direct correlation with the participants’ general perception of social presence. For distance learning professionals,
these results provided some useful information as to how the distance learning environment has evolved and how to
effectively design and develop future online training courses. More specifically, the results of this study indicated
that the presence of others (i.e., instructor and peers) was an integral component in the online learning environment
that merited analysis and assessment. The following section provides an overview of the contributions to new
knowledge to distance learning based on the results of this study.
Contributions to New Knowledge in Distance Learning
Technology has changed the face of education and has become a standard expectation of today’s learners. Online
learning involves more than just presenting and delivering information via the Web; it involves the use of
motivation, thinking, reflection, and theory building to take us beyond the day-to-day contingencies to ensure the
development of robust knowledge and practices regarding online learning. distance learning professionals are now
faced with performing comparative analysis between the traditional and virtual learning environments to seek new
ways to achieve higher quality learning outcomes. The challenge that distance learning professionals and educators
face is to effectively addresses the need to: (a) incorporate the necessary tools during the design and development
phase of the online training course to encourage lifelong learning and a passion for knowledge, (b) become aware of
the impact that social presence or lack thereof may have on students’ satisfaction by determining how the
environment helps to define student perceptions of education, and (c) create online training courses based on sound
theories, research, and practice by determining the value of the various activities incorporated into the course. The
following section provides recommendations for future research in this growing area of concern regarding social
presence and its affect on cognitive and affective learning in an online learning environment.
Recommendations for Future Research
Within the framework and limitations of this study and based upon the findings and conclusions of this study, the
following future research is recommended: (a) to examine the change in perception of social presence over time, (b)
conduct future research in the area of demographic variables (i.e., gender, age, and level of education) and social
presence to confirm the extent that the perception of social presence has shifted, (c) conduct additional research to
determine the extent of the influence of social presence on teacher effectiveness ratings and instructor satisfaction
with courses taught, (d) conduct additional research to determine the effects of social presence on performance in an
online training environment and (e) conduct additional research to determine the effects of critical thinking on social
presence in an online training environment.
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Abstract
A survey was completed by 96 elementary teachers in 37 public schools located
in Westchester County, New York to evaluate their perceptions of instructional
supervision. The purpose of this study is to determine the relationship among two
supervisory models (developmental, clinical), two supervisory strategies (peer coaching,
professional growth plan) and teachers’ perceptions of instructional improvement. This
study also examined the influence of the principal’s supervisory models on teachers’
perceptions of instructional improvement in the classroom. Correlations were computed
among two supervisory models, two supervisory strategies and instructional improvement
to determine if there were relationships among these variables. Two multiple linear
regressions were conducted; one to determine the influence that the supervisory models
had on teachers perception of instructional improvement and the other was to determine
the influence of supervisory strategies had on one of the supervisory models: the
developmental model. Finally, a path analysis is presented to observe all relationships.
The results demonstrated that the developmental model had the most influence on
teachers’ perceptions of instructional improvement and peer coaching and professional
growth plan had a significant relationship with the developmental model of supervision.
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Introduction
Principals are accountable for supervising their staff to ensure that each teacher
provides the best instruction to meet the needs of students. Principals use various
supervisory models when working with their staff. Most school districts require a model
of supervision that evaluates and reports on teachers’ instruction through an observation.
Because principals have many teachers to observe during the course of the school year, it
is difficult for them to follow-up with the teachers on recommendations that have been
made following the observation. Research has shown that the teacher evaluation process
in inefficient (Gilkey, 1996; Marshall, 2005). Blasé (1999) and Gensante (1994) found
that it is important that a principal change their focus from building manager to
instructional leader. This change in their role will provide the necessary support teachers
need to continually keep current and model best practices in the classroom. Moreover,
effective principal-teacher interaction will provide teachers the opportunity to explore a
variety of instructional alternatives rather than follow a rigid teaching plan (Glickman,
1992). In this study, we will focus on 2 supervisory models: clinical and developmental
and 2 supervisory strategies: peer coaching and professional growth plan.
Clinical Supervision
Clinical supervision includes a pre-observation conference between the
administrator and teacher, a scheduled classroom observation where the principal
annotates what he/she has observed and a post-observation conference during which the
teacher and supervisor discuss what occurred in the classroom (Kramer, p. 7-8, 2007).
Developmental Supervision
Kramer (2007) describes developmental supervision as a “diagnostic phase when
the principal analyzes the teacher’s developmental stage and chooses an appropriate
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model of supervision, a tactical phase during which the principal works with the teacher
utilizing the appropriate model of supervision to solve problems and improve classroom
instruction, and a strategic phase when the principal adjusts his/her mode of supervision
based upon the growth of the teacher” (p. 8). The goal of developmental supervision is
when the teacher, assisted by the supervisor, can assume full responsibility for
instructional improvement (Kramer, 2007).
Two strategies a principal can utilize to assist in the improvement of instruction in
the classroom are peer coaching and professional growth plans.
Peer Coaching
Kramer defines peer coaching as, “the pairing of teachers to observe each others’
lessons, collaboratively reflect upon instruction, and offer feedback regarding
improvement of instruction” (p. 8).
Professional Growth Plan
A professional growth plan involves teachers writing goals for their professional
growth and the steps that will be taken to reach these goals. Teachers may work
collaboratively with peers and/or supervisors when writing their goals (Kramer, 2007).
Effective teacher supervision is an integral part of every successful school. Most
school administrators supervise their staff in a traditional way, utilizing a pre and post
observation model during the course of the school year. This clinical model is usually an
exercise in routine and viewed as a chore for the administrator. The literature supports
that principals rarely use this process an opportunity to enhance teaching and ultimately
improve student achievement. According to Gilkey (1996), the teacher evaluation
process is often viewed as “perfunctory obligation with little regard for formative
possibilities.” (p. 37) Observations were often completed by the principal with little or no
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opportunity to support teachers in their quest to become better educators. There is
limited guidance and support to assist teachers in making the instructional changes in
their classrooms. Marshall (2005) agrees that the observation process currently is not
effective. “… The theory of action behind supervision and evaluation is flawed and that
the conventional process rarely changes what teachers do in their classrooms.” (p. 727)
Principals evaluate lessons that are often atypical which are generally isolated and give
an incomplete picture of instruction that ultimately never focuses on student learning
(Marshall, 2005).
Gensante (1994) found that it is important for building administrators to act as
instructional leaders. Administrators can no longer just be building managers; they must
also have knowledge about effective curriculum, instruction, and supervisory practices as
well as have strong interpersonal skills. The formal observation model needs to go
beyond the pre and post observation conversation in order for teachers to improve
instruction. They require differentiated support, guidance and follow-through.
Blasé (1999) defined instructional leadership as a blend of several tasks, including
but not limited to, supervision of classroom instruction, staff development and curriculum
development. Pajak (1989) reviewed models of supervision and stated that, in contrast to
the common practice of managing a building, building leaders need to move toward a
model that “reinforces specific prescribed teacher behavior and skills”(p. 350). In a case
study about instructional supervision, Reitzug (1994) explored the behaviors of one
principal who “provided staff development, modeled inquiry, asked questions,
encouraged risk taking, required justification of practices, and critiqued by wandering
around.” This study showed that when the instructional leader implemented these
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behaviors there was greater teamwork with colleagues and an implementation of
innovations that had an overwhelming effect on teacher instructional improvement.
Glickman (1992) illustrated in his study that ideal instructional supervision where
teachers are encouraged to work together in a supportive environment will lead to a
school action plan that focuses on instructional improvement. Similarly, Schon’s study,
Educating the Reflective Practitioner: Toward a new design for teaching and learning in
the professions (1998), found that the concept of instructional supervision emphasizes
collegial classroom observations and specifically focuses on support, guidance, and
encouragement of reflective teaching. When following such effective practices teacher
instructional improvement is evident.
Research Questions
1.

What is the relationship among two models of supervision, two supervisory
strategies and teachers’ perceptions of instructional improvement in the
classroom?

2.

How do the principals’ supervisory models influence teachers’ perceptions of
instructional improvement in the classroom and how do the strategies influence
the developmental model?
Data Sources
Data in this study was extracted from a dissertation study conducted by Cynthia

Kramer in 2006-2007, Elementary Teachers’ Perceptions of the Effectiveness of
Instructional Supervision (Kramer, 2007). The subjects of the study were 96 teachers
from 37 elementary schools in Westchester, New York. The teachers voluntarily
completed a survey which was comprised of three parts. Part I focused on supervision
styles, Part II pertained to perceptions of supervision and Part III consisted of two open-
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ended questions. For this study, part one and part two of the survey were used. Part one
included a chart relating to supervisory behaviors that principals may use when they
supervise their staff (Kramer, pg. 123). These behaviors were not categorized by the
researcher on the survey; however, six models of supervision were defined later in the
study as: clinical, developmental, peer coaching, professional portfolio, action research
and professional growth plan. Part two consisted of 42 items about teachers’
perceptions of supervision evaluated on a 5 point Likert scale (Kramer, 124-5). The
researcher defined seven categories among the 42 questions. For the purpose of this
study, we will only use one category: instructional improvement (reliability = .93).
To ensure there was a normal distribution within each of the six models of
supervision, prior to our analysis of the data, we created a frequency chart and histogram.
As a result of this analysis, two of the models, professional portfolio and action research
were eliminated because both models presented abnormal distributions. For the purpose
of this study, we re-defined two of the remaining four models as strategies: peer coaching
and professional growth plan. Therefore, our study will focus on two supervisory models
(clinical, developmental) and two supervisory strategies (peer coaching, professional
growth plan).
Results
Research Question One
What is the relationship among two models of supervision, two supervisory
strategies and teachers’ perceptions of instructional improvement in the classroom?
Correlation coefficients were computed among the remaining variables of
supervision (clinical, developmental, peer coaching and professional growth plan) as well
as teachers’ instructional improvement to determine if there were relationships between
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instructional improvement and the models and strategies of supervision. The results of
the correlational analyses presented in Table 1 show that 7 out of the 10 correlations were
statistically significant and were greater than .28. The clinical approach to supervision
did not significantly correlate with the other variables, with the exception of the weak
relationship with developmental model, r = .28. The results indicate that the
developmental model has a moderately strong relationship with teacher improvement in
instruction accounting for 24 percent of the variance of teacher improvement.
Table 1: Relationships between Supervision Models and Instructional Improvement
(n=96)
Clinical

Developmental

Peer
Coaching

Professional
Growth Plan

Pearson Correlation

Clinical

Sig. (2-tailed)
Developmental

Pearson Correlation

Sig. (2-tailed)
Peer
Coaching

Pearson Correlation

Sig. (2-tailed)
Professional
Growth Plan

Pearson Correlation

Sig. (2-tailed)
Instructional
Improvement

Pearson Correlation

Sig. (2-tailed)

.278(**)
.008
.147

.393(**)

.166

.000

.141

.393(**)

.082

.185

.000

.443

.288(**)

.491(**)

.311(**)

.318(**)

.008

.000

.004

.003

Research Question Two:
How do the principals’ supervisory models influence teachers’ perceptions of
instructional improvement in the classroom and how do the strategies influence the
developmental model?
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To analyze influences, we used instructional improvement and the developmental
model as the dependent variables. A structural equation model is represented in Figure 1.
Figure 1 displays the following influences utilizing the standardized beta weights: value
.46 is the contribution of the developmental model on instructional improvement and
value .18 is the effect of the clinical model on instructional improvement. This prediction
has an R2 = .26, which indicates 26 percent variance of a teacher’s instructional
improvement is explained by the supervisory models utilized by their principal: clinical
and developmental. The strategies, peer coaching and professional growth plan
contribute equally to the developmental model, β = .37. Overall, peer coaching and
professional growth plan account for 29 percent of the developmental model. It is
important to note that while the strategies contribute to the developmental model, the
developmental model is the major contributor to teacher instructional improvement.
Figure 1 also displays the relationships among the variables. The correlation of
.28 between the developmental model and the clinical model indicates 8 percent of the
variance that the developmental model relates to the clinical model. There are weak
relationships between the clinical model and peer coaching, r = .15 and the clinical model
and professional growth plan, r = .14. Both correlations indicate that there is a 2 percent
variance that the strategies, peer coaching and professional growth plan, relate to the
clinical model. The relationship between peer coaching and the professional growth plan
is very weak, r = .09 with 1% of the variance that peer coaching relates to professional
growth plan.
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Clinical

r =.15

r =.28

β=.18
other

r =.14
Peer
Coaching

β=.37

R2 =.29

Developmental

β=.46

R2=.26

Improvement
r =.09

error
β=.37

Growth Plan

Figure 1: Structural Equation Model (SEM): Interrelationship of Variables on Instructional
Improvement and the Developmental Model.
Discussion
It is evident from the literature and the data collected from this study that the
principal act as an instructional leader providing targeted professional development,
support and feedback to improve classroom instruction. Kramer (2007) reported that
instructional improvement did occur during the supervisory process; however, it is more
likely to occur “when supervision was comprehensive, when there was a relationship
between teacher and principal that was based upon trust, and when there was a clear
purpose for supervision” (p. 112). Additionally, the literature supports a developmental
approach to supervision which provides feedback and follow-through from the principal
ultimately assisting teachers in the improvement of their skills. We sought to expand the
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research that demonstrated direct effects on teacher perception of instructional
improvement in relation to the principal’s model of supervision.
Research question one used a correlational analysis to ascertain relationships
among 2 supervisory models, 2 supervisory strategies and teachers’ perception of
instructional improvement. The result of the correlation analysis shows that the
developmental model has a moderately strong relationship with teachers’ perception of
instructional improvement whereas the clinical model has a moderately weak relationship
with teacher instructional improvement. The other variables, peer coaching and
professional growth plan, have weak relationships with teachers’ perceptions of
instructional improvement.
Research question two was answered through a path analysis. Our data indicates
that the principal’s model of supervision did have an influence on teacher instructional
improvement. The path analysis illustrated that the clinical model of supervision had a
weak influence on teacher improvement; however, we found that the developmental
model had a significant impact on teacher improvement in instruction. Additionally,
using peer coaching and asking teachers to develop a growth plan does not have a
relationship with teacher improvement. However, the data suggests that when the
principal intervenes and utilizes the developmental model of supervision along with peer
coaching and a professional growth plan there is a significant influence on teachers’
perception of instructional improvement.
The data demonstrates that in order for teachers to believe that they can make
significant and lasting changes in their instruction in their classroom, the principal should
use the developmental model where he/she provides reflective inquiry, a collaborative
environment that reinforces best practices and is involved in assisting the teacher in
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improving his/her skills. It is recommended that the building principal promote
collaboration and provide the required support teachers need to keep current and
consistently use best practices in the classroom. Implementing a model of supervision
that assists teachers in their own development and provides them with an opportunity to
reflect on their own teaching will help them find better ways to meet student needs.
Marshall (2005) supports the idea of principals leading the way in instructional
improvement. “Principals are ideally situated to start this team-driven ‘engine of
improvement’ and keep it humming month after month.” (p. 727). These safe and
communicative environments will not only help teachers continually improve their skills
but the students will ultimately benefit from the improved instruction, as well. Our
findings are consistent with research on instructional supervision and instructional
improvement.
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Principals model of supervision and instructional improvement, 12
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Abstract
At first glance, the notion of conducting oral reading and assessment with deaf children may
seem problematic, but only in terms of spoken language. Rather, utilizing a different approach
with text and an alphabet developed for American Sign Language (ASL) makes oral reading and
assessment a possibility. Deaf students can use their signed language knowledge in collaboration
with their reading experience and be assessed accordingly. According to this new way of
thinking about teaching deaf students, reading instruction and assessment need to be aligned with
what they know (i.e., ASL and oral reading does not have to be limited to the print representing
one spoken language or another). Thus some educators have begun to explore an option not
considered in the past; that is, the development and use of a special writing system that allows
for effective reading development experiences with deaf students. Additionally, these students
could read text consistent with how they sign (see Adams, 1990 for further discussion on the
relationship between print and speech as an analogy to this consideration) and then make a
transition to reading written English materials at the same time.
Gloss is the intermediary writing system used to facilitate the process involved (see Supalla,
Wix, and McKee 2001 for further discussion on the innovative reading program used in this case
study). Instrumental to using gloss is how English words are capitalized and rearranged
according to ASL’s morpho-syntactic structure (with the use of additional conventions; e.g.,
DOG NOW CHASE>IX=3 CAT for ‘the dog is chasing a cat’). If a student encounters CAT as
an unfamiliar word while reading, he will need to look it up in The Resource Book (which
functions similar to a bilingual dictionary). The student can then read the word equivalent written
in ASL next to the glossed word as follows: B2ce. Decoding the sign equivalent (as part of
deciphering the otherwise inaccessible English word) would be based on the phonological
structure in the signed medium. The ASL-phabet letters represent distinctive handshapes,
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locations, and movements as used in individual signs. After knowing the meaning of the word
CAT, the student can comprehend the sentence concerning what the dog is chasing after.
Up to now, the combination of gloss text and the use of The Resource Book allowing for oral
reading with deaf students is an open question for investigation. This presentation will share the
details of a study undertaken to examine how two students performed in a tutorial where the
special literacy tools were used. The tutorial was conducted entirely in ASL. The focus of the
study was to understand how the students and their tutor behaved in one guided reading activity
and determine how well the assessment was conducted at the end of the tutorial. A necessary
transcription of these interactions and ensuing analysis allowed for detailed descriptions of the
teaching protocol to occur. Clay’s (1993) running record was used as part of the oral reading
assessment. Identification of different reading behaviors and considerations for scoring are the
two critical areas subject to investigation concerning the literacy tools. The strategies specific to
guided reading (Fountas & Pinnell, 1996) are targeted for evaluating the quality of interaction
between the students and the tutor.
According to the results, the use of gloss text and The Resource Book during the tutorial
indicated a number of positive reading development experiences. The deaf students in the study
behaved as if they were engaged in oral reading and the tutor teaching different strategies for
reading. Phonetic skills in ASL were promoted through the use of The Resource Book, and the
students were able to read and sign “word for word” with the gloss text. Discussion will be made
on how scoring was done when using gloss text to conduct a running record and what needs to be
done for further validation. Oral reading appears to be feasible and beneficial when deaf
students’ signed language knowledge is tapped for reading development purposes.
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Abstract
Video games exist since 1961. Therefore, they are a comparative new cultural form (Juul 2005: 3).
This cultural form has led to a new youth culture that is described as gamers culture (Jesse 1995).
However, gamers culture has to be understood in the broader context of every day youth cultures. In
Austria, young people describe them self as belonging to 2,5 different youth cultures in average
(Zentner 2004). Since nearly all young in Austria are playing computer games at least occasionally,
our research question is, how the young make use of computer games in their every day culture.
The research reported in this talk was conducted as a representative study with 850 interview
partners in Austria in 2006. The instrument used to collect the data was a quantitative questionnaire.
The questionnaire contained questions about the preferred youth culture, the perception of parents
educational styles, political preferences and the usage of computer games. While analysing the
quantitative data, we came across the question how the interview partners integrate their computer
game usage in their every day culture. This information could not be derived by statistical data
analysis, since the single persons disappear behind the figures in a statistical data analysis. Thus a
new approach for the interpretation of the quantitative data was needed.
We decided to use qualitative interpretation methods on the quantitative data. This included the
consideration of the cognitive processes of the research team (Morse 1994) and the connection
between data and theory (Glaser/Strauss 1967). This approach led us to turn around the common
relation of quantitative and qualitative research: Instead of using qualitative research to generate
ideas that are later on proved by quantitative research, we used the quantitative research to generate
ideas that were later on investigated by using qualitative interpretation methods. The interpretation
method we used was derived from the case study approach (Kohlbacher 2005).
In the first step of our analysis, we identified three persons by attributes measured with quantitative
methods (number of friends, amount of computer game usage, preferred computer game genre,
preferred youth culture). In the second step, we analysed the answers that these persons gave on the
quantitative questions with qualitative methods in order to reconstruct the person behind the
quantitative answers.
The first result is, that the approach of using qualitative data analysis methods on quantitative data
proved as successful. It was possible to reconstruct the person behind the quantitative answers,
although this interpretation was limited compared to the analysis of qualitative data. As a second
result we could show how the young connects computer game consumption into every day culture.
The researched young used computer games according to their preferred youth culture, while
parents educational styles do not have a major influence. It can be concluded, that computer game
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preferences depend on youth cultures. Therefore computer game usage by the young should be
understood in the context of youth cultures.
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ABSTRACT
Concerns that current education system cannot prepare students for life and work in the 21st
Century have prompted educators to explore new ways of designing education. Educators
and policy makers are attempted to change the way results of education is measured from an
emphasis on traditional inputs to outcomes. The shift toward outcome-based education is
analogous to the Total Quality Management in business and manufacturing. It reflects a
belief that the best way for individuals and organizations to get where they are going is first to
determine where they are and where they want to be. Then they need to plan backward to
determine the best way to get from here to there. The purpose of this paper is to propose an
outcome-based financial accounting curriculum. The experience and the effectiveness of
using outcome-based approach in financial accounting will be discussed.
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Abstract
This study aimed to determine the services required by student in special
education programs, and to estimate the costs of adequately funding special education.
Both quantitative and qualitative research methods were adopted in this study.
Questionnaires were first administered to 300 special education school teachers to
identify the services required for students in special education programs. Thereafter,
two focus group interviews including school teachers, scholars, government officials,
medical doctors, and therapists were organized to determine the service categories and
items, which in turn been used to estimate the costs and weights of different special
education programs. The findings were as follows：
1. Severely disabled Students need more supportive services than their mildly and
moderate disabled counterparts.
2. Costs for special education programs varied significantly regarding disable
categories.
3. The current special education funding formula in Taiwan which
cost differences among students from different
neither equitable nor

ignoring the

disable categories and conditions is

adequate, and thus has to be reformed.

Finally, suggestions are provided for Taiwan government to improve its special
education funding formula.
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Introduction
Adequately and equitably funding special education has gained specific
emphasis in most developed countries since the adoption of the Universal Declaration
of Human Rights by United Nations General Assembly in 1948. Taiwan, however, has
lagged behind most developed countries for decades.
Although Taiwan’s Constitution established back in 1947 has mandated that
“every citizen should enjoy equal opportunity in education”, the protection of
educational rights for students with special needs had long been overlooked until the
pass of the Special Education Law in 1984, which clarified the governmental
responsibility in providing adequate special education programs for students with
disabilities. Thereafter, an amendment to the Special Education Law in 1997 not only
expanded the service categories for students with special needs, and also, it further
mandated that 3% of the total governmental expenditure at the central level and 5% at
the local level should be reserved specifically for funding special education.
Although the money specified for special education has henceforth been
protected by the law, how 3% and 5% been determined has evoked severe criticism,
and many has lamented that the money reserved by these pre-fixed percentages are
still far from enough.
Moreover, a uniformed percentage of reservation mandated by the central
government to all local government regardless their capability of implementation is
irresponsible, given the very different financial conditions among the individual local
governments. Wealthier local governments might be able to meet the standard for
funding special education, but it would be very difficult, if not impossible, for poorer
governments to meet the same funding standard. As a result, students with disabilities
living in poorer counties/cities often enjoy less service than their wealthier
counterparts.
Additionally, the special education funding formula both at the central and the
local level in Taiwan has long been criticized for inequitable. A significant percentage
of the central government special education aids are granted to local government by
using a fixed amount, which means every county/city government, disregarding its
special education student number and severity, gets the same amount of money. The
special education personnel grants (physical therapists, clinical psychologists,
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occupational therapists, etc), for example, was NT$ 3,600,000 (US$ 120,000) for
every county/city government in 2006, which resulting in a per (special ed.) pupil
personnel expenditure of US$13.5 in Taipei County, and this amount is much smaller
when comparing with US$184.5 in Chiayi City.
Finally, although some of the special education grants (e.g. grants for special
education administration, teachers’ assistants, special equipments, etc.) are allocated
based on head-counting, they often ignore the totally different needs required by
students with different disable types and severity conditions, and this has also led to
serious vertical inequity in school finance. The criticisms mentioned above all suggest
a need for valid estimation of the costs for students with different disabilities in
Taiwan.
Given the importance of estimating the real costs for individual students with
special needs as well as the costs for adequately running special educational programs,
there is however a severely insufficient research bases in Taiwan upon which we can
carry out the estimation. Hence, this study aims to identify the major service items
required by students with disabilities, and to estimate the costs for adequately
educating them. The remainder of this article is divided into four sections. The first
section reviews the literature regarding financial adequacy of special education. The
next section discusses the research method used to glean the data and information
necessary for estimating costs. The third section presents the research findings, and
the last section was arranged to discuss strategic implications and conclusions.

Literature Review
Advocate of special education often stress that all children, regular or those with
special needs, should be treated equally, but what is equality of opportunity, adequacy,
or equity are still open questions. Berne and Stiefel (1984) suggest that fiscal fairness
means all students receive a fair share of the public dollars spent on education, and in
order to measure equity, one should concern both horizontal and vertical equity.
Horizontal equity means “equal treatment of equals”, and vertical equity is “unequal
treatment of unequals”, so that those who need extra resources to learn may also enjoy
a sound education. Lately, the focus of educational equality of opportunity has shifted
from equity to adequacy, and such a shift challenges policymakers to identify a new
school finance structure that is more directly linked to strategies that raise levels of
student output— achievement rather than only focus on input equity as in the past
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( Alexander and Salmon, 1994; Odden and Picus, 2004). Under the directions of these
equity doctrines, special needs programs such as compensatory education programs
for low-income students, language enhancement programs for LEP students, and
special education programs for physical and mentally disabled students are developed
(Sage and Burrello, 1994).
Although the concept of delivering extra money to students with special needs
has been accepted by most scholars and the general public, how much money should
be allocated to special education is still a major topic of concern in school finance.
Many scholars claim that the money delivered to special education is far from enough,
and the rights of the children with special needs are not yet implemented in reality
(Morse, 2006). While Nathanson (1998) worries that by delivering too much extra
money to special education might thus in turn reduce the capability of adequately
educating regular students, which is unjust to nondisabled children. He points out that
the potential for encroachment of special education spending on regular education has
stimulated serious consideration among the general publics, and therefore, it is of
utmost importance to figure out the real costs of educating students with all kinds of
disabilities to determine the money that should be reserved for special education.
To calculate the costs for special education is very complex due to the wide
variety of disable conditions of each individual student, students with different
placement, handicapping types and conditions required very different educational
services (Sternberg, Taylor, and Schilit, 1987; O’regan, 2005). Thus, a funding
formula for equity and adequacy can be developed only when good data to quantify
the degree to which students with different needs require different levels of resources
is ready (Odden and Picus, 2004). Hence, this study aims to estimate the real costs for
adequately educating students with all kinds of special educational needs in Taiwan.

Methodology
In light of the foregoing argument, the purpose of this study was to estimate the
costs for adequately educating students with special needs in Taiwan. A mail survey
was first conducted to solicit the special services perceived as important by special
education teachers. The questionnaire was designed based on extant literature, where
ten special education categories and three severity degrees were elicited from the
literature, and they are also consistent with those recommended by the Special
Education Law in Taiwan. A pilot test by 20 special education teachers was conducted
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to modify the questionnaire. After finalizing the questionnaire, a mail survey was
administered to 300 special education teachers who were selected by stratified
random sampling across Taiwan Island. The participants were required to rank all the
services in the selected category on a scale of 1-3, ranking a service as one meant that
it was considered least important while ranking it 3 meant that it was extremely
important. In addition, participants were asked to identify additional services not
covered in the questionnaire perceived by them as important, so that a thorough list of
service required by students in special education may be reached.
The results of the survey were thereafter reviewed and screened by the experts
organized in the two focus group interviews, including school teachers, scholars,
governmental officials, medical doctors, and therapists. The final service items that
deemed important to the learning achievements of special education students were
thus determined in the two group interviews.
The last stage of this study was to estimate the costs of the services identified
from the foregoing two stages. The costs for most of the assisting equipments were
calculated by averaging the prices provided by the six county level governments who
showing their willingness in offering the information (Taipei County, Hsinchu County,
Changhua County, Chiayi City, Tainan City, and Kaushong County). Moreover, if any
equipment listed by the group interviews has never been procured by any of the six
governments, then its cost was measured by surveying the firms or equipment
suppliers in the relevant markets. The administration expenditures were estimated
based on a combination of the grants from both local and central governments, and
finally, the costs of qualified personnel were estimated based on the salaries and
grants unified by the Central Personnel Administration of Taiwan.

Findings
The aim of this research is to establish a funding formula to provide all schools
with adequate and equitable special education resources. The analysis contained in
this paper focuses on three dimensions: assisting equipments required for students’
learning, personnel expenditures for instructional and related services, and
administrative expenditures. Equipment expenditures are evaluated by multiplying the
price with the number of equipments required by one special education student in one
year period, then divided by the usable years of the equipment fixed by the
government, and then divided by the number of students that might use the equipment
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together, the formula can be illustrated as follows:

Equipment cost =Σequipment price × number of equipment ÷ fixed usable years ÷ shared
students;

Personnel resources allocated to students are mainly measured in hours and are
multiplied by the salary determined by Personnel Authority:

Personnel cost =Σservice hours per year × Salary per hour;

Class administrative expenditures are calculated by current governmental aids, which
provide US$100 for each mildly disabled special education student, US$200 for
moderate disabled, and US$300 for severely disabled.
The results shown below are presented by using a combination of disability
categories and severity degrees. Table I revealed that Hearing impaired students costs
the highest because the assisting equipments for hearing impaired students such as
electronic ears are extremely expensive, and it cannot be shared with other students at
a given moment. Also worth noticed is that although health disabled students often
have to spend a significant amount of money for medical care, this part of expenditure
is provided outside educational department, and so is not calculated in this study.
Table I:

Annually Assisting Equipment Expenditure

Category

Severity

Visually impaired
Physically disabled
Mentally disabled
Hearing impaired
Learning disabled
Autism disabled
Speech and language disabled
Health disabled
Emotionally Handicapped
Multiple disabled

Mildly
198
26
142
333
172
142
230
250
28
147

Moderate
150
717
75
10118
230
230
230
285
142
263

Severely
3309
2273
200
10965
230
253
230
267
104
208

Personnel expenditure is the highest costs for educating students with special
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needs in almost all categories. Autism disabled students cost more than their other
categories counterparts, but the differences between them are relatively smaller than
that in assisting equipments.
Table II: Personnel Expenditure
Category

Severity

Visually impaired
Physically disabled
Mentally disabled
Hearing impaired
Learning disabled
Autism disabled
Speech and language disabled
Health disabled
Emotionally Handicapped
Multiple disabled

Mildly
6120
6584
9200
6328
7748
9536
5652
6160
5760
9161

Moderate
7800
7580
9520
5760
9241
11181
7200
7321
7160
10329

Severely
8581
9872
10940
6864
10929
12877
8857
7981
8080
12697

Since the method for estimating class administrative expenditures suggested by
teachers and government officials is head counting regardless the categories of
disability, and the amount currently used by many local governments are deemed
appropriate, we decided to use the measured current used by many governments in
Taiwan, which account for about US$100, 200, and 300 for mildly, moderate, and
severely disabled students respectively to all kinds of disabled students.
Table III: Class Administrative Expenditure
Category

Severity

Visually impaired
Physically disabled
Mentally disabled
Hearing impaired
Learning disabled
Autism disabled
Speech and language disabled
Health disabled
Emotionally Handicapped
Multiple disabled

Mildly
100
100
100
100
100
100
100
100
100
100

Moderate
200
200
200
200
200
200
200
200
200
200

Severely
300
300
300
300
300
300
300
300
300
300
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In average, severely disabled students need more supportive services than their
mildly and moderate disabled counterparts, hence, severely disabled students are
served at the highest cost. Moreover, the average costs for students with disabilities in
different categories are also different, the highest costs lie on hearing impaired
students with a total special aid amount of US$13,657, and this amount is much
higher than emotionally handicapped students of US$7292 per students.
Table IV: Total Annually Expenditure
Severe

Mildly

Moderate

Severely

Catego
ry

Average
Total
Expenditure

Visually impaired
Physically disabled
Mentally disabled
Hearing impaired
Learning disabled
Autism disabled
Speech and language
disabled
Health disabled
Emotionally Handicapped
Multiple disabled

6418
6711
9443
6762
8020
9779
5982

8150
8497
9796
16079
9671
11611
7630

12190
12446
11440
18130
11459
13430
9387

8919
9218
10226
13657
9717
11607
7666

6510
5889
9408

7806
7503
10792

8548
8484
13205

7621
7292
11135

Average

7492

9754

11872

9706

Conclusion and Implication
This study aimed to determine the services required by student
in special education programs, and to estimate the costs and the
weights for special education funding formula. The results show
that educating students with different disabled categories and
severities require very different resources, and the funds allocated
to different special education programs should thus be different.
Concurrent special education aiding formula in Taiwan which
ignoring the differences in category and severity is not equitable.
Moreover, since the total cost of adequately educating students
with special needs calculated based on the results of this research is
much higher than the actual amount of money delivered to special
education, we deemed that the current aiding formula is not
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adequate either. Government officials, both at the central and local
levels, may use the results of this research to revamp their special
education funding formula.
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Objectives or purposes
The purpose of this paper is two-fold: one is to explore the relationship between work
ethics and teacher professional identities in the age of new media and technologies, and
another is to explore the similarities and differences in work ethics between pre-service
teachers and exemplary teachers. It is hoped that insights from these explorations will help
inform pre-service teacher educators while they develop competent and morally
responsible teachers with new media and technologies. A framework of work ethics widely
used in corporate settings is adopted, and survey questionnaire, focus groups, and
interviews are conducted to explore the inquiries. Insights will be reported in the proposal
and the final paper.
Perspective(s) or theoretical framework
New Media and Teacher Professional Identity: The teacher professional identity has
caught more attention recently with the fast development of new media and technologies.
A generation of young adults has grown up in the digital world, exposing their personal
lives for all to see on websites like Facebook.com and MySpace.com. Recent news from
NBC network (Thursday, May 15, 2008) reported that a ninth-grade English teacher in
Ohio posted inappropriate remarks on her MySpace, for example, listing among her
favorite activities, "lots of alcohol consumption." This spotlight led the state of Ohio to
recommend new codes of conduct for teachers, focusing on teachers’ online social
networking profiles. The blurred boundary between personal and professional lives makes
us re-examine what it means to be a teacher as a professional.
Regardless of the culture one is in, one tends to expect a teacher to be a role model and a
highly ethical person (Hurrelmann, 1996). Teachers are generally held with higher esteem
1
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and standards of conduct because their values and actions directly impact on their students’
thinking, feeling, and behaviors. In certain cultures, the teacher’s personification is held so
highly that a teacher is no longer seen as a mortal human being but a flawless godly figure
(Paine, 1990). Such an image has both its benefits and drawbacks. One of the drawbacks is
obviously the shock and alarm when a teacher has an unethical behavior. Teachers, just as
other human beings, do make mistakes, have private lives, and need to learn and grow into
their professional identities as good and ethical teachers.
Moral education and character education have played important roles in teacher
education. Three major approaches to moral education dominate the field: character,
cognitive developmental, and caring. Character education focuses on action and
emphasizes making virtuous behaviors habitual (DeRoche & Williams, 1998; Ryan &
Bohlin, 1999). Cognitive developmental tradition focuses on the process of ethical
decision-making over the content-driven character education. The developmental tradition
emphasizes reason over action. The developmental approach frequently has justice as its
preeminent concern in morality and moral development (Kohlberg, 1981). In contrast to
the developmentalists’ focus on justice, the caring approach focuses on relationships
(Gilligan, 1977, 1982; Noddings, 1984, 1992, 2002). The foundation for this approach is
the ethic of care. Nodding provides a brief summary, “Ethical caring is always aimed at
establishing, restoring, or enhancing the kind of relation in which we respond freely [to
others] because we want to do so” (2002, p. 14).
It’s obvious from the above that most ethical issues in literature focus on the moral
development of the students with whom the future teachers will teach. In other words,
when moral education or character education is mentioned, it is mostly about the
importance and how-to’s of the K12 students and school curricula. The teachers’ personal
work related values and moral ethics are very much taken for granted, as if teachers are
born to know how to be ethical and moral role models.
Framework of Work Ethics: Each new generation seems to be seen as in decline of work
ethics (Eisenberger, 1989; Orrell, 2007; Sacks, 1998; Zemke, 1999). This sentiment is
especially targeted “Generation X” (those who were born after 1960) and “Generation Y”
(those who were born after 1980). These generations felt no connection to the cultural
icons of the baby boom generation, born between 1946 and the early 1960s. What is
unknown is if such a sentiment is valid and measurable. Perhaps the work related values
are different rather than declining in younger generations, as some scholars also claim
(Allerton, 1994; Corbo, 1997; Orrell, 2007; Spiegler, 1997). Despite different views, it is
apparent that a good work ethic is considered as key to the healthy development of the
youth and the society.
There has been much debate on what is work ethic and if work ethic is a one or multidimensional concept. Different frameworks, models, measurements, and scales have been
developed about work ethics over the years (Blood, 1969; Buchholz, 1978; Goldstein &
Eichorn, 1961; Hammond & Williams, 1976; Ho & Lloyd, 1984; Mirels & Garrett, 1971;
Ray, 1982). Miller et. al. (2002) did a comprehensive overview and analysis of the past
frameworks on work ethics and concluded that work ethic was multidimensional and it
2
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included seven dimensions: centrality of work, self-reliance, hard work, leisure,
morality/ethics, delay of gratification, and wasted time. The following table displays the
dimensions, definitions, and samples:

Dimension

Multidimensional Work Ethic Profile (MWEP)
Dimensions, Dimension Definitions, and Sample Items
Definition
Sample items

Centrality of
Work

Belief in work for work’s sake
and the importance of work.

Even if I inherited a great deal of
money, I would continue to work
somewhere.

Self-Reliance

Striving for independence in
one’s daily work.

One must avoid dependence on
other persons whenever possible.

Hard Work

Belief in the virtues of hard
work.

If you work hard you will succeed.

Leisure

Pro-leisure attitudes and
beliefs in the importance of
non-work activities.

People should have more leisure
time to spend in relaxation.

Morality/Ethics

Believing in a just and moral
existence.

People should be fair in their
dealings with others.

Delay of
Gratification

Orientation toward the future;
the postponement of rewards.

If I want to buy something, I
always wait until I can afford it.

Attitudes and beliefs reflecting I try to plan out my workday so as
active and productive use of
not to waste time.
time.
Simplified based on Miller, Woehr, and Hudspeth (2002). Permission pending.

Wasted Time

With this study, we intend to use Miller et. al’s framework to examine teachers’
perspectives on work related values because of its contemporary and comprehensive
nature. We want to find out if this popular framework is relevant to the teacher population
in the age of new media and technologies. In addition, we want to capture teachers’
perspectives on the work ethic issues. Finally, we want to know what role teachers’ work
related values play in teachers’ professional identities.
Methods, techniques, or modes of inquiry
The research questions for this study are:
1. What are pre-service teachers’ perspectives on work ethics in the age of new media
and technology?
2. What are exemplary teachers’ perspectives on work ethics in the age of new media
and technology?
3
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3. Are there perspective differences in work related values between the pre-service
teachers and the exemplary teachers? What do the differences, if any, mean for
teacher education?
A mixed method is used for this study. We first collected survey data using Miller et. al.
(2002)’s Multidimensional Work Ethic Profile (MWEP) 65-item questionnaire to examine
if this corporate framework is relevant to the educational context and the teacher
population. Quantitative method is used to analyze the results of the survey. The results are
then compared to various validated constructs in literature.
We are currently in the process of interviewing twelve exemplary teachers (identified by
six principals) and twelve pre-service teachers for an in-depth understanding of the
inquiries regarding teachers’ perspectives on work ethics in the age of new media and
technologies. We are also interviewing the six principals for their perspectives as a
reference to our interviews with pre-service and exemplary teachers. Qualitative open
coding and thematic analysis (Creswell, 1998; Patton, 2001) are used to analyze the
interviews with the pre-service teachers, the exemplary teachers, and the principals.
Data sources or evidence
Our participants are pre-service teachers from several universities in Texas, and in-service
teachers recommended by their principals from North Texas independent school districts.
Over 110 pre-service and in-service teachers filled out the MWEP survey. Twelve preservice teachers, 12 in-service exemplary teachers, and six principals participated in the
interviews.
Results and/or conclusions/point of view
We believe that a teacher’s personal intrinsic value for work and leisure plays an important
role in her/his interest in being a good and effective teacher. Through this study, we want
to find out what the existing intrinsic work related values are among pre-service and inservice teachers. In addition, we want to discover whether there are differences between
pre-service and exemplary teachers in terms of their work related values. We are
particularly interested in the exemplary teachers’ work-related values because their values
will help to develop new and exemplary teachers.
Educational or scientific importance of the study
The rapid development of new media and technologies not only continues to break the
boundaries between private and public lives, but also continues to facilitate changes in
people’s attitudes towards work and leisure. These changes influence teachers’
professional identity, their dedication to the profession, as well as their teaching
effectiveness. A teacher who possesses both content knowledge and good work ethics is
one we entrust with our children’s future growth and development. Therefore, it is
important for educators and researchers to identify and study the intrinsic values that
4
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teachers have for their work and leisure, and to nurture the positive values and increase
their chances of success through their own dedication.
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Abstract
Kindergartens must now demonstrate learning quality to fit parents’ expectations of a good
head start in their children’s elementary studies of English in Taiwan. Since teachers are the
key to quality learning outcome, they must be involved in the quality issue. This study set out
to identify the quality criteria that are needed for nonnative EFL kindergarten teachers in
Taiwan. The competencies they should possess and the personalities they should have were
identified. Two sets of questionnaires were used to measure kindergarten faculties’ and
professional educators’ beliefs of nonnative EFL teachers’ criteria. A total of 394 participants
from kindergartens and 67 professional educators from universities and colleges were
surveyed. The result of this study revealed that the influence of teachers’ preferred quality
criteria to the college programs that cater to teachers for young children’s English. It will
help to remedy these college programs for the purpose of improving young children’s
English education in Taiwan.
Keywords: Teacher’s quality criteria, Kindergarten English curriculum, Teachers’
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Professional competence, Teachers’ characteristics.
Introduction
A new educational issue in EFL teaching at the kindergarten level has increased
attention in Taiwan. It is commonly believed that English has to be learned as early as
possible to be successfully acquired, especially after the implementation of elementary school
English Education in 2001. This new educational policy gave most parents an inclination to
start their children’s English learning in kindergarten or earlier. The trend of teaching English
to pre-school children was therefore formed even though it became restricted by the
government. In fact, a proposed educational policy of lowering EFL education to the
kindergarten level from Education Department of Taipei was once released in 2000 (Extend
EFL teaching to kindergarten level in four years, 2000)., It remained a controversy at the time;
However, the majority of kindergarten teachers tend to agree with this policy (Chang, Chang,
Chuang, & Hsieh, 2001; Lee & Chien, 2003; Yang, 2002). Many professionals also agree
with teaching English to kindergarten children as long as it is properly integrated into the
curriculum (Chang, 2004; Lee, 2004). Parents’ even request most kindergartens to include
EFL teaching in their curriculum (Difficulties in learning, 1997; Fang, 2003; Hsin, 2004; Lee,
2004; Lee, 2004; Liao, 2004; Ni, 2004; Yang, 2004; Wu & Chang, 2004). English curriculum
is already conducted in more than 30% of public kindergartens and 97% of private ones. This
phenomenon has revealed the prevalence of kindergarten EFL curriculum.
Very often, the beginning implementation of a new educational curriculum comes with
problems and difficulties. In this case, more than half of the kindergarten administrators
reported a shortage of qualified EFL teachers (Chen, 2004a; Hsin, 2004). The insufficient
number of qualified teachers has later become a major problem in promoting children’s
English teaching at the kindergarten level (Chang, Chang, Chuang, & Hsieh, 2001; Hsiao,
2003; Wang, 2003; Lee, 2000; Problems of students who are taught by English speaking
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teachers, 2003; Yang, 2002). This is the same issue the administrators of elementary schools
faced when implementing English curricula in 2001. Elementary school administrators were
forced to use every possible teacher to teach regardless the teacher quality. However, we all
know that the quality of teachers is the key to the success of kindergarten English education
(Chang, Chang, Chuang, & Hsieh, 2001).
In Taiwan, the main resource of kindergarten EFL teachers are English native speakers
from overseas, Taiwanese teachers who held BA degrees and above from English speaking
countries, graduates of Department of English (Foreign) Language and Literature,
Department of Applied Foreign (English) Languages, or Department of Early Childhood
Education. (Please note that this study will only focus on nonnative EFL teachers of
Taiwanese as the quality of non Taiwanese English speaking teachers might involve more
complex factors.) These potential candidates of Taiwanese nonnative EFL teachers seem to be
eligible for teaching, but in fact, lack English ability, early childhood education knowledge,
or EFL teaching knowledge. However, when a new educational demand has occurred, the
cultivation of qualified teachers is the top priority. The impact of this phenomenon to the
college related programs with the goal of educating kindergarten EFL teacher is obvious and
will deeply influence their future curriculum planning. The design of teacher’s training
program has to correspond with the realistic need of teaching world to ensure the success of
the program. This also placed a strong pressure on educational institutes and teachers of
kindergarten EFL to become more competency-based, so as to better meet the changing
demands of the labor market. This also has important consequences for students’ English
achievements because of the strong relationship that exists between instruction, learning and
teacher quality. Teacher quality, learning, and instruction should be aligned with each other.
Teacher quality appears to strongly influence how students learn, causing us to focus on what
the teacher quality criteria requires. An increase of the formal qualifications of nonnative
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kindergarten EFL teachers will contribute to substantial improvements in the quality of the
kindergarten EFL teacher workforce.
Scottish Office Education Department (1992) refers teachers’ professional competences
to knowledge, understanding, attitudes and practical skills. Whitty (1996) identified two sets
of qualities that characterize a successful teacher: professional competences and
characteristics. Professional competences comprise of knowledge of children and their
learning, subject knowledge, knowledge of the curriculum, knowledge of the education
system, and knowledge of the teacher’s role. Professional characteristics consist of
knowledge of understanding and skills. Knowledge of understanding includes professional
values, professional development, personal development, communication and relationships,
and synthesis and application. Skills include subject application, classroom methodology,
class management, assessment and recording, and undertaking the wider role. Even though
researchers have provided a clear notion of teachers’ professional competences, we still lack
information regarding nonnative kindergarten EFL teachers’ required knowledge, skills, and
personalities. A question often discussed in the literature is, “in what should a nonnative
kindergarten EFL teacher be competent?” Very little is known about the professional quality
of these teachers since it takes two professional knowledge fields of EFL teaching and early
childhood education with high level of English language proficiency to complete a qualified
teacher. A teacher who possesses these criteria is, no doubt, the most popular among
kindergartens (Chang, Chang, Chuang, & Hsieh, 2001). Proper kindergarten English has to be
integrated with other subjects in children’s lives, and therefore becomes a new challenge for
graduates from kindergarten education departments who have never trained to teach English
and for graduates from English related departments who do not know how to teach
kindergarten children.
In 2004, Lin, P. J. mentioned that qualified teachers are one of the main factors in
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achieving successful education, and educational institutes, particularly, those who involve
in cultivate teachers are increasingly held responsible for providing quality training
programs for pre-teachers and in-service teachers. Researches have confirmed that
teachers play important roles in guiding language learning for young children and in
inspiring their learning motivations (Lin, T. M., 2004). However, scarce of literature has
done in the area of teachers’ quality criteria in teaching young children English in the
world and in Taiwan, even though some funded research programs are in progress. To
assist both kindergartens and educational institutes in teacher preparation, useful and
usable quality criteria for selecting EFL teachers are needed. Researchers have also urged
the government to increase funding for related studies to advance kindergarten EFL
education since it is a crucial demand for EFL education in Taiwan (Chang, Chang, & Lin,
2002; Fang & Lo, 2004). To improve teacher quality, it is necessary to realize
kindergarten educators’ beliefs in teacher’s professional competences and preferred
characteristics.
This study contributes to the existing teacher quality literature by focusing on sorting
out nonnative kindergarten EFL teachers’ required professional competences and preferred
characteristics. It aimed to begin with considering that which contributes to the quality of
kindergarten EFL teacher education by explicitly setting out the quality criteria for teachers.
The qualification of in-service kindergarten EFL teachers and the professional skills they are
required to teach young children English are investigated in terms of beliefs from
kindergarten administrators, kindergarten teachers, English teachers, and professional
educators. As teacher’s professional competences highly depend on the content of the
teacher-training curriculum, this will reveal the impact of what teachers really need in the
teacher-training program offered by educational institutes, then, to find out the preferred
characteristics of nonnative EFL teachers in kindergarten. This study attempts to answer the
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question: “What do nonnative kindergarten EFL teachers—working in different kindergarten
in Taiwan—consider being academically competencies and characteristics they should
possess?”
Related Literature Review
Kindergarten EFL Education in Taiwan
In the last decades, many research results and theories, particularly, the critical period
hypothesis, have confirmed the advantage for young children to start early in learning EFL. It
stressed that the optimal age for language learning is approximately from 2 years old to prior
to adolescent (about 13 years old) because of the human brain structure has more plasticity at
that young age (Lenneberg, 1967; Penfield & Roberts, 1959; Mayo & Lecumberri，2003;
Seiger, 1978; Singleton, 1995). As a child grows, it is very likely that the language learning is
insufficient due to the influence increase of affective factors (Chen, 2003; Ricardo Schütz,
2002). In 1984, McLaughlin also emphasized that children’s particular brain structure yield
the advantage of learning a second or third language and affective factors are an important
influence on their learning. Later, in 1980, Krashen proposed affective filter hypothesis, it is
now generally accepted as the main factor that influence human’s language learning. There
are many other researches about young children’s high acceptance of foreign culture when
learning the language. They often have higher sensibility toward language speech sounds and
have stronger memorization abilities (Chang, 2004; Curtain & Pesola, 1994; Lin, 2004). All
the above support the advantages of learning foreign language which directly promote the
learning of English among young children in Taiwan (Chang, Chang, Chuang & Hsieh, 2001;
Lee, 2003; Shin, 2001).
Taiwan government then carried out a national project to promote Taiwanese people’s
English abilities (Lee & Chien, 2003). This policy is the main factor that urged parents to
start their children’s English learning earlier than elementary school and therefore formed
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kindergarten EFL program. According to Tsao’s research statistics done in 1993, 70% of the
children in Taipei metropolitan area are attending or attended EFL classes in children’s
language schools. In 2001, there were more than 2000 kindergartens offering EFL classes
national wide (Chen, 2001). At the time, this new program was not controlled by the Ministry
of Education, but indicated it will be considered for addition into the kindergarten education
standard. However, it was later opposed by some kindergarten educators as it might influence
Chinese learning and was forced to stop in 2002. It wasn’t reopened partly in private
kindergartens a year later until majority of parents against the policy. It is obvious that
kindergarten EFL is the future trend of English learning in Taiwan (Chang, Chang, & Lin,
2002; Liu, 2004). A famous language teaching scholar, Krashen, who highlighted that the
main goal of young children’s EFL learning is for students to establish an interest in English
learning and acquire the culture. It will not be learned through dull text and complex
grammar (Chen, 2004b; Hsin, 2004; Wu, 2002).
Related Research on the quality criteria of nonnative Kindergarten EFL teacher
In Taiwan, there is no policy on the quality criteria of nonnative Kindergarten EFL
teacher. Mostly because it was a new educational demand and kindergarten EFL programs are
not yet allowed by the Ministry of Education. Teacher competencies such as language
proficiency, EFL teaching knowledge, kindergarten educational theory, language acquisition,
language and culture, language assessment are commonly required. However, the theories
must put into practice to fit the practical situation (Richards, 1987; Shin, 2001; Wright, 1990).
Some other knowledge needed to be acquired is oral analysis, grammar teaching, curriculum
and lesson plan design, and teaching methods. Peyton (1997) concluded that a good foreign
language teacher needs to possess:
1. A high level of language proficiency in four language skills – listening, speaking,
reading, and writing.
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2. The ability to use language in both social and professional purposes in real life
contexts.
3. The ability to understand both oral and written media in the target foreign language
and be able to interact with native speakers of the foreign language.
4. A strong background in the liberal arts and the content areas.
5. A good understanding of the social, political, historical, and economic realities of
the regions where the target foreign language is spoken.
6. Pedagogical knowledge including human growth and development, learning theory
and second language acquisition theory, strategies for developing proficiency and
cultural understanding in teaching the foreign language (Guntermann, 1992).
7. Knowledge of various technologies and be able to integrate them into classroom
instruction.
However, when talking about kindergarten students, the key competence for teachers is
kindergarten children development and learning process (Lai, 2003). Kindergarten EFL
teachers need to understand their students are different from older children and adults, and
they will need more care in their classroom learning. In Taiwan, a teacher is required to pass
26 kindergarten educational courses before they can teach in kindergarten.
Other than academic competence, kindergarten EFL teachers will have to have proper
teaching characteristics (Liang, 2001). They need to be confident and understand their
students and to be able to teach with fluent English by implementing various teaching
methods to assist their students’ learning. It is also important for teachers to understand how
to learn from teaching experiences in order to develop effective teaching and to deliver
proper knowledge to their students. In addition, the ability of inspiring kindergarten
children’s learning interests is also an important ability that teachers should have (Difficulties
in learning, 1997). Teachers have to love their jobs, do not disguise their true personalities,
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but coordinate with their teachings and bring out the best learning outcome (Harmer, 2003).
We all know that after teaching for a certain period of time, teachers will have enough
teaching experiences to react to their daily teaching circumstances, and therefore form their
own teaching style. However, kindergarten EFL Teachers need to be careful to perform the
ability of deliver knowledge, manage class and curriculum, assess learning outcome, motivate
learning, and answer inquiries (Shin, 2001).
Method
Participants
The research population for this study was drawn from 3306 kindergartens and 164
colleges in Taiwan. The representative sample comprises 394 kindergarten faculties and 67
professional educators. Kindergarten facilities included administrators, kindergarten teachers,
and kindergarten EFL teachers. The subjects are chosen for the reason that they are the
educators who currently are working in the field of kindergarten and will provide the most
valid data for this study.
Literature search
What has been written on the competencies of nonnative Kindergarten EFL In are
concluded in order to respond to the main research goal. A literature search was first carried
out on competencies of nonnative kindergarten EFL teachers in terms of their academic
abilities and teaching characteristics. Books, articles in journals, research papers were
reviewed to identify the competencies nonnative kindergarten EFL teachers should have.
Literature was first searched through major database such as Educational Resources
Informational Center (ERIC), and Academic Search Premier, and others. Then the issues of
relevant journals with articles related to this study were screened. This process ensured a
thorough overview of relevant resources.
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Instrumentation
Administers, teachers themselves, and teacher educators often have clear views on
what abilities teachers should possess. In this study, teacher competences and characteristics
were studied from their administrators, colleagues, themselves, and teacher educators based
on two sets of questionnaires. The written questionnaire was used as the instrument because
the opinions of a relatively large group of kindergarten faculty and teacher educators were
desired. Questionnaires were developed by the researcher to obtain information needed for
the study rather than using existing instruments. It was also guided by extensive review of the
literature used in different educational background. The questionnaires were then pilot tested,
revised, and used as a measurement of teacher quality criteria from the participants’
perspectives. On the basis of the literature search, a first version of quality requirements for
nonnative kindergarten EFL teachers was drawn up and then developed into two survey
questionnaires for both kindergarten faculty and teacher educators. Kindergarten faculty’s
questionnaire contains demographic information, teacher’s professional competency,
teacher’s preferred characteristics. The professional educators’ questionnaire consists of the
same items except items in demographic information part.
In the final version, the teacher competences and characteristics consisted of 81 items
in professional competence part and 60 items in characteristics section. Among characteristics
section, 38 assumptions of personality item is based on the Big Five Personality factors by
John and Srivastava (1999) with five-point scale ranging from – Strongly agree (SA), Agree
(A), Uncertain (U), Disagree (D), and Strongly disagree (SD). The respondents were able to
give their opinions on the necessity of the competencies and personalities by indicating on a
Likert scale how necessary they believe each competency or personality to be for a nonnative
kindergarten EFL teacher because a five-point scale allows a precise statement of opinions.
The following example is from part of an area that is described as “teacher’s professional
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competencies”:
Item

SA

A

U

D

SD

The selection and implementation of Teaching material
Phonics and its application
Listening teaching method
Conversation teaching method
Vocabulary teaching method
Language teaching theory and its application
Second/foreign language acquisition
Language learning assessment

These assumptions cover areas stated in the related literature as important qualities
which comprise of two categories: teacher’s professional competency and Teacher’s preferred
characteristics. These two categories are further described in the following table.

Table 1
Categories of Questionnaire Assumptions
Teacher’s professional competency
Language proficiency

Fluency of listening, speaking, writing, and reading in English

training

language

EFL teaching training

English language linguistics, kindergarten EFL teaching
method, grammar teaching, oral analysis, language assessment,
classroom activity design, phonics theory and application, story
telling technique, curriculum and lesson plan design, children’s
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literature, bilingual education, culture and language, etc.
Kindergarten education

Kindergarten education theory, kindergarten children

knowledge

development, kindergarten children psychology, classroom
management, kindergarten children behavior, kindergarten
education curriculum, etc.

Professional background

Computer competence, teaching license, administration ability,

requirement

educational background, practicum experience, etc.

Teacher’s preferred characteristics
Education philology

Beliefs in education such as to help students reach their full
potential and gain the knowledge and skills; believe that every
student who enters my classroom can succeed; studentcentered and students should be accountable for their learning
and behavior; etc.

Values/attitudes for

Motivation/enthusiasm for teaching, creative teaching, teaching

kindergarten EFL

responsibility, teaching experience sharing and exchange,

education EFL

fairness in class, good communication skills, etc.

personalities

Sympathy, cooperative, confident, respect, honesty, empathy,
responsibility, promptness, intelligent, efficiency, organized,
creative, imaginative, vigorous, etc.

In the written questionnaire, sent to randomly selected participants national wide, the
following topics were dealt with:
1. Demographic information from respondents, i.e., gender, age, type of kindergarten
the respondent worked in, work title, teaching experience, academic ability, etc.
2. Views about the necessity of the competencies every nonnative kindergarten EFL
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teacher should possess.
3. Views about the necessity of the characteristics every nonnative kindergarten EFL
teacher educator should possess.
Data Analysis Procedure
This study attempted to examine academically qualified professional competencies and
preferred characteristics of nonnative Taiwanese EFL kindergarten teachers. To arrive at this
study intended analysis, statistics analysis were conducted using SPSS version 13 of a
computer program to calculate the percentage, mean and standard deviation. The statistics
significance is set at p<0.05 to access if the researcher’s level of confidence observed in the
sample also exists in the population.
Results
The results are described in three sections. First, the demographic information of the
participants is described. Second, the perceived importance of the quality criteria is addressed,
related to the questions what are the professional competencies participants consider to be
important and whether they deem some criteria more important than others. Third, preferred
characteristics of nonnative kindergarten EFL teachers are also reported.
Demographic information
The demographic characteristics of the sample of teachers who participated in the study
are presented in Table 2. The majority of the participants are female (94.4%). The majority
age range of kindergarten faculty falls in 31-40 years old (36.7%) and most teachers have an
educational background of bachelor degree. Off the respondents, 63.7% of them are
kindergarten teachers, 15.2% are EFL teachers with mostly 1-5 years of teaching experiences
(31.3%). According to the statistics, school district of participating kindergartens is located in
suburban area (51.5%). There are more participants from private kindergartens (58.2%) than
from public kindergartens (41.8%). Most of the participating kindergartens are with 2-4
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classes of students (34.9%).

Table 2
Percentages of Kindergarten Faculties’ Demographic Information
Demographic category

%

Demographic category

(N=394)

(N=394)

Gender

Years experience

Female
Male

94.4
5.6

6-10
11-15

Age
Less than 20

1-5

1.3

16-20
21 and above

%

31.3
24.7
22.7
9.1
12.2

21-30

34.2

31-40

36.7

41-50

21.7

Urban area

40.8

51-60

5.1

Suburb area

51.5

61 and above

1.0

Remote area

7.8

Educational Level
High school

School District

School type
5.1

Public

41.8

3 or 5 year college

17.2

Private

58.2

BA or equivalent

68.7

1 class

19.1

.5

2-4 classes

34.9

.3

5-7 classes

28.9

8 classes and more

17.1

MA

8.2

PhD
Others
Position Title

School size
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Administer

21.1

Kindergarten teacher

63.7

EFL teacher

15.2

According to Table 3, the majority of the professional educator respondents are male
(70.1%) and age ranged from 41-50 (41.8%). Most of the respondents are with doctoral
degree (82.1%) and have been teaching in the field for more than 20 years (28.4).

Table 3
Percentages of Professional Educators’ Demographic Information
Demographic category

%

Demographic category

(N=67)

(N=67)

Gender

Educational Level

Female
Male

29.9
70.1

Age

MA
Doctorate
Others

%

13.4
82.1
4.5

21-30

4.5

31-40

20.9

1-5

13.4

41-50

41.8

6-10

25.4

51-60

28.4

11-15

14.9

4.5

16-20

17.9

21 and above

28.4

61 and above

Years experience

2009 HICE Proceedings
Page 3658

Teachers’ professional competencies of nonnative kindergarten EFL teachers
This section investigated kindergarten facilities’ and professional educators’ beliefs
toward nonnative EFL teachers’ professional competencies in terms of four categories:
Language proficiency training, EFL teaching training, kindergarten education knowledge, and
professional background requirement.
Language proficiency training
Participants’ beliefs were represented by a mean score on a nominal scale, where 1
(Agree) represents the respondents agree with the necessity of taking the particular courses, 0
(Disagree) represents the contrary. As Table 4 illustrates, the respondents’ positive beliefs
were evident with English listening comprehension (mean = 0.87), English oral/conversation
training (mean = .090), English reading comprehension (mean = 0.59), and English
pronunciation training (mean = 0.90). These respondents reported that they believe listening
and oral/pronunciation skills are more likely needed to be acquired by the nonnative EFL
teachers to be eligible to teach in kindergarten level.

Table 4
Distribution of mean scores on the beliefs toward Language proficiency training courses
Courses

Percent %
Agree

Mean

SD

Disagre
e

English listening comprehension

86.7

13.3

.87

.340

English writing training

37.2

62.8

.37

.484

English oral/conversation training

90.2

9.8

.90

.297

English grammar

36.3

63.7

.36

.481
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English reading comprehension

59.3

40.7

.59

.492

English pronunciation training

89.6

10.4

.90

.306

EFL teaching training

Participants were asked to respond to 30 statements dealing with their beliefs about the
EFL teaching training courses that were needed to complete kindergarten EFL teaching
criteria. Respondents’ positive beliefs varied across the 30 courses examined in this study as
shown in table 5. Participants’ responses were most positive about phonic teaching skills
(mean = 0.80), conversation teaching skills (mean = 0.74), songs and nursery rhyme teaching
skills (mean = 0.72), selection and using of teaching material (mean = 0.72), classroom
activity and game (mean = 0.67), story telling skills and storybook selection (mean = 0.66),
making and using of teaching tools (mean = 0.62), listening teaching skill (mean = 0.61),
lesson plan design (mean = 0.57), introduction of culture and holidays (mean = 0.55),
pronunciation teaching (mean = 0.55), children EFL teaching method (mean = 0.55),
second/foreign language acquisition (mean = 0.52), children English development
psychology (mean = .051), classroom management and language use (mean = 0.50).

Table 5
Distribution of mean scores on the beliefs toward EFL teaching training
Courses

Percent %
Agree

Mean

SD

Disagree

Selection and using of teaching material

72.2

27.8

.72

.448

Phonic theory and application

80.0

20.0

.80

.400

Listening teaching skill

60.6

39.4

.61

.489
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Conversation teaching skills

74.4

25.6

.74

.437

Reading teaching skills

43.8

56.2

.44

.497

Writing teaching skill

26.9

73.1

.27

.444

Vocabulary teaching skills

29.5

70.5

.30

.457

Language teaching theory and application

34.6

65.4

.35

.476

Language learning assessment

30.9

69.1

.31

.462

Second/foreign language acquisition

52.3

47.7

.52

.500

Songs and nursery rhyme teaching skills

72.4

27.6

.72

.447

Classroom activity and game

67.0

33.0

.67

.471

Phonics teaching

54.9

45.1

.55

.498

Story telling skills and storybook selection

66.3

33.7

.66

.473

Lesson plan design

56.7

43.3

.57

.496

Making of teaching aids

47.9

52.1

.48

.500

Classroom observation and practicum

49.0

51.0

.49

.500

Language and culture

32.4

67.6

.32

.468

Computer assisted language teaching

39.9

60.1

.40

.490

Classroom management and language use

49.7

50.3

.50

.501

Children’s literature

43.1

56.9

.43

.496

Introduction of culture and holidays

55.1

44.9

.55

.498

Children EFL development psychology

50.8

49.2

.51

.500

Teaching demonstration

40.3

59.7

.40

.491

Making and using of teaching tools

62.1

37.9

.62

.486

Children EFL teaching method

54.6

45.4

.55

.498

Bilingual education

34.1

65.9

.34

.475

Grammar teaching technique

19.0

81.0

.19

.393
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Children EFL learning theory

30.2

69.8

.30

.460

Western literature

11.6

88.4

.12

.321

Kindergarten education knowledge
In general, participants’ responses to the 33 items on early childhood education
knowledge were positive to 12 items (see table 6). The positive items are ranked in the
following: observation and Participation in Early Childhood Education (mean = 70.6%),
Music and rhythmic movement for young children (mean = 69.7), children’s development
and Care (mean = 68.7%), theoretical foundations of childhood education (mean = 66.0),
design of leisure activities for young children (mean = 63.1), early childhood teaching
method (mean = 60.6), principles of teaching and learning (mean = 60.5), behavior
modification (mean = 57.5), curriculum development in early childhood education (mean =
55.7), early childhood educational psychology (mean = 53.5), design of learning environment
for young children (mean = 52.4), children’s language development (mean = 52.2).

Table 6
Distribution of mean scores on the beliefs toward early childhood education knowledge
Courses

Percent %
Agree

Mean

SD

Disagree

Theoretical foundations

66.0

34.0

.66

.474

Children’s development and Care

68.7

31.3

.69

.464

Principles of teaching and learning

60.5

39.5

.60

.489

Kindergarten education history

27.4

72.6

.27

.446

Early childhood programs

31.6

68.4

.32

.465
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Montessori early childhood education

33.8

66.2

.34

.473

Nutrition and diet in early childhood

35.4

64.6

.35

.479

Ethics for early childhood professionals

43.4

56.6

.43

.496

Behavior modification

57.7

42.3

.58

.495

Learning difficulty and reinforcement

35.0

65.0

.35

.477

Lifelong education planning

18.8

81.2

.19

.391

Early childhood teaching method

60.6

39.4

.61

.489

Observation and Participation

70.6

29.4

.71

.456

Parental Education

46.9

53.1

.47

.500

Early childhood nutriology

22.3

77.7

.22

.417

Child and Family Policy

21.5

78.5

.21

.411

Children’s language development

52.2

47.8

.52

.500

Language and literacy for young children

32.1

67.9

.32

.467

Childcare and Education Administration

32.2

67.6

.32

.469

Interpersonal Communication

44.2

55.8

.44

.497

Multicultural education

37.9

62.1

.38

.486

Planning of teaching environment

45.8

54.2

.46

.499

Early childhood educational psychology

53.5

46.5

.54

.499

Curriculum development

55.7

44.3

.56

.497

Educational philosophy

21.5

78.5

.21

.411

Craft education for young children

33.4

66.6

.33

.472

Preschool special education

36.5

63.5

.37

.482

Design of leisure activities

63.1

36.9

.63

.483

Music and rhythmic movement

69.7

30.3

.70

.460

Design of learning environment

52.4

47.6

.52

.500

2009 HICE Proceedings
Page 3663

Industry operation & management

21.7

78.3

Children’s language acquisition and

44.0

56.0

.22

.413

.44

.497

.13

.342

development
Child welfare policy and law

13.5

86.5

Professional background requirement
Professional background requirement was represented by a mean score on a 5-point
scale, where 5 (Strongly Agree) represents the maximum score of the scale and 1(Strongly
Disagree) represents the minimum score. Table 7 illustrates the distribution of mean scores on
professional background requirement. The majority of the respondents strongly agrees
(49.1%) or agrees (49.6%) with nonnative kindergarten EFL teachers should have certain
level of English abilities. Only a total of .6% of the respondents disagrees with teacher’
should also possess EFL teaching knowledge.

Table 7
Distribution of mean scores on the beliefs toward professional background requirement
Statement

Percent %

Mean

SD

SD

D

U

A

SA

English ability

.4

.2

.7

49.6

49.1

4.47

.573

EFL teaching knowledge

.4

.2

.7

44.1

54.3

4.61

1.928

.4

.4

4.8

49.9

44.4

4.37

.640

teaching certificate

.9

3.9

14.0

51.1

30.0

4.05

.822

Language proficiency certificate

.7

1.7

8.3

51.1

38.3

4.25

.731

Early childhood education
knowledge
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Early childhood EFL trend

.9

.7

7.2

55.1

36.2

4.25

.690

Administrative ability

.9

5.3

24.9

49.2

19.7

3.82

.838

Computer technique

.2

3.7

14.9

61.2

20.0

3.97

.720

EFL major graduates

.4

5.5

11.2

49.6

33.3

4.10

.834

.7

6.3

19.2

49.9

24.0

3.90

.857

Teaching/practicum experience

.4

1.1

3.7

52.6

42.2

4.35

.648

Professional development

.2

.2

1.5

49.3

48.7

4.46

.565

Early childhood education
graduates

SD, strongly disagree (1) ; D, disagree (2); N, neutral (3); A, agree (4); SA, strongly agree
(5).

Teachers’ preferred characteristics
This section investigated kindergarten facilities’ and professional educators’ beliefs
toward nonnative EFL teachers’ preferred characteristics in terms of three categories:
educational philosophy, values/attitudes for kindergarten EFL, and personalities.
Educational philology
According to table 8, the majority of the respondents agree with all educational
philosophical beliefs which include all students are capable of learning (mean = 4.42), the
success of teaching depends on student’s improvement (mean = 4.28), education is the
promoter of personal and social development (mean = 4.41), teachers are the cornerstone of
education (mean = 4.28), teachers should hold certain authority for the education of the child
(mean = 4.38), adjust the curriculum and teaching techniques to reflect the student's needs
and interests (mean = 4.47), the teacher is encouraging the student's desire to learn (mean =
4.46), students should be able to acquire and accomplish a base standard of knowledge and
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skills and be expected to perform to the best of their ability (mean = 4.37), etc.

Table 8
Distribution of mean scores on the beliefs toward educational philosophy
Statement

Percent %

Mean

SD

SD

D

U

A

SA

all students are capable of learning

.7

.7

3.0

47.6

48.0

4.42

.651

The success of teaching depends on

.4

3.1

8.3

44.8

43.4

4.28

.777

.4

.7

3.1

49.0

46.8

4.41

.629

.7

2.8

9.6

48.9

38.0

4.21

.779

.4

.2

2.2

55.0

42.1

4.38

.588

.4

.0

.7

50.2

48.7

4.47

.561

challenging and inspiring

.4

.0

2.2

47.8

49.6

4.46

.588

Students should be able to acquire

.4

.2

4.4

52.1

42.9

4.37

.622

student’s improvement
Education is the promoter of personal
and social development
teachers are the cornerstone of
education
Teachers should holds certain
authority
Adjusting curriculum to reflect
student's needs and interests

and accomplish a base standard of
knowledge

SD, strongly disagree (1) ; D, disagree (2); N, neutral (3); A, agree (4); SA, strongly agree
(5).
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Values/attitudes for nonnative kindergarten EFL education EFL
Participants are asked to identify their beliefs toward Values/attitudes for teachers in
terms of a 5 point scale ranged from 1 (strongly disagree) 50 5 (strongly agree). According to
the statistics in table 9, the participants believe that professional development is required for
any teacher who seeks continuous self-improvement (mean = 4.52), teachers should be
responsible (mean = 4.66), enthusiastic (mean = 4.47), and creative (mean =4.46) for their
teaching. They need also be willing to share knowledge and teaching experience with others
(mean = 4.44) and to maintain good communicate with parents (mean = 4.45) and respect
how they might want their children to be educated (mean = 4.27). To set up proper classroom
rules (mean = 4.36) and recognize and modify weaknesses, and become a lifelong
contributing and active citizen (mean = 4.36) are considered to be important. It is also
believed that teacher is a flexible role model who demonstrates an unconditional, consistent
acceptance of all my students (mean = 4.31). Teachers need to teach based upon a belief in
fairness (mean = 4.47) and use teacher authority properly in their daily teaching (mean =
4.47). An ongoing responsibility to increase my knowledge of both content and pedagogy,
and to continually reassess actions and programs in response to a constantly changing
environment. (mean = 4.52). Teachers will need to positively participate in school affairs
(mean = 4.22). Consistent acceptance of all students is important. Everyone deserves the
opportunity to be respected, develop their unique strengths (mean = 4.31). Finally, to have
good communication with school colleagues will help to facilitate their teaching (mean 4.48).

Table 9
Distribution of mean scores on the beliefs toward values/attitudes
Statement

Percent %

Mean

SD
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SD

D

U

A

SA

Teaching with responsibility

.4

.0

.0

31.9

67.7

4.66

.526

Teaching with enthusiastic

.4

.0

5.0

41.3

53.3

4.47

.635

Creative teaching

.4

.2

2.8

45.6

50.8

4.46

.610

experience sharing

.4

.0

.2

50.0

47.6

4.44

.582

Respect parents

.7

.7

5.2

58.0

35.4

4.27

.649

Set proper classroom rules

.2

.2

4.6

52.8

42.2

4.36

.603

Grow students to be a lifelong

.4

.0

4.4

53.8

41.4

.4

.2

.9

49.1

49.4

4.36

.609

contributing and active citizen
teach based upon a belief in

4.47

.577

fairness
Use teacher authority properly

.4

.2

.7

49.1

49.6

4.47

.573

continuous self-improvement

.4

.0

.7

45.0

53.9

4.52

.562

Positive participate in school

.2

1.1

8.5

57.2

33.0

4.22

.658

.4

.2

5.9

54.6

38.9

4.31

.632

Good interaction with parents

.4

.4

1.2

50.0

48.0

4.45

.590

Good communication with

.2

.2

1.6

47.6

50.4

4.48

.566

affairs
consistent acceptance of all
students

school colleagues

SD, strongly disagree (1) ; D, disagree (2); N, neutral (3); A, agree (4); SA, strongly agree
(5).
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Personalities
Table 10 shows the teacher personalities with regard to their required qualities. The
preferred personalities are ranked as follows: systematic (mean = 4.43), creative (mean =
4.43), cooperative (mean = 4.42), thoughtful (mean = 4.41), kind (mean = 4.38), sympathetic
(mean = 4.37), practical (mean =4.30), conscientious (mean = 4.23), calm (mean = 4.07),
imaginative (mean = 4.05), efficient (mean = 4.03), talkative (mean = 4.02), organized (mean
= 4.01), intellectual (mean = 3.98), sociality (mean = 3.91), energetic (mean = 3.90), bold
(mean = 3.62), philosophical (mean = 3.50), and unenvious (mean = 3.49).

Table 10
Distribution of mean scores on the beliefs toward personalities
Statement

Percent %

Mean

SD

SD

D

U

A

SA

Sympathetic

.4

.4

2.2

55.5

41.5

4.37

.598

Thoughtful

.2

1.8

.0

54.5

43.5

4.41

.552

Kind

.2

.2

3.1

53.8

42.7

4.38

.582

Cooperative

.0

.2

1.8

53.7

44.3

4.42

.542

Calm

2.9

5.1

6.9

51.9

33.2

4.07

.929

Cold

52.1

40.4

3.0

2.9

1.6

1.61

.812

Unreasonable

60.2

35.8

1.3

1.8

.9

1.47

.700

Rude

64.5

30.2

1.3

2.7

1.3

1.46

.772

Talkative

2.7

2.4

12.0

56.1

26.8

4.02

.852

Sociality

.7

3.5

22.6

50.6

22.6

3.91

.805

Intellectual

.0

2.2

20.0

55.4

22.4

3.98

.715
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Complex

18.7

37.4

22.4

11.9

9.6

2.56

1.200

Deep

25.2

42.2

23.2

6.2

3.2

2.20

.995

Conscientious

2.4

5.7

6.1

37.9

47.9

4.23

.966

Organized

3.7

6.6

9.4

46.0

34.3

4.01

1.018

Efficient

8.1

4.8

2.8

44.9

39.4

4.03

1.160

Systematic

.7

.0

1.8

51.3

46.2

4.43

.599

Practical

1.3

1.3

5.3

49.9

42.2

4.30

.745

Disorganized

47.7

33.4

8.6

7.0

3.3

1.85

1.058

Harsh

52.6

29.3

4.2

10.4

3.5

1.83

1.128

Bold

3.2

9.5

26.8

43.5

17.0

3.62

.980

Energetic

3.8

7.0

14.7

44.3

30.2

3.90

1.033

Bashful

22.9

41.4

18.1

6.2

11.4

2.42

1.231

Quiet

19.4

37.7

23.5

10.0

9.4

2.52

1.185

Withdrawn

20.5

41.2

21.5

6.8

10.0

2.45

1.184

Solitary

34.3

41.2

7.6

8.2

8.7

2.16

1.229

Creative

.0

1.1

3.2

46.6

49.1

4.43

.625

Imaginative

8.7

5.6

1.5

40.4

43.8

4.05

1.211

Philosophical

11.8

7.9

21.2

36.9

22.2

3.50

1.249

Careless

56.1

38.9

1.8

2.5

.7

1.53

.723

Moody

55.0

38.5

4.4

1.6

.5

1.54

.699

Suspicious

63.1

33.6

1.2

1.6

.5

1.43

.649

Touchy

64.5

32.7

1.1

1.2

.5

1.40

.624

Envious

64.5

32.0

1.6

1.4

.5

1.41

.643

Impulse

62.9

32.7

2.1

1.8

.5

1.44

.675

Fretful

64.3

32.5

1.4

1.2

.6

1.41

.651

2009 HICE Proceedings
Page 3670

Unenvious

14.2

10.8

9.9

42.1

23.0

3.49

1.336

Unrestrained

16.4

24.2

37.3

15.4

6.7

2.72

1.114

SD, strongly disagree (1); D, disagree (2); N, neutral (3); A, agree (4); SA, strongly agree (5).

Conclusions
In this research on the qualities of nonnative kindergarten EFL teachers, the researcher
examined professional competences and preferred characteristics that are required to be
successful teachers. In the professional competency section, the results of the study show that,
as a whole, the qualities that are required for being a kindergarten EFL teachers as a
nonnative English speaker. A list of required courses (Table 11) for teachers is established in
three areas: English language proficiency, EFL teaching training, and early childhood
education knowledge. It is obvious that kindergarten EFL focuses the curriculum on speaking
and listening and therefore oral courses are preferred. In addition, EFL teaching training
courses are required as well as basic early childhood education courses to compete
kindergarten EFL teachers. b

Table 11
Required courses for nonnative kindergarten EFL teachers
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Required courses for teachers

Required courses for teachers

English language proficiency

EFL teaching training

English pronunciation training

Phonic theory and application

English oral/conversation training

Conversation teaching skills

English listening comprehension

Selection and using of teaching

English reading comprehension

material

Early childhood education knowledge

Songs and nursery rhyme teaching

Observation and Participation in

skills

Early Childhood Education

Classroom activity and game

Music and rhythmic movement for

Story telling skills and storybook

young children

selection

Children’s development and Care

Making and using of teaching tools

Theoretical foundations of

Listening teaching skill

childhood education

Lesson plan design

Design of leisure activities for

Children EFL teaching method

young children

Phonics teaching

Early childhood teaching method

Introduction of culture and holidays

Principles of teaching and learning

Second/foreign language acquisition

Behavior modification

Children EFL development

Curriculum development in early

psychology

childhood education

Classroom management and

Early childhood educational

language use

psychology

Introduction of culture and holidays

Children’s language development

Second/foreign language acquisition

2009 HICE Proceedings
Page 3672

Design of learning environment for

Children EFL development

young children

psychology
Classroom management and
language use

Teachers who have high English proficiency and early childhood education certificate
are highly preferred. EFL related major or early childhood education major graduates are
mostly preferred according to the study results. They also have to be aware of kindergarten
EFL education trends in order to be qualified. Other professional qualifications such as
teaching experience, computer literacy, and professional development are required.
In the section of teachers’ preferred characteristics, teachers’ most preferred beliefs
toward educational philosophy is able to adjust curriculum to reflect student's needs and
interests. Their teachings have to challenge and inspire students’ learning and believe that all
students are capable of learning. Even though teachers should hold certain authority in their
teaching, they will have to clearly understand that they need to help students to acquire and
accomplish a base standard of knowledge. Teachers also need to believe that teachers are the
cornerstone of education and the success of teaching depends on student’s improvement.
Finally, realizing that education is the advocate of personal and social development, teachers
will have to help develop their students to fit the goal of education.

2009 HICE Proceedings
Page 3673

The professional development of values and attitudes for nonnative kindergarten EFL
education EFL is required for any teacher who seeks continuous self-improvement. They
need also be willing to share knowledge and teaching experience with others and increase
knowledge in response to the changing environment. Teachers should be responsible,
enthusiastic, and creative for their teaching. It is important to maintain good communicate
with parents and respect how they might want their children to be educated. It is also believed
that the teacher is a flexible role model and consistently accepts all students. Teachers need to
teach based upon a belief in fairness and set up proper classroom rules. It is teachers’ duty to
help their students become a lifelong contributing and active citizen and respect individual
differences. Finally, teachers have to positively participate in school affairs and cooperative
with school colleagues.
For teachers who have personality traits such as organized, creativity, cooperative,
thoughtful, kind, sympathetic, practical, conscientious, calm, imaginative, efficient, talkative,
organized, intellectual, sociality, energetic, bold, philosophical, and unenvious are preferred
EFL kindergarten teachers.
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Abstract
The purpose of the research was to investigate music teachers’ perceptions of how
they provide curriculum, instruction and adaptations in inclusive music classrooms. This
study focused on a population of certified elementary music education teachers in two
Northwest states. This sample of convenience (N = 358) included urban and rural areas.
The valid response rate was 30.73% (110 out of 358). The research objectives included:
(a) to describe the characteristics of inclusive music teachers; (b) to understand how
music teachers’ beliefs influenced their provision of curriculum and instruction in the
general music classroom and (c) to determine how school supports influenced curriculum
and instructional practices and teaching.
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The major finding with respect to teacher perceptions was that music teachers
held the belief that they have responsibility for modifying curriculum for students with
special needs. Additionally, when music teachers believed they held responsibility, they
also believed that students with disabilities would improve their language performance in
inclusive settings. Lastly, when special education teachers offered specific information
about characteristic of students with special needs, it appeared to positively influence
music teachers’ curriculum design and instructional delivery.
Introduction
The Individuals with Disabilities Education Improvement Act of 2004 declared
that educators must ensure all students have the opportunity to participate in the general
education curriculum, in order to meet each student’s unique needs in the least restrictive
environment (United States Department of Education, 2007). Special education principles
have evolved to address each individual’s needs and to accept individual strengths, and
diversities. The mandate for education in the least restrictive environment applies to
special needs students in regular classrooms, including music programs. The Council for
Exceptional Children (CEC) advocates that “children, youth, and young adults with
disabilities should be served whenever possible in general education classrooms in
inclusive neighborhood schools and community settings” (CEC, 2006-2007).
Several literature sources have revealed the difficulty general music education
teachers have when including special needs students in general music classrooms
(Colwell & Thompson, 2000; Darrow, 2006; Hammel, 2004). Music teachers usually are
not well prepared to teach students with disabilities; in addition, other research has
reported their different and difficult problems in inclusive learning programs. Teacher’s
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attitudes about teaching in inclusive settings can be influenced by several factors, such as
teaching training (Jones, 2002), school district or administrative support (Hastings &
Oakford, 2003), and cooperation with special education teachers. A recent Music
Education National Conference (MENC) survey indicated that 35% of the teachers
surveyed needed support and resources for special needs students and 29% needed
support and resources for at risk students (Fehr, 2005).
Music can be a significant curriculum component for students with disabilities,
and the teacher should be aware of the potential benefits of music instruction. It may be
difficult for all music teachers in every elementary school to know and use a wide range
of teaching strategies, and barriers still exist for students with disabilities to access
general music education. Current studies show that an effective inclusive music program
requires a variety of supports and resources for the music teacher (Hagedorn, 2002;
McCord & Fitzgerald, 2006).
The purpose of this study was to investigate how teacher beliefs and other factors
affected the way in which elementary school music teachers provided curriculum and
instruction to students with disabilities in inclusive music classrooms. To accomplish
this research purpose, the study developed, refined and used a survey to gather
information about music education for special needs students in regular music programs;
the research objectives included: (a) to describe the characteristics of inclusive music
teachers’ gender, education level and years of teaching experience, (b) to understand how
music teachers’ beliefs influence the curriculum and instruction in the general music
classroom and (c) to determine how school supports influence curriculum and
instructional practices and teaching.

2009 HICE Proceedings
Page 3683

Research Method
Participants
Participants included elementary music teachers from two Northwest States. In
one state, there were 135 certified elementary music teachers and music specialists. Their
names and contact information were listed on that state’s Music Educators Association
website (a state division of the MENC). An invitation to participate was sent to every
teacher and exactly one hundred and ten invitations to participate reached teachers. In the
other state, no single site or organization would provide a comparable listing. So the
researcher was required to visit the website for each school and identify the music teacher
or teachers and record the relevant contact information. Because of the larger numbers of
teachers, a random sample was taken. To obtain a sample, the researcher randomly listed
all of the school districts in the state (N=298). Using a random number generalized, the
researcher selected 50% of the school (n=149) districts from the random list, then
individually visited the website of every school, and identified music teachers and their
contact information. From this process, the researcher was able to send 242 valid
invitations to participate in the study. In total, the survey was sent to 358 elementary
music teachers (30.73%) by e-mail. The total valid return from music teachers was one
hundred and ten.
Survey instrument
In reviewing the literature, no instruments could be located that were designed for
the specific purpose of examining the attitudes of elementary music teacher towards
inclusive learning settings. Therefore, the instrument was developed after reviewing
several relevant studies and literature. All items were reviewed by experts with
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backgrounds in special education and music education, and appropriate modifications
were made
The survey consisted of twenty-nine questions. The questions were analyzed by
computing frequencies, means and standard deviations for all twenty-nine. All questions
were based on a five-point Likert type scale with rating of strongly disagree, disagree,
undecided, agree and strongly agree. Data for these questions were represented using
frequencies and percentages.
In regard to content validity for the survey instrument, the experts provided
content information for survey content and a critical review of the survey when it was
completed. The experts included music and special education professors and seven
elementary music teachers from two Northwest states. A Content Validity Ratio (CVR)
was used to analyze the experts’ responses. Both university experts and elementary music
teachers were asked to rated each item on the survey: 1= accept the question, no
comments, 2 = accept the question, with comments and 3 = reject the question, with
comments. A minimum CVR value of .49 was used for each item to retain it in the survey.
The request to participate in the study was distributed electronically, using an
email invitation to participate and a web-based survey for responding. Most of the survey
questions used a forced-choice structure. The invitation to participate contained a cover
letter, an explanation for the purpose of this study, and an explanation of informed
consent. All invitation and reminder letters indicated a specific time period in which to
respond.
Data Analysis
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Data for research questions were analyzed using logistic regression; logistic
regression is typically performed using likelihood analysis. Assuming that the predictor
scale increases the ability to predict the dependent variable, then one wants to know
which particular independent variables contribute to that prediction. Logistic regression
analysis enables the researcher to examine each variable to determine its relative
contribution and its significance. The data were checked for multicollinearity.
Participants
The survey was sent to 358 elementary music teachers by e-mail. The total valid
return from music teachers was one hundred and ten, two hundred and forty eight were
not returned; a total of one hundred and ten surveys (30.73% of the overall sample) were
analyzed using SPSS 15.00.
The majority of participants in the study were female (80.9%). With respect to
education level, most of the participants had a Bachelors or Masters (44.5%) degree in
Music Education (16.4%), 28.2% held “other” degrees, and the rest (29.7%) had masters
or bachelors degrees in music performance . Regardless of major, most participants were
certified elementary music teachers or music specialists. With respect to participants’
teaching experiences, 77.2% of participants had more than ten years experience (mean =
18.51; SD=9.18), which assures that teachers were knowledgeable about the topics
included in the survey.
Results
The predictor variables were different categories of teacher beliefs; the dependent
variable was participants’ ratings (totaled) of curriculum and instruction, which were
recoded into a dichotomous variable of high and low. The results indicated that two
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variables about teacher belief were significant (see Table 1): (a) music teachers believed
that they had responsibility for modifying curriculum for students with special needs
(adjusted odds ratio = 2.76, 95% C.I.=1.4-5.45, p<.001) and (b) music teachers believed
that students with special needs who were served in inclusive learning environments
would improve their language skills (adjusted odds ratio = 2.63, 95% C.I. = 1.41-4.9,
p<.001). Both of these two variables were positively correlated with teachers’ provision
of curriculum and instruction. The overall model was significant (X2 with 1 df =8.95,
p<.001).
Table 1:
Logistic Regression Analysis of the Relationship between Teacher Beliefs and
Curriculum and Instruction
95% C.I. for exp b
B (SE)
Wald
Lower
Exp b
Included
-8.13
Constant
23.22

Upper

(1.69)

Music teachers have the
responsibility for modifying
1.02
8.6
1.4
2.76
5.45
(.35)
curriculum for students with
special needs
Students with special needs
in inclusive learning
.97
9.34
1.41
2.63
4.89
(.32)
environment will improve
their language.
Note.X2= 8.95 (Hosmer & Lemeshow), .27 (Cox & Snell), .36 (Nagelkerke). df =1,
p<.05
Another significant result was that when special education teachers offered
specific information to music teachers, it correlated positively with how music teachers
provided curriculum and instruction (see Table 2) (adjusted odds ratio = 1.62, 95% C.I. =
1.18-2.22, p<.05). The overall model was significant (X2 with 1 df =2.84, p<.05).
Table 2:
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Logistic Regression Analysis of the Relationship between Support Factors to Curriculum
and Instruction
95% C.I. for exp b
B (SE)
Wald
Lower
Exp b
Upper
Included
-1.46
Constant
7.27
(.54)

Special education teachers
offer specific information
.48
9.03
1.18
1.62
2.22
about characteristics of
(.16)
students with special needs in
music learning.
Note: X2= 2.84 (Hosmer & Lemeshow), .9 (Cox & Snell), .12 (Nagelkerke), df =1,
p<.05
Before conducting a logistic regression analysis, the possibility of
multicollinearity was checked. All Pearson correlations were smaller than .9 and the
result indicated that multicollinearity was not a problem in this study.
Discussion
The majority of participants in the study were female (80.9%). This is consistent
with the findings of Klecker & Loadman (1999), who noted that fewer than 14.6 % of
elementary teachers in United State are male. Generally, there are fewer male teachers to
serve as students’ role models at elementary levels: perhaps because there is a stronger
sense of nurturing at the elementary level, and it seems to draw more women. Regardless
of major, most research participants were certified elementary music teachers. With
respect to participants’ teaching experiences, most participants had more than ten years
experience, which assures that teachers were knowledgeable in their responses to the
survey. The result may lend weight to their responses and their credibility.
Another result was that music teachers’ backgrounds were not related to how they
perceived that they taught in inclusive classrooms, in contrast to results of several studies
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in the literature that suggested that well trained and experienced teachers developed more
effective learning conditions for diverse learners (Edwards, et al., 2006; Hourigan, 2007).
Music Teacher’s Beliefs
The findings in this study indicate that when music teachers believed they had
responsibility for modifying curriculum for students with special needs, they also
reported that they actually modified their curriculum and instruction in positive ways.
Other research also supports the proposition that when music teachers have a high belief
in their responsibilities, they modify their teaching strategies, which directly affect the
quality of curriculum (Graham, 1991). One significant finding in this study was that
music teachers’ high beliefs in inclusive learning were correlated with a belief that
inclusive learning would improve the language of students with disabilities, and with
teachers’ design of curriculum/instruction. Music is a complex neural activity, and it is
integrated with hearing, seeing and moving; if a child has one sensory area with a
disability, she/he still will be able to participate in music with other senses. Other authors
report that when music incorporates elements of visual, auditory and kinesthetic activity,
those multi level stimuli help children’s’ language development (Dion, et al., 2004;
Wolfe, 2001).
Much research has indicated that teacher’ attitudes and beliefs are determining
predictors of their teaching practices, and that positive attitudes of teachers positively
affects students’ learning outcomes (Johnson & Darrow, 1997; Winter, 2006). This study
showed when music teachers have a positive attitude about teaching in inclusive music
classrooms; they have a greater sense of efficacy to conduct such classes. With such
positive attitudes, music teachers are more likely to design appropriate curriculum and
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instruction, adapt different instruction strategies and modify the curriculum to meet
individual’s learning styles. Music teachers with positive attitudes may be more willing
to collaborate with others in order to construct individual curriculum. Nevertheless, the
music teacher is not the only person with responsibility for designing and modifying the
curriculum and instruction; responsibility is a composite from several sources (e.g.,
special education teacher, speech and language pathologist, psychologist) and includes a
variety of information and advice that could affect teaching methods.
Special Education Teacher Support
With respect to collaboration between music teachers and other school staff
(administrators, special education teachers, paraprofessionals), only one item proved
significant; when special education teachers offer specific information about
characteristic of students with special needs, music teachers responded more positively to
questions about design of curriculum and instruction. In other words, when music teacher
received more information about student with disabilities, it helped them in conducting
classroom activities and having confidence to develop curriculum and instruction.
Howland (2003) has asserted that collaboration is practiced extensively and successfully
applied in most classrooms; however, in this study only 43% of music teachers judged
that special education teachers offered enough information about individuals with special
needs. Support from special education teachers is essential for music teachers and is
required to support the music curriculum and instruction. In another words, the lack of
information and support from special education teachers is likely to adversely influence
appropriate curriculum for inclusion in the music classroom.
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The special education teacher is responsible for sharing information regarding a
student’s progress, discussing ways in which modification of the educational plan might
help meet individual needs and establishing new long-tem goals and objectives. Further,
the special education teacher has the primary responsibility for developing instructional
programs to meet individual needs (Carpenter, et al, 2007; Lewis & Doorlag, 2003).
Music teachers can communicate with special education teachers to adapt different
teaching strategies or modify music curriculum; for instance, to ask advice about the
physical setting or assist with accommodations. Communication (Wallace, 2003) and
collaborative teaching (César & Santos, 2006; Friend & Cook, 1990; Idol, 2006) are key
elements for developing appropriate curriculum; students with disabilities benefit directly
from the practice of professionals working together, and collaboration can result in
creative and effective inclusive music learning environments.
Conclusion
The importance of this study is development of an understanding of music
teacher’s perceptions of inclusion of students with disabilities in music education. The
study only directly examined music teacher’s perspectives of inclusive classrooms, but
also it resulted in generation of other information about how music teachers deliver
education and their roles in the general education context. In addition, this study
encourages music education teachers to be aware of the importance of expanding their
knowledge before teaching students with special needs and of communicating with
experts in special education. Hopefully, this study can promote and activate successful
inclusive music education.

2009 HICE Proceedings
Page 3691

References
Carpenter, L. B., & Dyal, A., Education. (2007). Secondary inclusion: strategies for
implementing the consultative teacher model. Education. 127(3).
Cesar, M., & Santos, N. (2006). From exclusion to inclusion: Collaborative work
contributions to more inclusive learning settings. European Journal of Psychology
of Education.21(3). 333-346.
Colwell, C. M., & Thompson, L. K. (2000). "Inclusion" of information on mainstreaming
in undergraduate music education curricula. Journal of Music Therapy, 37(3),
205-221.
Darrow, Alice-Ann. (2006). Teaching Students with Behavior Problem. General Music.
20(1). 35-37.
Council for Exceptional Children. Policy & Advocacy. Retrieve June 1, 2007, from
http://www.cec.sped.org/am/template.cfm?section=Home (2006-2007).
Dion, E., Morgan, P.L., Fuchs, D., & Fuchs, L.S. (2004). The promise and limitations of
reading instruction in the mainstream: the need for a multilevel approach.
Exceptionality. 12(3).
Edwards, Cheryl J., Carr, Sonya, Siegel, Wendy. (2006). Influences of experiences and
training on effective teaching practices to meet the needs of diverse learners in
school. Education. 126(3).
Fehr, R. C. (2005). Bulletin Board. Teaching Music, 13(1).
Friend, M., & Cook, L. (1990). Collaboration as a predictor for success in school reform.
Journal of Educational and Psychological Consultation, 1(1).
Graham, S. (1991). A review of attribution theory in Educational contexts. Educational
Psychology Review, 3.
Hammel, A. M. (2004). Inclusion strategies that work. Music Education Journal, 90(3).
Hagedorn, Victoria S. (2002). Accommodations for special needs students: what we can
do. General Music Today, 15(3).
Hastings, R., & Oakfor, S. (2003). Student teachers’ attitudes towards the inclusion of
children with special needs. Educational Psychology, 23(1).
Hourigan, Ryan. (2007). Preparing music teachers to teach students with special needs.
Applications of Research in Music Education. 26(1). 5-14.

2009 HICE Proceedings
Page 3692

Howland, J. (2003). Into the province of shared endeavor. Independent School,
62(3).
Idol, L. (2006). Toward inclusion of special education students in general education.
Remedial and Special education, 27(2).
Klecker, B., & Loadman, W. (1999). Male elementary school teachers’ training of job
satisfaction by years of teaching experience. Education, 119(3).
Johnson, C.M., & Darrow, A. (1997). The effect of positive models of inclusion on band
students’ attitudinal statements regarding the integration of students with
disabilities, 45 (2).
Jones, P. (2002). Promoting inclusive practices in primary initial teacher training:
Influencing hearts as well as minds. Support for Learning, 17(2).
Lewis, R., & Doorlag, D. (2003). Teaching special students in general education
classroom. New Jersey: Merrill.
McCord, Kimberly & Fitzgerald, Margaret. (2006). Children with disabilities playing
musical instruments. Music Educators Journal, 92(4).
United States Department of Education. (2004). IDEA – Reauthorized Statute, Statewide
and District wide assessments. Washington, DC: Author. Retrieved May 24, 2007,
from http://www.ed.gov/policy/speced/guid/idea/tb-assessments.pdf
Winter, E. C. (2006). Preparing new teachers for inclusive schools and classrooms.
Support for Learning, 21(2).
Wolfe, P. (2001) Brain Matters- Translating Research into Classroom Practice. Virginia:
Association for Supervision and Curriculum Development.
Wallace, Teri. (2003). Paraprofessionals. Gainesville, FL: University of Florida, Center
on Personnel Studies in Special Education.

2009 HICE Proceedings
Page 3693

Teachers’ Work Ethics and Teachers’ Retention

University of North Texas

Midwestern State University

Lin Lin

Jane Owen
jane.owen@mwsu.edu
3410 Taft Blvd.
Wichita Falls, Texas 76308

Lin.Lin@unt.edu

Jessica Li
Jessica.Li@unt.edu
Lemoyne Dunn
Lemoyne.Dunn@unt.edu

Martha Peet
Martha.Peet@unt.edu
3940 N Elm, G150
Denton, Texas 76207

Objectives of the Research
Teacher retention is one of the most important tasks facing today’s educational leaders (DarlingHammond, 2003). The teaching body is one of the most valuable human resources in school
settings and is crucial to the success of our students. Evidences provided by researches (DarlingHammond, 2000; Wilson, Floden & Ferrini-Mundy, 2001) have suggested that a body of wellprepared and capable teachers has the largest impact on students’ learning and development.
Schools should treasure and support this important asset and avoid costly turnovers of good
teachers. This study is to investigate the determinate factors of teacher retention and how these
factors relate to teachers’ work ethic orientation.
Theoretical Framework
Employee turnover has been studied by scholars in both business and education fields. These
studies have yielded a number of theories and models, which suggest multiple factors that
influence employees’ decision to voluntarily terminate the employment relationship with an
organization. These factors include the employee as an individual and his/her social affiliations,
as well as factors related to the employers (Rice, Hill & Trist, 1950; Udechukwu & Mujtaba,
2007).
Focus on factors relating to the employer, Darling-Hammond (2003) listed salaries, working
conditions, teacher preparation, and mentoring support as determinate factors that influence
teacher retention. By calling school leaders to take action in education policies and practices,
researchers and educators have emphasized the importance of improve working conditions and
provides nurturing environment (Loeb, Darling-Hammond, & Luczak, 2005). Other factors, such
as teacher involvement in school policy ( Liu, 2007), joy of teaching, and work stress (Kersaint
et al., 2007) were also suggested as influencing teacher retention. It is important to point out that
these researchers all believed that efforts should be focused on beginning teachers. Beginning
teachers represent the biggest challenge in teacher retention because 50% teachers leave teaching
in their first 5 years (Murnane et al., 1991; Wise, Darling-Hammond, & Berry, 1987).
1
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Another important aspect of teacher retention is factors relating to the employee him or
herself. Given similar situations why some teachers choose to stay in the teaching profession
while others not caught the attention of the researchers. In order to answer this question,
researchers of this study decided to examine teachers’ work ethic orientation and how it relates
to teachers’ decision to remain and continue to develop in the teaching profession.
Work ethic is work related values and attitudes. Employers often seek employees with
strong work ethic. According to Byrne (1990), the term “work ethics” was first coined by postReformation intellectuals centuries ago. It was espoused that an individual is responsible for
their lot in life and can change it by simply working harder. More recently, Miler, et al. (2002)
suggested that work ethics is not a single unitary construct but a constellation of attitudes and
beliefs pertaining to work behaviors. It includes seven dimensions, centrality of work, delay of
gratification, hard work, leisure, morality/ethic, self-reliance, and wasted time (Miler, et al.,
2002).
Given factors influencing teacher retention from the perspectives of the employee and the
employer, the following research questions were used to guide this study: What are the factors
that significantly influence teacher retention? How do teachers’ work ethic orientations (work
related values and attitudes) influence their decision to stay teaching?
Research Methods and Data Sources
A mix-method approach was used to answer the research questions for this study. First, we
reviewed relevant literature on teacher retention and identified consensual factors that influence
teacher retention from the current literature. Second, we are in the process of conducting semistructured interviews with 6 school principals and 12 exemplary teachers (identified by the
principals). The interview is guided by a protocol developed on the basis of the research
questions of this study. Interview data is to be analyzed using open coding and thematic analysis
(Boyatzis, 1998).
By combining findings from literature reviews and interview data analysis, researchers
identify a final list of factors that influence teacher retention for the survey instrument. The
instrument uses the Multidimensional Work Ethic Profile (MWEP) developed by Miller et al.
(2002) with additional items on teacher retention added. Using teacher retention as the dependent
variable, factors influencing teacher retention as moderator variables and work ethic construct as
independent variables. Factor analysis is intended to be used to guide the data analysis process.
Target audience of this survey is beginning and pre-service teachers in the state of Texas. In
order to pilot the survey instrument, a pilot study is designed and pilot sample is drawn from two
sources. First source is participants of a Texas state-funded project which targets developing preservice teachers in high need subject areas, such as math and bilingual teachers. The second
source is participants of a pre-service teacher conference held at a state university in north Texas.
Data collection is still in progress; currently we have received 111 completed surveys. When the
survey instrument is finalized, a survey will be conducted to a broader audience. Researchers of
this study has gain agreements to use data sets from numbers of Texas state-funded teacher
development projects and have also gain support from universities and school districts to survey
their pre-services and beginning teachers in the state of Texas.
Point of View
2
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The effectiveness of any education system is largely dependent on the quality of its teachers.
Developing and retaining a body of qualified teachers have been important tasks that challenge
current education leaders. High turnover is not only costly for the school district, but also
disruptive to the continuity of student learning. Many new teachers leave teaching within a short
period of time, which causes a shortage in teaching personnel. To response to the shortage, it was
common for education leaders to increase development and recruitment efforts. However, these
alone will not reduce the turnover rate. Ingersoll (2001) found that the reason for shortage of
qualified teachers is not because the absolute lack of qualified teachers in the general population,
but because of high teacher turnover.
To reduce teacher turnover is the purpose of this study. Many researchers focused on factors
that relate to the employers (institution) and concluded that salary, working conditions, teacher
preparation, and mentoring support as determinate factors that influence teacher retention. This
study expands the view, and examines teacher retention through the employee him or herself
(teacher) and their social environments.
The world of work has been changing and we are dealing with a new generation of
employees who enter the workforce with a different set of work related values and attitudes
(work ethics). This is the same for the new generation of teachers. How has this change affected
their work related values and attitude toward teaching as profession? What can education leaders
do to improve the educational policies and environments for this new generation of teachers? If
a certain set of work relates values and attitudes contributes to the retention of teachers, what can
we do to develop and sustain these desired characteristics among pre-services and beginning
teachers?
The result of this study should be able to: 1) Identify factor or factors that significantly
influence a teacher’s decision to stay teaching. 2) Point out which work ethic dimension(s)
correlate with which factors that influence teacher retention. Findings could be used in
strengthening pre-service teacher development curriculum and develop suitable education
policies and practices that will improve teacher retention.
Significance of the Study
A nation’s competitiveness depends on the competitiveness of its workforce. As we educate
children for the world of work, we need to think about how we can approach education that will
produce a well qualified workforce. A body of well-prepared and capable teachers is the most
valuable resource for a nation’s education system because teachers directly impact students’
learning and development. Teacher retention is critical to the effort of building a body of wellprepared and capable teachers. Thus, it is important for researchers and education leaders to
study what influences teacher retention and come up with strategies that positively influence
teacher retention.
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Teaching Future School Leaders Research Online: Attitudes and Outcomes
Purpose
The increasing demands for accountability in our nation’s schools are making
research competencies a high priority for future school leaders. School administrators must have
the ability to understand how to analyze information and effectively use research methodologies
in their planning and decision-making. The high-stakes testing environments in public schools
are requiring administrators to have the knowledge and the skill to use valid and reliable
assessments to evaluate the effectiveness of academic strategies and intervention programs.
This paper evaluated the effect of using a variety of supportive instructional techniques
on school administration graduate students’ attitudes towards research in a blended, face-toface/online introductory research course. Students’ attitudes towards research at the beginning of
the course and at the end of the course were measured and compared to determine the impact of
using a combination of face-to-face and online instructional methods. The following questions
were addressed: How are students’ attitudes toward research affected by blended face-toface/online courses? Does blended face-to-face/online delivery improve students’ perceptions of
research or does it magnify problematic issues already associated with this material? How do
online components affect instructional decisions, delivery and student performance in
educational research and statistics courses? How do blended face-to-face/online courses affect
the quality of students’ work products and their understanding of research methodologies and
practices?
Rationale and Theoretical Framework
There are several attitudinal assessment instruments available to evaluate student
attitudes towards research courses. (Dauphinee, Schau, & Stevens, 1997; Schau, Stevens,
Dauphinee, Vecchio, 1995; Zeidner, 1991; Wise, 1985; Roberts & Bilderback, 1980). The
attitude towards research surveys generally consist of multi-dimensional scales designed to
measure student attitudes on the following: a) usefulness of research; b) anxiety towards
research; c) positive responses towards research; d) relevance of research to life; e) difficulty of
research. The attitude towards research survey instrument selected for this paper was developed
by Papanastasiou (2005). The survey contains fifty-six, Likert type items designed to measure
students’ attitudes towards research on five domains: a) research usefulness for the profession; b)
research anxiety; c) positive attitudes towards research; d) relevance to life; and e) the difficulty
of research.
The attitude towards research survey measured students’ pre and post attitudes toward a
research in education course. In addition, several survey items were added to measure students’
attitudes towards the course’s online instructional components. The research in education course
is designed to prepare future school leaders to understand the scientific method and to develop
their competencies in conducting basic research in public schools. The course content
emphasizes practioner-based inquiry to support high quality instruction for all student subgroups.
In addition, students learn how to evaluate the validity and reliability of educational research
studies. The course focuses on basic research methodologies, statistical definitions, correlational
analysis, and tests of significance. All students are required to identify a research topic, design a
research study, address threats to validity, create a data collection and analysis plan, and predict
possible outcomes based on specific statistical results.

Data Sources
Pre and post assessments measured student attitudes at the beginning of the research
course and their attitudes after completing the course. Papanastasiou’s Attitude Towards
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Research instrument was modified to include attitudes toward technology and online instruction
survey questions. The seven point, Agree/Disagree Likert scale was reduced to a five point,
Strongly Agree, Agree, Neutral, Disagree, Strongly Disagree scale. Student email and verbal
class responses were collected to provide additional data sources to be compared to survey
responses. Students also provided written responses to five, open-ended attitude towards
research questions on the last day of class.
Methods
The sample for this study included 30 graduate school administration students enrolled in
an introductory research and statistics course. All students were employed in public schools as
teachers at the elementary, middle, or high school level. The research in education course is
required for all school administration students in the school of education. The attitude towards
research survey was administered to students on the first day of class and again on the last day of
class. Students completed the survey online using a web-based access site. The students had the
option to complete the survey in the university technology lab or on their home computers.
Students were asked to identify their gender, race, years of teaching experience and their
age range. The majority of the students were white females in their 20s and 30s with 5-10 years
of teaching experience. All of the students stated they were taking their first research course.
Results and Conclusions
How are students’ attitudes toward research affected by blended face-to-face/online courses?
The data analysis of the pre-course survey responses revealed that the majority of
students had anxiety and apprehension towards research on the first day of class. Seventy
percent of the students agreed or strongly agreed that research made them anxious. Sixty-four
percent of the students indicated that they felt insecure about analyzing research data. Forty
percent of the students agreed or strongly agreed that research scared them. Eighty percent of the
students agreed or strongly agreed that research was stressful. Student emails and verbal
communications during the first two weeks of the class were congruent with the pre-course
anxiety, apprehension, insecurity, and stress survey responses.
Student post-course survey responses were more positive and indicated less anxiety
towards research. Thirty-five percent of the students agreed or strongly agreed that research
made them anxious. Thirty-four percent of the students indicated that they felt insecure about
analyzing research data. Seventeen percent of the students agreed or strongly agreed that
research scared them. Sixty-two percent of the students agreed or strongly agreed that research
was stressful. Student emails and verbal communications during the last week of the class were
similar to the post-course anxiety, apprehension, insecurity, and stress responses.
Student responses to the open-ended attitude towards research questions on the last day
of class revealed that ninety percent of the students were initially concerned about their
historically poor performance in research, math, and math related courses. Similarly, over
eighty-five percent of the students believed that their limited math backgrounds would impede
their performance in the research course. Eighty-seven percent of the students said that after
completing the course they felt very confident in their ability to understand and conduct their
own research studies. Eighty-four percent of the students stated that the face-to-face learning
experiences, coupled with the online instructional activities, were very good approaches which
supported their understanding of research concepts and practices.
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Does blended face-to-fact/online delivery improve teachers’ perceptions of research or does it
magnify problematic issues already associated with this material?
Eight-seven percent of the students indicated that they had previous experience in online
education. Sixty-eight percent of the students stated that the “mixed” organization of the research
concepts into the blended face-to-face class meetings and online activities, coupled with their
technology skills, enhanced their understanding and “caused their performance to be good.”
Ninety-one percent of the students stated that they preferred blended face-to-face/online classes.
Seventy-three percent of the students considered the online modules to be “good formats for
reading and reviewing research topics.” Eighty-nine percent of the students said they benefited
from the “balance” between face-to-face and online instruction. Ninety percent of the students
stated that using online technology will enable them to conduct reference searches more
efficiently than traditional research methods such as library sessions. Several students indicated
that while many of the learning activities were a good fit for online education, they also needed
the face-to-face interaction to understand the more “complicated” concepts. Student verbal and
written feedback on the correlational analysis and test of significance learning modules revealed
that some students would have preferred more face-to-face interaction and hands-on activities to
gain a better understanding of how to use and interpret these statistical methods.
How do online components affect instructional decisions, delivery and teacher performance in
educational research and statistics courses?
The research in education course provides an overview of research methods and practices
for school administration students. Major themes of the course include theoretical and practical
knowledge in scientifically based inquiry, research design, and statistical analyses. The course
goals are to develop students’ skills in analyzing research studies and in using the scientific
method to support effective decision-making.
The instructional content and delivery decisions were based on previous courses taught
by the instructor, feedback from other research professors, the quality of prior work products,
and students’ questions, comments, and requests for additional assistance. AERA ethical
standards, Institutional Review Boards, and research design topics were more appropriate for
online assignments and discussion postings. Web sites, reference documents, and power points
were provided for students to research, review, and analyze. Discussion threads promoted the
development of online interactions from student to student and from students to the instructor.
Previous course offerings and faculty feedback had indicated that it was more appropriate to
provide in-class presentations and hands-on activities to assist students in understanding validity
and reliability concepts, correlational analyses, and tests of significance. In addition, students in
this research course insisted that these topics be discussed and reviewed in face-to-face classes.
How do blended face-to-face/online courses affect the quality of students’ work products and
their understanding of research methodologies and practices?
Student performance measures revealed a high level of understanding and comprehension
of the research in education content. The average test scores for three online and two face-to-face
exams was eighty-five percent. The majority of student mid-term and final exam work products
were above average to superior quality. Eighty-eight percent of the students stated that they felt
less anxious and more confident after completing the work products. Overall, students’ attitudes
towards research improved and the blended face-to-face/online format appears to be an effective
way to help future school leaders successfully learn research methodologies and practices.
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Abstract
This article addresses the issues as follows: (1) the application of leadership to education
and development of teacher leadership; and (2) the relationship between teacher
leadership, business leadership, and school teaching. The effectiveness of “teacher
leadership” in the school classroom was the main focus of this study. It includes the traits
of teacher leadership and why those traits are important for school educators and students.
School teachers should explore the opportunities for developing and enhancing their
teacher leadership skills. The study pointed out that there are many opportunities for
teachers to accept leadership roles and exercise leadership in school. Teacher leadership
are similar to business leadership, it may include the school budgets, class curriculum
schedules, field experiences, services, and so on. The effective leadership skills for a
school teacher; teacher should be, to work effectively as an instructional team; to design
and implement programs of study, to utilize sound principles of guidance; to have the
variety of teaching styles and instructional techniques; and to enhance leadership
potentiality of students. In other words, the target of teacher leadership is teacher’s
choices about “(a) curriculum, (b) instruction, (c) how students are helped to learn, and
(d) how progress is judged and rewarded” (Gullatt, 1995, p. 11).
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Introduction
This article answers five research questions: (1) what is business leadership? (2)
What is teacher leadership? (3) How do the leadership traits connect with school? (4)
Why business leadership and teacher leadership are in common? And the last, (5) why is
teacher leadership important for school? The main purpose of this study is teacher
leadership.
What is business leadership?
The word leadership can refer to:
“(1) Those entities that perform one or more acts of leading. (2) The ability to affect
human behavior so as to accomplish a mission. (3) Influencing a group of people to move
towards its goal setting or goal achievement.” (Stogdill, 1950, p3)
What is teacher leadership?
Cortez (2006) defined teacher leadership as “in professional learning
communities, teachers are active participants in bringing about change. That
collaborative culture has blurred of the roles of teacher and principal”. “The
empowered status of teachers requires teacher-leaders and principals to reframe their
relationships” (p.1).

How do the leadership traits connect with school?

Gullatt (1995) indicated that a good functioning school includes as follows:
educators must be knowledgeable and committed to students. School curriculum needs
to be balanced; provides an interdisciplinary team teaching and an advice program
service; encourages different teaching styles; and cooperatives planning for the caring
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school climate. There are good elements for educators and teachers to follow and use
them in the school:

(1) Creating a shared sense of purpose in the school.
(2) Focus on developing a climate of high expectations and a school culture
focused on the improvement of teaching and learning.
(3) Shaping the reward structure of the school to reflect the goals set for staff
and students.
(4) Organize and provide a wide range of activities aimed at intellectual
stimulation and development for staff.
(5) Being a visible presence in the school, modeling the values that are being
fostered in the school (Hallinger, 2003, p.343).
Why business leadership and teacher leadership are in common?

Gullatt (1995) also stated the general leadership traits in his article because he
has interwoven the relationship between leaders and teachers. Gullatt (1995) believes
that teachers are managers, motivators, and instructors. In other words, “teachers are
leaders.” This author connected leadership to education; he emphasized effective
schools need leadership and management qualities to make schools productive.
Moreover, Hargreaves and Fink (2003) stated that

In a word of high expectations, rapid change, and a youthful profession in the
first decades of the 21st century, teachers cannot be merely the targets of other
people’s leadership. Instead, they must see themselves as being –and be
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encouraged to be –leaders of classroom and of colleagues from the moment
they begin their career (p. 700).

Gullatt (1995) stated that the general leadership and teacher leadership somehow
are all similar and connected in many ways. For example, the outside business and inside
the classroom are all facing the same problems, they are all facing the challenge because
of the pressures and complaints either from the customers or the students’ parents.
Therefore, no matter business leaders or teacher leaders are all facing the challenge from
the complex series of challenge and pressure with frustrations in the community every
day.
Teacher leadership is as complex as general leadership, for example, there are five
predictors for the manufacturing firms, they includes market share, firm capital intensity,
size of the firm, industry average return on sales, and the emphasis on management/
leadership of human resources. On the other hand, teacher leadership also borrowed the
general leadership and management terms in education circles over the past twenty-five
years. Educational organizations are now adapting success scenarios from business and
finance experiences for application in their school settings. This concept may strike
teachers to think about teacher leadership seriously. Gullatt (1995) commented that the
most powerful success predictor is emphasis on leadership of human resources. Moreover,
this study revealed that 89% of the unsuccessful institutions had poor leadership. At this
point, this author gave adequate data to support his ideas on the importance of teacher
leadership in school. It is interesting that the author pointed out that “most teacher have
never defined teacher leadership” (Gullatt 1995, p.8). The researcher agrees with this
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point because many teachers think their jobs are only simply teaching, but beyond
teaching they are also leaders in the classroom.
Why is teacher leadership important for school?

Gullatt (1995) essentially mentioned about the teacher leadership plays an
important role in the school. Gullatt (1995) gave many examples as evidence to support
his ideas, and for example, the author said that the old teaching behaviors such as,
isolation and rejection of new ideas and decisions need to be corrected. Teachers need to
have new teaching behaviors of greater decision-making by utilizing human relations
skills such as: communication and negotiation skills, teachers need to be consensus and
have goal setting, and deal with conflict resolution. Therefore, Gullatt (1995) defined a
successful teaching as teachers use effective guidance programs and use specialized
methodology to create a modern curriculum. The author carefully connected all
relationships together and focused on the importance of teacher leadership.
Conclusion
A good teacher needs to use many ideas in the future leadership, such as
becoming more effective and able to change and improve teaching. In addition, a good
teacher takes opportunity for self-growth and learning. Teachers need to collaborate with
other teachers and commit to make things happen to solve problems. It is important to
realize that teachers are not only teaching in the classroom but also that they make
differences in students’ life. Furthermore, this article suggested that teacher leadership
might break down into smaller teams within the same building because a smaller
environment may ensure a students’ caring climate in school. It is because smaller teams
can function more effectively within groups (Gullatt, 1995).
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Furthermore, this study emphasized that teacher leadership and business
leadership are in common because the goal of general leadership is to give the best
service for customers. In contrast, teacher leadership is to give the best service for
students because students are all that matters. After researching the teacher leadership
clarified that teachers are not simply teaching in class because teachers are leaders for
students. Teachers need to carry out the effective leadership skills for working effectively
as an instructional team; designing and implementing programs of study; utilizing sound
principles of guidance; and using the variety of teaching styles and instructional
techniques in class (Gullatt, 1995).
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MOTIVATION FACTOR AFFECT ENGLISH LANGUAGE ACQUISITION
Mei-Ling Chen
Abstract
The primary purpose of this study was to explore and analyze motivation
factor affect English language acquisition. This study employed the Theory of Second
Language Acquisition (SLA) and Cooperative Learning (CL) as the framework to
explain the interrelationship among motivation factor, cooperative learning strategies,
and English language proficiency (ELP).
This nonexperimental, correlational study used convenience sampling.
Participants from Taiwan received e-mail invitations and voluntarily completed the
online survey questionnaires. The survey was administered to a sample of
undergraduate students who had attended the daytime in southern Taiwan and had
studied English as a foreign language. There were 120 online questionnaires
applicable for data analysis.
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There were three significant variables in this research, including motivation
factor, cooperative learning strategies, and English language proficiency. The
independent variables were motivation factor and cooperative learning strategies. The
dependent variable was English language proficiency. Motivation factor was
measured by Taiwanese undergraduate students’ perceptions of learning English and
included three dimensions: motivational intensity, frequency of participation in
cooperative learning, and English language proficiency. The content of the online
survey included two parts. The first part contained socio-demographic characteristics
of gender, age, education category and years of experience learning English. The
second part inquired about motivation factor, cooperative learning strategies, and
English language proficiency. The data analysis employed the statistical software of
SPSS to conduct descriptive analysis, multiple regression analysis, reliability analysis,
and validity analysis.
Findings indicated that learner factors of motivation and learning strategies
had a strong positive and significant relationship with English language proficiency.
In addition, frequency of participation in cooperative learning strategies had a
moderately strong relationship with English language acquisition proficiency.
Findings also indicated age and gender of learner factors rarely appear to affect
English language proficiency, but these may be fundamental requirements for English
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language acquisition proficiency. The practical implications, limitations, and
recommendations for future study are further discussed.
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USING THE LANGUAGE ARTS ACROSS THE CURRICULUM
TO PROMOTE BUSINESS SKILLS IN EARLY LEARNERS
By
Tracy Harris, Ed. D.
ABSTRACT
This study addresses the absence of any business curricula geared toward early
childhood education. The purpose of this study was to determine the kinds of business
knowledge needed to be taught to early learners, as well as to determine the best methods
through the use of a needs assessment. The information derived from the assessment
served as a basis for the development of a standards based prototype business oriented
curriculum, in the realm of marketing, for early learners. The curriculum activities focus
heavily on language arts skills and span the scope of the basic curriculum. The data were
collected from kindergarten through third grade teachers in randomly selected schools in
the Jackson Public School District, Hinds County School District, Madison County
School District, and Rankin County School District. These teachers provided
information pertaining to readiness issues and curriculum development issues. The
responses from the curriculum development portion of the questionnaire were compiled
by using descriptive statistics in the form of frequency distributions to create the
prototype business curriculum.
Generally, kindergarten through third grade teachers agreed that early learners are
able to learn and retain information relative to economic education and marketing. In
fact, early learner’s readiness about economic education follows the basic precept of Jean
Piaget’s cognitive development theory (Schug, 1983). This local study was
commensurate to the review of related literature. Organizations, private and non-profit,
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agree that early learners are capable of learning business fundamentals and some
education systems have, thereby, instituted business curricula.
INTRODUCTION
School systems are charged with fundamentally preparing children in areas
pertinent to their personal and professional growth. The demands of society’s workforce
are fast-paced and ever-changing. No longer are the three R’s exclusively sufficient
training for students. The future promises a competitive challenge requiring young
people to know more and know it sooner to achieve their full potential. This fact alone
warrants that education should parallel a multifaceted workforce.
The need to prepare students for the world of work has been evident for some
time. Historically, attention to this preparation has been communicated through The
Reading Report Cards from the National Assessment of Education Progress (Educational
Testing Service), the 1983 publication of Nation at Risk, the 1989 publication of
Mississippi’s BEST, the 1990 publication of John Goodland’s Teachers for Our Nation’s
Schools, America 2000 by former President Bush, the combined efforts of United States
presidents in the America Reads Challenge, and continuous funding of special initiatives
to include Head Start and special educational programs. When students graduate from
high school, they are generally below average in the ability to perform higher order
thinking skills needed for greater success in their personal lives and careers. Even the
basic skills required for literacy are often lacking among individuals who have completed
elementary school and in some cases higher grades. School systems have been charged
with requiring less skill attainment as measured by a test of functional literacy. Reports
have indicated that content of the test is not appropriate as the test is a weak indicator of
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literacy needed for high school graduates (Hayden, 2000). To specifically address the
need to prepare persons for the workforce, organizations have been formed to facilitate
economic education in the primary grades.
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Promoting Constructivist Learning in an ESAL Program through
Computer Mediated Communication

Introduction
This paper examines elements of the Academic English as a Second or Additional
Language (ESAL) program at Thompson Rivers University (TRU), in Kamloops, British
Columbia. Specifically, it explores the potential of computer-supported collaborative learning in
providing authentic and meaningful constructivist learning experiences. Focussing on the aspects
of social constructivism, cognitive apprenticeship and communities of practice, this paper
highlights the benefits and implications of computer mediated communication in language
learning. My interest in this topic and this particular setting stems from my experiences as an
instructor in the program.
Background
Constructivism
The constructivist view of learning encompasses many different but related perspectives
of learning. Basically, constructivism is “a metaphor for learning, likening the acquisition of
knowledge to a process of building or construction” (Fox, 2001, p. 23). While all forms of
constructivism regard learning as an active process, social constructivism stresses the building of
knowledge through social interaction and collaboration. As noted by Vygotsky (1986), “learners
are moved through stages of cognitive development through socially mediated situations” (p.
34). Brown, Duguid and Collins (1989) concur, stating that learning “advances through
collaborative social interaction and the social construction of knowledge” (p. 40).
In a related stream of constructivism, cognitive apprenticeship stresses the idea that
learners act as ‘apprentices’ to ‘expert’ role models in real-life contexts as a means to negotiate
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understanding (Lave & Wenger, 1991). With coaching and scaffolding, learners gain new
knowledge and behaviours enabling them gradually to become a member of the expert’s
community of practice.
By adopting the use of e-learning tools that foster authentic social interaction, modelling
and learner-centered instructional practices, learners will be afforded constructivist learning
environments in which to construct their knowledge.
Educational Context
Generally, students who apply to take ESAL classes at TRU are international students who
want to pursue other post-secondary courses upon reaching a certain level of proficiency in
English. At present, academic ESAL course offerings focus on oral, reading, writing and
grammar skills. The department also offers a small variety of specialized electives for advanced
students. An assessment determines whether the student is streamed into Basic, Pre-Intermediate,
Intermediate or Advanced courses. Advanced ESAL students can enrol in a certificate program,
which combines English language courses with academic courses in Business, Arts, Fine Arts, or
Science.
While there is a departmental scope and sequence of objectives for every course offering,
each faculty member is responsible for choosing his or her own course resources and
constructing an outline. In general, the ESAL department at TRU operates in a very traditional
model rooted in face-to-face classroom methodology. The majority of ESAL instructors base
their courses on textbooks that support the scope and sequence of the program. Typically, writing
and reading courses involve oral reports or handwritten learning logs.
The textbook-driven design used by the majority of instructors in the department is
contrary to constructivist theories that speak to the need to place more focus on the design of the
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learning environment and less emphasis on the sequence of instruction (Jonassen, 1994). Further,
while many ESL publishers endeavour to utilize authentic examples, by their nature, chapter
excerpts are ‘decontextualized’ and are therefore not authentic. As such, it is important to situate
more ESAL learning in authentic contexts to provide a more meaningful learning experience
(Bonk & Cunningham, 1998).
Discussion
Constructivists have recognized the importance of communication technologies in
contributing to the interactive and collaborative construction of knowledge (Bonk &
Cunningham, 1998). However, at present, very few ESAL faculty members at TRU use
computer mediated communication through a learning management system (LMS) to augment
their face-to-face classroom practice. As a former instructor in the ESAL program, I personally
saw the benefits of CMC through the use weblogs in conjunction with in-class activities.
My students found online learning highly motivating. Indeed, in summative course
evaluations, a large majority of my students cited weblogs as their favourite part of the course.
Despite the success of the introduction of this technology in my courses, unfortunately, the
adoption of this medium in the ESAL program has been minimal.
Although some faculty members argue that they lack the time and computer skills to
adopt e-learning practices, a growing body of research points to the myriad of benefits of CMC
in language learning settings. Gee (2004) notes that classrooms rarely provide a space for sharing
knowledge between students. By providing a supplementary computer-supported language
learning environment, ESAL students would be afforded a space to negotiate meaning and
understanding through multiple perspectives (Duffy & Cunningham, 1996).
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ESAL students at TRU would find a hybrid model of course offerings more adaptable to
their needs. As stated by Greenagel (2002), hybrid courses which combine e-learning with a
classroom experience can be very productive. Giving students access to course activities on
demand through a learning management system (LMS) would make the program more flexible
and accessible. By situating discussions and reading log activities in a computer mediated
discussion thread, students will be able to engage in collaborative learning.
While systems such as Blackboard and the open-source Moodle function largely as
facilitated transaction software, features such as chat, wikis, and discussion forums provide
electronically mediated constructivist learning environments (Jonassen, 1994; Zemsky & Massy,
2004). In fact, the open-source LMS Moodle is based on socio-constructivist pedagogy (Brandl,
2005). As such, its learning tools are designed to support “an inquiry-and discovery-based
approach to online learning” (p. 16). Furthermore, the collaboration, social interaction and
feedback afforded through these tools are an extremely valuable component of language learning
(Ros I Sole & Truman, 2005).
Although Murphy and Collins (1997) note that synchronous conferencing might be
challenging for some ESAL learners, asynchronous discussions are not limited by "real time,"
thereby allowing contributors time to compose and construct their message. Furthermore,
asynchronous discussion threads allow ESAL students who are not confident in their oral skills a
chance ‘to be heard’ (Kamhi-Stein, 2000b).
Benefits of Using Asynchronous CMC in ESAL
General Academic Benefits
The use of asynchronous discussions in non-ESAL university courses is growing; therefore
this technology is a necessary and authentic tool for ESAL students who are preparing for
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academic programs (Garrison, Anderson, & Archer, 2000; Weasenforth, Biesenbach-Lucas, &
Meloni, 2002). Providing realistic, relevant and authentic learning contexts for ESAL students to
practice English provides an opportunity for promoting constructivist learning activities (Brown
et al., 1989; Duffy & Cunningham, 1996). As well, computer proficiency is a highly valued skill
in academia. By providing a ‘safe’ environment for discussion, collaboration and exploration,
ESAL students will have the opportunity to be “initiated into the practices of the community” in
order to move toward a legitimate participation in the learning community (Duffy &
Cunningham, 1996, p. 181). Gee (2004) argues that individuals learn best when they are engaged
in social practices which they value. As ESAL students are endeavouring to ladder into an
academic field, logically they would value becoming a part of the community of practice of that
field.
Curricular Benefits
Utilizing computer mediated communication is a pedagogically sound teaching strategy
with many benefits for language learners. Duffy and Cunningham (1997) argue that learning is a
social-dialogical activity. As discussed earlier, many language learners are self-conscious of their
oral skills and as such are silenced in classroom discussions. The additional processing time
provided through an asynchronous CMC is particularly important when dealing with non-native
speakers (Kahmi-Stein, 2000a; Weasenforth et al., 2002). The time afforded by the use of CMC
allows non-native speakers a chance to process, reflect and edit their responses in a ‘safe’ setting
(Kamhi-Stein, 2000a). As well, it allows for careful reflection and deliberation of course
material, which in turn encourages critical thinking enabling students to develop knowledge at
their own pace (Garrison, Anderson, & Archer, 2000; Harasim, 1993; Jonassen, 1994; KahmiStein, 2000b).
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Furthermore, discussion threads allow decentralization of the instructor, in favour of a
distributed community of student-student interaction which affords even shy students the chance
to lead the discourse and participate in discussions (Duffy & Cunningham, 1997; Kamhi-Stein,
2000b; Warschauer, 1996). Roed (2003) describes how computer-aided communication often
gives people a sense of anonymity, which lowers anxiety and increases confidence in language
learners. In addition, threaded discussions allow learners to hear multiple perspectives and make
connections between work experiences and knowledge presented in textbooks in a social rather
than individual activity (Kamhi-Stein, 2000b).
While oral discussion is often a component of social constructivist activity, written
communication afforded by CMC is more permanent and the engagement with the medium is
longer. As such, the opportunity to ‘look back’ and additional composition time creates a context
for active reflection, a key component of constructivist learning (Duffy & Cunningham, 1996;
Lapadat, 2004). Furthermore, it allows learners to reflect on and access their earlier work in
order to re-construct, revise, and edit their writing. In addition, Weasenforth et al. (2002) note
that linking discussion threads to class assignments was especially useful and that as students
gained comfort in their communications in discussion threads, they gained confidence in their inclass oral abilities.
Considerations for Successful Implementation of CMC in ESAL
Lapadat (2002) states “an audience of peers, who are predisposed to read what one writes
and also to respond, characteristics built in via the design of the online asynchronous conference
and course structure, creates a joint focus on academic topics of mutual interest, and thus a
crucible for the social construction of meaning” (¶30). While essential, the ‘cognitive presence’
described by Lapadat is not sufficient to “sustain a critical community of learners” (Garrison et
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al., 2000, p. 94). Students still must feel comfortable to engage with one another and cultural
differences may pose barriers for some learners. Therefore, it falls on the instructor to design and
facilitate assignments that require the use of discussion threads. Although establishing this
‘teaching presence’ requires upfront planning, it has been found that students begin to take more
ownership of the medium as the course evolves allowing instructors to ‘step back’ from
discussions (Garrison et al., 2000; Kamhi-Stein, 2000b). However, while it is important for
students to interact, discuss and negotiate new meanings in a social context, instructor guidance
and monitoring is critical, as corrective measures must take place if new concepts are
misconstrued.
It has been suggested that just as proper language use should be modelled in the ESAL
classroom, instructors should provide their students with model discussion postings and
examples of proper academic writing (Weasenforth et al., 2002). By introducing learners to the
practice of academic writing in the form of these models, students will “get a sense of how
expertise is manifest in conversation and other activities” (Brown et al., 1989, p. 40).

Suggestions for Implementation of Constructivist E-Learning Practices
The following is a list of suggested methods to provide a more constructivist approach
through e-learning to the ESAL department at TRU:


Continue to promote professional development addressing the benefits of constructivism
in language learning.



Enlist educational technology support to increase the use of e-learning through CMC in
the department.
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Create non-ESAL subject specific discussion groups that would allow students to
negotiate their understanding of ‘outside’ course work enabling them to pursue their
learning goals with a like-minded community of learners.



Collaborate with non-ESAL academic areas to create ‘real world’ discussion questions in
order to encourage authentic discourse centred on relevant topics.
Conclusion
Creating an ESAL learning environment based on constructivist principles is a

pedagogically sound means of providing authentic and meaningful learning opportunities for
students. With some effort, the use of CMC could offer a constructivist learning space that would
lead to deeper cognitive learning, increased social collaboration and an enriched educational
experience for all participants.
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In Taiwan, more attention has been given to the importance of early childhood
education for children in poverty. People believe that high quality early childhood
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provides child-care subsidy for low-income family to encourage parents to send their
children to child -care centers. However, scant research studies have done to
investigate the quality of child-care centers where poor children are educated.

The

main purpose of this study was to investigate the quality of child-care cents (including
kindergartens and preschools) where poor children studied.
random sampling technique was used.

In this study, stratified

After a sampling procedure, 42 kindergartens

and 73 preschools were chosen from 33 towns in Pingtung county. Researchers used
structural questionnaire, ECERS-R/FDCRS, Arnett Scale to evaluate child-care
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lquality, learning environment process quality, and teacher-student
interaction process quality.

Results showed that: (1) structural quality: public

kindergartens and preschools had good performance in several structural quality
measures; (2) learning environment process quality—no single item’
s mean was
above good level in either kindergartens or preschools; (3) comparing overall qualities
of preschools and kindergartens, researchers found that kindergartens’overall quality
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was higher than that of preschools; (4) comparing different types of child-care centers’
qualities, researches found that public kindergartens had higher overall quality than
that of other types of child-care centers.

Some discussions and suggestions were

provided in the final part.

Keywords: early childhood education, child-care quality, low-income family,
kindergarten, preschool
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ABSTRACT

As involuntary minorities within their own ancestral lands, Canada’s First Nation people
have experienced trauma within western-based education systems such as federal residential and
day schools, public, and independent schools, which has resulted, in many cases, in social
devastation and economic disparity. An indigenous and community approach to education and
research promises to provide a solution to such intergenerational problems.
This research provides compelling evidence that improvement to First Nation education
is possible when initiated at the local community level. This is an important discovery as most
non-native policies and initiatives designed to improve education for native people have failed. A
community-based culturally relevant definition of success in education has been demonstrated to
bring about increased levels of critical awareness that provide incentive for an informed response
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that contributes toward improvements to education for First Nation people at the community
level.
This research involved my entry into the Chippewas of the Thames First Nation
community as a researcher, possessing both “insider” and “outsider” status, initiating
relationships with people based upon our commonalities of culture and roles in society. In efforts
to facilitate increased awareness levels in response to areas of difficulty within education, I
facilitated a community-based inquiry using a culturally-based methodology that I have termed
Anishinabe Meno-Bimaadziwin Action Research.
The results were successful in that participation within the community-designed and
community-driven research led to increased awareness and incentive for transformative action in
iii
education at levels that surpassed community involvement within other initiatives that were not
community-based. The results of this research provide insight into the potential that exists within
a First Nation community to devise culturally relevant solutions to challenges that occur within
education. These findings support the validity and effectiveness of community-based
development and initiatives in education, and in other areas of local community development
within First Nation communities. These findings provide a strong argument in favour of
increased native jurisdiction and self-government initiatives at the local community level.
Keywords: native education, Anishinabe Meno-Bimaadziwin, action research, Anishinabe
Meno-Bimaadziwin Action Research, Chippewas of the Thames First Nation, culturally relevant
education, critical awareness, transformative action.
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Introduction
For teachers motivation, despite being a somewhat elusive concept, is an
ongoing concern. A growing recognition of the significance of motivation in language
learning and acquisition has elevated its importance in recent decades, and this interest
has resulted in the evolution and expansion of language learning motivation approaches
and models. A corollary of this interest has been research into language learning
motivation in an expanding range of national settings. This paper will begin by
examining the development of language learning motivation research, and then survey
findings from motivational research conducted in one such national context, Japan. This
discussion will culminate with an examination of a specific sub-population of Japanese
language learners, higher education engineering students, and the particular factors and
considerations that might inform future research into their specific motivational
characteristics.
The Development of Language Learning Motivational Theory
Language learning motivational theory has evolved significantly over the last
several decades. However, as the field has expanded, it has jettisoned little in terms of
prior research and findings, choosing not to discard, but rather subsume previous work.
The likely reason for this is the complex nature of motivation, and the fact that no single
approach has been able to adequately describe all facets of the subject. Due to the
breadth of the subject matter, early approaches were narrower in focus, providing
specific insights into discreet areas of the field, which viewed in tandem with other
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findings, helped provide a more complete view of motivation in language learning.
Recently, more comprehensive models incorporating a broad range of previous
approaches have emerged. The following is a brief overview of the development of L2
motivational research as it has expanded and evolved over the past several decades.
The works of Richard Gardner and associate Wallace Lambert (Gardner and
Lambert, 1959, 1972; Gardner, 1985;) established and inspired the first wave of second
language (L2) motivational research through the introduction of approaches and
research instruments that are still widely used today. Their research established a
social-psychological approach to L2 motivation through which it was conceptualized
largely in terms of attitudes towards the L2 community. Their studies identified
integrative, “reflecting a sincere personal interest in the people and culture represented
by the other group”, and instrumental, “reflecting the practical value and advantage of
learning a new language”, motivational orientations (Gardner and Lambert, 1972 p.
132). This dichotomy has subsequently been widely examined in the literature. While
this approach and its instruments (specifically, the Attitudes/Motivation Test Battery)
long defined the field, the perceived narrowness of its scope impelled some to seek out
more pragmatic approaches with greater classroom applicability.
As language learning motivational research expanded into new contexts,
limitations of the social-psychological approach became apparent. Ely (1986), in his
examination of freshman Spanish students in the US, discovered a third motivational
cluster (“requirement”) beyond the Gardnerian integrative/instrumental dichotomy.
Skehan (1990), in examining the role of motivation on Individual Differences (ID),
found the instrumental/integrative distinction to be of limited value in describing
pedagogical interventions that might influence motivation. Dornyei’s (1990) study of
adult Hungarian English learners revealed the distinctness of Foreign Language
Learning (FLL), as opposed to ESL, contexts. Specifically, he found that in FLL
instrumentality can in fact be a stronger orientation than integrativeness for learners at
particular proficiency levels. These perspectives set the tone for Crookes and Schmidt’s
(1991) seminal article calling for a shift of the language learning motivational research
paradigm towards approaches used in psychology and education. They particularly
stressed the need to address the previously neglected distinction between cognition,
motivation and affect. Oxford and Shearin (1994) similarly encouraged expansion of the
integrative/instrumental construct through the integration of general, industrial,
educational, and cognitive developmental psychology. With the emergence of
psychological approaches, the intrinsic/extrinsic motivational dichotomy central to Deci
and Ryan’s (1985) self-determination theory emerged as an important new construct in
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language learning motivational research. Dornyei’s (1994) three-tiered motivational
framework integrated many of these new ideas into a single model. The framework,
consisting of Language Level (comprising integrative and instrumental subsystems),
Learner Level (consisting of learner needs and self-confidence), and Learning Situation
Level (consisting of course-, teacher-, and group-specific motivational components),
presents a more pragmatic, eclectic, and comprehensive approach for bridging theory
with practice.
Accompanying the theoretical expansion of language learning motivational
research came an increased appreciation of the dynamic nature of motivation.
Particularly as earlier social-psychological studies had largely been cross-sectional in
nature, and/or were focused on fixed goals, motivation had been depicted as a static
phenomenon. Several authors (Crookes, 1991; Oxford, 1994; Skehan, 1990) identified
this as a major shortcoming of existing social-psychological approaches. Gardner and
MacIntyre (1992, 1993) responded with a revised version of the Gardnerian model
which described an ongoing flux as motivation both stimulates, and is stimulated by,
language learning achievement. Gardner and associates (2004) later added further
insight into the changing state of motivation in their examination of the effects of
language instruction on attitudes, motivation and anxiety over time. Ushioda’s (1996)
pioneering qualitative longitudinal research provided greater depth of insight into a
more expansive range of patterns of motivational change derived from factors both
within, and outside, the L2 context. Williams and Burden (1997) also helped expand
temporal considerations in language learning motivation through their social
constructivist framework. Their distinction between initiating motivation and sustaining
motivation, as parts of a tripartite model interacting within the larger social context,
provides a more realistic rendering of the dynamic, interactive, and ongoing nature of
learner motivation. Dornyei and Otto’s (1998) “Process Model of L2 Motivation”
integrates many of these ideas into a single framework pragmatically focused on
uncovering specific means for motivating learners. In this model the authors set out to
provide a comprehensive (vs. reductionist) view of motivational behavior, illustrate
motivational influences on action (execution of goal-directed behavior), and
demonstrate the dynamic/temporal nature of motivation. Their model consists of two
dimensions, an Action Sequence (preactional, actional, and postactionable phases) and
Motivational Influences (consisting of five tables of motivational types). Due to its
comprehensive nature, and particularly its recognition of temporal aspects of motivation,
this model provides practitioners direction in applying interventions appropriate to
learners’ changing motivation.
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Language Learning Motivation in Japanese Tertiary EFL Students
Research into Japanese language learning motivation has produced varying
results in terms of instrumental, integrative, intrinsic and extrinsic motivational
orientations, and the effect these have on language learning. A dominant instrumental
orientation has been demonstrated in a number of studies (Burden, 2002; LoCastro,
2001; Matsuda, 2004), whereas integrativeness has been found to be stronger in
Japanese EAP students (Brown, Robson and Rosenkjar, 2001). An integrative
orientation was further found to correlate with both motivation and “Willingness to
Communicate” in Japanese EFL learners (Yashima, 2002). Combined
intrinsic-integrative, intrinsic-instrumental, and instrumental-integrative orientations
have been observed by Chihara and Oller (1978), Kimura et al. (2001) and Warrington
and Jeffery (2005) respectively. While Hayashi (2005) found internalized intrinsic
motivation as critical to successful language learning, Berwick (1989) found little
connection between motivation of any type and English proficiency (Berwick and Ross,
1989). Other studies have revealed a lack of both integrative (LoCastro, 2001) and
instrumental orientations in Japanese learners (O'Donnell, 2003; Sawaki, 1997). While
these varied findings appear inconsistent, their results reflect the complexity of
examining motivation in language learning. None of the authors above claim their
results apply to all tertiary Japanese learners, and as such, are best interpreted as they
apply to the specific sample population examined.
Motivational factors offering more unified insight into the motivational profile
of Japanese tertiary English learners are those that emerge from past language learning
experience. Anxiety resulting from past language learning trauma, specifically that
occurring in junior and senior high school, is a recurring theme throughout the literature.
Falout and Maruyama (2004) identify grammar and vocabulary-based washback
pedagogies endured in prior studies as a source of university student demotivation. In
their study, students claimed they “learned more about autocracy, sarcasm, and
nitpicking” (p. 8) than English in the language classroom. This “pedagogy of
humiliation” was cited as an ongoing source of student demotivation. These past
experiences appear to be carried forward into tertiary studies where low self-esteem,
and negative self-appraisal of English proficiency and aptitude are frequently cited
characteristics of Japanese tertiary English learners (Warrington and Jeffery, 2005;
Burden, 2002; Matsuda, 2004; O'Donnell, 2003; Yamashiro, 2001).
Anxiety and demotivation in English language learning have also been
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attributed to socio-cultural factors. Brown (2004) observed that Japanese modesty
norms inhibited learners from exhibiting proficiency in English. Additionally, Brown
and others (O'Donnell, 2003) have observed that the fear of making mistakes,
particularly in front of others, also inhibits Japanese students from actively engaging in
English learning. McVeigh’s (2001) examination of Japanese university student apathy
lays blame at the system level. According to his observations, Japan’s
“educatio-examination system” results in excessive self-monitoring, debilitating
inhibition, and eventual apathy towards a system students perceive as being without
value. Burden (2002), in examining Japanese students’ attitudes towards learning
English, similarly noted that a contributing factor to university students’ “fossilized
learned helplessness” was their perception that the education system had little value.
While the majority of research into Japanese students’ English language
learning motivation has been cross-sectional in nature, longitudinal studies have
provided important insights into the dynamic and changing nature of motivation in this
particular set of learners. These longitudinal studies correlate in many ways with the
attributional findings related to past language learning experiences discussed above.
Berwick and Ross (1989) observed a motivational peak in the third year of high school
(due to the instrumental necessity for English in passing university entrance tests),
followed by low overall English learning motivational intensity in university. Matsuda
(2004) tracked longitudinal motivational change in Japanese university students over
their first year of study by means of learner diaries. Like Burden (2001), Matsuda found
that students enter into university with a low self-estimation of their English ability. The
diaries revealed an elevation in motivational orientation prior to tests, or when students
had the opportunity to interact with foreigners. Hayashi (2005) examined longer-term
fluctuations in Japanese students’ English learning motivation through the
administration of a retrospective questionnaire. The study revealed four motivational
patterns that occur in learners over time (high-high, low-low, high-low, low-high).
Analyzing the results from a self-determination theory perspective, Matsuda concludes
that language learning success can only be achieved if the learner acknowledges the
need to make “purposeful efforts” towards learning, and when intrinsic motivation
becomes internalized. In a recent investigation, Sawyer (2007) administered a
locally-developed instrument, “My English Learning Motivational History” (consisting
of both Likert Scale and open-ended questions), to examine motivational fluctuations in
high proficiency English learners over time. Examining the period from junior high
school through university, Sawyer found motivation fluctuates over time, with the
lowest levels of motivation exhibited in university students. He also found that negative
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motivational fluctuations can lead to permanent demotivation, as suggested in Falout
and Maruyama (2004) and Warrington and Jeffery (2005).
Motivational Characteristics of Japanese Engineering EFL Students
There has been little published which directly examines the motivational
profile of Japanese engineering students learning English. Of the Japanese studies
examined above, only two explicitly discuss motivation in engineering majors. One is
Kimura and associates’ (2001) comparative study of motivational components of
Japanese EFL learners across various learning milieu (junior high school, high school,
university, and language schools). Results of their study indicated that engineering
students were one of only two groups exhibiting an extrinsic-instrumental motive (the
other group was junior high school students). They stated that “engineering majors
apparently tend to study English for more extrinsic and pragmatic reasons than those
who feel they need English for their future careers” (p.55). The study also shed light on
engineering students’ perception of the teacher’s role in language learning. According to
the study, engineering students perceived teachers as not having a positive influence on
their language learning. This perception stood in contrast to other groups which viewed
language teachers’ influence positively, particularly those interested in English or
requiring it for future careers. Additionally, Falout and Maruyama (2004) contribute
important insights into the motivational characteristics of this group of learners with
their examination of English language learning demotivation in Japanese engineering
students. Their findings indicated that both high proficiency (HP) and low proficiency
(LP) students experienced demotivation in regard to English learning, although the
factors leading to these attitudes, and their manifestation in learners, varied. LP students
indicated demotivation in five areas: self-confidence, attitude toward the L2 itself,
courses, teachers, and attitudes of group members. LP learner demotivation was linked
to past learning experiences in junior high school, and was characterized by an ongoing
and increasing dislike for studying the language. LP learners displayed more
internalized attribution for demotivation, whereas HP learners exhibited externalized
attribution. Crossover factors for both groups include negative appraisal of the
“humiliating” pedagogies and entrance test-based content endured in prior language
study. One positive factor identified by both groups was their attitude toward the L2
community.
Directions for Future Research
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Motivation is a complex construct, and the ongoing development and evolution
of language learning motivational models illustrates the complexity inherent in
conducting research within this area. The move towards more comprehensive models
which combine social-psychological, psychological, and educational approaches
seemingly provides the most promising avenue for thorough investigation of specific
learning populations. Due to the dearth of research findings concerning motivation in
Japanese engineering EFL students, researchers would be advised to first construct a
motivational profile utilizing a comprehensive approach. This would be valuable in
corroborating the findings of Kimura et al. (2001) and Falout and Maruyama (2004),
and in informing other areas which require examination. Published self-report
instruments such as those created by Clement and Kruidenier (1983) Gardner (1986),
Horwitz, Horwitz and Cope (1991), Dornyei (1990), and Wen (1997) could be adapted
for this purpose and administered longitudinally to assess changes in EFL learning
motivation over the duration of engineering programs. Qualitative studies with small
groups of learners, such as those pioneered by Ushioda (1996), would provide further
depth and perspectives that might not be provided in large-scale quantitative samples.
As Japanese learners appear to enter university with affective issues resulting in
inhibition, demotivation, and apathy, it is important to assess whether these
characteristics are permanent, or transitory. This knowledge would be valuable for
curriculum designers and teachers in terms of planning programs and instruction aligned
with students’ motivational orientations.
This brings up the issue of how particular curricular or pedagogical
interventions might impact the motivational orientation of this particular group of
learners. The extrinsic-instrumental EFL orientation identified in engineering students
by Kimura and associates (2001) provides a possible starting perspective from which
experimental research could be conducted. As this group of learners appears to place
little intrinsic or integrative value on English, information on the effects of variations in
curricular content and pedagogy on motivational intensity would be extremely valuable
to educators. Given the students’ pragmatic motivational orientations towards English,
manipulation of curricular content, between, for example, general English and technical
English, represents a potentially fruitful avenue for exploration in terms of maximizing
extrinsic and instrumental tendencies. Further, as English teachers have been viewed
negatively by Japanese engineering students (Kimura et al., 2001, Falout and Maruyama
(2004), the effects of changes in methodology or pedagogical approach on these
negative attitudes, and their influence on motivation, presents another promising area
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for research.
Conclusion
Language learning motivational theory has developed to the point where
researchers have at their disposal a wide range of models and instruments, as well as an
extensive collection of published research, to draw upon in examining motivational
issues. Despite the vast amount of work done, a multitude of contexts remain yet
unexplored. As motivational findings do not necessarily transfer across contexts, each
of these contexts, and the sub-groups of learners therein, require explicit examination.
This paper identified Japanese engineering EFL students as one such group. While past
language learning trauma, and ongoing demotivation, have been identified in this set of
learners, more comprehensive and corroborative research needs to be done to establish
their motivational profile. This profile is best attained through a combination of
qualitative, quantitative, and longitudinal instruments. Further, experimental studies
examining the effects of curricular and pedagogical interventions are required to
provide pragmatic guidance to educators looking for specific ways to motivate their
students.
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The Role of Physical Activity in Children with Autism Spectrum Disorders: A Literature Review
of the Benefits and Barriers
Full Abstract
A Poster Presentation Prepared for the 8th Annual
Hawaii International Conference on Education
Honolulu, Hawaii, January 2009
By
Renae Burke and Francis T. Pleban
While diagnostic criteria for Autism Spectrum Disorders (ASD) is clear, many misconceptions of
Autism Spectrum Disorders create barriers and challenges for children with Autism Spectrum
Disorders and their interaction with the environment around them. Misconceptions of Autism
Spectrum Disorders arise from the lack of knowledge and understanding of the disorder. This review
of the literature identifies the common misconceptions and the resulting challenges for children with
Autism Spectrum Disorders and their interaction with the environment around them.
The social model of disability states people with disabilities are more limited by social constraints than
actual impairment (Llewellyn & Hogan, 2000). In hopes to diminish these social constraints,
continued education and progression of programs for children with Autism Spectrum Disorders is
essential.
For Example, a survey was conducted within public schools in Georgia observing the different
strategies teachers used to work with children with Autism Spectrum Disorders. Findings revealed
there were no defined guidelines on how to treat children with Autism Spectrum Disorders and left the
teachers to use their own teaching methods (Hess, Morrier, Heflin & Ivey, 2007). Results of the
survey reflect the lack of guidelines aiding strategies for children with Autism Spectrum Disorders in
an educational setting at the various grade levels. Developed strategies and guidelines will help
improve the future treatment and education of children with Autism Spectrum Disorders. One of the
newest strategies to be explored is the role of exercise in physical activities in children with ASD
Physical activity is highly beneficial towards the health of all children with or without disabilities. As
with children with any disability, the concern with physical activity in children with Autism Spectrum
Disorders is they face potential barriers to opportunities for normal daily physical activity. Social and
behavioral impairments leave little opportunity for children with Autism Spectrum Disorders to be
successful in participating in physical activity resulting in a possible higher risk of being inactive (Pan,
2007).
Exercise options such as martial arts, swimming and treadmill walking programs have proven
successful for children with Autism Spectrum Disorders. Along with providing suitable exercise
options for children with Autism Spectrum Disorders other sources of physical activity in daily
routines should not be overlooked (Kazub & Goto 2005; Pitetti, Rendoff, Grover, & Beets 2007;
Yilmaz,Yanardag, Birkan & Bumin 2003). Further research is still needed in relation to exercise
prescription and its proper therapeutic role in children with ASD.
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Abstract
Even though online courses and entire online degree programs are increasingly common in higher
education, there is little theory-based knowledge of what constitutes effective teaching practice in online
environments. This cross-sectional survey research used a 56-item survey to investigate the predictive value
of the “Seven Principles of Good Teaching Practice” (Chickering & Ehrmann, 1996; Chickering & Gamson,
1987) for student perceived learning and satisfaction with 40 graduate online courses of education and
humanities. Students reported that their online instructors used the “seven principles” regularly in their
courses. Positive correlations were found between the perceived use of the “seven principles” and both
student perceived learning and satisfaction. “Active learning,” was the only predictor of student perceived
learning, while “prompt feedback,” “high expectations” and “active learning” were good predictors of
satisfaction with the online course. The study found some evidence to extend the “seven principles” to
graduate online environments.

Introduction
In spite of the widespread acceptance of online courses and degree programs in
mainstream higher education, defining the best structure for online learning environments
continues to be a challenge for most institutions (Moore, 2008; Shea, Pickett, & Peltz, 2004)
Emerging research suggests that a widely accepted model of effective teaching in classroombased education, the “Seven Principles of Good Teaching Practice” (Chickering & Ehrmann,
1996; Chickering & Gamson, 1987), may translate effectively to online learning environments.
However, attempts to extend the generalizability of the framework to graduate education have
been limited (Arbaugh, 2002; Bangert, 2004; Shea et al., 2004). There is a need to find more
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empirical support for the use of the Seven Principles in online environments, particularly at the
graduate level, and their potential predictive value for online student leaning and satisfaction.
The present study investigated (1) the extent to which the “Seven Principles of Good
Teaching Practice” were perceived to be used in graduate online courses at a large Midwestern
university, (2) the degree of association between the perceived use of the “seven principles” and
student perceived learning and satisfaction with the online course, and (3) the predictive value of
the “seven principles” for student perceived learning and satisfaction with the course.

Background
Learner-centered Pedagogy
The traditional model of distance education involving a teacher separated by distance
from a student but engaged in a two-way asynchronous interaction with him or her through print
and electronic technologies (Keegan, 1988; 1993; Moore, 1973; Moore & Kearsley, 1996; Peters
& Keegan, 1994) has gradually been replaced or supplemented by a new set of distance
education models characterized by dynamic asynchronous communications among teachers,
students, and support structures via the Internet and other advanced technologies that allow for
collaboration and team work (Hanna, 2003).
The emergence of learner-centered pedagogical frameworks and organizational models is
based on constructivist principles of learning. In learner-centered environments, students are
actively engaged in dynamic learning activities that deliberately use the social and physical
context to prompt cognitive processes that learners would naturally use when trying to
understand their experiences (Collins & Duguid, 1989; Sammons, 2003). In cognitive-engaging
learning environments, learners deploy careful reflection and critical analysis to discover or work
out by themselves an understanding of a new experience (Sammons, 2003). Knowledge emerges
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through active dialogue, “by formulating ideas into words and building ideas and concepts
through the reactions and responses of others to these formulations” (Harasim, 1989, p. 50).

Student Perceived Learning
A variety of measures of learning have been used over the years, including exams, project
scores, and course grades (e.g., Johnson, Aragon, Shaik, & Palma-Rivas, 2000), teacher
perceptions of learning (e.g., Hoffman, 1999) and student perceptions of learning (e.g., Shea,
Frederickse, Pickett, Pelz, & Swan, 2001).
When it comes to students’ perceptions of their own learning, research has found that
these perceptions tend to be accurate with respect to instructor activity (Swan & Shea, 2003).
Jiang and Ting (2000) discovered that levels of perceived learning and perceived interaction with
instructors correlated positively to the average numbers of responses per student that instructors
tallied. Earlier, Picciano (1998) reported that students’ perceived learning was associated with
instructors’ actual activity in online courses. Swan, et al. (2000) also found a correlation between
students’ perceived interaction with their instructors and the actual frequency of instructor
participation in online course discussions.
Most comparison research concluded that students do as well in learning in distance
education classes as in equivalent classroom-based courses (e.g. Mulligan & Geary, 1999).
However, research has moved away from the typical comparison model and tends to highlight
aspects of the online environment that make the learning experience distinct, such as
personalization (Twigg, 2000), support for reflective inquiry (Garrison, 2003), interactivity
(Moore, 1989; Swan, 2002), and support for collaboration (Benbunan-Fich, 2002; Scardamalia &
Bereiter, 1996).
Another line of research suggests that instructor behaviors and experience are significant
predictors of student learning and satisfaction in web-based courses (Arbaugh, 2000a, b; Arbaugh
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& Duray, 2001; Jiang & Ting, 2000; Swan, 2002; Swan, Shea, Frederickson, Pickett, Pelz, &
Maher, 2000). For example, instructor interaction –including the use of humor and personal
examples, addressing students by name, and capitalizing on appropriate feedback– has been
found to be strongly associated with student outcomes (Andriole, 1997; Arbaugh, 2001; Picciano,
2004). Arbaugh (2000a, b, c) concluded that the only factors significantly associated with student
learning were those reflecting instructor efforts to create an interactive classroom environment.
Shea, Swan, Frederickson, and Picket (2002) found that both satisfaction and learning were
significantly correlated with interaction, feedback, and clear expectations.
Research also reports a variety of design factors that appear to influence student learning
in online environments. Some of these factors are learning context, opportunities for active
learning, resources, tools, and scaffolds (Hannafin, Hill, Oliver, Glazer, & Sharma, 2003).

Student Satisfaction
Research indicates that distance education students are generally satisfied with their
learning experience (IHEP, 1999). When compared with courses taught face-to-face, students
tend to respond that courses taught via distance are at least as satisfactory as face-to-face courses
(Jennings, Siegel, & Conklin, 1995; Kelley, 1993; Potts & Hagan, 2000).
Several factors have been found to be associated with student satisfaction with an online
course. For example, Swan (2001) reported an association between students’ level of activity and
both perceived learning and satisfaction with an online course. On the other hand, Rivera &
Rice’s (2002) findings suggested that lack of support may affect student satisfaction with an
online course even if student performance is not affected.
An interesting line of research has to do with correlations between the three factors in the
teaching presence model of online learning (Anderson, Rourke, Garrison, & Archer, 2001) with
perceived learning and satisfaction with online courses (Shea, Pickett & Pelz, 2004). Rivera and
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Rice (2002) suggested that satisfaction may be associated with student-teacher interaction and a
feeling of community. Shea, Swan, Frederickson and Pickett (2002) did not only find an
association between interaction and satisfaction with online courses, but they also reported a
significant correlation between satisfaction and two other factors –feedback, and clear
expectations.
The majority of studies that focus on student learning or student success (e.g. completing
a course with a passing grade) also measure student satisfaction with the course or with one
aspect of the technology (Garrison & Cleveland-Innes, 2004; Shea, Swan, Frederickson &
Pickett, 2002; Swan, 2001). Interestingly, in most cases satisfaction and learning are significantly
correlated (Swan, 2001; Richardson and Swan, 2003). Research also suggests a correlation
between students’ positive learning outcomes and higher levels of satisfaction with online
courses (Benke, Bishop, Thompson, Scarafiotti & SchWeber, 2004).
Seven Principles of Good Teaching Practice
The Seven Principles of Good Teaching and Learning
in Colleges and Universities
Good practice in undergraduate education:
1. Encourages contact between student and faculty.
2. Develops reciprocity and cooperation among students.
3. Uses active learning techniques.
4. Gives prompt feedback.
5. Emphasizes time on task.
6. Communicates high expectations.
7. Respects diverse talents and ways of learning.
(Chickering & Gamson, 1987, p. 3)
The Seven Principles of Good Teaching Practice (Chickering & Erhmann, 1996;
Chickering & Gamson, 1987) constitutes a constructivist-based teaching model that is
conceptually tied to the idea of teaching presence (Anderson et al., 2001). The basic premise of
constructivism is that the learner creates knowledge. Thus knowledge cannot exist without the
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learner. Constructivism fosters the engagement of learners with the content and with other
learners, creates opportunities to learn, demonstrates learning inside and outside the learning
environment, and uses ongoing assessment strategies that are based on multiple perspectives and
enable the growth and development of the learner in more personally meaningful ways (Vrasidas,
2000).
In a qualitative study, Bangert (2004) inquired about teachers’ use of the “Seven
Principles” in a statistical course (N = 24). He found that instructors were using the principles to
promote learning and that students were generally satisfied with their learning experience.
Students reported a need for more stimulating discussion questions and ways to promote equal
participation.
The Seven Principles have stimulated much research at various educational levels, in
both classroom-based and distance education (e.g. Arbaugh, 2002; Graham, Cagiltay, Craner,
Lim & Duffy, 2000; Hunt, 2003; Shea, Fredericksen, Pickett, & Pelz, 2004; Taylor, 2002). For
example, Chizmar and Walbert (1999) incorporated of the Seven Principles into a web-based
syllabus for a statistics course. Borland, Lockhart, and Howard (2000) used the Seven Principles
in combination with modes of interaction in distance education to obtain the perspectives of
faculty and students regarding communication patterns, feedback, and teacher expectations.
Research suggests that online instructors seem to be using some of Chickering and
Gamson’s (1987) principles to varying degrees in their online courses. Using self-reports, Taylor
(2002) found that four-year higher education instructors use six of the seven principles. Hunt
(2003) gathered data from instructors in a community college, who reported the extensive use of
all Seven Principles online. Mixed results surround the question of whether there are any
differences in the application of the principles by instructor’s gender, level of experience, and
discipline. While Taylor (2002) found that female instructors tend to use the principles more
extensively, Hunt (2003) did not find significant differences by gender.
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Bangert (2004) used the Seven Principles to assess the effectiveness of an Internet-based
educational statistics course (N=22). The study indicated that most learners perceived that the
online instructor used constructivist-based principles to effectively promote student learning and
that the course was a valuable learning experience. Instructional practices identified for
improvement included the creation of more stimulating discussion questions and better instructor
monitoring of study groups to ensure equal participation.
Shea, Fredericksen, Pickett, and Pelz (2003a, b; 2004) and Shea, Pickett, and Pelz (2004)
emphasized the importance of the “seven principles” to create and sustain effective online
learning experiences for their students. Shea et al. (2004) also believe that the “seven principles”
are at the core of emerging models of quality online learning environments in higher education
(Bransford et al., 2000; Garrison et al., 2000). However, none of these authors have directly
measured the extent to which the “seven principles” are used in online environments; neither
have they studied the predictive value the principles may have for student learning and
satisfaction with online courses.
The study reported below examined (1) the extent to which the “Seven Principles of
Good Teaching Practice” were perceived to be used in online graduate classes, (2) the association
between the perceived use of the “seven principles” and student perceived learning and
satisfaction with their online course, and (3) the predictive value of the “seven principles” for
student perceived learning and satisfaction with the course.

Methods
A 56-item online survey (α=.95) served as data collection instrument. The survey was
comprised of three scales adapted from previous measures. The Seven Principles of Good Online
Teaching Scale was adapted from The Good Teaching Practices Survey (Hunt, 2003) and
included 35 five-point Likert-type items divided into seven sections corresponding to the seven
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principles. Two open-ended questions were placed after each of the seven sections to inquire for
examples of the application of the principles on the part of the online instructors, and to ask about
ways to improve the application of the seven principles in the online courses. The Online Student
Perceived Learning Scale contained six items adapted from Alavi’s (1994) measure, and the
Student Satisfaction with the Online Course Scale included five items adapted from Arbaugh’s
(2004) scale of satisfaction with online course experience. The survey also included 10 questions
to collect background information data such as teacher and student gender, age, marital status,
work status, and academic status, student prior experience with online courses, area of
instruction, and status of the course.
All three scales were pilot-tested and underwent validity checks –including factor
analysis and expert panel content analysis– and reliability checks (α=.93, α=.95, α=.94,
respectively).
Participants were 173 graduate students enrolled in 40 education and humanity courses
offered during the spring of 2005 via the Web-based distance education system of a large
Midwestern university.

Results
The demographic data showed that students were primarily female (63.1%), with family
responsibilities (44.4%), in the 26-35 age range (33.8%), working full time outside of the home
(83.1%), studying part time (78.8%), taking a required course (75.5%), and taught by a male
instructor (68.1%).
Descriptive statistics suggested that students in the sample perceived that overall their
instructors used the “seven principles” regularly in their online courses. The highest mean scores
corresponded to the principles of “active learning,” “cooperation among students,” and “prompt
feedback.” There was not enough evidence to suggest differences in the perceived use of the
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“seven principles” when the overall score was used. However, when ANOVA was run on the
“seven principles” subscales, six differences were found in the perceived use of the principles,
specifically on the use of “active learning,” “time on task,” “high expectations,” and “respect for
diverse talents.” The background variables that demonstrated differences were teacher gender,
student marital status, academic status, course status, and number of courses taken, respectively.
Students also reported high levels of perceived learning and high levels of student satisfaction
with the online course.
Pearson correlations suggested positive significant correlations between the perceived use
of the “seven principles” and both student perceived learning and satisfaction. Regression
analyses identified “active learning” as the best predictor for both perceived learning (R2=.32)
and student satisfaction (R2=.38). “Prompt feedback” was also found to be a good predictor of
satisfaction with the online course (R2=.31). Overall, the combination of factors comprising the
“seven principles” scale demonstrated bigger effect size for satisfaction (R2 =.44) than for
perceived learning (R2 =.32).

Discussion
Principle 1: Good practice encourages student-faculty contact. “Frequent student-faculty
contact in and out of class is the most important factor in student motivation and involvement.”
When students know their teachers, they are usually encouraged to think about their intellectual
commitment. This in turn helps them to think about their future (Chickering & Gamson, 1987;
Chickering & Ehrmann, 1996).
Student-teacher interaction is believed to be one of the most powerful factors in
promoting learning (Angelo, 1993). In their study, Shea, et al. (2001) found that students who
reported high levels of interaction with their instructors also reported higher levels of learning
from them. Jiang and Ting (2000) and Swan (2000) also reported strong correlations between
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student perceptions of learning and their perceived interactions with instructors. The myriad of
studies suggesting that higher levels of interaction among all course participants correlate with
positive course outcomes (Arbaugh, 2000a, 2002; Bailey & Cotlar, 1994; Borthick & Jones,
2000; Fredericksen, Pickett, Shea, Pelz, & Swan, 2000; Jiang & Ting; 2000; Sherry, Fulford, &
Zhang, 1998; Swan 2002) conclude that communication in online courses should be interactive
rather than instructor-centered.
Principle 2: Good practice encourages cooperation among students. “Learning is
enhanced when it is more like a team effort than a solo race. Good learning, like good work, is
collaborative and social, not competitive and isolated” By sharing ideas with each other students
deepen their understanding and thinking and, thus, enhance their learning (Chickering &
Gamson, 1987; Chickering & Ehrmann, 1996).
Research indicates that group work in online environments fosters positive learning
experiences (Chidambaram, 1996; Jarvenpaa & Leidner, 1999), and that an emphasis on social
presence may enhance the processes involved in a virtual community of learning (Brandon &
Hollingshead, 1999; Garrison, Anderson, & Archer, 2000; Gunawardena & Zittle, 1997; Strauss,
1996).
Many benefits have been linked to the development of virtual learning communities. For
example, community membership has been associated with higher levels of student support and
information flow, construction of knowledge, commitment to group goals, cooperation among
members, as well as satisfaction with group processes and efforts (Bruffee, 1993; Dede, 1996;
Saritas, 2008; Walker, Wasserman & Wellman 1994; Wellman and Gulia, 1999). Virtual learning
communities have also been reported to reduce feelings of isolation produced by distance
learning environments identified in the literature (Haythornthwaite, Kazmer, Robins, &
Shoemaker, 2000; Morgan & Tam, 1999). Lastly, virtual learning communities also seem to
reduce student burnout, which has been linked with high attrition levels in distance learning
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(Carr, 2000). In another study, Abrami (2001) found that participating in collaborative and
cooperative learning motivated students to achieve better and to help one another achieve better.
The author concluded that technology aids collaboration and interactivity, regardless of the media
used to facilitate learning.
Principle 3: Good practice encourages active learning. “Learning is not a spectator sport.
Students do not learn much just sitting in classes listening to teachers, memorizing pre-packaged
assignments, and spitting out answers”. Since regurgitation of material is not considered true
learning, students are encouraged to reflect on course content and tell their peers what they are
learning, write about it, relate it to past experiences, and apply it to their daily lives; in other
words, learners are expected to internalize what they learn and make it part of themselves
(Chickering & Gamson, 1987; Chickering & Ehrmann, 1996).
An active learning environment is one in which students’ needs, expectations and
concerns influence the teacher’s instructional strategies (Silberman, 1996). In these
environments, student motivation is stimulated and participation encouraged because they
contain personal and humanistic elements (Powers & Guan, 2000). For example McGonigle and
Mastrain (1998) established active participation goals in a nursing course and then provided a
variety of interactive activities which increased student enthusiasm for learning and achievement
beyond course expectations.
One aspect of active learning that directly related to the first principle of Chickering and
Gamson’s (1987) model includes the personal and humanistic elements of a learning
environment, such as faculty-student contact and perceived caring (Hannafin et al., 2003). In this
respect, research indicates that students’ perceptions correlate with perceived problems and the
importance the course instructor attributes to those problems (Daugherty & Funke, 1998). On the
other hand, instructor’s perceived caring positively impacts student attitudes toward class and
their perception of their learning. Research also suggests that perceived caring and perceived
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learning seem to increase when the learning environment supports reciprocal student-instructor
listening, particularly through dynamic personal interaction (Bohlken’s, 1998). It should be
noted that Battalio (2007) purposed an “integrative approach” when using interaction.
Principle 4: Good practice encourages prompt feedback. “Knowing what you know and
don't know focuses learning. Students need appropriate feedback on performance to benefit from
courses.” The first step in providing feedback is to assess students’ existing knowledge and
competence in the content area. This does not only help instructors to focus on what to teach and
how to do it, but it allows students to assess what they have learned and what they still need to
learn. Ample opportunity to perform and receive suggestions for improvement is critical for
learning. Feedback should not be secluded to the end of a process only. In fact, students need
chances to reflect on what they have learned, what they still need to know, and how to assess
themselves at various points during college as well as on exiting (Chickering & Gamson, 1987;
Chickering & Ehrmann, 1996). Likewise, feedback is not the sole responsibility of the instructor;
it can also be from student to student, and from teacher to teacher (Hatfield, 1995).
Numerous studies document the effectiveness of prompt feedback, frequent assessment,
and coaching (Keeton, Sheckley, & Griggs, 2002). For example, Aviv & Golan (1998) found that
students’ ability to send assignments and receive feedback electronically contributed significantly
to their satisfaction with online courses. Meanwhile, Sawyer (1997) reported that students
interacted more thoughtfully when they were required to respond to each other’s writing and
reflections. Peer accountability seems to be higher in online environments probably because
students do not want to be exposed as mediocre in front of their fellow students. Lysakowski &
Walberg (1982) reviewed 54 studies involving 14,689 students in over 700 classes. They found
strong confirmation of the positive effects of feedback –especially if provided immediately.
According to this review, students who received ongoing feedback consistently scored a full
standard deviation higher (equivalent to 33 points in a 100-point scale) than the students who did
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not receive feedback on their work. Prompt feedback seems to be even more important in online
environments because of the absence of body language and other kinds of face-to-face feedback.
A group of studies showed large positive effects of feedback in producing learning gains
because feedback focused attention on students’ progress, induced goal setting, pinpointed doable
efforts to improve, and offered advice on ways students could improve their work (Kluger &
DeNisi, 1996).
Riccomini (2002) compared instructor-delivered corrective feedback with feedback that
directed students to a web-based exemplary model to compare with their own solutions to the
task. Results indicated that students who received instructor-delivered corrective feedback
significantly outscored students using web-based model comparison feedback on both tasks
(Riccomini, 2002).
Principle 5: Good practice emphasizes time on task. “Time plus energy equals learning.
There is no substitute for time on task” (Chickering and Gamson, 1987). Greater amounts of time
and energy devoted to learning equals more learning. Students need to learn how to manage their
time effectively. This includes setting realistic amounts of time for doing coursework. The
allocation of realistic amounts of time results in effective learning and effective teaching. Time
expectations can establish the basis for high performance for all (Chickering & Gamson, 1987;
Chickering & Ehrmann, 1996).
Even though research shows that students perform poorly on tasks that are outside their
practical experience (Sternberg & Wagner, 1986), often students are not provided with the
practice time they need to master a body of knowledge or skill. Studies suggest that allowing
appropriate time for such practice results in positive learning gains (Keeton, Sheckley, & Griggs,
2002).
The use of asynchronous electronic communications in online courses allows students to
have more control over their use of time, since an immediate response is not required as it would
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be in a face-to-face context. Because of this, students gain more control over their contributions
since they can devote more time to reflect and compose their thoughts before they make them
public. Likewise, students can take more time to read messages posted by the instructor and other
students, which contributes to more thoughtful responses (Brouwer, 1996).
In a study that compared communication patterns in a college course, Althaus (1997)
found that the average response in electronic discussions was 106 words, while the average
response in classroom-based instruction only 12 words.
Principle 6: Good practice communicates high expectations. “Expect more and you will
get it.” This premise is important for all students –for the ill prepared, for those unwilling to exert
themselves, as well as for the bright and well motivated learners. Holding high expectations for
good performance and extra effort is like as a self-fulfilling prophecy (Chickering & Gamson,
1987; Chickering & Ehrmann, 1996).
Additionally, students need a clear idea of what to learn and how to do it in order to learn
more effectively and more efficiently (Keeton, Sheckley, & Griggs, 2002). In a study of doctoral
programs in education, Kehrhahn, Sheckley, & Travers (2000) implemented a series of measures
over a period of 7 years (1993-2000) to encourage effectiveness and efficiency in their graduate
program. The study indicated that students learn best when they understand and concur on the
expectations for learning and when they know how to meet those expectations.
In another study, Millar, Alexander, Lewis, & Levin (1999) examined student
performance in terms of final grade in a calculus class. The experimental group had grades more
than half a grade higher than the students in the control group. Success was attributed to the
combination of challenging tasks, extended work time (time on task), peer teaching, collaborative
learning, flexibility, and supportive non-intrusive instruction (Keeton, Sheckley, & Griggs,
2002).
Principle 7: Good practice respects diverse talents and ways of learning
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“There are many roads to learning. People bring different talents and styles of learning to
college.” Students come from diverse backgrounds and demonstrate different learning styles and
preferences. For example, a student who is brilliant in a discussion setting, such as a seminar
room, may have serious difficulties in the lab or art studio. On the other hand, students who enjoy
hands-on experience may not do well with theory. Thus, instructors need to give students
opportunities to show their diverse talents by providing various methods of learning. When
students are given the opportunity to learn in a variety of formats, they not only find ways that
work for them, but they may also learn new ways of learning (Chickering & Gamson, 1987;
Chickering & Ehrmann, 1996).
The student-centered mode of learning emphasizes the role of the student as an active and
socially-interactive learner and assumes that a student’s individual characteristics, such as
learning style, cultural values, cognitive ability and motivation may influence the processes and
determine outcomes (Hiltz, Arbaugh, Benbunan-Fich, & Shea, 2004).
Danchack (2004) conducted a pilot study to test the hypothesis that the best approach to
Web-based courses is to match the student’s learning style followed by a learning cycle that
exposes the student to other learning styles. He did not only find support for this approach but
also believes that students’ learning styles evolve as a consequence of the use of the cycle
approach. In spite of these findings, some research (e.g., Clark, 1982) has found a lack of fit
between students’ reported learning preference and most effective teaching approach; in other
words, students may learn best from a teacher they dislike or vice versa.
Many different classifications exist for cognitive and learning styles. However, lack of
agreement on measures makes it difficult for scholars to compare results from different studies.
In fact, research often renders no significant associations with student achievement (Hannafin,
Hill, Oliver, Glazer, & Sharma, 2003) or other success indicators. Yet, a significant body of
research continues to flourish, particularly regarding Kolb’s (1984) Learning Style Inventory,
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presumably because the notion of learning styles is so intuitively appealing (Hannafin, Hill,
Oliver, Glazer, & Sharma, 2003).
Learning styles research generally has been merely descriptive, indicating which learning
style seems to be predominant in a variety of environments and with different populations. For
example, Terrell & Dringkus (1999-2000) found that most of their students in a distance learning
environment (N = 98) preferred working alone and demonstrated less interest in people than in
abstract concepts and ideas, that is, they were classified as “convergers” and “accommodators”
according to Kolb’s (1985) Learning Style Inventory. Monaghan & Stenning (1998) classified
learners as either “verbal” (those who feel more comfortable with text-based information) or
“non-verbal” (those who prefer non-verbal materials such as images). Because text-based
communication is predominant in online environments, non-verbal learners may be at a
disadvantage.
A study by Meyer (2003) concludes that students with independent learning styles tend to
succeed in online courses, whereas students with dependent learning styles tend to be less
successful. She also found that visual learners are more likely to be successful in online courses
than aural and/or kinesthetic learners. Her final finding is that students who are highly motivated,
more self-regulated, with greater self-efficacy regarding online learning, and with better
computer skills tend to perform better in online courses than students who lack these
characteristics (Swan, 2004).
An abundant set of research studies on learning styles concludes that no significant
differences are evident in student outcomes based on their learning preferences. For example,
Terrel & Dringus (1999-2000) investigated the effect of learning style on drop-out status.
Although students who classified as accommodators in Kolb’s (1985) Learning Style Inventory
had a 20-24% higher dropout rate than any other learning style, the effect was not significant.
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The high drop out rate among accommodators was believed to align with preferences for active
experimentation and communication with peers, which were limited in the online environment.
Even if the notion of learning styles does not have strong support from research, showing
consideration for individual characteristics of students seems to impact the way they feel and
work in a learning environment. Unquestionably, another aspect of the seventh principle that
merits attention is the respect owed to each individual student. This is not only the demonstration
of social respect and courtesy (Stryker, 1999), and the establishment of a code of conduct (i.e.,
netiquette), but it also involves expecting and embracing cultural diversity, particularly in online
courses, which are more likely to attract students from other states or countries than courses
taught face-to-face.

Conclusions and Recommendations
The results of the study suggest the following conclusions and recommendations:
Conclusion # 1
This study provides theory-driven empirical research that supports the extension of the
“Seven Principles of Good Teaching Practice” (Chickering & Ehrmann, 1996; Chickering &
Gamson, 1987) to graduate online courses as a an adequate framework for studying, evaluating,
and designing effective graduate online courses conforming to learner-centered principles and
constructivism, as well as online models of interaction and teaching presence.
Recommendation for practice 1.1. Promote the “Seven Principles of Good Teaching
Practice” (Chickering & Ehrmann, 1996; Chickering & Gamson, 1987) as an appropriate
framework to guide the design of effective graduate online courses conforming to learnercentered principles and constructivism, as well as online models of interaction and teaching
presence.
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a. Emphasize the use of “active learning,” “prompt feedback” and “high
expectations” as the essential drivers of course design.
b. The implementation of the “seven principles” framework should also consider
essential complementary aspects of the teaching presence model (Anderson et al.,
2001; Shea et al., 2003; 2004) and learner-centered principles (see APA’s (1997)
learner-centered principles and Brandsford and associates’ (1999) report on how
people learn).
Recommendation for research 1.1 Because this study only collected data from student
ratings of online teachers, further research should aim at obtaining the views of both faculty and
students. This would provide a comparison of the different perceptions and could identify blind
spots for teachers to improve their practice.
Recommendation for research 1.2. There is a need for longitudinal studies involving
multiple institutions at various educational levels to obtain robust data to test the universality of
the “seven principles” framework for distance education.
Recommendation for research 1.3. Further research should include variables that seem to
be complementary to the “seven principles” such as:
a. teaching presence,
b. learner-centered principles, and
c. elements of effective online environments like the ones postulated by Brandsford
et al. (1999).
Recommendation for research 1.4. Research should also integrate variables related to the
various interaction patterns enabled by online environments to see how they may interact with
the use of the “seven principles” to promote student learning and satisfaction with online courses.
Conclusion # 2
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According to student perceptions, the implementation of the “seven principles” enhances
the learning experience for online graduate students and promotes student satisfaction with online
graduate courses.
Recommendation for practice 2.1. Higher education institutions should promote the
implementation of the “seven principles” to enhance the learning experience for their online
graduate students and improve student satisfaction with online graduate courses by:
a. Training online instructors on the implementation of the principles in Web-based
environments and on the effective use of asynchronous communication tools and
other aspects of technology and interface.
b. Providing incentives like awards for innovative use of best practices or travel grants
to present at conferences or workshops successful implementation of the principles.
c. Encouraging instructors’ learning from one another, sharing and collaborating
through: team teaching, faculty seminars with guest speakers, faculty development
workshops, demonstration of best practices to colleagues, coaching and mentoring
less experienced faculty on the use of the principles, posting of innovative ideas on an
electronic newsletter or Listserve.
d. Requesting student feedback on the implementation of effective teaching principles in
online courses.
e. Evaluating the impact of the application of the seven principles on student learning
and satisfaction to introduce changes in the design and implementation of the
teaching principles from one semester to another.
Recommendation for practice 2. 2. Students should be made aware of their
responsibilities as active learners and of the meaning of the implementation of the “seven
principles” in their online course. This should include specific expectations of their conduct and
performance in the course based on the “seven principles.”
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Recommendation for research 2.1. Future research should test the mediating effect that
certain background variables may have on the relationship between the perceived use of the
“seven principles” and perceived learning and satisfaction with an online course. Some of the
factors of interest include teacher and student gender, teacher and student prior experience with
online learning environments, family responsibilities (i.e., children at home and marital status),
individual support system (e.g., friends, family), and number of concurrent online courses and/or
on-campus course enrolled.
Recommendation for research 2.2. Because this study contradicted some previous
research conducted on different populations, it is necessary to verify these findings by integrating
the conflicting factors in future research. These factors include teacher and student gender,
student marital status or family responsibilities, student academic status, course status, and
number of courses taken.
Conclusion # 3:
A survey comprising The Seven Principles of Good Online Teaching Scale, The Online
Student Perceived Learning Scale, and The Student Satisfaction with the Online Course Scale
may be used as a comprehensive reliable and valid instrument to measure the “Seven Principles
of Good Teaching Practice” (Chickering & Ehrmann, 1996; Chickering & Gamson, 1987),
student perceived learning, and student satisfaction with online graduate courses as an integrated
package.
Recommendation for practice 3.1. Administrators and policy makers may introduce the
use of a comprehensive measuring instrument such as the survey used in this study as one of the
elements of a comprehensive evaluation of teaching and learning in online environments.
Recommendation for practice 3.2. Faculty may find in this study useful resources to
assess and possibly improve their instructional design and effectiveness in online courses.
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Recommendation for practice 3.3. Practitioners may use the information gathered through
a comprehensive instrument like the one used in this study to integrate knowledge of online
students’ profiles, perceptions and needs into their course planning and student orientations.
Recommendation for research 3.1. Before a comprehensive instrument comprising three
scales is used as a valid instrument in a variety of populations, the scales need to be submitted to
discriminant analysis.
Recommendation for research 3.2. Similarly, the three items that did not show acceptable
levels of inter-item reliability should be reworded and re-tested or simply eliminated form the
survey. This will enhance the high reliability levels and ensure that the integral instrument is
measuring what it was designed to measure.
Recommendation for research 3.3.Collecting data at the end of a semester, particularly
during the last two or three weeks, should be avoided to prevent low response rate.

Conclusion # 4:
Although the implementation of the “seven principles” in online environments is an
appealing idea, caution needs to be exercised when trying to generalize beyond actual research
results to avoid setting unrealistic expectations for scholars, practitioners and administrators
alike. Results of this study do encourage efforts aimed at translating research-based knowledge
pertaining to classroom-based instruction to the online environment, while highlighting the
differences inherent to the technology-driven environment. However, overt optimism should be
mediated by an objective view of results.
a. The “seven principles of good teaching practice” have moderate predictive value for
perceived learning (32% of the total variance) and student satisfaction with a graduate
online course (44% of the total variance).
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b. The teaching principle of “active learning” is the best predictor of perceived learning in
graduate online education and humanities courses (12% of the total variance).
c. The teaching principles of “active learning,” “prompt feedback” and “high expectations”
are the best predictors of student satisfaction with a graduate online education and
humanities course (14.8%, 9.7%, and 4.7% of the total variance, respectively).
d. The principles of “active learning,” “prompt feedback” and “cooperation among
students” are perceived as being used more frequently than “high expectations,” “respect
for diverse talents and ways of learning” and “student-faculty contact.”
e. The more experienced students become with online courses, the more satisfied they are
with their learning experiences. Intuitively, the more contact students have with a
method, environment or material, the more comfortable they feel as they gain experience
and augment their self-efficacy, which in turn impacts their level of satisfaction with the
learning experience.
Recommendation for practice 4.1. The results of this study should be taken into account
when designing, implementing and evaluating graduate online education and humanities courses.
a. When the aim of an online course is student learning, the emphasis should be on
providing ample opportunities for active learning.
b. When the aim of an online course is student satisfaction with the course, the emphasis
should be on providing ample opportunities for active learning, prompt feedback and
high expectations.
c. Professors should encourage novice online students to gain more experience and become
more familiar with the methods, learning environment, ways of accessing learning
materials, and ways of becoming engaged successful online learners. This will help them
feel more comfortable and improve their computer self-efficacy in order to enhance their
learning and satisfaction with the learning experience. This may be done by:
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i. providing an online student readiness survey prior to enrollment,
ii. offering a tutorial on how to use the course management system and how
to become a successful online learner,
iii. offering ongoing student support systems,
iv. providing updated information on how to access the different support
systems,
v. providing peer support and peer evaluation systems,
vi. promoting collaborative asynchronous and synchronous learning tasks,
vii. assigning at the beginning of the course short simple tasks that require the
use of the technology and processes that will be in place the rest of the
time
Recommendation for research 4.1. Results from this study should be supplemented with
data from qualitative research methods. The ideal would be to replicate this study using a mixed
methods approach to obtain a comprehensive picture of the issues and unveil not only the “what”
but also the “why” of the phenomena studied.

Conclusion # 5:
Graduate online students are adults with specific needs and responsibilities.
a. Online graduate students in education and humanities courses are predominantly female,
between 26 and 35 years of age, with family responsibilities, studying part-time and
working full-time outside of the home, taking a required course, and taught by a male
instructor.
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b. There is an evident disparity in the same-gender student-teacher ratio in graduate online
courses –students are predominantly female (63.1%), and instructors are predominantly
male (68.1%).
Recommendation for practice 5.1. Higher education institutions should help instructors
become more aware of the diverse and emergent needs of graduate online students by collecting
data on student background variables at enrollment and making the information available to
online instructors.
Recommendation for practice 5.2. Students should be pre-tested on their expectations of
the online learning experience prior to enrollment and post-tested on the level of satisfaction with
their online experience based on the expectations reported at the beginning of the process.
Recommendation for practice 5.3. Higher education institutions should ensure equal
opportunities for female professors to teach online and encourage female professors to teach
graduate online courses in education and humanities to reduce the female-student-femaleinstructor ratio.
Recommendation for research 5.1. There is a need to compare student expectations of the
online learning experience prior to enrollment and satisfaction with their online experience based
on the expectations reported at the beginning of the process.
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ABSTRACT
This session explores the successes and challenges of a state "Partnerships for School
Reform" grant, "Empowering Teachers to Create Change for Student Achievement,"
currently in its third, and final, year of funding. The partnership between two middle
schools and the local university focuses on Positive Behavior Support, professional
development in literacy and mathematics, and the curricular integration of technology to
improve student achievement. University faculty and public school teachers and
administrators utilize a mix of theoretical, qualitative, and quantitative research methods
to assess the effectiveness of their reform efforts. Particular attention will be given to the
collaborative efforts of all stakeholders to improve student achievement in the midst of
significant challenges posed by faculty and administrative turnover.
Empowering Middle School Teachers to Create Change
for the Achievement of At-Risk Students :Successes and Challenges of a
“Partnerships for School Reform” Grant
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In April 2006, the Louisiana Board of Regents awarded a three-year $400,000.00
grant under the “K-16 Partners for School Reform” (K-16 PSR) program to the authors of
this proposal and its local small urban school district. The program sought proposals
from colleges and universities to help transform targeted underperforming K-12 schools
into schools that meet and/or exceed standards identified by the State’s K-12
Accountability System. Empowering Teachers to Create Change for Student
Achievement is the result of a collaborative effort between the university’s College of
Education, Department of Educational Curriculum and Instruction and Department of
Educational Foundations and Leadership; the College of Sciences, Department of
Mathematics; and the local school system and three (now two) of its middle schools. The
grant’s external review team summarized the significance of this reform effort in their
review of the program’s second year (2007-08):
To our knowledge (this) is the only state in the U.S. to have a program like the K16 Partnerships for School Reform. As such, (this) Board of Regents is a
national leader in promoting school improvement through K-16 partnerships.
There is much to be learned from the experiences of the . . . grantees funded
through this unique program. The lessons can provide useful data for
policymakers and educational leaders about K-16 partnerships as a meaningful
school reform strategy. They also provide important insights into the strengths
and challenges of working across the K-12 and higher education sectors. (Streim,
Dickinson, & Hamer, 2008, p. 2).
The grant’s two targeted middle schools (note: originally the grant funded three middle
schools, but one school was not able to actively meet the requirements of grant
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participation and was eliminated from the project after Year One) had not met their
growth targets prior to implementation of the grant. Both schools have significant
numbers of students placed at-risk. Over 80% of students are on free or reduced lunch at
one school, and approximately 95% of students are on free or reduced lunch at the other
school. One school is comprised of 75% African-American students, and the other school
is over 95% African-American students.
The three strategies proposed by the project are designed to empower teachers to
create change for student achievement include Positive Behavior Support (PBS),
professional development in literacy and mathematics, and the integration of technology
with curriculum in teaching and learning.
This session has several goals. The participants in the session will be able to
1)

View the results of two years of the three-year grant

2)

Develop a similar program in middle schools

3)

Obtain information on the Positive Behavior Support program that has changed
the culture of discipline at the two middle schools

4)

Obtain information on various instructional strategies in middle school
mathematics and language arts that promote student achievement

5)

Obtain a syllabus of a university course taught on-site for mathematics and
English/Language Arts teachers emphasizing strategies, technology integration,
and leadership skills.
This project focuses on the concept that school reform and improvement of test

scores begins with the classroom teacher and that professional development of the
classroom teacher is the key to successful school reform and improved school
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achievement. Also, this project focuses on providing on-site, continuous, small group or
one-to-one assistance to teachers in the three integrated areas of professional
development, technology integration, and PBS that link together to encompass the
various elements that improve a school.
According to educational researchers, “professional development, the primary
strategy for improving the effectiveness of educators, has not worked well” (Levy &
Murnane, 2004; Moore, 1991; 1995). The primary reason is that professional
development is usually a series of workshops by an outside speaker with “little or no
follow-up.” (Levy & Murnane, 728). Also, traditional models of professional
development, such as workshops and courses, have not been particularly successful in
helping teachers and university faculty find ways to integrate technology or diversity into
their teaching (Jacobsen, Clifford & Friesen, 2002). Instead, this project focuses on
providing on-site, continuous, small group and one-to-one assistance to teachers in the
three interrelated areas of PBS, professional development in literacy and mathematics
instruction, and integration of technology into curriculum.
The ultimate proposed beneficiaries of this project are students placed at-risk who
increase their time on task with the increased use of technology in the classroom as
integrated into standards-based instruction that includes the Content Standards, Grade
Level Expectations, and Comprehensive Curriculum for each content area. In addition,
students will benefit from the differentiation of instruction in the classroom for both the
below level and above level students because of the use of technology and innovative
instructional strategies in literacy and mathematics. Also, the drop in the number of
discipline referrals to the office and the decrease in the number of suspensions,
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expulsions, drop-outs, and tardies because of the affirmative based PBS program used
schoolwide will alter the culture of the school. Second year data on Empowering
Teachers to Create Change for Student Achievement revealed the following:
1) Implementation of the PBS program at both schools began in earnest in 2007.
Administrators and teachers indicated the program worked by focusing attention on
appropriate student behavior and rewarding that behavior. Even though the numbers of
behavior infractions increased at both schools during Year Two, the types of infractions
changed and had less of an impact on teacher instructional time and student time-on-task
than the year before (e.g., the top two infractions at one school changed from “Deliberate
Disobedience and “Misbehavior” in 2006-07 to “ID Violation” and “Dress Code
Violation” in 2007-08).
2) Significant hours of assistance and professional development were provided by
project staff. Four Saturday Academies were conducted for teachers and administrators.
Each Saturday Academy was conducted onsite and was four hours in duration. In
addition, project staff (PI, Co-PIs, and consultants) conducted 119 site visits and provided
more than 320 hours of onsite on-demand one-to-one, small group and/or whole group
assistance for administrators, teachers, students, and others at the two project schools.
Also, four Graduate Assistants in Counseling Education spent 20 hours per week
providing assistance to teachers, counselors, and administrators at the two schools and
project staff at the University.
The evaluation design of the project included information from the following
sources: evidence of achievement of project goals, strategies, outcomes, targets, and
benchmarks; professional development evaluations; documentation of site visits by
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project staff and participation by teachers and administrators; graduate assistant surveys;
school characteristics and accountability data; information from the state’s School Report
Cards and District Composite Reports; SET (School-wide Evaluation Tool) information
from the PBS strand of the project; student achievement data from the state standardized
tests; student behavior infraction data; teacher e-portfolio evaluations; and project impact
surveys.
The projects external evaluator reached this conclusion:
Overall, the Empowering Teachers K-16 PSR project has had tremendous success
during Year Two of the project (2007-08). Despite all the changes that took
place, project staff continued to play a pivotal role in providing leadership and
professional development for administrators, teachers, counselors, and students at
the two project schools. The dedication exhibited by the Project Investigator, CoPIs, consultants, and Graduate Asistants in helping these two schools reach their
maximum potential never wavered. Open communication and mutual respect
between project staff and school personnel were evident in every encounter. This
effort is definitely a collaborative one between the University, the district, and the
two schools involved. (Guerin, 2008, p. 4).
This session will explore the successes and challenges of a state "Partnerships for
School Reform" grant, "Empowering Teachers to Create Change for Student
Achievement," currently in its third, and final, year of funding. The partnership between
two middle schools and the local university focuses on Positive Behavior Support,
professional development in literacy and mathematics, and the curricular integration of
technology to improve student achievement. University faculty and public school
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teachers and administrators utilize a mix of theoretical, qualitative, and quantitative
research methods to assess the effectiveness of their reform efforts. Particular attention at
this session will be given to the collaborative efforts of all stakeholders to improve
student achievement in the midst of significant challenges posed by faculty and
administrative turnover.
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Abstract:
This study of pre-service teachers (n=30) investigated the integration of the inquiry
learning method and the Internet medium through the WebQuest approach by creating
engaging social studies lessons. The WebQuest as an inquiry-oriented approach in web
learning has gained considerable attention from educators and has been integrated widely
into curricula in K-12 and higher education (Dutt-Doner, Wilmer, Stevens& Hartmann,
2000; Joseph, 2000; Pohan & Mathison, 1998). Originated by Bernie Dodge and Tom
March in 1995, the WebQuest is an instructional tool for inquiry-oriented learning in
which learners interact with resources on the Internet. Pre-service teachers collected data
from their student teaching, knowledge from their previous field observations, interviews
with their clinical instructors, and classroom students as well as from their personal
reflections. When considering the design of their WebQuest, each pre-service teacher
used this collection of data. Findings are presented as the outcome of their final
WebQuest design, which reveals alignment with the Mississippi Frameworks, association
with the National Council of Social Studies thematic strands along with the integration of
other content areas, i.e. mathematics not to mention using children’s multicultural
literature books to incorporate diversity. Thus, this paper will offer a discussion on how
pre-service teachers can gather and organize massive information on social studies topics
and to make appropriate pedagogical decisions when designing a WebQuest.
Furthermore, in class activities and teaching strategies used in their course work to
initiate data collection will be discussed.
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Purpose
This paper summarizes an empirical study of a higher education pedagogical process that
facilitated largely doctoral students in preparing their candidacy proposals through the use of specific
adult learning principles. This study explores the students’ experiences and points of view of such a
learning environment, including (a) how they contributed to their peers’ learning, (b) how their peers
contributed to their own individual learning, and (c) how the learning environment impacted the process.
Key factors identified as pivotal to learning to learn, include creating a learning sanctuary and trusting
relationships, engaging in mutual inquiry and the co-construction of meaning, and bridging research
theory and practice. These factors enabled students to expand their identities to include a researcher
identity and to negotiate deep knowledge at the personal level.
Background and Context
Being part of a community of learners that is comprised of people who are truly dedicated to the
pursuit of meaning making is both engaging and energizing.
Graduate Student, 2008 1
For more than a decade, the Department of Educational Policy Studies at the University of
Alberta has offered a graduate course (See Appendix A) enabling doctoral level students, primarily, to
further clarify their conceptualizations of epistemology, ontology, and methodology within the process of
developing individualized candidacy research proposals. Through the establishment of a safe learning
environment and with support from the instructors and classmates through oral and written feedback,
students develop and refine their research proposals and constructively contribute to the development and
refinement of their peers’ research proposals.
The pedagogical principles underpinning the conceptualization and implementation of the course
are based in a commitment that all participants, students and faculty, bring and share different but equally
critical pieces of knowledge and together co-create a respectful and trusting educational environment.
Such an environment upholds equality, respect, and dignity for all participants in the teaching and
learning context where risk-taking is encouraged and identity explorations are safe. Accomplishing the
creation of such an environment requires establishing and maintaining the following norms: (a) people are
of prime importance, and as such, bureaucratic needs must occasionally be set aside to first address
students’ personal needs; (b) all students can be successful, often accomplished by relating new concepts
to learners’ previous experiences and knowledge; (c) the relationships between theory and practice are
explored and made explicit through co-construction of understandings (i.e., developing and supporting
others to develop analytic and synthetic abilities); (d) excellence is expected by everyone of themselves
and their colleagues (i.e., feedback comes from all of the peers, faculty and students, to provide
constructive criticism for each other by applying what they have learned about ontology, epistemology,
and methodology to their own and peers’ written work); and (e) the collective expertise of the group far
exceeds that held by any individual.
Theoretical Framework
Seminal adult education theorist, Malcolm Knowles (1970, 1975, 1980) distinguishes between
adult education and K-12 schooling by the characteristics and needs of adult learners. In particular, he
states that: (a) the adult self-concept moves from dependency toward being self-directing and
autonomous, (b) adults accumulate a vast reservoir of experience that is a rich resource for learning, (c)
adults have a readiness to learn particularly where it relates to the developmental tasks of their various
social roles, (d) learning is more problem- or performance-centred rather than subject-centred, and (e)
adults are motivated more by internal factors than external ones. These key characteristics of adults as
learners have been hotly debated, disputed, and extended (Pratt, 1993; Nah, 2000); however the notion
1

Students’ voices are revealed through verbatim quotes that are italicized throughout this paper.
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that adults ought to have learning conditions that enable them to be/become self-directed learners – with a
role in diagnosing their needs, setting their goals, designing and implementing their learning, and
evaluating the learning process – has become a primary tenet in the adult education field (Knowles, 1984;
Tough, 1981).
Extrapolating from Knowles, it is now orthodoxy that the most conducive learning conditions
build from the previous life experiences and desires of adult learners, often as the starting point of the
learning process. Experiential learning is vital as a central pedagogical component not only for bridging
new learning from past experience, but also in using concrete, sensory experiences to facilitate the
integration of new learning into the existing mental framework (Dewey, 1929; Rogers, 1969; Kolb,
1984). Rather than passive, information-giving teaching, participatory and active learning provides a
space where adults can discuss, process, and apply their learning both individually and collaboratively
(Silberman, 1996). Learning is further deepened when it is pragmatic and the learner judges the learning
activity to have a high degree of relevance to issues either in their work, personal life, or both (Knowles,
1975). This concept of participation emphasizes a learner-centered approach focusing on the autonomy of
the learner in terms of choices within the learning situation, responsiveness to their needs and learning
styles, full engagement in the act of learning, learning as a process not a possession (Thomas, 1991),
developing a sense of competency, and organizing their meaning-making processes (Perry, 1970).
To foster this learner-centered approach, Kurt Lewin (1948) originally advocated for learning
environments that provide a sense of belonging, security, and freedom to make such choices. Knowles
(1975) describes an environment that reduces distress and fear by building mutual trust, respect and
safety, thereby enhancing self-esteem according to Brundage and MacKeracher (1980). This was later
expanded by Daloz’ (1986) contention that learner growth is best promoted through a combination of
high support as well as high challenge, often most effectively manifested in a mentoring relationship with
learners. Mezirow (1990, p. 360) describes this educator role as an “empathetic provocateur” where the
educator is both a committed co-learner and caring guide while prodding learners to deeper learning and
critical reflection. MacKeracher (1996) suggests establishing learner networks through small group and
peer teaching methods that lead to the formation of peer relationships and possible study partnerships and
alliances. Such collaborative learning is a cornerstone of accepted adult education practice where through
communicative interaction and an exchange of knowledge among peers and the educator, learners can
renegotiate existing meanings, co-construct new meanings, and let go of unviable meanings
(MacKeracher, 1996). Finally, another convention in the adult learning theory is holistic learning – where
the learning process addresses the emotional, relational, physical, metaphoric or intuitive, and spiritual
capacities alongside the cognitive, intellectual elements (Griffen, 1988; MacKeracher, 1996).
In a particular strand of theorizing bridging the instrumental and humanist approaches into the
critical approach, the importance of fostering reflective thinking is highlighted as unique to adult learning.
Critical reflection on past experience can “[bring] to critical consciousness the assumptions and
perspectives about knowledge and social processes learned uncritically” (Brookfield, 1995, p. 4). In
providing a space for surfacing inherited opinions, customary beliefs, professional conventions, and
dominant ideologies absorbed uncritically, adults learn to understand why, what, and how they have
learned in the past. Often this process is facilitated by rational discourse, identifying contradictions,
evaluating the soundness of ideas, and questioning values as a way to shape more informed perspectives.
Learning in this way is a dialectical process where internal and external discussions explore a number of
alternative viewpoints eventually leading to an integrated viewpoint. As MacKeracher (1996) describes,
learning is constitutive as a learner becomes a researcher and theorist about formal bodies of knowledge,
how the world works including particular social patterns and cultural understandings, and one’s personal
mental model and how it informs daily action. Drawing from Habermas, Grundy (1990) summarizes three
kinds of critical reflection: (a) critical reflection for technical interests which is utilized to find a solution
to an immediate technical problem; (b) critical reflection for practical interests which is used to enhance
communication effectiveness, understand meaning-making, and inform ethical judgments; and finally, (c)
critical reflection for emancipation where learners question learning goals as well as the social and
personal forces that shape reality. As Jarvis (1987, p. 11) quips, “learning rarely occurs in splendid
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isolation from the world in which the learner lives;…it is intimately related to that world and affected by
it (cited in Merriam & Caffarella, 1991).
Emancipatory critical reflection can lead to transformative learning where basic premises or
underlying assumptions can change significantly as a result of the learning process. Mezirow (1991) calls
this “perspective transformation” when an awareness of the existing constraints within one’s personal
model of reality arises and the learner begins to develop a new model or reality. This kind of
transformation contributes to learning to learn, as learners use higher order cognitive skills to objectively
examine their own learning processes and the social contexts in which they move (Candy, 1991). Freire’s
(1970) liberatory learning is another form of transformative learning that moves beyond the individual to
social transformation where a group of learners undertake a social analysis of existing power structures
and respond by learning within the struggle for justice and equality. In particular, Freire suggests that the
purpose of learning is to become critical and creative producers of the conditions of existence, our
societies, ourselves, and our destinies (Allman, 1990). Through problem-posing, learners examine takenfor-granted aspects of their reality and envision new possibilities that they can contribute to. In a problemposing process, educational relations operationalize democracy by equalizing the power between all
participants through symmetrical communication that recognizes all participants as bringing significant
knowledge and insights (Shor, 1992).
However, such learning can be difficult and painful – often creating emotional upheaval for the
learner, impacting their family and work commitments (Cranton, 1994). As many learners seek out
educational opportunities not only for advanced knowledge but during life transitions (Bridges, 1980),
Kasworm, Sandmann and Sissell (2000, p. 458) suggest that “[l]earning through higher education is not
just a mental journey; it also is a very treacherous journey engaging the heart and identity of the adult.”
Compounding this is the need to shift from a professional identity to incorporating an identity as a
researcher (Labaree, 2003). Higher education creates cross-cultural environments of meaning-making,
alternative value and belief systems as well as multiple knowledge frameworks, thus provoking
dissonance and anxiety as learners need to renegotiate their meanings of the world (Kasworm et al.,
2000). Lave and Wenger (1991) suggest this kind of deep learning is best done in learning communities
where the being of the learner is not denied but is part of a situated and collaborative negotiation. While
there is often a hidden societal safety net for learners in K-12 schooling, Kasworm et al (2000) assert that
postsecondary educational institutions must also provide supports that work with, instead of oppose, the
adult life-world, including facilitating such an identity negotiation. They need to recognize the profound
learning process that touches that deepest part of individuals…and where research is involved, the
communities they are associated with.
Method
To explore the facilitation of an adult learning environment characterized by trust, respect and
risk-taking, we examined our individual and collective experiences as graduate students (four doctoral
and two masters students at different stages of degree programs). Lambert’s (1998) conceptualization of
reciprocal learning (i.e., reflection, inquiry, dialogue, and action) has been used to conceptualize this
study (Denzin & Lincoln, 2000). A constructivist pedagogy was used which honors multiple realities and
enables us to “create mutual trust, hear each other, pose questions and look for answers together, and
make sense of our common work” (Lambert, 1998, p. 18).
Autoethnography was the main research approach (Patton, 2002; Thomas, 1993) used to uncover
and co-construct deeper understanding of how adult learning environments facilitate reciprocal learning
and teaching relationships and identity conceptualization. As “research subject[s]” (Ellis & Bochner,
2000, p. 636), we examined our experiences and shared our reflections around the establishment and
maintenance of norms supporting individual and collective learning. This investigation began January
2008. Data collection and analysis were completed in September 2008. Data were socially-constructed
and collected primarily through: (a) a whole-class debriefing session, lasting approximately 60 minutes,
where students shared perceptions and reactions related to their course experience (Patton, 2002); (b) a
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series of open-ended format questions students responded to; and (c) ongoing field observations (in class
and online).
In the spirit of collaboration, understanding and openness, we engaged in “systematic sociological
introspection” (Ellis & Bochner, 2000, p. 752) and reflective processes for data analysis and synthesis.
The first stage of data analysis occurred while data were being collected; the second stage was undertaken
immediately after the completion of data collection (Bogdan & Biklen, 2007). Through thematic analysis,
we independently read and constantly compared data to identify patterns and emergent themes related to
the purpose of study (Berg, 2004; Merriam, 1998; Patton, 2002).
As described by Bullough and Pinnegar (2001), we were drawn to autoethnography as a form of
self-study to “provoke, challenge, and illuminate rather than confirm or settle” (p. 20). Therefore,
consideration was given to disconfirming evidence, counter-interpretations, and an absence of patterns
(Berg, 2004). Data interpretations were examined "in light of a formalized body of knowledge in the form
of constructs or theories" (Mertens, 2005, p. 423), particularly contemporary adult educational literature.
Additionally, themes and interpretations were compared to explore the tension “between self in relation to
practice and the others who share the practice setting” (Bullough & Pinnegar, 2001, p.15). When
disseminating research findings, students’ verbatim quotations have been used to capture the significance
of shared and diverse experiences and to support conclusions.
Trustworthiness of the data collected and the subsequent analysis of these data was obtained
through member checking of thematic interpretations (Bogdan & Biklen, 2007). Each student verified,
corrected, and elaborated on emerging themes and supporting quotations. In addition, prolonged
engagement at weekly classes and online, over four months, afforded numerous opportunities to capture
salient issues and note divergent information (Guba, 1981). Regular in-class discussions, in addition to
sharing emerging insights and seeking external critique with other graduate students and instructor
colleagues, allowed for consideration of new perspectives. Rich illustrative quotations have been used
extensively to allow readers to assess transferability of the findings to other adult learning environments
and policy contexts.
In the Students’ Voices
In this section of the paper, we explore students’ points of view of this specific learning
experience and environment, including (a) how students’ contributed to their peers’ learning, (b) how
peers/instructors contributed to students’ own individual learning, and (c) how the learning environment
impacted the process.
How students’ contributed to their peers’ learning
Central to adult education practice and this graduate course is the opportunity for learners to
engage in collaborative learning, to negotiate existing meanings, to co-construct new meanings, and to let
go of unviable meanings (MacKeracher, 1996). Throughout this course, graduate students engaged in
ongoing meaning making through collaborative dialogue, planning and writing with their peers. How and
to what extent students contributed to their peers' learning is described below:
I contributed by providing feedback to an assigned student, by contributing to class discussions,
and by being available for questions from my peers.
I had a role in the formal review of proposals at various stages, as well as many informal
conversations and supportive roles outside of class time about our learning experiences and our
lives. My contribution was as an encouraging peer and in emphasizing other students’ skills and
strengths.
I realized that if we truly value constructivist learning, then I needed to fully engage with my
peers. Making sense of my own research questions specifically, and understanding research
frameworks and methods more generally, happened as I shared resources and ideas willingly and
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gave constructive feedback regularly to my peers. I supported my peers by developing trusting
relationships that allowed for authentic dialectic engagement. By demonstrating respect for my
peers, I validated their work and individual research identities. This made all of us feel more
confident and willing to take risks.
I tried my best to support my peers through the ups and downs of the writing process. For some,
including myself, writing proved difficult. Having someone to listen to my writing woes and to
share ideas was the best support. I did my best to return this favor to my peers.
Providing my peers with timely, quality feedback was one of my commitments as a member of this
class. I tried to provide detailed, constructive feedback – both orally, as well as online (either
with track changes in Word sent via e-mail or directly on Web CT). If I had learned any timesaving tips, or other resources that may be of use to others, I would openly share them with my
peers.
Although it was easier to just provide encouragement or positive feedback, I pushed myself into
asking serious questions about my peers’ proposals. Using the phrase, “Have you considered…”
seemed to work as a way to provoke new thinking or to provide constructive feedback. When my
peers provided feedback to me, I was appreciative and therefore would thank them for their time
and insight.
Students contributed to their peers’ learning in a variety of ways, including: (a) contributing to
class discussions; (b) listening; (c) answering questions; (d) sharing resources; (e) providing feedback on
written proposals; (f) respecting differing learning needs, interests and styles; (g) providing constructive
and positive feedback; and (h) provoking reflective thinking. Meaning making and learning were
enhanced within this collaborative learning community (Lave & Wenger, 1991).
How peers and instructors contributed to students’ own individual learning
The design of this graduate course reflects Lambert’s (1998) conceptualization of reciprocal
learning (i.e., reflection, inquiry, dialogue and action) and Griffen (1988) and MacKeracher’s (1996)
notions of holistic learning (i.e., the learning process addresses emotional, relational, physical, metaphoric
or intuitive, and spiritual capacities in addition to cognitive and intellectual capacities). Students
described how their peers and instructors contributed to holistic and individualized learning. Drawing on
the students’ voices, the nature of reciprocal and holistic learning within this learning environment is
described below:
They [peers and instructors] provided me with feedback and asked questions about some of the
statements that I made which helped me clarify my own position as a researcher.
It was a tremendous amount of work to write, re-write, re-write and re-write my draft candidacy
proposal! Having constructive feedback that provided forthright assessments of my work
prompted my desire to write subsequent drafts.
It was good to hear the other students share their feelings and express anxiety and fears about
producing written materials – so, the small and large group classroom discussions help to ease
my own fears and worries.
Positive support in the class influenced me to work through the difficulties I faced in my writing.
At one point my proposal was covered with comments. However, the last comment stated that I
should not let the comments get me down and that I should not give up. This comment pushed me
to work harder and to do my best.
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Most useful for me was feedback about which parts of my proposal were not clear to a reader
who was not familiar with my chosen field of study and research topic. It was then evident to me
that if my writing is intended for a broad audience, I need to be explicit in the ways in which I
explain terms and ask questions.
The course, the skill of the instructors, and the feedback from students assisted in the creation of
a better proposal that I could not have done otherwise... The discipline of doing the course in a
structured environment helped me stay on track.
The instructors’ personal and professional investment in this course was evident in the generous
feedback that they provided. They contributed written and verbal feedback at each stage of our
statement, research question, and proposal writing process. The written feedback was provided
within our documents using “track changes” and comments features, while they also sat with us
in one-to-one conversations in the classroom to discuss our ideas and their suggestions or
comments. I always felt supported and encouraged by their responses, while being challenged to
improve or clarify the writing and my ideas. Areas that they provided specific support in were
formulating research questions, clarifying aspects of the literature review, and in helping me to
examine my methodology and community selection for the research.
Fellow students gave great feedback and were willing to assist in additional exploration of my
topic area. Students willingly shared time and also took time to allow for questions to be raised
and addressed. There was no hint of selfishness in the discussions or when a student may be
taking extra time to explore or present.
The diversity amongst the instructors and peers (in regard to professional background,
epistemological and ontological approaches) strengthened the depth and breadth of feedback
received. We need to recognize that expertise lies within each of us, not just those already with a
PhD.
Time to work with my peers afforded ample opportunities for me to strategically build networks
with other students, as well as learning about other professors that may be able to support my
work. This is one of multiple networks that will contribute to my growth as a doctoral student.
One of my colleagues shared a book with me that included many essays that were relevant to my
research topic. I continued to read the work of one of the key scholars, and wrote to him about
my research. At a conference in Inuvik, NWT in June, I met him in person and he came to my
presentation. I am now part of the rural and remote community research network and have been
invited to speak at another northern community development conference in 2009. When I review
the past months of my research and writing process, I can see the progression, and trace back to
key moments where one of the instructors or peers has had a lasting impact on my learning.
As we defended our proposals we became each other’s advisors, writing notes and
congratulating each other on our work. Defending our proposals was much like a celebration of
the work we did together, and in my personal experience, each classmate helped in that
achievement.
Students described many ways that peers and instructors contributed to their own
individual learning, including: (a) illuminating new and diverse perspectives for consideration; (b)
elucidating common issues and frustrations; (c) sharing knowledge, expertise, and resources; (d)
alleviating anxiety and frustration; (e) asking questions and providing feedback to clarify context
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and language used within the proposal; (f) providing motivation and encouragement; (g)
promoting reflection about researcher positionality and epistemological decisions; (h) creating
accountability for timely progression and completion of the candidacy proposal; and (i) creating
valuable networking opportunities. Overall, students felt that their learning was enhanced by
individual and collective feedback and reflection.
Developing a candidacy proposal is very complex and difficult work. Students were
continuously balancing their course learning with work and family commitments. Within the
context of this learning community, the being and identity of each learner was acknowledged and
honored through situated and collaborative negotiation (Lave & Wenger, 1991). Moreover, this
learning community provided the delicate balance of pressure and support that students needed to
develop and refine their candidacy research proposals (Daloz, 1986).
How the learning environment impacted the process
On the very first as well as subsequent classes, students and instructors discussed and planned for
the creation and maintenance of a respectful learning environment. The classroom was viewed as a sacred
place – a sanctuary that promoted, nurtured, and protected authentic learning. Recognizing that adults
ought to have learning conditions that enable self-directed learning, course instructors provided ongoing
opportunities for the graduate students to diagnose their needs, set personalized learning goals, design and
implement learning, and reflect on and evaluate their own learning (Knowles, 1984; Tough, 1981).
Below, students’ voices illustrate how and to what extent this environment impacted adult learning by (a)
creating a learning sanctuary, (b) establishing trusting relationships, (c) engaging in inquiry and the coconstruction of knowledge, and (d) bridging theory and practice.
Creating a learning sanctuary
Together, students and instructors endeavored to create a learning environment that supported
each student’s individual development from a professional to researcher identity (Labaree, 2003). Below,
students’ voices illustrate how a respectful and safe learning environment was established and maintained
throughout this graduate course.
The instructors set the tone for a climate of mutual respect by emphasizing that any time we were
critiquing the work of a peer, we must think about what types of suggestions we might make to
assist with them on how to address our comments. Class time to speak with our peers as partners
and engage in conversations with them about our proposals, our questions, and our writing
process built trust and rapport.
The structure of the class was very much like a workshop. The instructors ensured all members
of the class had time and an opportunity to discuss the progress of their work or to ask any
questions. The physical environment was organized so that all members could see and hear each
other. The instructors sat amongst the students. It was not a class where students sat and
listened, it was a very active atmosphere where any question or any comment was considered
important.
I felt that each student and the instructors were living examples of adult education in action.
Each of us were both learning and educating or teaching at various stages of the
course…teamwork contributed to a more equal distribution of power and authority in the
classroom, and contributed to a safe and trusting environment. Peers shared their personal
interest and investment in their work and chosen research, which also required a safe
environment in which to express these often personal, impactful stories.
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Students were not made to share their work unless on their own accord. Instructors were very
aware of the individual needs of each student. Some students needed extra time, which was
gladly given.
The instructors were flexible with time and schedules so that every student would have the
opportunity to learn and partake in the course.
Students took risks to share and this opened the doors for others to openly express their thoughts
and feelings about this learning process.
Personalized time created a respectful learning environment. When we talked about our research,
we had the instructors’ and our peers’ full attention. Interruptions were minimized within the
learning environment.
Early on in the course, we were asked for our input in regard to our work studies and how we
might find the course and activities most beneficial. Also, a discussion about our respective roles
and responsibilities ensured that there were no misunderstandings about expectations that would
potentially derail mentorship. Students were involved in the decision-making processes related to
course design and delivery – our instructors asked for our input, including what we needed,
desired and valued in this course. Engaging students in this process required a commitment, on
behalf of the instructors, to a dialogical process in the classroom. This set the tone for the
remainder of the course.
Honouring and supporting the uniqueness of each graduate student's epistemological framework
and ontological approaches and perspectives helped to create the "climate of mutual respect"
and understanding.
Our previous experiences were acknowledged by both instructors and peers, and there was an
ongoing emphasis on how the proposal writing process is not linear, and differs for each
researcher and student.
I appreciated the fact that they [the instructors] came prepared for class; yet allowed for
flexibility as necessitated by the class needs and interests.
Questions were always encouraged, honored, and responded to. I never felt foolish or inferior
when I asked a question. Often, other students would echo the same questions that I had. It made
me wonder why it is that we felt safe in this environment, yet obviously we were unable or
unwilling to ask the very same questions of other professors [in other graduate courses].
Within this graduate course, instructors and students viewed the classroom as a learning
sanctuary. This learning environment was characterized as safe and respectful due to the: (a)
establishment of trust (i.e., getting to know each other on a personal and professional level); (b) equal
distribution of power and authority within the classroom (i.e., setting direction for the course and
providing input into pedagogical approaches and the use of time); (c) recognition of both students’ and
instructors’ expertise, feelings, and experiences; (d) accessibility of instructors and peers through face-toface interactions, online or e-mail correspondence, and by telephone; (e) opportunities for risk-taking,
asking questions, and learning from success and mistakes; (f) understanding that participation was highly
personal and voluntary; and (g) flexibility within the course structure to enable differentiated learning
opportunities based on students’ interests and needs. In the context of this learning sanctuary, students
discovered a sense of belonging and security (Lewin, 1948). Moreover, within a collaborative learning
environment characterized by trust, respect and safety, students’ fears, frustrations and distress about the
writing and research processes were diminished (Brundage & MacKeracher, 1980).
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Establishing trusting relationships
As already revealed in the students’ voices above, relational engagement was critical to this
learning process within this graduate course (Lave & Wenger, 1991). When the environment was viewed
as respectful and positive, and when rapport and trust were present, students’ learning was enhanced.
Below, the students’ voices are used to describe how the establishment of trusting relationships was
integral to learning.
By allowing students to openly express their feelings and validating them is a huge step in
creating a safe and trusting learning environment. For me as an Aboriginal student learner, this
is a key step that instructors must not overlook and must make attempts to address within their
classrooms. It was helpful that the instructors acknowledged the needs of students first over the
bureaucracy of the timelines for the class. By allowing active participation, the invisible
expectation of performing to your best ability that was encouraged by the instructors and the
other classmates was permitted to fully flourish.
I learned from several Aboriginal women in the course that there is power in telling our own
stories and having faith that the words and strength will come to you if you give it time. A peer
encouraged me during the mock candidacy to know that I had something to offer within the
context of a rural community. I continued to think about the contribution I could offer as I
prepared for my candidacy. They also suggested a circle to help to think through ideas.
Both instructors were very supportive and offered helpful feedback to my area of work. Although
I was concerned with being able to create a document, their encouragement, their patience and
their commitment motivated me to produce a draft candidacy proposal that I began to feel
comfortable sharing with others.
I trusted in my classmates to provide me with the energy and encouragement that I needed to
continue my proposal. The constructive feedback "pushed" my thinking and forced me to
"rethink" and "reconsider" how I plan my research. It was this feedback that improved the
overall quality of my work. I trusted that my classmates had my best interests at heart.
Most importantly, the instructors were cognizant of the insecurities of sharing writing with the
class. The instructors often sent comments to each individual student, rather than posting works
that the students felt uncomfortable sharing.
I really appreciated the stories that both instructors shared about their own doctoral experiences
and what they have learned from those experiences. This assured me that what I was
experiencing was normal and okay. It made the instructors more human and approachable.
Through their stories, they modeled tenacity and empathy...As they openly shared their
narratives, I came to see that I could trust others enough to share my research journey and
stories too.
I have experienced a sense of social isolation during my time at the university. My days are often
spent alone at my computer. This class helped me address some of the feelings of displacement. I
felt a great sense of camaraderie and support. The small class size facilitated relationships and
trust building within a community of learners and researchers. The feeling of displacement was
eased within this collaborative, trusting setting.
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Some of the best conversations occurred at the formal snack break. As we interacted informally
around the lunch table, we had a different space and time to brainstorm, chat, and debate some
of the topics that we would not have addressed within the larger group.
Indigenous knowledge systems are still a ‘new’ concept within academia; yet it is an ancient
practice that still exists in Indigenous communities today. Therefore, the instructors opened
themselves up to learning and acknowledging these ancient ways which in turn helped me to
share my perspectives. This helped me in my own growth and development versus having to
defend that this system actually exists, which unfortunately, is the case in some of the graduate
courses.
As described in the students’ voices above, trust was integral to collaboration and reflection.
Trust was built gradually over time. When trusting relationships were established, students were open to
feedback from peers and instructors and they trusted that student learning needs would be placed above
bureaucratic requirements. When students had to the physical and metaphorical space to dialogue,
question, identify contradictions, and evaluate writing in progress, learning became a dialectical process
of considering and reflecting on alternative viewpoints and multiple theoretical perspectives that
eventually led to more integrated understanding (Grundy, 1990).
Engaging in inquiry and the co-construction of knowledge
The establishment of trusting and authentic relationships enabled dialogic learning that
recognized all participants, students and instructors, as having and bringing significant knowledge and
insights (Shor, 1992). Individual students’ contributions were valued within collaborative inquiry
processes. Through situated and collaborative negotiation, students learned to learn within multiple
knowledge frameworks and belief systems. Below, students’ voices describe learning to learn within this
graduate course through inquiry and the co-construction of knowledge.
I followed the lead of the instructors. They told us that if we had constructive criticism, or if we
identified a problem, then we needed to offer a solution. Problem posing, and more importantly,
solution finding really provoked and solidified learning. We provided feedback and held each
other accountable for our learning.
I have learned that some of the best ideas come from others. Each student in this class has their
own unique experiences and unique views on each educational topic explored in the class.
Therefore, I can safely say that six heads are better than one. We really worked together on these
proposals as we shared ideas and critiqued each others work.
Through reflection and conversation, my peers and I negotiated new meanings. We made sense of
the course content through collaborative activities. This social reinterpretation of course content,
as well as listening to others’ perspectives and questions helped me refine my own thinking.
Both instructors acknowledged the skills and experiences that we bring to grad studies. They
often commented on how much they have learned from us. I felt like a “junior colleague” rather
than a “student.”
I feared that I was a little “rusty” with my use of new technologies. The in-class demonstrations
were very helpful. All of us “mature” students were able to learn alongside of and from our
technology-savvy counterparts.
A key message in this course was that revision is necessary and a natural part of the writing
process. This was helpful to me as a learner, as I was previously self-conscious to have someone
read my work that did not feel “complete” or at a final draft stage. Understanding that
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brainstorming and initial drafts are part of the writing process was a lesson I had taught before
in English and Communications courses, but I had to embrace this theory as a learner in
practice. This was a hard lesson for me, but also helped me to be open to my supervisor viewing
my work in progress without feeling that it is never “quite ready.” I recognize now that peer and
instructor feedback expedites the writing process and prompt feedback helps to remove some
perceived barriers and encourages me to continue to engage with the work.
I have always believed in the value of knowing the audience and the space in which I’ll be
presenting. Although the candidacy is significantly different than a creative performance, being
familiar with the room, the process, and the equipment helped me to visualize and prepare for the
technical aspects of candidacy. The process of responding to questions, and viewing peers’
presentations and styles was very valuable for my own learning and reflecting on how I might
best respond to the committee.
It was helpful to have the “track changes” feature used in assessment, although when receiving
multiple perspectives from two instructors and peers this required me as the writer to print
multiple copies and revise and respond based on a variety of suggestions or questions.
I have learned that to truly receive constructive feedback or criticism is a professional obligation
and responsibility. I had to be open to diverse and conflicting perspectives. Negotiating other
points-of-view took time. I realized that I needed to consider all feedback; however, I was not
compelled to act on all feedback! Rather, feedback prompted me to learn to defend my ideas and
to take greater ownership for my work.
As suggested in the students’ voices above, constructivist learning approaches and inquiry
allowed for the co-construction of meaning and recognized the personal, holistic and dialectical nature of
learning. Reflection was most relevant when students engaged in knowledge creation and meaning
making around specific problems related to their research studies. “Learning to learn” was integral to
students’ becoming self-directed learners – again, students diagnosed their needs, set their goals, designed
and implemented their learning, evaluated the learning process (Knowles, 1984; Tough, 1981), and took
ownership of that process. Instead of using passive, information-giving instruction, inquiry provided a
space for students to actively discuss, process, and apply their learning individually and collaboratively
(Silberman, 1996).
Bridging theory and practice
As students in this graduate class assumed the role and identity of researcher, they initially
experienced tension while negotiating new theoretical learning with their own rich knowledge of practice.
A variety of instructional approaches used within this course required students to step outside of the
comfort of their practice. Shifting from a professional identity to an identity as a researcher (Labaree,
2003) required students to consider how theory building may be as useful as practical experience or may
in fact enhance professional practice. Again, students’ voices illustrate how they bridged practice and
theory within this graduate course.
The mock candidacy was very helpful in enhancing my understanding as it allowed me to make
use of the information from course materials through sharing my proposal and answering
questions from my classmates. In essence, the mock candidacy put theory into practice.
Furthermore, I was able to broaden my learning as I observed my classmates defending their
proposals using their own unique understanding of the materials to share their work and to
answer questions. Therefore, the mock candidacy provided a setting to share what was learned
from the course materials and allowed us to learn further from each other.
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This class proved beneficial to me because it was hands on. I learned new theoretical concepts
and then I practiced them.
Stepping away from the practical aspect of my practice has been a struggle. Practice is
something that I know and feel comfortable with. Intellectual theorizing is much more
challenging and risky. There is always a chance that one may not feel comfortable with what they
learned and have come to see.
Learning the theory behind educational research proved helpful in defending our proposals as
theory was the foundation behind the writing, while practice helped to strengthen and support
this foundation – making us stronger in our abilities to write and understand educational
research.
Our instructors demystified the dissertation process. Going into this class, I was unsure about
program expectations, what certain terminology meant, what the “right” questions were to ask
about the candidacy process, and the criteria which would be used to determine the quality of my
proposal or dissertation. Both the philosophical research tenants and practical logistics were
presented and reviewed. Through engaging and relevant activities, I used this theory to build my
proposal. Theory informed the research decisions that I had to make. This was highly useful and
relevant to my practice. Theory deepens my understanding of the research question I posed.
The ethical guidelines, discussions and corresponding articles were one example of how theory
and practice were explored in the course. This was helpful for me to examine how the ethical
considerations for my own research with youth and an older generation might be framed or
anticipated and addressed in my work.
As students, we had ample opportunities to make sense of how theory informed our own practice
and research. Through dialogue and reflection, theorizing on our own practice and research
initiated deeper learning.
The connection between theory and practice was strong and always present. Classmates and
instructors were quick to draw links to relevant literature and to encourage extra readings as
appropriate.
Meaningful connections between theory and practice were forged as students continuously
engaged in experiential activities and accessed divergent forms of content with peers and instructors.
Experiential learning bridged past experiences with new learning and therefore facilitated the integration
of new learning into existing mental frameworks (Kolb, 1984). When students viewed theory as
pragmatic and having a high degree of relevancy to their lives, work, or research, learning and meaning
making were deepened.
Overall, instructors and students viewed the classroom as a learning sanctuary whereby the
establishment of a respectful and safe environment that facilitated trusting relationships was integral to
learning. Meaning making and connections between theory and practice were further enhanced as
students engaged in collaborative inquiry and the co-construction of knowledge.
Expanding Students’ Identities to Include a Researcher Identity
Wenger (1998) theorized that identity is lived, negotiated and social in nature, whereby “identity
is a becoming; the work of identity is ongoing and pervasive” (Wenger, 1998, p. 163). To Wenger,
identity is formed through a dialogical process whereby an experience and its social interpretation inform
each other. Throughout this graduate course, students developed deep knowledge at the personal level
and a more nuanced understanding of their expanding identities as researchers. Students interpreted the
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meaning of different research experiences in participation with others. Identity was lived, negotiated and
constructed through a process of social interaction within the context of students’ lived experiences. Lave
and Wenger (1991) theorized that learning in the context of a situated learning environment is facilitated
through the process of collaboration. By engaging in collaboration with colleagues, teachers construct
their own knowledge and understanding of identity.
For these students, learning occurred as they participated in this community of practice – the
course, as the workplace, was a living social community (Lave & Wenger, 1991). The notion of
communities of practice placed student knowledge and learning as situated within students’ own
experiences. Situated learning in this context drew upon a student’s previous experiences to facilitate
reflection and the transfer of knowledge from one situation to another.
The diversity of the opinions and researcher positions within the classroom helped me to clarify
my own positionality.
Positioning myself in my own research is paramount within Indigenous research as there is a thin
vale difference between researcher and researched. The belief that the research stems from my
own learning experience and is driven and lead by ‘spirit’ is a factor that I was able to articulate
and express within this classroom.
Our textbook was called “Surviving Your Dissertation.” The survival metaphor has haunted me
as I moved into doctoral studies. However, the text and support provided by the instructors and
my peers have significantly changed my perception of the dissertation process and content. I now
see my doctoral studies as a journey laden with opportunities, learning, collaboration,
questioning, and hope.
In this course, we learned to break free from the illusion of expertise and knowing the truth. As
we engaged in course readings and class discussions, we intentionally studied our own practice
and identity as researchers. Course content made me question who I am as a researcher. I was
able to untangle myself from all of the external expectations that I felt to be a certain type of
researcher or to purse a particular approach to my research.
There was physical and metaphorical space to try on different methodological approaches and
paradigms.
Knowing that mistakes are opportunities to learn is important. As we struggled from time to time,
we would consider these “road bumps” as learning opportunities, rather than being consumed by
failure or inadequacy.
As graduate students we have multiple roles and competing commitments at school and at home.
Our instructors recognized our life priorities and accommodated our individual situations. As a
“mature” student, the valuing of my life experiences was particularly important to me. Because I
have lived in the world of practice for over 15 years, I have taken charge of my research
program. I am not going to be satisfied with the department’s program dictating my learning and
research agenda; rather, I am relying on my own intuition and what I feel I need to do to
contribute back to my colleagues working in the field.
Being willing and open to being mentored is a precursor to learning and benefiting from the
mentorship provided by peers and instructors. I have learned that I need to listen, question, take
risks, and talk to others in order to best utilize the support provided. My attitude, as a graduate
student, had a significant influence on the extent to which this course was helpful to me in my
journey to become a researcher.
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My voice is important! Through the use of my voice, I own my research. I was excited about this
new learning. I no longer feel compelled to silence my voice or hide my identity.
My personal interests and professional experiences were honored. No one expected me to change
my research program. Rather the opposite happened – my interests and skills were celebrated. I
was encouraged to gain exposure by attending conferences and publishing my work within and
outside of the department.
This course was, in part, a catalyst to write a book review, and to present at a conference on
rural and remote community health, related to my writing and field of study. Intellectually, the
course was challenging; emotionally the course was engaging and supported personal responses
and sharing of our professional and personal “lived experiences” related to our research topics;
and building rapport and relationships with academic colleagues as emerging scholars enhanced
my interpersonal skills.
As doctoral students, we are crossing the boundary into the inner framework of scholarly inquiry.
Engagement with experienced individuals (i.e., course instructors) assisted with this role and
identity transition. At first I tried to emulate the instructors, later I learned to take what the
instructors offered and modeled and I integrated this with what I believed and was learning. I no
longer felt that I needed to be a certain type of researcher. Rather, I was discovering who I might
be. I was happy with who I was becoming as a researcher.
Being exposed to the notion of positionality was integral to my identity formation. I felt liberated
as I learned that I could be true to myself and that I could speak to my beliefs, values and
assumptions within the research process. In this way, my previous, current and newly-learned
facets of identity commingled and became infused.
Wenger (1998) acknowledges the roles of newcomers and old-timers to the professional
community of practice. As emerging scholars or researchers, the students (i.e., newcomers) began their
new practice on the periphery. As these graduate students crossed the boundary into the inner framework
of practice by engaging with experienced researchers (i.e., the course instructors), their knowledge and
understanding of being a researcher was co-constructed with their instructors and peers through
collaboration, inquiry, and reflection. Over time, the newcomers (i.e., students) expanded their identities
to include a researcher identity.
In contrast, Lave and Wenger’s (1991) perspective of newcomers’ peripheral experiences was
challenged in this course as students come with a wealth of knowledge about their research topics and
projects. In this way, students were “shifting [their] perspectives from border crossing to building new
communities and from forsaking identities to co-constructing new facets to identity” (Beynon, Grout, &
Wideen, 2004, p. 106) through the collaborative structures inherent in this course. Beynon et al. (2004)
argue that a new third dimension is created through socialization, rather than relinquishing their previous
identity. That is, the researcher identity did not replace students’ previous identity(ies); rather, being a
researcher was an additional facet of identity taken up by students as they engaged in the course, as well
as in their work and lives.
I appreciated the honesty with which students spoke about their lives, their children, family or
work commitments, and speaking about how these other aspects of our identities both challenged
and enhanced our academic experiences.
Balancing the demands of teaching, research, service to the university and community, in
addition to home responsibilities, can be daunting. I have seen how peer relationships and
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feedback have made this work less overwhelming and isolating. These peer colleagues offered
strategies to maintain balance, stay focused, and become a part of the academic community
without being exhausted. Our conversations helped me to maintain the focus of my research and
writing.
Teaching is a highly normative profession. As such, learning to question and challenge the status
quo is a gift that will serve me well in my academic research and practice. I have learned to look
at myself and educational institutions as objects of analysis. Through my reading of the
literature, I continue to synthesize, analyze, and critique my world and my practice. In this way,
my research agenda has supported a more intellectual assessment of my work and practice. This
awareness allows me to stay focused on practical solutions to everyday educational problems
that might have otherwise gone unnoticed in my practice.
A tension existed as I entered this new learning community. Although I was like many of my
classmates, my professional and life experiences were unlike my counterparts. This disconnect
initially stalled my learning. At the time, I did not understand how difference would promote and
support my learning. Acknowledging these differences, and articulating how this may contribute
to future learning, is important to address early on in the course.
I was encouraged by the responses from other peers and the instructors when a student’s son sat
in on the class one day. It was clear that there was an understanding that the proposal writing
process is entwined with who we are and why we choose to engage in this work. That includes
our support systems outside the university, and may mean a constant negotiation and balancing
to maintain focus on our academic path.
This course has been one of the highlights of my program thus far. I felt like I was a researcher in
this class. The course was "academically practical" and I have benefited greatly from the
relationships I developed with the instructors and my classmates.
As students expanded their identities by taking up a researcher identity, they continuously
engaged in reflective and reflexive thinking. This “very treacherous journey engaging the heart and
identity of the adults” (Sandmann & Sissell, 2000, p. 458) was complex, challenging, and even painful for
some learners. The structures and collaborative supports within this course allowed students to negotiate
deep knowledge at a highly personal level. Fear and frustration often provoked critical consciousness
(Brookfield, 1995). As students were disrupted by ambiguity, contradictions, tensions, and their own
unexamined assumptions, they engaged in critical reflection (technical, practical, and emancipatory)
(Grundy, 1990). At times, critical reflection and the meaning-making processes transformed how
students viewed themselves, each other, and the world (Mezirow, 1991). Such transformational learning
experiences shaped students’ subsequent learning and meaning-making because “transformational
learning shapes people; they are different afterward, in ways both they and others can recognize” (Clark,
1993, p. 47).
Conclusion and Recommendations for Future Practice and Study
This paper summarized an empirical study of a higher education pedagogical process that
facilitated largely doctoral students in preparing their candidacy proposals through the use of specific
adult learning principles. Overall, students’ experiences and perceptions of this learning environment
were very positive as the experience had “a profound impact on my ability to complete my research
proposal, and proceed to candidacy this year.” When asked if they would recommend this course to their
peers within the department or faculty, students indicated:
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I have already recommended this course to many other students. The course is well organized,
breaks the proposal writing process into manageable, timely steps, and helps to demystify the
system of academia and also the doctoral student experience. It was very helpful for me to know
concrete facts, such as how committees are set up, what the departmental and academic timelines
look like, to review samples of real proposals as references, and to build a learning community
with other peers at similar stages of their program.
Collectively, the overall learning experience was very powerful and one that I wish other students
would have the opportunity to share in at some point in their own graduate studies.
I would and have already recommended this class to others. This class provided me with an
understanding of the structures and processes used in educational research. It was a focused
class as we learned about all aspects of graduate writing. Furthermore, it was very meaningful
because we chose the topics. The icing on the cake was the support provided by classmates and
instructors that made me feel comfortable sharing my work.
Our findings describe how the learning environment impacted the process of learning and enabled
reciprocal relationships whereby students contributed to their peers’ learning and benefited from their
peers’ and instructors’ contributions to their own individual learning. The study identified key factors that
facilitated adult learning and a researcher identity, including creating a learning sanctuary comprised of
trusting relationships, engaging in mutual inquiry and the co-construction of meaning, and bridging
research theory and practice.
Although this graduate course shows potential as a means to facilitating adult learning and a
researcher identity, students’ also provided a variety of suggestions for improving this course, including:
Have a student who has recently defended their proposal come in as a guest to present their work
and to speak about their experience with candidacy.
In order to make the most of the course time, a logistical improvement might be to set the stage
for conversation with partners/peers right at the beginning of class time. For example, set a
guiding question for the day, or encourage students to initiate conversations with their partners
or small groups. Although the less structured approach allowed for varying schedules and
commutes, as well as informal time to connect with peers and instructors and ask questions, this
time could have been more focused.
This course model and instructor/peer review could be adapted to support doctoral students at
various stages of their program. For example, the same process may be used for writing the
literature review, engage in data gathering or analysis, or writing several chapters of the
dissertation.
I found that the benefit of working on-line and limiting the use of paper was positive; however, it
often did not work efficiently or took time to set up and receive tutorial from instructors, and I felt
the time could have been invested in reading paper drafts of our work together, or sharing with
others on personal computers if that was an option. Most students printed drafts of their work for
their own reference and we could work directly from these while being environmentally
conscious…For this course, a concrete low technology back-up plan – such as visuals drawn on
the board or flip chart paper – could and did have equal or greater impact.
As masters students write their theses, they often experience similar struggles with the writing
process, research frameworks, and program logistics. I would recommend having a similar
course to assist these students.
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I’d like more information on department and faculty professors and groups. In particular,
knowing the current research interests and methodological approaches used by other professors
would serve as a road map to connect with other scholars and to build wider scholarly networks.
Finding individuals with complementary interests can be challenging, but critical to improving
one’s work and advancing one’s thinking.
We need to continue to find ways to mobilize collective learning and knowledge. How might we
share our learning and expertise more effectively [beyond this specific graduate course]?
I would have really enjoyed taking some time to read and discuss some of the instructors’
published research. It would have been very valuable to talk about the “behind the scenes”
research work that underlies each of their published articles. I would have valued learning about
the complexity of the process they had engaged in.

While this course was viewed primarily as a positive learning experience, students’ voices elucidated
how learning could be deepened. Based on the findings and conclusions of this study, we offer the
following recommendations for practice:
1. Establish a safe and respectful learning environment (e.g., smaller class sizes to facilitate relationship
building, upholding principles of equality and respect for all participants).
2. Place primary emphasis on establishing trusting relationships through face-to-face interactions.
However, continue to incorporate online learning tools into graduate courses to ascertain how new
technologies may assist in peer review, facilitate collaborative endeavors, and provide opportunities
to share expertise among students and instructors.
3. Promote active learning and the co-construction of meaning through inquiry, collaboration, and
reflection.
4. Recognize the very different and individual needs of each graduate student. Graduate courses must
meet the diverse needs and skill sets of students at all academics/career stages and ability levels.
5. Provide choice and flexibility in groupings for collaborative inquiry and reflective activities. Groups
should not be pre-determined, rather students should be allowed to select or change groups based on
project similarities and personalities of group members.
6. Provide students with access to new and differing research perspectives (e.g., meeting other
professors in the department, hearing from students who had already presented their candidacy
proposals and having course instructors share their published writing and deconstruct the research
process).
7. Involve graduate students in program planning, as well as delivering content and sharing knowledge
and research skills. Consider the use of multiple presenters and facilitators to support theoretical and
practical learning.
8. Allow for voluntary participation in large group sharing, mock candidacy sessions, and online posting
of draft research proposals.
9. Balance flexibility and structure within collaborative activities. Students reported that it was helpful
to have the proposal divided into smaller more manageable sections, and to have periodic deadlines
for work completion.
10. Extend this type of course offering beyond those students who are preparing for candidacy. Both
Masters and Doctoral students who are at different stages of writing their theses would benefit
immensely from these flexible and structured learning opportunities about the research process.
11. Continue to develop pedagogical models that enable students to learn about and explore practical
implications of a range of theoretical paradigms. Assist students with making connections between
theory and practice.
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12. Continue to evaluate students on a contract basis. Evaluation should consider ongoing participation
in class activities in discussions, contributions to peer review process, completion of a candidacy
proposal, preparation for and presentation within the mock candidacy session, and presentation of a
paper to a peer-reviewed journal. The knowledge developed during this graduate course should
generate conference presentations and academic journal submissions that will contribute to graduate
students’ research programs, as well as the scholarship in various fields.

Upon examination of these students’ voices, we raise the following critical questions for future
research:
1. What is the role of reflection/reflexivity in enhancing students’ understanding of educational
research?
2. How does the presence/lack of trust impact student learning? How are bonds of trust formed and
shaped within graduate-level courses?
3. How, and to what extent, are constructivist and critical pedagogies currently integrated within
university-based doctoral programs?
4. How might alternate and multiple theoretical frameworks and epistemological perspectives or ways
of knowing impact students’ understanding of the research process and the research problems they
have posed?
5. To what extent are Indigenous and other cultural ways of knowing acknowledged, taught, and
honored within university-based research programs?
6. How might adult educators enrich the research culture through dialogic models and deliberative
pedagogical styles?
7. How do adults make meaning? What would adult education/teaching look like if we could honor and
affirm each doctoral student’s personal and professional experiences?
8. How is transformational learning provoked within graduate studies?
We hope that the student voices highlighted within the context of this paper will provide the
impetus for others to design and implement more fully-developed graduate courses that facilitate adult
learning and a researcher identity.
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Appendix A: Course Outline

Department of Educational Policy Studies_______________
EDUCATIONAL POLICY STUDIES 612
Research Methods II
Winter term 2007/08
Dr. Elizabeth (Beth) Lange
Office: 7-133F Education North
Phone: 492-0765
E-mail: elange@ualberta.ca
Office hours: Mons 4-5 pm
Weds 1-2 pm
And By Appointment

Dr. José (Joe) L. da Costa
Office: 7-111 Education North
Phone: 492-5868
E-mail:
Jose.da.Costa@ualberta.ca
Office hours: By appointment

Purpose of the Course:
The main purpose of this course is to enable students to further develop their conceptualizations of
epistemology, ontology, and methodology through the very practical development of a draft candidacy
research proposal. With support from the instructors and classmates, through oral and written feedback,
students will develop and refine their research proposals. Students will also experience, in a safe and
supportive environment within the class, the process of a “mock” doctoral candidacy.

Textbook:
Rudestam, K. E. & Newton, R. R. (2007). Surviving your dissertation (3rd Edition).
Newbury Park, CA: Sage (note that 2nd Edition is acceptable).
EDPS 612 Course Pack: The textbook will be supplemented by additional readings (available at the
bookstore).

Assignments:
Students will be required to:
(a) participate actively in discussions related to the content from the textbook and supplemental sources,
and
(b) submit drafts of their thesis proposals and share highlights of the same with peers during class
discussions.
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Evaluation:
Students will be evaluated on the basis of their assignments on a contract basis. Grades will be assigned
as per the following table:
B-

B

B+

A-

A

A+

*

Satisfactory completion of one page background statement and tentative research question as
well as an outline (including all headings) for the introduction, literature review, and method
sections of the proposal.*
Satisfactory completion of the five-page version of the proposal, including the introduction
(addressing background, purpose, research questions, definitions), AND an outline (including all
headings) of the literature review, AND an outline of the method section.*
Satisfactory completion of the ten-page version of the proposal, including the introduction
(addressing background, purpose, research questions, definitions), AND an outline (including all
headings) of the literature review, AND a reasonably well developed method section (addressing
how, who, epistimology/ontology, trustworthiness, limitations/delimitations, significance).*
Satisfactory completion of the thirty-page version of the proposal, including the introduction
(addressing background, purpose, research questions, definitions), a comprehensive literature
giving the reader a good sense of previous research in the area and demonstrating how the
proposed study contributes to the literature, and a well developed method section (addressing
how, who, epistimology/ontology, trustworthiness, limitations/delimitations, significance).*
Satisfactory completion of the thirty-page proposal as described above, AND one of the
following: (a) satisfactory completion of a mock candidacy OR (b) submission of a paper, based
on the proposal writing, to a refereed journal.*
Satisfactory completion of the thirty-page proposal as described above, AND satisfactory
completion of a mock candidacy AND submission of a paper, based on the proposal writing, to a
refereed journal.*
Class participation and discussion is an integral component of this course contributing to your
own learning and to the learning of your classmates. Under normal circumstances missing more
than 6 hours of class time will result in the reduction of the contracted grade by one. Missing
more than 12 hours of class time will normally result in the reduction of the contracted grade by
two.

Under normal circumstances, course grades will be assigned on the basis of work submitted by the last
day of class.

Equity in the University Environment
Faculty of Education is committed to the providing an environment of equality and respect for all people
within the university community, and to educating faculty, staff, and students in developing teaching and
learning contexts that are welcoming to all.

2009 HICE Proceedings
Page 3803

The
Date
Topics
Day 1 Introduction
Library orientation
Day 2 Research Questions for dissertations:
General and specific

Readings (subject to change)

Assignments

R&N, ch 1, 2

Day 3 Role of the supervisor and supervisory
committees: examinations.
Significance of proposed research:
Speculation
Day 4 Review of the Literature.
Sample thesis proposals – discussion/critique
Thesis proposal I
Thesis research question--Thesis proposal I
Day 5 Interviews.
Developing an interview schedule

http://gradfile.fgsro.ualberta.ca/ 1 page identifying area
gradmanual/eight.htm
of interest and tentative
research question.

Day 6 Questionnaires

Gorard (2001), ch 5

R&N, ch 4
Elford (proposal)
Kluczny (proposal)

-share 1 page proposal.

Berg (2004), ch 4

-Interview someone
using the interview
schedule developed
-Share insights regarding
interviewing.
-10 page proposal (share
in class)

Debrief interview experience
Thesis proposal II
Reading Week: No class
Day 7 Empirical studies.
Barriers.
Writing.
Numbers.
Thesis proposal II
Day 8 Methodology
Method chapter
Assumptions, epistemology
Validity/trustworthiness and
reliability/dependability
Thesis proposal II
Day 9 Ethics in research.
Thesis proposal III

Day 10 Research and policy/practice, implications
section of the dissertation.
Publishing your work.
Thesis proposal III
Day 11 Evaluating research
Preparation for Mock candidacies

R&N, ch 6, 8, 9, 11

-10 page proposal (share
in class)

R&N, ch 3,5
-10 page proposal (share
in class)
Guba (1982)
Denzin & Lincoln (2000, ch. 1,
34)
Corazzon (online material)
R&N, ch 7, 12
UofA & Faculty policy.
Faculty forms
Brown, A. F. (1962).
Anderson & Kanuka (2003, ch.
5)
Denzin & Lincoln (2000, ch.
39)

Gay, 1996

-30 page proposal (share
highlights in class)

-30 page proposal (share
highlights in class)
-Distribute to small
group for feedback
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Day 12 Mock candidacy sessions I and II
Day 13 Mock candidacy sessions III and IV

Mock candidacy proposals
Mock candidacy proposals

-Thesis proposal due

Recommended Resources
American Psychological Association. (2001). Publication manual (5th ed.). Washington, DC: Author.
Faculty of Graduate Studies and Research, University of Alberta. (1997). Thesis handbook. Available online at <
http://gradfile.fgsro.ualberta.ca/docs/thesis/tguide.pdf >.

Course Pack Readings
Denzin, N. & Lincoln, Y. (2005). The Discipline and Practice of Qualitative Research in Handbook of Qualitative
Research. Thousand Oaks, CA: Sage Publications.
Berg, B. (2004). A Dramaturgical Look at Interviewing in Qualitative Research Methods. Boston: Allyn and
Bacon.
Gorard, S. (2001). Surveying the Field: Questionnaire Design in Quantitative Methods in Educational Research.
London: Continuum.
Guba, E. (1981). Educational Communication and Technology: A Journal of Theory, Reearch and Development,
29 (2), p. 75-91. ERIC Document Reproduction Service No. EJ247523. Retrieved from ERIC database.
Smith, J. & Deemer, D. (2000). The Problem of Criteria in the Age of Relativism. In Denzin, N. & Lincoln, Y.
(eds.), The Handbook of Qualitative Research. Thousand Oaks, CA: Sage Publications.
Brown, A. (1962). Teaching Under Stress. In Downey, L. (ed.), The Canadian Administrator. Edmonton, AB:
University of Alberta.
Anderson, T., & Kanuka, H. (2003). E-Research: Methods, Strategies, and Issues. Toronto: Allyn and Bacon.
Rist, R. (2000). Influencing the Policy Process with Qualitative Research. In Denzin, N. & Lincoln, Y. (eds.), The
Handbook of Qualitative Research. Thousand Oaks, CA: Sage Publications.
Gay, L. (1996). Educational Research: Competencies for Analysis and Application. Toronto: Prentice-Hall.
Additional References
Babbie, E. & Benaquisto, L. (2002). Fundamentals of Social Research (pp. 30-56). Scarborough, ON:
ThomsonNelson.
Brause, R. (2000). Writing your doctoral dissertation : invisible rules for success. London, UK: Falmer Press.
Carson, T. & Sumara, D. (1997). Action Research as a Living Practice. New York: Peter Lang.
Clark, I. (2007). Writing the successful thesis and dissertation: entering the conversation. Upper Saddle River,
NJ: Prentice Hall.
Creswell, J. (1994). Research Design: Qualitative and Quantitative Approaches. Thousand Oaks, CA: Sage
Publications.
Creswell, J. (2008). Educational Research. Upper Saddle River, NJ: Pearson Merrill Prentice Hall.
Davis, G. (1997). Writing the doctoral dissertation: a systematic approach. Hauppauge, N.Y. : Barron's.
Fraenkel, J. & Wallen, N. (2006). How to Design and Evaluate Research in Education. Boston, MA: McGraw
Hill.
Gay, L. R. (1996). Educational research: Competencies for analysis and application (5th ed.). Toronto: PrenticeHall.
Grady, M. (1998). Qualitative and action research: a practitioner handbook. Bloomington, IN: Phi Delta Kappa.
Guba, E. & Lincoln, Y. (1994) Handbook of Qualitative Research. Thousand Oaks, CA: Sage Publications.
Gleshne, C. & Peshkin, A. (1992). Becoming Qualitative Researchers. White Plains, NY: Longman.
Guba, E. & Lincoln, Y. (1989). Fourth Generation Evaluation. Newbury Park, CA: Sage Publications.
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Denzin, N. & Lincoln, Y. (2003). Strategies of Qualitative Inquiry. Thousand Oaks, CA: Sage Publications.
Denzin, N. & Lincoln, Y. (2005). The Sage Handbook of Qualitative Research. Thousand Oaks, CA: Sage
Publications.
Glass, G. V., & Hopkins, K. D. (1996). Statistical methods in education and psychology (3rd ed.). Boston, MA:
Allyn and Bacon.
Gorard, S. (2001). Quantitative Methods in Educational Research: The role of numbers made easy. New York,
NY: Continuum.
Keeves, J.P. (Ed.). (1988). Educational research, methodology and measurement: An international handbook.
Oxford: Pergamon.
Keeves, J.P. (Ed.). (1996). Educational research, methodology and measurement: An international handbook
(2nd ed.). Oxford: Pergamon.
Lather, P. (1991). Getting Smart: Feminist Research and Pedagogy With/In the Postmodern. New York:
Routledge.
McTaggart, R. (1997). Participatory Action Research (pp. 25-43). Albany, NY: SUNY.
Meloy, J. (1994). Writing the qualitative dissertation: understanding by doing. Hillsdale, NJ: Lawrence Erlbaum
Associates.
Mertens, D. (1998). Research Methods in Education and Psychology. Thousand Oaks, CA: Sage Publications.
Neuman, W.L. (1994). Social science research and methodology (2nd ed.). Needham Heights, MA: Allyn and
Bacon.
Ogden, E. (2007). Complete your dissertation or thesis in two semesters or less. Lanham: Rowman and Littlefield.
Roberts, C. (2004). The dissertation journey: a practical and comprehensive guide to planning, writing, and
defending your dissertation. Thousand Oaks, CA: Corwin Press.
Rowntree, D. (2000). Statistics Without Tears: A Primer for Non-Mathematicians. London: Penguin Books.
Seale, C., ed. (2000). Researching Society and Culture. London, UK: Sage Publications.
Silverman, D. (2005). Doing Qualitative Research. Thousand Oaks, CA: Sage Publications.
Wiersma, W. (2000). Research methods in education: An introduction. Boston: Allyn and Bacon.
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An Examination of Students’ Understanding of Equality Through a Measurement Context

Introduction
The seemingly simple concept of equality puzzles children of various ages. At one level
of understanding equality is used to indicate that two quantities, numbers, or values are the same.
In this point of view the equal sign is often viewed relationally or as a balance. On another level,
children learn about the concept of equality when seeing number statements such as 5 + 2 = ___.
In this instance, children often interpret the equal sign as a command to do something and in this
perspective the equal sign is viewed as an operator. Stephens (2006), in contrasting it to
computational thinking, explains “relational thinking depends on children being able to see and
use possibilities of variation between numbers in a number sentence.” p 479.
The way that children experience the equal sign in curriculum materials is thought to
shape their understanding of equality. Saenz-Ludlow & Walgamuth (1998) discuss the
relationship between the name of a concept and symbolic representation.
At the current state of mathematics, attached to a concept there is a name, in
natural language and a symbol to represent it. This conceptualizing, nominalizing,
and symbolizing activity of mathematicians has taken place through the centuries
and across civilizations. The inverse process of interpreting symbols to unfold
mathematical concepts challenges all learners. Any student of mathematics has to
accept the conventional symbols already in place; however, acceptance of a
symbol, in itself, is not always accompanied by its harbored meaning(s). For
mathematicians, the making of a symbol for a mathematical concept and the
interpreting of the mathematical symbols are reversible and self-organizing
processes. However, when symbols become conventional and students are
acculturated into the school mathematics, the interpretation of mathematical
symbols and the interplay between natural language and symbolic marks in order
to verbally express mathematical ideas become a complex intellectual activity.
Part of this complexity is the lack of one-to-one correspondence between
particular mathematical symbol and the verbal expressions describing the
meanings stowed in a particular mark on the paper. (p. 153)
Saenz-Ludlow & Walgamuth also suggest that children symbolize equality differently
depending on the context of the problem and solution and how they are interpreted.
2
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While summarizing the work on equality by various individuals, Stephens (2006)
highlighted the importance of equivalence in the context of understanding relational thinking.
Kieran (1981), for example, pointed to the importance of seeing the equal sign as an
indication of equivalence or a balance, and noted that many children in primary school still
think of the equal sign as a direction to find the answer. Carpenter and Franke (2001) also
argued that understanding equivalence between terms and operations each side of the
equal sign enables children to think relationally. These two authors as well as Blanton and
Kaput (2001) use the expression “algebraic thinking” to describe what is here called
relational thinking. Carpenter and Levi (1999) also point out that understanding
equivalence is a necessary condition for solving number sentences such as 13 + 8 = +
10. They say that children who think that the equal sign represents the operation of
finding an answer may well think that the missing number in the preceding sentence is 21,
appearing to disregard the presence of the 10. Successful computational thinkers do rely
on a correct understanding of equivalence. They reason that the since two numbers on the
left add to 21, the two numbers on the right must also add to 21. Since one number is 10,
the missing number has to be 11. This sense of equivalence being used here may be called
equivalence of results. Relational thinkers seem to use equivalence in another way. What
is interesting is that they are able to keep the two numbers either side of the equal sign as
uncalculated pairs. Collis (1975) refers to this as acceptance of lack of closure. Not having
to rely on equivalence of results, relational thinkers can work with uncalculated pairs in
equivalent expressions. Then it is possible to ask, in the above example, what will happen
to the first number (shown by on the right) if the 8 increases to 10. It is not correct to
say that relational thinkers first abstain from ‘closing’ some operations and then look at
the size and direction of the variation to find a missing number. It would seem more
correct to say that relational thinkers are able to abstain from closing some operations
because they see possibilities of variation between the numbers in an equivalence relation
where the direction and size of the variation depend on the numbers and operations
involved. … The notion of equivalence is clearly important. However, it will be argued
that understanding equivalence permits but does not define relational thinking. What
seems to mark relational thinking is the capacity to use possibilities of variation in
number sentences. (p. 481 – 482)

This paper reports on research on how students in grades 1 and 2 of the Measure Up
(MU) curriculum research and development project (Okazaki, Zenigami & Dougherty, 2006)
understand the concept of equality and the equal sign and discusses the impact that the structure
of the curriculum might have on that understanding. While MU offers a development consistent
with the development of equivalence as defined by Stephens (2006), MU is unique in that
3
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children first work with equality with unspecified quantities. MU students begin with what we
call letter sentences such as M = T + W. These sentences are read as quantity (volume, area,
mass, length) M is equal to quantity T added to quantity W, and occur prior to their work with
number sentences such as 3 + 5 = 8. This provides variations in number sentences and thus
would likely impact students’ relational thinking as stated by Stephens (2006) above.
Rationale for Study
MU adapts Russian research (Davydov, 1975a, 1975b; Minskaya, 1975) using a
generalized continuous measurement context to teach mathematics to elementary children. A
Russian team of mathematicians, mathematics educators and psychologists developed
mathematical ideas by focusing on larger, more general contexts, thus the teaching in MU
embodies the conceptual understanding of ideas before specific contexts are introduced. In order
to apply the generalized contexts, the Russian team turned to the context of measurement since
measurement allows students to physically model quantitative relationships. MU students in
grade 1 begin by comparing lengths of objects, surface areas of objects, masses of objects, and
volumes or the amount of space in containers. They perform actions with the continuous
quantities by making equal relationships unequal or unequal relationships equal, and thus are
beginning to explore important fundamental mathematical concepts without having to use
numbers. Experiences with the physical models provide the bases for students’ understanding
and use of the symbols =, ≠, < or > to represent the comparisons without the need to count
(Okazaki, Zenigami, Dougherty, 2006).
Saenz-Ludlow & Walgamuth (1998) note, “It is also important to take into consideration
that the symbol for equality did not evolve independently from the symbols for arithmetical
operations and operations with variables” p.155. Yet, while the MU curriculum connects the
4
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equality symbol with arithmetic looking operations, as discussed earlier, the development of
equality symbolism begins without reference to arithmetic notions such as 5 + 3 = ___. The
sentences A = Y, read as quantity A is the same amount as quantity Y, and K + T = M, (quantity T
added to quantity K equals quantity M), are developed from physical actions. In this way, the
equal sign is connected to a context and the letter sentences are used to represent the actions. A
sample task from the MU curriculum materials that demonstrates these relationships is found in
Figure 1.

Fig. 1 This sample task involves three original volumes:
E, M and K. Rosco the dog is sick and needs a required
dosage of medicine that happens to be volume M. In
order to make equal volumes, volume E is decreased by
volume R, therefore, E – R = M or M = E – R. Volume
K on the other hand is increased by volume T, therefore,
K + T = M or M = K + T.
The example illustrates that these experiences and the manner in which the recording takes place
allows for discussion of the symmetric property of equality.
This research extends an earlier study (Whitman & Okazaki, 2003) conducted during the
initial stages of curriculum adaptation that generated the MU curriculum. The study was
conducted with a limited number of students, but the results suggested that MU students begin to
develop an understanding of relational equivalence in both grade 1 and grade 2. Table 1 gives
percentages of student responses in 2003 to the prompt “How would you explain to a
kindergartner what “=” means?” With the MU research and development in a more mature

5
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phase, there was a renewed interest in the effects of the MU curriculum on students’
understanding of the equals sign.

Table 1

Research Design
In the 2007-2008 school year, twenty first grade students were individually interviewed
three times: (1) before they began work in MU in August 2007, (2) at mid-year in December
2007, and (3) at the conclusion of their first grade year in May 2008. Twenty second-grade
students were also individually interviewed in August 2007 and 17 of these students were
interviewed at the conclusion of their second grade year in May 2008. The questions in the
interview protocol are shown in Table 2.

6
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1.

Question: What do you think “equals” means?

2a.

(Show) 5 = 2 + 3: Is this statement true or false? Explain why.

2b.

(Show) 8 = 8: Is this statement true or false? Explain why.

2c.

(Show) 5 – 3 = 2 –1: Is this statement true or false? Explain why.

3.

(Show) =: How would you explain to a kindergartner what this sign means?
Table 2

Questions 1 and 3 were used to contrast the notions children have when they hear the
word “equals” with their understanding of the symbol used to represent equality. Question 2a
was used to determine children’s ability to work with the symmetric property of equality. This
question examined whether students could deal with equality when the equation is not written in
a form where the sum follows the equal sign. Question 2b was used to determine how students
would interpret the reflexive property of equality and to challenge their interpretation of the
equal sign as an operator since no operation is indicated. Question 2c was asked to determine if
children would think of equality as a balance or as a chain of operations.
Each student was audio-recorded in the interview, and recordings of the sessions were
transcribed. Two research team members coded each transcript separately. If there was a
difference in the code assigned, the difference was resolved in a meeting with a third researcher.
Transcripts were coded according to the coding scheme shown in Table 3.

7
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Problem
1&3

2a, 2b, 2c

Code
R – relational

Explanation
Comparison (same value or same amount, balance)

OP – operational

Describes operation, e.g., combining or using addition
Results in an answer, especially with numbers

DK – don’t know or no
response

Says “I don’t know” or indicates so (e.g., shoulder shrug)
Uses “equal” or “equation” without explanation

OT - other

Not clear if “put together” means comparing side-by-side or
combining
“=” symbol, no meaning
Not clear if symbol misread or misinterpreted

CA – correct T/F w/
acceptable reasoning

Recognizes equal quantities (addition fact)

CF (correct T/F with
incorrect or flawed
reasoning)

Not clear whether focus is on symbols or properties of equality
Misinterpretation of symbols
Reads equation as explanation

IC (incorrect T/F)
DK (don’t know or not
sure)

Answers T/F but no explanation
Not clear if answer is true or false
Says “I don’t know”
Guessed
Table 3

Results
Tables 4 and 5 provide data relative to students’ responses to question 1: What do you
think ‘equals’ means?

Table 4

Table 5

8

2009 HICE Proceedings
Page 3814

An Examination of Students’ Understanding of Equality Through a Measurement Context

An example of a response coded relational (R) is:
Equal means that something is the same size. If you put something together, and they’re
the same size.
An example of a response coded operational (OP) is:
… two plus two equals four, and four plus four equals eight. It’s like 2000 plus 2000
equals 4000.
The following response in May 2008 was counted twice in the data because it was coded as both
R and OP:
… equal means like all kinds of stuff… the sign means like plus or area or all that kind of
stuff.
The data suggest that the first grade students increased their relational responses during
the year. Not only did the second grade students actually give fewer relational responses than the
students in grade 1, their relational responses did not change during the year. We hypothesize
that once the MU curriculum introduces work with addition and subtraction of whole numbers,
children see the equal sign as indicating an operation and maintain that point of view.
Tables 6 and 7 provide on students’ responses to question 2a: Is ‘5 = 2 + 3’ true or false?

Table 6

Table 7

9
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An example of a second-grader’s response in August 2007 coded incorrect “false” (IC) is:
False, because five, and then it equals two is not correct. Three plus two equals five…
and I switch it around.
An example of a correct response with acceptable reasoning (CA) by the same student at the end
of the school year showing a change in this student’s thinking is:
… I remember that two plus three equals five and if it’s backwards, it could be the same
too … like five equals two plus three.
An example of a response coded correct but having flawed reasoning (CF) is:
Five equals two plus three. True, that’s what … that’s what … it’s … it looks true to me.
The data show that there is a large increase of students in grades 1 and 2 that answered
this question correctly thus indicating an ability to work with the operational sense of symmetric
property of equality even when the sum was given first.
Tables 8 and 9 provide data relative to students responses to question 2b: Is ‘8 = 8’ true
or false?

Table 8

Table 9

Two examples of responses coded as correct with acceptable reasoning (CA) are:

10
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(1) Eight is equal to eight … they’re telling us that eight is the same as eight. I think it’s
true … Eight is equal to eight, so it goes together.
(2) … eight and eight are the same so they have to be equal.
An example of a response coded as correct but having flawed reasoning (CF) is:
False, because there’s no plus and minus… And there’s only an equal.
The data show that more first grade students answered correctly at the end of the year
than at the beginning while more second grade students answered correctly during mid year.
Furthermore, at the end of the year, the second grade students answered less well than the first
grade students. As indicated earlier, this is seems to match up with the change in curricular usage
of equality from an almost exclusive focus on balancing to one that involved operations. Once
operational uses of the equal sign were provided and matched what children heard at home, this
view seemed to change how children responded.
Tables 10 and 11 provide data relative to students responses to question 2c: Is ‘5 – 3 = 2
– 1’ true or false?

Table 10

Table 11

An example of a response coded as correct with acceptable reasoning (CA) is:

11
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False, because five minus three equals two, but two minus one equals one… Because two
and one are different numbers.
In addition to children who incorrectly answered “true because 5 – 3 = 2,” in the January 2007
interview, one first-grader’s incorrect response was interesting. While the student was
comfortable with a sentence like M – X = P, the student was not familiar with the use of minus in
a number context:
Well, five minus three equals two minus one. I don’t know. I really don’t know what minus
means.
As mentioned earlier, the conceptualization of equality as a balance is difficult for
students and this was the case for the students in our study as well. However, it should be noted
that over 35% of the second grade students gave an acceptable answer at the end of the year. In
spite of declining in their view of equals as relational, over one-third of them were able to deal
with the equivalence idea embedded in the prompt.
Tables 12 and 13 provide data relative to students’ responses to question 3: How would
you explain to a kindergartener what this sign (=) means?

Table 12

Table 13

12
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While this question is similar to question 1, an interesting result emerged. First-graders
tended to answer in terms of quantities while second-graders tended to use numbers. This
observation parallels our thinking related to the relational and operational observations
mentioned earlier. Two examples of responses are given below.
Grade 1: When something is equal to something else, and there’s equal area and then it’s
equal to each other. Because equal means that they’re the same sizes.
Grade 2: That when you plus something with another number, then it will equal something,
and that is the equal sign.
Summary
The analysis of the data from this study provides several interesting observations:
• For the study’s non-numeric questions (questions 1 and 3), grade 1 students tended to use a
relational definition while grade 2 students were more likely to respond with operational
descriptions, particularly at the end of their second grade year.
• Continuous quantities are used extensively in MU grade 1 lessons, while place value is a focus
in the grade 2 curriculum. The interview results may reflect effects of the curriculum.
• Students appear to be applying their relational understanding of equality developed in grade 1
to an operational context in grade 2. At the end of the school year, grade 2 results for the
question related to the symmetric property of equality (5 = 2 + 3) were favorable (76%).
• Results from grades 1 and 2 for the question related to the reflexive property (8 = 8) show little
change between grades and over the year. Students answering “false” tended to describe
operations.
• In general, first graders did not think relationally on the question “Is 5 – 3 = 2 – 1?” By the end
of grade 2, about 35% of the second graders gave a reasoned relational response for this item.

13
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From these observations, we see that we need to examine the manner in which the
curriculum materials are organized. If thinking relationally is also considered as thinking
algebraically, we would hope that once students view equality as relational, that line of thinking
would remain and help them be successful in an algebra curriculum. We also need to expand the
line of questioning and reasoning so that we can examine the view of equality that children have
in the intermediate grades. As MU uses quantities to build place value and rational number, we
need to examine how a focus on place value and rational number changes or enhances children’s
view of equality.
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Teach and Learn How to Write Proofs
in Concepts of Geometry Class
Haohao Wang
hwang@semo.edu
Department of Mathematics, MS6700
Southeast Missouri State University
Cape Girardeau, MO 63701
The Mathematics Association of American’s Committee on the Undergraduate Program in
Mathematics (CUPM) made recommendations to guide the mathematics departments in
designing curricula for their undergraduate students. The following statement is quoted from the
CUPM Curriculum Guide 2004:
Recommendation 2: Develop mathematical thinking and communication skills
Every course should incorporate activities that will help all students’ progress in developing
analytical, critical reasoning, problem-solving, and communication skills and acquiring
mathematical habits of mind. More specifically, these activities should be designed to advance
and measure students’ progress in learning to:
•

state problems carefully, modify problems when necessary to make them tractable, articulate
assumptions, appreciate the value of precise definition, reason logically to conclusions, and
interpret results intelligently;

•

Approach problem solving with a willingness to try multiple approaches, persist in the face
of difficulties, assess the correctness of solutions, explore examples, pose questions, and
devise and test conjectures;

•

Read mathematics with understanding and communicate mathematical ideas with clarity and
coherence through writing and speaking

In responding to the CUPM Curriculum Guide, I started a project to use an inquiry based
teaching style in a Concepts of Geometry class, a junior or senior level college geometry class.
This class emphasized discovery learning, analytical thinking, and individual creativity. The
goal was to guide the students to recognize the connections among different mathematical ideas;
to select the types of reasoning and methods of proof which apply to the problem; to organize
their mathematical thinking through communication; to make their own mathematical
conjectures; and to analyze and evaluate each other’s mathematical arguments and proofs.
In this report we present the results of a study on investigating the effectiveness of teaching
proof writing via an inquiry-based teaching style in my Concepts of Geometry class during a
two-year period, Fall 2006-Fall 2007.
The study involved developing inquiry-based teaching/learning geometry material, a set of
survey questionnaires to the students, and the analysis of the answers received. According to the
survey, we found a wide variation in the responses from the students during the period of the
study with the trend toward favoring an inquiry-based teaching style.
This study suggests that using an inquiry-based teaching style does indeed improve learning,
in particular, learning to write proofs.
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Introduction:
Geometry is an important component in K-12 curriculum and is required by the Department
of Education. As part of the requirements to complete their undergraduate degrees, pre-service
secondary mathematics teachers (PSMTs) complete many mathematics courses, including a
geometry course. The textbook we use is Roads to Geometry by Wallace & West. This book is
for an upper level class, and it clarifies, extends, and unifies concepts discussed in basic high
school geometry courses. Topics include axiomatic systems, axiom sets for geometry, neutral
geometry, Euclidean geometry of the plane, analytic and transformational geometry, nonEuclidean geometries, and projective geometry. A key characteristic of the book is proof writing.
Writing proofs is an extremely difficult mathematical concept for students. Studies such as
[Senk, 1985], [Moore, 1994], and [Weber, 2001], have shown that many students who completed
the proof-oriented courses, such as high school geometry, introduction to proof, and abstract
algebra, are unable to construct anything beyond very trivial proofs. Moreover, they cannot
determine whether a proof is valid or not.
After teaching Concepts of Geometry class via traditional lecture style for four years, I
noticed that most of the time when I introduced proof writing or constructed proofs, the students
passively copied the lecture notes without a real understanding of the material. They did not
learn how to reason; therefore, they did not know how to construct a proof by themselves.
Furthermore, the students had a great difficulty in following the proofs written in the textbook.
I began to wonder whether or not an inquiry based teaching style would have a positive effect on
learning proof writing in my geometry class.
Seymour Paper wrote "You can't teach people everything they need to know. The best you
can do is position them where they can find what they need to know when they need to know it."
The discovery or inquiry based teaching has proven to be far more effective than the traditional
lecture style teaching in the classroom according to the current research in learning theory. The
concepts of discovery learning have appeared numerous times throughout history as a part of the
educational philosophy of many great philosophers. Discovery learning has shown that if
provided a personal and constructivist learning environment, students will lead themselves to
discover the truth through learned experiences and prior knowledge.
However, as a typical teaching style, traditional lecture style plays a key role in all the classes
in the department of mathematics at my university, Southeast Missouri State University
(Southeast). Although most of the faculty members in the department are aware of the inquiry
teaching method, it has not received overwhelming acceptance due to many obstacles. The
major reasons are:
• Lack of experience
• Lack of supporting material
• Lack of administration support
• Lack of peer interest
The Educational Advancement Foundation (EAF) is an organization that supports the
development and implementation of inquiry-based learning at all educational levels in the United
States, particularly in the fields of mathematics and science. Moreover, the Center for the
Scholarship of Teaching and Learning at our institution offers assistance and small grants to
faculty to study how their pedagogy is linked to learning. In the year 2006, I was awarded a
grant to establish a pilot project for the inquiry-based learning mentoring program in the
department of mathematics at Southeast Missouri State University. We developed inquirybased learning classroom material (a problem sequence) suitable for a three-credit-hour Concepts
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of Geometry course in the summer of 2006 and used the material in the Fall 2006 Concepts of
Geometry class. I taught the Concepts of Geometry class for the first time in Fall 2006. In
Spring 2007, I was awarded a Scholarship of Teaching and Learning (SoTL) grant, and became a
SoTL Fellow, which allowed me to continue the pilot project in the Concepts of Geometry class
through the Fall of 2007. This project was designed to investigate the effectiveness of using
inquiry based teaching style to enhance students’ learning proof writing.
Method:
First, before the fall semester started, we developed inquiry based teaching-learning
course material, a problem sequence, including the material in both Euclidean and NonEuclidean Geometry. This material was designed to help all students develop a deep
understanding of mathematical concepts and how to apply them. It also prepares them for using
their new found skills to further their education or on the job. Each section of the material starts
with basic definitions and examples, then moves to lemmas, theorems, and corollaries, and ends
with exercises and reflection questions. It challenges students to explore open-ended situations
actively. The aim of using the material is to assist the students with their understanding of basic
background knowledge, routinely investigate specific cases, look for and articulate patterns, and
make, test, and prove conjectures. The problem sequence was provided to the students free of
charge at the beginning of the semester.
Second, I discussed my teaching progress with my mentor in Fall 2006, attended SoTL
Fellow monthly meetings, and communicated with mentors and other SoTL Fellows to exchange
teaching experience and ideas to improve my teaching in the classroom in Fall 2007.
Third, in my daily classroom teaching, I arranged student presentation opportunities in
daily teaching, observed their performance and recorded their progress. My emphasis was to
enable the students to learn more by discovering more for themselves. A typical lesson was to
begin the class by giving definitions, let the students explain the meaning of the definitions, draw
the geometric figures, and provide examples. Then, the students build the rest of the body of
knowledge as problems and proofs are assigned. The collaboration with classmates was
encouraged. Students with mixed abilities were teamed together to work on group activities,
each group made its own group work report. I, as a teacher, was available to assist students,
providing hints to the problems or the proofs.
Fourth, I provided classroom activities and projects that use hands on learning. In
particular, I assigned a project which required the students to construct geometric objects,
explain the geometry involved in their constructions, make appropriate conjectures, and possibly
prove their conjectures.
Fifth, I gave periodic survey questions to obtain their feedback and to monitor their
learning. Moreover, I used answers to the survey questionnaires to analyze the effectiveness of
my teaching and their learning. I compared the final examination score, the numerical course
average, and the course letter grade for each student with other sections taught with the
traditional lecturing style. However, I did not use the test scores for statistical analysis for
significant differences between the different teaching styles since I had only eight students.
Observations on Students Progress:
Throughout the semesters, I observed the students’ progress. First, I identified the students
with different mathematical backgrounds, and the level of their understanding of proofs.
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At the beginning of each semester, the students did not understand the statement of a
theorem, did not know the condition or the conclusion. In particular, the students had great
difficulty in identifying the meaning of equivalence, or if and only if. They did not know what
was given, and what should be proved. It was very common for the students to construct a proof
with logic flaws, and sometimes they could not even follow the proofs in the textbook.
After the first five weeks, the students started to pick up material on their own on the material
concerns of Euclidean Geometry. According to my observation, and also from the survey, they
felt comfortable with Euclidean Geometry since they learned the basics in High School, and
were familiar with the material. During the six-week study on Euclidean Geometry, I noticed
that even the weaker students could prove some theorems with moderate difficulty. Although
their approach was lengthy, they were able to convince their fellow students with their logical
reasons. On the other hand, the stronger students were able to provide a shorter and more
concise proof. These students were able to communicate their mathematical thoughts clearly to
one another. The weaker students contributed more and more in the group discussions and
activities compared to their involvement at the first five weeks. This resulted in their homework
and test grades being greatly improved. One difficulty that students encountered in Euclidean
Geometry was to construct auxiliary lines for more complicated problems. Although,
sometimes, the stronger students could come up with some ideas, all students felt overwhelmed
by these constructions.
The last six weeks of study was focused on Non-Euclidean Geometry. This new topic was
not well received by the students at first, but as time went by they gradually understood the
material and were able to solve problems and prove theorems in this setting.
Also in the last six weeks, the students presented their projects during the class period. Some
of these class projects were good enough to be shown in the Annual Show Me Undergraduate
Math Conference which was held by the Mathematics Department at Southeast, and supported
by the Mathematics Association of America in November 2006 and 2007 respectively. Some of
the projects were quite good. For example, in Fall 2007, two students presented topics on soccer
goalkeeping and pool shooting with respect to geometry and angles. Both students studied basic
principles that lead to more efficient goalkeeping. Another student designed a fractal similar to
the Sierpinski triangle, formulated a conjecture on the area of the triangle, and used mathematical
induction to prove her conjecture. Also, one student studied Projective Geometry, did some
undergraduate research independently, and submitted his research paper to a journal to be
considered for publication.
Summary of Survey Questions:
Assessment data was obtained from students in (the class) Concepts of Geometry in Fall
2006 and Fall 2007. The survey questions which were designed for the class were answered by
each student in class. Summary of the students’ responses to the reflective questions designed for
this project are presented below:
Question 1:
Classify all the theorems you learned and indicate the percentage of the theorems you feel a)
very difficult, b) difficult, c) average, d) easy, e) very easy.
Answer 1:
There are different percentages according to students’ background, but in general, 35% very
difficult, 10% difficult, 40% average, 5% easy, 10% very easy.
Question 2:
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What is the most difficult thing about this class?
Answer 2:
“The most difficult thing is deriving the proofs on your own.”
“Struggled greatly with proofs. How to get from one point to another point.”
“Determine what strategy to use in the beginning whether it should be a proof by cases,
contradiction, or start off with a new construction.”
“Applying previously learned theorems when proving new ones.”
“Getting a picture of the theorem and knowing what theorems should be used in the proof.”
“Abstract thinking in Neutral Geometry.”
Question 3:
Which is easier Neutral Geometry or Euclidean Geometry? Indicate your reasons.
Answer 3:
“Mostly Euclidean Geometry is easier since it is most familiar geometry. But some theorems
and proofs are difficult.”
“Triangles and circles in Euclidean Geometry can be easily visualized and drawn. The theorems
that are the hardest are the ones about quadrilaterals because it seems like there are more things
to look at while trying to figure out what part of the information is the most useful to proving the
theorems or problems.”
“Neutral Geometry was a new concept and it is more difficult. To prove theorems without using
Euclid’s Parallel Postulates is difficult, but it is interesting.”
Question 4:
How much did you learn in all aspects such as understanding the definition, knowing what is the
given, what is the conclusion, start a proof, choose direct proof or contradiction, construct lines
to assist proofs, etc.? List the most difficult one and the easiest one, and indicate why so.
Answer 4:
“Learned a great deal in this class. Understanding the definitions and difference between the
three geometries I have learned a lot and find this the easiest.”
“I understand the general underlying concepts, but don’t understand how to apply the known
theorem to prove a new theorem. The hardest is starting the proof and where to begin without
helpful hints.”
“The easiest thing is knowing what is given and what is the conclusion. Although I know what I
need to proof, I don’t know how to get there.”
“I learned the most when it comes to identifying theorems. Constructing lines to assist proof was
the most difficult thing.”
“Choosing direct or indirect proof was easiest. I am beginning to fully understand proofs. In
each proof, I first indicate what is given and what I am trying to conclude to give the proof
direction.”
“Sometimes starting a proof is difficult in deciding whether to use a direct proof or one by
contradiction, but once I get started, I can usually figure out a way to finish the proof. I am
having fewer problems now that I have become more familiarized with the theorems.”
Question 5:
How do you like the course materials we used? Does the sequence of the material aid your
learning? Can you use the previous theorems to prove the next theorems?
Answer 5:
“The class material is very helpful. The material is in a good order. We can use the previously
learned to prove the theorems later. The book is sometimes hard to understand.”
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“The sequence does help when we learning the proofs.”
“The course material is very helpful. The lists of theorems and definitions helps when proving
new theorems because I can look back on what has already been proven or defined to assist in
the new proof.”
“I am starting to like the handouts more because they are in a logical sequence.”
Question 6:
As a student, do you feel you learned in this class? If you are a teacher, what would you do?
Answer 6:
“I did learn a lot from this class. I never thought about geometry in an abstract frame of mind. It
is difficult, but I am learning.”
“It is definitely THE class in which I learned THE MOST new things. It was the only class that I
took this semester which I have never taken before in Germany. And therefore I learned some
new theorems and I even learned a complete new geometry that I have never heard of before.”
“As a student, I have learned a lot from this class. Once you break down all the theorems to
prove them, it makes you look at other proofs in another way. I think this class will help me in
the long run when I become a teacher, because we proved every theorem.”
“I am satisfied with the knowledge that I am building through thinking through the proofs
assigned for homework. I am become familiar with the theorems of geometry and can apply
them to real life situations.”
Question 7:
If you were the teacher of this class, what instructional style would you use?
Answer 7:
“I enjoy the instructional style used in this course. It keeps the student engaged in learning by
requiring the student to complete proofs on his own with definitions and examples given in class.
It allows the student to be inspired to complete proofs on his own and gain experience with the
material.”
“I would use repetition. I like when I do things over and over to truly understand them.”
“Use manipulative would aid my learning. It is beneficial to my study habits.”
“Although it takes time to go through the proofs, it forces me to think through the theorem
myself and gain a better understanding of each theorem.”
Conclusions:
In my traditional lecture style geometry class, the students simply memorize the proofs
without clear understanding. In this inquiry based teaching style class, the student either solved
problems by himself, or was guided by the instructor without providing the explicit method. It is
a very demanding instructional strategy on the instructor, as the instructor must know the
material extremely well in order to guide the students to solution and effectively correct missteps
along the way. It is very demanding for the students as well. It is significantly different than
instructional strategies that students have typically encountered in their mathematics classe that
requires them to be much more active learners. This certainly moves students away from their
‘comfort zone’ in the short term, but it has long-term benefits in that the students develop their
own proofs and solutions and have truly experienced the manner in which mathematicians work.
This helps the students to become mathematically independent.
Based on the material and data collected, the following conclusions can be made for students
in this Concepts of Geometry class:
• Students enjoy the vivid classroom activities;
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•
•
•
•

Students feel that they were challenged and stimulated to learn;
Students gain confident in their own problem solving ability;
Students make successful progress of becoming independent learners;
From this project, I conclude that the inquiry-based teaching style is extremely suitable
for students who have:
o Good mathematical background,
o Good reading and comprehension ability,
o Independent learning ability,
o Logical thinking ability,
o Persistence.
As an instructor, the effect of this project to me is that I learned to be open to different
teaching styles, and to be committed to apply appropriate teaching style to fit the needs of my
students.
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ABSTRACT
A LOOK AT STUDENT BULLYING
Take a look around and one can identify acts of bullying on television and
movies, on the roadways, in the workplace and our schools. Bullying is a learned and
often accepted behavior. It is reinforced by ignoring, encouraging, tolerating, rewarding
and very often glamorizing the actions of the instigator. Often viewed as “a right of
passage” or “typical adolescent behavior”, bullying and the cost associated with it are a
growing concern. Lost productivity, fear on the job, stress and absenteeism can be
attributed to bullying. A primary cause of workplace violence is victim retaliation and
retribution. An ideal environment for nurturing the bully is the school. It is there that the
bully will hone the skills of intimidation and coercion that are often carried forward in
life into the workplace and community.
As defined by Olweus, 1991, “Bulling among children is the repeated, negative
acts committed by one or more children against another”. The focus point of this
presentation is school based bullying. Who are the targets, who has participated and
carried out acts of bulling, as well as those who have observed these actions. The
presentation looks to the methods used, location of and rational for these acts. The
presentation also addresses the new and growing world of cyberbullying.
Cyberbullying in a virtual environment is relatively new and few educators or
parents know how to identify or defend against it. This form of bullying is fast growing
and quickly expanding into new formats via the internet and cell phone technology.
Bullying behaviors and consequences were found to be a most important school
issue. Acts of bullying were found to negatively impact the targets school participation,
increased absenteeism, class cutting, fear at school and a drop in grades. Similar to the
workplace, major acts of school violence are commonly linked to bullying targets and
victim retaliation and retribution.
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Abstract – Mentoring Special Education Teachers and the Millennial Generation
During the first five years of teaching, as many as 50 percent of new teachers leave
the profession. Analysis of the research on special education attrition rates suggests
that a greater proportion of special educators than general educators leave their
positions. Teacher turnover at the school level is significantly higher for special
education than for general education teachers (20 percent versus 13 percent), and
teachers in special education are significantly more likely to leave public school
teaching than their general education counterparts (7.9 percent versus 5.8 percent).
One of the most commonly identified reasons they cite for leaving is ineffective
support provided by district and building level administrators. Research objectives:
In this report, the authors review and discuss current research trends and concerns
associated with special education teacher retention and attrition, as well as, new
teacher mentoring/inductions programs specifically designed for special education
teachers. Also, included is an examination of building level leaders’ roles and
responsibilities supporting early career special education teachers often hailing
from the millennial work force. Proposed methodology: Develop and conduct a
survey of early career special education teachers specific to retention in the field of
teaching and/or leaving the profession. Report procedures employed for descriptive
analysis of the survey results. Expected outcomes: Develop and implement a plan to
address university level special education preparation programs and administrative
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leadership preparation programs. Establish priorities for future research to
investigate the issues that most significantly influence special education teacher
retention.
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From knowledge gaining to ability building: curriculum
reform of higher engineering education in China
Feifan Ye
Department of Mechanical Engineering, Ningbo University
Letter Box 7, Ningbo University, Ningbo, China, 315211
yefeifan@nbu.edu.cn
Abstract:
The globalisation of economy and the development of engineering itself are now pushing
forward the reform of engineering education in the world. In China great changes have taken
place in the past thirty years not only in economic sector but also in the way of human
resource allocation. Nowadays the new graduates from universities or colleges have to find
their jobs in human resource market. The China’s higher engineering education has to reform
and adapt itself to meet challenges and competition caused by these changes. Generally
speaking, the whole system of China’s engineering education can be specified as “knowledge
gaining orientation” due to many reasons. In this study the current curriculum of China’s
engineering education is analysed and main problems are addressed and then, based on this
analysis, a new curriculum system is proposed to establish an “ability building oriented”
engineering education system. In the transformation into new format of curriculum aiming to
ability building, attention has to be paid to flattening of curriculum, re-orienting the purpose
of knowledge learning, student centred learning, and comprehensive course developing.
Keywords: Higher Engineering Education, Curriculum Reform, Ability Building Oriented
Curriculum Model
1. Introduction
Due to the globalisation of economy, the manufacturing industries are getting more and
more internationalised in the past decades. Manufacturing resources are integrated over the
world and the supply chains or value adding chains stretches to many countries. Engineering
projects are implemented in different cultural background and products are shipped to each
corner of the world. Meanwhile, as the development of technology, products are getting more
and more complicated and a lot of across disciplinary knowledge is needed. Manufacturing
industries are towards more specialized and concentrated to their core competitive then before.
Nowadays engineers are faced much more challenges in technology integration, resource
integration, and in dealing with different people from different cultures.
In China, on the other hand, great changes took place in economy as well as in other
aspects of social life in the past thirty years due to the policy of economic reform and open to
the outside world since 1978. In this period, the GDP per person in China increased from
about 190 US Dollars in 1978 to more than 2000 US Dollars in 2007 and now China’s GDP
ranks the forth in the world. During these years, the circumstance of higher engineering
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education changed greatly. For example, in the so called “planning economy” time, the
government allocated all the human resources and found jobs for all the new graduates from
institutions of higher education. The new graduates would never worry about their jobs. As
the establishment of a market economy system in China, the labour market has also presented
a great change and now the situations are totally different. The new graduates have to find
their jobs by themselves or create the jobs for themselves. It is very possible that some of the
new graduates will be jobless for a while or even for years if their academic backgrounds are
not so needed in the labour market.
In the time of globalisation and in facing the great changes caused by the economic
reform and open up, the higher engineering education in China encounters many challenges
and new issues. The engineering students have to develop abilities quite different from those
thirty years ago in order to face the competition from the outside and they have to learn how
to deal with different people with different culture background and how to implement
engineering projects in an internationalised environment. They have to find themselves
suitable positions in labour market and try to adapt themselves for industry demands in their
further career development.
However, in the past thirty years, the high engineering education in China has not come
through so many changes as that in economic sector. Although some people argued that many
new contents, new equipment, new textbooks have been adopted from the outside world, the
whole education, including its curriculum, instructing methodology, as well as the mission of
education, is still kept unchanged. The key point of reform is to transform the education
system from “knowledge gaining orientation” to “ability building orientation”.
2. The challenges of higher engineering education in globalisation
To cope with the changes in engineering circumstances, researchers and educators are
taking actions in reform of higher engineering education in many aspects in the world. Plenty
of research work has been published and the practices of reform in real circumstances have
been conducted in many countries. Bidanda et al [1] highlighted that the outsourcing of
functions and jobs to offshore locations in manufacturing industries is now affecting
engineering careers. The next generation of engineers will need to possess the ability to work
seamlessly across cultures, have outstanding communication skills and be familiar with the
principles of project management, logistics, and systems integration. They reached the
conclusion in the countries where manufacturing industries emirate to outside. However, the
conclusion is supposed valid in the countries that immigrant manufacturing industries. Kundu
and Raghunathan [2] criticized that the traditional closed form education, in which courses are
structured with all material available in text books/notes and the problem assignments are
straightforward having unique answers. They argued that the engineering education has to
offer open-ended courses for open form problems because in the real world there is no closed
form issue with single answer. Euge`ne [3] reported a modern educational approach which
strongly emphasizes active learning based on projects and problems. The student leaves a role
of consumer to a role of actor and develops social skills in teamwork. Many researchers have
been attracted to sustainable development in engineering education. The study of Boks and
Diehl [4] shows in engineering environment sustainable development is one of key problems
and it should be embedded into regular courses. Another issue that is emphasized in
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engineering education is engineering ethics. Shallcross and Parkinson [5] presented three
fictional scenarios that pose ethical dilemmas set against industrial chemical engineering
environments for undergraduate chemical engineering curriculum.
In China, quite a few researchers follow the world’s research trend of higher engineering
education but some others are interested in special problems related to China’s real situation.
The objective of engineering education has been discussed recently. Luo and Yuan [6] pointed
out that the main problem in engineering education is the confusion between the education of
engineers and scientists. Some others suggested the engineering education has to return to
engineering [7]. Another problem in China’s engineering education is lack of innovation
training [8] and comprehensive and practical courses are suggested in the reform of current
curriculum system in China’s engineering education [9].
According to above literatures, it can be seen that China’s engineering education not
only faces the new problems mainly caused by globalization in the world but also has to face
the great changes of the engineering environments caused by the economic reform and open
up in China. The reform of China’s higher engineering education has to adapt itself to the
trend of globalization in world economy, to the establishment of market economic system in
China and to separate from the science education. One of the breakthrough points is the
reform of curriculum to train the new engineers for the new time. Some articles addressed this
point but there is still lack of detailed and systematic study in the area.
3. The problems of China’s higher engineering education
Researchers argued that there are lots of problems in China’s higher engineering
education so that the its graduates are often not able to behaviour well, particularly in their
early career years, in real engineering environments. The weaknesses of China’s higher
engineering education can be summarized into three points. Firstly, the objective of engineers
training is not emphasized enough and the engineering education is confused, in some extent,
with science education. Secondly, knowledge obtaining is considered as the main purpose of
education rather than the ability development. Lastly, there is still lack of strong relationship
between education and real engineering environments, and lack of practical training of
students during their learning.
All these problems are caused by a traditional education philosophy in China. That is to
say, students go to school for knowledge. In this philosophy instructors of higher institutions
are positioned in the centre and knowledge gaining is considered as the only purpose of
education. Nowadays the influence of this philosophy of education remains in engineering
education strongly and can be found easily in current curriculum of engineering education,
particularly on bachelor level. In past half century in China all the courses in curriculum can
be divided into three groups or blocks from early year to final year of learning: common
courses, special common courses, and speciality courses. That is so called three-stage
curriculum system. According to this, the learning is divided into three stages and a previous
stage is mainly for preparatory work of the knowledge learning for the later stage. Therefore,
only in the last stage, i.e. specialized courses have direct links with engineering ability
training in special areas but many other courses are not, or almost not served for the
engineering education purpose. This kind of curriculum system can be illustrated in Fig.1.
This three-stage curriculum system reflects the philosophy of knowledge gaining
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Practical Arrangements

Optional Courses

education, which focus on knowledge
learning during university years of
Educational Goal of
engineering students. There are some
Programme:
examples to discuss below:
Knowledge Gaining
Example 1: Engineering Drawing
Course. In China, according to a survey
in a number of universities’ engineering
curriculum for bachelor students, there is
an
independent
course
named
Specialized
“Engineering Drawing” or similar names
Courses
in curriculum in almost all universities
or colleges and, on average, about 70
lecture hours are allocated in this course
Special Common
only for teaching “drawing” rather than
Courses
for “designing”. The only objective of
this course is for the design courses
taught later. On contrast, it is unusual to
find an independent drawing course in
Common
university curriculum in advanced or
Courses
modern countries. In many cases the
drawing
is embedded into a course for
Fig.1 Knowledge Gaining Oriented
design and very limited lecture hours are
Curriculum System
spent in classroom instructing.
Example 2: Mathematics Course. No one will deny the importance of mathematics in
engineering education but the point is for engineering students to learn mathematics for
engineering or for mathematics itself? In China many mathematics course in engineering
programme are trying to condense the whole building of mathematics, from traditional to
modern. Many lecture hours are occupied by classical and analytical contents learning and
very limited time is spent in digital methodologies that is extensively used in modern
engineering analysis. The problem here is lack of links between the mathematical courses to
the needs of engineer’s ability development. This is a typical example of the confusion
between engineering and science education.
The reasons for knowledge gaining oriented engineering education system are
complicated and there are three main ones:
Firstly, Chinese people often over-emphasize academic issues, which usually are
closed-ended ones, and in many cases engineering education is tried to fit into science
education. Students are encouraged to reach analytical solutions and the examination
methodology is mainly to evaluate the ability to find the closed-ended solutions.
Secondly, the idea of teacher-centred has been cultivated in the minds of Chinese people
for a long time. In classrooms of higher education, instructors are supposed to know
everything and have to teach students everything. The evaluation system for teaching quality
is to see if students have learnt everything in classrooms.
Lastly, there was lack of survive pressure for higher institutions due to the insufficient
capacity of higher education for in past many years in China. It is much easier to deliver
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lectures in teacher-centred classroom and assign closed-ended problems to students than to
organize a student centred lecture to deal with open-ended issues in classroom. Also it is
difficult to develop the links to industries to find open-ended problems from real engineering
world. Therefore it is a natural choice for instructors to teach in a teacher-centred way if there
is no pressure for reform from the outside.
In the time of globalisation and market economy system with competition, it is very
important for China’s higher engineering education to transfer from knowledge gaining
orientation to ability building orientation by the reform in curriculum as well as in other
aspects of teaching and learning in order to equip the next generation engineers with global
awareness and working ability to deal with open-ended engineering issues in cross-culture
engineering environments.
4. The key issues on curriculum reform in China
4.1 To build a flatten curriculum system
To convert the higher engineering education system from knowledge gaining to ability
building, the first breakthrough point is to re-construct curriculum from traditional three-stage
type into a horizontally integrated one to strengthen engineering purpose of ability building.
In this type of curriculum, the core idea is to make every course contribute the ability building
for students during learning. Fig.2 shows how the new horizontally integrated curriculum acts
to build students ability. In contrast, the curriculum system illustrated in Fig.1 could be
considered as vertically integrated one because it is developed along the path of knowledge
gaining.

Educational Goal
of Programme:
Ability Building

Optional
Courses

Common
Courses for
Engineers

Comprehensive
Courses

Practical
Arrangements

Specialized
Courses

Fig.2 Ability Building Oriented Curriculum System
Engineering education is a special area of higher education and all its courses should
take their roles to fulfil educational objectives. In order to strengthen engineering ability
development, all the courses, more or less, should be related to engineering education
purposes and responsible for ability development for future engineers.
In this curriculum model, all the courses are divided into three groups or blocks:
specialized courses, comprehensive courses, and common courses for engineers. These three
groups of courses take different roles in developing the three catalogues of abilities needed by
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engineers, i.e. engineering analysis ability, resource integrating ability, and the ability of
social responsibility. Specialized courses are mainly designed to equip engineering students
with engineering analysis ability in a special area of engineering. At the same time, resource
integrating ability and the ability of social responsibility will also be trained in these courses.
The main purpose of comprehensive courses is to help students obtaining the abilities of
multi-disciplinary technology integrating in real world. Emphasizes are paid in practice,
teamwork, and solution addressing in engineering environment in these courses. Social
responsibility development is the second important topic in these courses while in some
courses of this group, examples or scenarios are still related to a special engineering field.
Common courses for engineers will be more general and suitable for all engineering
programmes. The awareness to the society and environment as well as the personal working
abilities of students will be developed in taking these courses. Also, there are still some
positive influences to engineering analysis ability and resource integration ability.
4.2 To limit the amount of knowledge gaining
The problem in knowledge gaining oriented curriculum system is that too much time is
spent in knowledge learning and the engineering ability training is neglected improperly. To
convert into ability building oriented system does not mean to give up the knowledge learning
but do mean to convert educational purpose into ability building rather than knowledge
gaining. Students’ ability is built by knowledge learning in education and the procedure of
knowledge learning is mainly a way of ability building.
It is necessary to assess the suitable amount of knowledge should be taught in an
engineering programme and leave plenty of time for students to build up their ability in
dealing with real engineering issues in real world. In a certain amount of learning time of
students, decrease the time for knowledge obtaining means more time in ability building.
Some people argued that less knowledge taught means low quality of education.
However, the point is how to evaluate the quality of higher education. In a knowledge
explosion time it is impossible to learn all the knowledge even in a very special area of
engineering. More important thing is to develop the ability of knowledge gaining and even
knowledge creating in real engineering world for students in their career. Consequently too
much knowledge taught in classroom is not only unnecessary but also harmful to students in
developing their ability. If some knowledge is left for students after class, it will force them to
learn by themselves and will benefit them more than helping them know everything in
classroom.
4.3 To emphasize open ended problems
In globalisation time there are many complicated and large-scale projects or processes in
real engineering environments and resources needed for the projects or processes come from
different countries with different cultural backgrounds. Next generation engineers have to be
equipped with and eligible to deal with open-ended issues. In this case, comprehensive
courses will be one of the important ways to equip students with the abilities of engineering
decision-making and engineering resource integrating.
However, in knowledge gaining oriented engineering education, most of the courses are
employed for dealing with closed-ended problems and almost all the assignments and
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examinations are designed for finding one-answered solutions. Because of this reason, there
are very few comprehensive courses aiming to technology integration and decision making
for open-ended problems in China’s engineering education.
In order to develop comprehensive courses for open-ended problems, instructors have
develop more links with industries to understand deeply the real engineering world, have to
act in classroom as “modulators” more than as “teachers”, and have to pay much more time in
course preparing and assignments designing. With the reform of curriculum, whole
educational system has to be reformed in many respects including assessing ways for
instructors and for students.
Usually there are a lot of practical activities such as teamwork, social issues, and human
related affaires in comprehensive courses. That means these courses are mainly responsible
for students to develop the ability in resource integrating, engineering-social system analysing,
and international issues understanding in global environments.
5. Summary
It can be clearly shown that, from the above study, China’s higher engineering education,
particularly on undergraduate level, has to reform to face its challenges and competition. The
driving forces and the reasons for this reform includes the globalisation of economy, the
development and innovation of engineering itself, and the transform of China from traditional
“planning economic system” to “market economic system”. The later makes the educational
reform in China to be different from those in other countries and presents urgent needs in the
study of the objectives, methodologies, and essential ways of the reform in higher engineering
education.
Due to the great changes of outside and inside environments of China’s higher
engineering education, the reform has to be essential and systematically. That is to say, the
whole engineering education system has to be converted from “knowledge gaining
orientation” to “ability building orientation”. The key issue and breakthrough point of the
reform are curriculum reform, which means convert three-stage type curriculum format into
flatten three-block type curriculum format. Each block of courses is mainly responsible for
different kinds of ability development.
Currently the curriculum reform of engineering education in China has attracted a lot of
attention but still needs detailed study, systematically planning, and experiences in practise.
During its initial stage of reform, it is necessary to study the situation and experiences of other
countries, to strengthen the links to the world, and to be fully aware of the pressure and needs
of the reform.
Acknowledgement: This research work is supported by the project of educational studies of
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Abstract
Leadership is usually measured by the success of the end product, but does not always
consider the factors influencing student achievement, teacher morale, teacher preparation
and school climate. This study was designed to determine to what extent teachers
collaborating on a common goal would impact students’ performance. Participants
included 100 teachers and 300 students from a large urban multicultural high school in
Southern California. To study this concept, a 12-month practicum was designed to align
the curriculum with district standards, the state framework, and Standardized Testing and
Reporting (STAR) materials to improve student achievement.
A key component of this study revolved around teachers taking ownership for developing
their own staff development activities as a result of analyzing school and student data.
Strategies for curriculum alignment, implementation, and accountabilities were
developed during common planning time within the school day. Lesson plans, units, and
resources were shared among department members. At least one teacher from each core
department demonstrated effective teaching strategies during the common planning time.
Another component driving the effectiveness of this project focused on teachers’ attitudes
and belief systems that affect student-teacher interactions.
Progress was monitored weekly through classroom observations. Teachers were praised
for their implementation of the agreed-upon strategies and student progress. The STAR
tests results (which included the California Content Standards tests, Stanford 9
Achievement tests and the CAT/6), the overall improvement in students’ grades in the
core academic subjects, improvement in attendance, and the staff development postevaluation surveys were used to evaluate this study.
As a result of teachers being focused on a common goal (teaching what students needed
to know to be successful) and aligning their curriculum with the district standards, the
state frameworks, and the STAR results, this researcher concluded that over 50% of the
students who participated in this project increased their course grades by at least one
letter grade and overall in-seat attendance improved by 5% from the previous year.
Teachers collaborating around a common goal produced a school climate of improved
student achievement and built team spirit.
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The traditional collegiate educational experiences often encompass the use of textbook and
journal readings, laboratory experiences, and classroom lectures as a means of acquiring,
retaining, and disseminating information related to a course’s academic content. College students
also expect instructors to assess cognitive and psychomotor knowledge using traditional methods
such as written examinations, scientific reports, lab assignments, and oral-practical exams.
However, learning and learning outcomes do not need to be limited to these traditional teaching
strategies. And because there does not appear to be one dominant style of learning among
students, educators should make a concerted effort to incorporate teaching strategies that
accommodate to a variety of different learning styles. Educators also need to design learning
activities which are fun and interactive and help to reinforce cognitive and psychomotor
information learned in the classroom, introduce new and difficult course concepts, and/or assess
student learning and retention.
Non-traditional teaching strategies such as games, puzzles, computer-based learning activities
appear to be viable option to promote student interest in reading, learning, and retaining
information.1-7 Crossword puzzles,7-9 Word Searches,10 computer-based learning activities, such
as Jeopardy®11-12, Who Wants to Be A Millionaire,5 and on-line Flashcards have been shown to
motivate student learning10,13-16 to increase students’ confidence in learning abilities8 and to
promote growth in cognitive knowledge.7-8, 10, 15-17 Franklin, Peat, and Lewis2 found that students
believe games such as crossword puzzles helped to improve recall of terms and definitions and
assisted in helping them learn the necessary course content. Berry and Miller and Berry found
athletic training students who have completed crossword puzzles6,7 and word searchs10
assignments found them to be fun, increase their confidence in test-taking, and increase
comprehension of course materials. Similarly, Berry15 found a significant difference in the
pre/post-test exam scores when athletic training students used on-line flashcards in a therapeutic
modalities course. Non-published results also demonstrate that when athletic training students
design their own games and puzzles as a learning assignment they find that the activity assisted
in learning and retaining course content and forced students to actively engage the required text
so they could understand the material to design their game.17
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Even with limited resources educators can utilize many different types of games, puzzles, and
computer-based learning activities with an academic course. Many puzzle activities can be
created using software located on the Internet for free. Online flashcard activities which can be
used to assist in learning and retaining course information can also be found on the Internet for
free. Educators can even involve students and excite them by assigning learning activities
designed around creating a game or puzzle around childhood or popular television games. Games
and puzzles such as Operation®, Battleship®, Jeopardy®, Baseball, BINGO, crossword puzzles,
word searches and others are just some of the learning activities and games that have been used
to foster student learning and retention. When utilizing these games and puzzles offering the
winners “Bonus Points” increases the likelihood that students will come to class better prepared.
Games and puzzles are a fun and interactive method of teaching and reinforcing cognitive
information learned in the academic or clinical classroom, introduce new course concepts, or
assess student learning and retention. Students too take initiative in their learning by using
learning strategies that best fit their learning style and need. Students are often more receptive to
games and puzzles and become more active participants in the learning process. Therefore, the
purpose of this session will be to examine the use of games, puzzle, and computer-based learning
activities as a means to improve students’ learning, focusing on strategies utilized in health
promotions and human performance programs.
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Athletic training students, like most higher education students are required to remember or recall
large quantities of complex information in order to be successful in higher education. However,
as the profession of athletic training evolves, so does the number of educational and entry-level
requirements for future athletic trainers to become competent professionals. And being a
competent professional requires the ability to not only remember or recall information when an
exam looms, rather, it requires recalling large quantities of information and/or utilizing
information learned years earlier; maybe even in an emergency situation. Mnemonics, a
memorizing strategy allows these pre-professional students to absorb, integrate meaningfully,
and retrieve information later at will whether it is for a higher education exam or a lifethreatening situation in the real world. This case presentation will demonstrate the use of
mnemonic learning strategies in an athletic training education course entitled Basic Therapeutic
Modalities for Musculoskeletal Injuries to improve student outcomes. A 22-year-old female
athletic training student reported to the classroom instructor experiencing difficulty
understanding the therapeutic modality pain theories and concepts under investigation. She
scored a 26% on a pre-test evaluation of the unit content. Five days prior to the unit exam she
met with the course instructor reviewing the course theories and concepts and learning different
mnemonic strategies (e.g., keyword, first-letter, and ridiculous association) to assist in recalling
the learning unit information. Together Julie and the instructor devised and wrote down several
mnemonics which she reviewed prior to the post-exam. Her post-test score was 92% and in a
debriefing session with Julie she revealed that the primary reason for her success on the postexam was her use of the newly learned mnemonic strategies. Mnemonics can be utilized by all
higher education students and professionals during any stage of the learning process assuming
individuals take the time necessary to learn and apply these different mnemonic strategies. They
will be able to increase their learning opportunities and are able to integrate this information in a
more meaningfully way for retrieval at a later date, maybe even when it counts!
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Social justice in education has been defined as an approach, a philosophy, or actions based
on fairness, dignity, respect, and generosity for each person. My social justice instruction was
influenced by research for “I Plant My Feet on Higher Ground: Music Teacher Education for
Urban Schools,” Kindall-Smith, M., pp. 47-66, Teaching Music in the Urban Classroom,
V 2, Frierson-Campbell, Ed., 2006, Lanham, MD: Rowman & Littlefield & MENC (National
Association for Music Education).
This paper is a report about my innovative social justice instruction in three required music
education courses with student responses at a midwestern university in America. Although
required courses in World Music and Folk and Popular Music in the Department of
Music/School of the Arts included a variety of music literature, courses about diversity
education from the School of Education were not required. Previously, prospective music
education teachers graduated from the School of the Arts without learning about cultural
responsiveness and interacting with students from different racial, cultural and economic
groups across the country.
From September 2005 through May 2008, a naturally occurring population of 70 White
students and three students of color, enrolled in my revised courses, Introduction to Music
Education, Teaching Elementary General Music, and Seminar for Student Teachers. Since
each course uniquely contributed to desired knowledge, performances and dispositions for
beginning music teachers, the rigor of the discipline of music education from kindergarten
through Grade Six continued to be the focus of my instruction. Emphasis was on familiarity,
understanding, and competency in personal musicianship, child development, national and
state music standards, curriculum design, learning sequence, current teaching approaches,
pedagogical resources, lesson planning and strategies, repertoire of materials and activities,
organization for class and performances, classroom management, assessments, inclusion of
students with learning/emotional/physical challenges and practical experience from
elementary through high school. Readings by teacher-educators about diversity were
supplementary.
Data from students’ projects, reflections, and papers indicated that they began to reflect
critically about their own cultural identity and the social construction of language, blaming
the victim, color-blindness and white privilege. During my session at the 61st MENC
National Biennial In-Service Conference in May 2008, ten music education students
presented three short, social justice skits they created as class projects from three courses.
Skit titles were Super Teacher, African-Americans, and Reporting Live from an Urban
School. Prospective music education teachers in these courses became more sensitive and
responsive to the complexity of social justice because it is So High, You Can’t Get Over It.
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Abstract
This paper addresses a developing and ongoing dissertation study into the relationship between
high school student algebra performance and high school completion. Although a literature
review is in progress to affirm the lack of mixed methods research in this area, the dissertation
study is being presented at the Hawaii International Conference on Education for the purpose of
receiving feedback on the proposed design and direction. There is an alarming trend in students
who fail to graduate high school. Preliminary research shows that failure to graduate high school
is a complex issue, with student performance in high school algebra as one contributory factor.
This study will use a mixed methods research model developed by Leech & Onwuegbuzie
(2007) to investigate if and why poor performance in high school algebra predicts failure to
graduate high school.
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Predicting High School Completion using Student Performance in High School Algebra: A
Mixed Methods Research Study
This paper addresses an evolving dissertation design and study within a large and diverse
urban school district into a hypothesized relationship between student performance in high
school algebra and failure to graduate high school. The dissertation design uses a mixed
methods research model put forth by Leech & Onwuegbuzie (2007). The school district under
study is located in the mid-Western portion of the United States and has realized an alarming
failure to graduate high school rate of approximately 30% during the past three years. An
informal study, undertaken during the 2005-2006 academic year, by the school district provided
some initial clues into the multi-factor explanation of why district students are failing to
complete high school. According to the casual findings of this study, failure to graduate high
school can be ascribed to many root causes. The informal study also provided some indications
about variables which may serve as “gatekeepers” or predicators of a propensity to not graduate.
Some of these variables include high rates of truancy, failing middle and high school course
grades, poor performance in high school algebra and lagging reading comprehension ability.
These informal study findings exist alongside a long-standing concern that students are not
achieving success in high school mathematics courses and are performing below proficiency
levels on state mandated standardized high school mathematics tests, especially in the subject of
algebra. Several administrators, including the school district Superintendent suspect that this
poor algebra performance serves as a strong predictor of those students who will also fail to
graduate high school (personal communication, February, 2008). The school district is trying to
gain an understanding of the reasons behind poor performance in algebra, which is taken by most
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students in the ninth grade, and is implementing an assortment of interventions and strategies, in
order to raise performance in this core subject.
The proposed dissertation design presented within this paper is a mixed methods research
effort which will strive to bring academic rigor and definitive quantitative and qualitative
processes toward affirming and understanding one aspect of the complexities surrounding
students’ failure to graduate high school. The research problem focuses on whether failure to
perform successfully in algebra may be an indication of eventual failure to graduate high school.
The goal of this mixed-methods research is to determine if a significant relationship exists
between these two variables, and if it does, to understand the magnitude and depth of the
relationship between poor performance in high school algebra and failure to graduate high
school. Poor algebra performance is being defined as either scoring an unsatisfactory or partially
proficient on state math standardized tests (the state uses four levels of scoring: advanced,
proficient, partially proficient, and unsatisfactory) or as receiving a failing or barely passing (D
or E) final course algebra grade.
The dissertation study has three main objectives. The research objectives are to (a) improve
prediction abilities of those students who are in danger of failing to complete of high school, (b)
explore some of the reasons for poor performance in high school algebra and identification of
those reasons which may also influence success in completing high school, and (c) influence the
development and implementation of research-based interventions designed to concurrently
reduce the occurrence of poor high school algebra performance and failure to complete high
school. These mixed methods research objectives derive from the belief that research into the
dual district problems of poor performance in high school algebra and failure to graduate high
school requires a continuum of research which neither quantitative or qualitative methods can
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address alone (Collins, Onwuegbuzie, & Sutton, 2006; Leech & Onwuegbuzie, 2007;
Onwuegbuzie et al., 2007).
Quantitative methods can yield statistical information, to include demographical information,
about the extent of the poor math performance and graduation success of high school students.
However, it is hypothesized that in order to truly highlight the depth and breadth of the problems
and to uncover the major causes behind poor high school algebra performance, failure to
graduate and the nature of the possible relationship between these two variables, qualitative
methods are also needed. As Dr. Burke Johnson (2008) exclaimed at a recent professional
conference “Methods are important, but so is creativity!” Thus, qualitative methods are of great
utility in seeking insight into why poor high school algebra performance can be a predictor of
future failure to graduate.
The underlying rationale for using mixed methods research is to significantly enhance the
meaning of each individual body of qualitative and quantitative and the integrated set of data and
findings. Specifically, mixed method research purposes in this case are to: (a) clarify why a
student who performs poorly in high school algebra may also be likely to fail to graduate high
school, (b) shed new light on how to increase student high school algebra performance and
therefore increase high school completion rates by understanding some of the factors causing this
relationship, and (c) enhance the clinical significance of school district high school algebra
interventions by targeting these interventions to accommodate student attributions of poor high
school algebra performance (Collins et al., 2006; Onwuegbuzie & Leech, 2004).
There are several paths that can be taken in a qualitative effort to understand the nature of the
possible relationship between poor high school algebra performance and failure to graduate high
school. The path chosen here will be to examine the problem from the student’s perspective
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using Kelley’s Theory of Casual Attribution which assumes that people desire cognitive mastery
of their environment (Kelley, 1967, 1973). Attributes posses the characteristics of consistency,
distinctiveness, and consensus and can be external and internal. Daley and Onwuegbuzie (2004)
used this approach to identify the attributes which juvenile offenders make about others’
behavior and the prominent features of these attributions. This approach will be modified for use
in this study by examining the attributes students make about their relationships with regard to
their high school algebra performance and environment and its impact of high school graduation.
The objective of examining student attributions stems from this researcher’s involvement in
many school district forums which discuss student high school algebra performance and high
school graduation rates. Despite all of the energy and time spent discussing and designing
approaches to handle these issues, this researcher has never heard any arguments or attempts to
understand the issues from the student’s perspective and the relationship between the two.
Teachers, school administrators, and parents put forth an assortment of reasons for poor algebra
performance and for dismal high school graduation rates. What is not heard are student reasons
for their performances in algebra and any relationship these reasons may have to eventual high
school success? The qualitative aspect of this investigation will explore student attributions of
poor high school algebra performance and if and to what extent do they ascribe failure to
graduate high school performance to algebra success.
Research Questions
The study’s research questions are as follows:
1. Does poor performance in high school algebra serve as a predictor of subsequent
failure to complete high school?

2009 HICE Proceedings
Page 3854

2. Are there individual profiles of students based on attributions they make about poor
performance in high school algebra that will allow us to predict later failure to
complete high school?
3. Are there significant differences in the attributions of how poor performance in
algebra of students who complete and fail to complete high school?
Methods
Research design. The research design is a three-staged, sequential, partially-mixed
explanatory design (Creswell & Plano Clark, 2007; Leech & Onwuegbuzie, 2007) . Figure 1
presents the proposed mixed methods research design. The first stage of the study features
quantitative sampling designs, data collection, and data analysis with the intent to determine if
and to what extent poor performance in high school algebra serves as a predictor of subsequent
failure to complete high school, addressing the first of the dissertation research questions. It will
also be used to understand the demographical nature of who is failing math and who is
subsequently failing or not failing to graduate high school. The hypothesis of this first stage of
research is that there is a significant difference between those students who perform poorly in
high school algebra and fail to graduate high school and those students who perform poorly and
graduate high school.
During this first stage, descriptive statistical techniques will be used to determine total
numbers and demographics of four groups of students from a cohort who should have graduated
in 2008. Only students who remained within the district for all four years of high school under
study will be considered in order to provide some control over extraneous variables. These four
groups of students are: (a) group A - failure to graduate, poor high school algebra performance;
(b) group B - failure to graduate, acceptable high school algebra performance; (c) group C -
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graduate, poor high school algebra performance; and (d) group D - graduate, acceptable high
school algebra performance. The demographics of these four groups that will be examined are
gender, ethnicity, English Language Learners, free and reduced lunch students, and placement on
an individual education plan. Inferential statistics methods, likely a logistic regression test, will
be used to determine if there is an association between various independent variables and
successful high school graduation. These independent variables will be grades in high school
algebra, proficiency in the state math assessment test in the same year in which algebra is taken,
gender, ethnicity, English Language Learners, free and reduced lunch students, and placement on
an individual education plan. Although the dissertation study will focus on the association
between high school algebra performance and high school graduation, it is desired to understand
if there are other significant relationships. Finally, this stage of research will conclude with the
use of another inferential statistical test, likely a One-Way Analysis of Variance, to determine if
there are any significant differences in the math performance of different groups of students
(gender, ethnicity, English Language Learners, free and reduced lunch students, and placement
on an individual education plan) who are performing poorly in high school algebra and failing to
graduate high school.
The second stage will be a qualitative study following the tradition of grounded theory
(Creswell, 1997). The desire is to use this stage of the study to accomplish two goals: (a) to
identify major themes, using the framework of attribution theory, which may comprise the nature
of student attributions as to the correlation between algebra performance and high school
performance and (b) to guide development of a survey to assist in triangulation of data and
development of a student profile characterizing those who are in danger of not graduating high
school due to performance in algebra.
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During this stage, focus group interviews will be conducted with two separate clusters of
students, using purposeful sampling of district students. One cluster will be drawn from those
who are either high school juniors or seniors and likely to graduate. These students will have
either done well or poorly in algebra. Although sampling from Groups A and B (those who have
already graduated) would be ideal and would reduce sampling errors, it will be difficult to locate
students who have graduated. The second group of students will come from groups C and D
(failed to graduate). It is possible to identify these students as the school district has a population
of students who have dropped out of school and who are accessible, with proper permissions and
approvals, since they are part of a school district dropout recovery program. Use of purposeful
sampling holds the potential to reveal differences in student attributions between the two groups
which will be refined through analysis of integrated quantitative and qualitative data gathered in
stage three of the study (Onwuegbuzie & Collins, 2007).
The third and final stage of the study will involved the administration and analysis of data
from a survey using random, criterion sampling of students from the each of the two focus
groups from the previous stage. The survey will be composed comprised of scale and short
answer items for the purpose of gaining an in-depth appreciation/insight into the factors
contributing to the major themes (attributions) of math performance and its impact on high
school completion. These are the themes that were identified in stage two of the study during the
focus group discussions. These themes will become new independent or predictor variables.
Qualitative analysis of the survey short item will assist in triangulation of the focus group
discussion data. Quantitative analysis of the scale items will be conducted answers to quantify
the results of the new predictor variables. Discriminant analysis will be conducted to build a
predictive model comprised of a combination of attributes that can distinguish those students

2009 HICE Proceedings
Page 3857

who are likely to graduate from those who are likely to not graduate high school based on high
school algebra performance.

Stage 1

QUAN Data Collection &
Analysis

Standardized Test Results,
Historical Algebra Grades Scores,
Graduation Rate Data
Descriptive and
Inferential Statistics
Stage 3
Stage 2

QUAL Data Collection &
Analysis

QUAN /QUAL Analysis of
Survey

Focus Groups and
Surveys
TBD Analysis (Constant Comparison,
Keyword‐in‐Context)

Figure 1. Proposed mixed methods research study using a three-stage sequential and exploratory
design
Data Collection Methods. The district tracks an immense quantity of student performance
and demographical data, partially due to the need to fulfill requirements of federal and state
compliance regulations and largely due to the desire to use such data to focus district school
improvement efforts. This will allow for the ability to gather the necessary data for stage one of
the study. Individual student privacy will be maintained in this part of stage one data collection
since aggregate data, which does not contain individual identifying data, is being requested.
The data for stages two and three will be collected with school district assistance. Entry into
the school district for the research and data collection has been facilitated through the district
leadership to include the Superintendent, Deputy Superintendent, and Director, Research and
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Evaluation. Although assistance has been pledged, all school district research protocols will be
followed and the actual research will not be conducted until permission is granted by the
University of Colorado Denver Institutional Review Board.
Data Analysis Methods. The overall framework that will be used to guide data analysis is a
strategy of data reduction/consolidation/merging as defined by Caracelli and Greene (2007). In
accordance with the research design of this study, data will be analyzed quantitatively and
qualitatively in separate and sequential concurrent paths during stage one and two of the study.
Quantitative and qualitative data will be merged and consolidated in stage three of the study.
The data from stage one will be reduced to provide descriptive characteristics of the four groups
of students delineated earlier (Groups A, B, C and D) and to determine if there is a significant
effect between various independent variables and successful high school graduation. Data
reduction in the second stage of the study will be executed by using Creswell’s constant
comparison analysis (Creswell, 1997). Finally, in stage three of the study, the quantitative and
qualitative data from the survey and from the focus group discussions will be consolidated and
merged in order to determine if there one can define a predictive model which discloses a
combination of attributes that can distinguish those students who are likely to graduate from
those who are likely to not graduate high school based on high school algebra performance.
Plans to Reinforce Validity and Legimitation
Validity must be addressed for both the quantitative and qualitative aspects as well as for the
mixed methods aspect of the study itself.
Quantitative validity. Precise identification of and measures to counter anticipated threats to
validity of the quantitative methods have not yet been appraised. However, threats to internal and
external validity, as applicable to descriptive statistics techniques, will be identified and
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examined using a template provided by Onwuegbuzie & Johnson (2008). Although arguments
are likely to be made for the validity of either standardized tests such as the CSAPs or for the
grading practices that result in a grade for any particular course, it is not the initial intent of this
research to examine these issues. A quantitative aspect, using an instrument (i.e., another state’s
standardized test as compared against the CSAP), may be deemed necessary for subsequent
study if the consolidated results of stage two focus group discussions disclose that tests and
grading practices are a noteworthy theme. If this were the case, validity would need to be
addressed using as much of five types of evidence (content, responses, internal structure,
relations to other variables, consequences of testing) as specified by Gliner, Morgan, & Leech
(forthcoming).
The validity and reliability of the survey to be developed and then administered in stage three
of the study will also need to be determined. Criterion, content and construct validity will all be
examined. Statistical procedures of internal consistency will be calculated using SPSS in order to
determine the reliability of the survey.
Qualitative validity. The qualitative legimitation model proposed by Onwuegbuzie & Leech
(2007) will be used to assist in the identification and countering of threats to internal and external
validity. At this time, it appears that the major internal threats to qualitative validity will
descriptive validity, observational and researcher bias and causal error. Descriptive validity will
be handled through member checking whereby accuracy of focus group discussion contents will
be verified with the participants. Observational bias will be countered by using a large enough
sample in all cases, which is dependent on the qualitative research tradition used. Onwuegbuzie
and Collins (2007) recommend using a sample size of at least six to nine participants in each of
three to six focus groups for a Grounded Theory investigation as an example. It is believed that
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at least two focus groups of likely to graduate students and one of failed to graduate students will
be obtainable, each comprised of the recommended numbers of students. Researcher bias will
also need to be addressed by openly discussing personal bias with research advisors prior to and
during the conduct of the study.
Estimated threats to external validity for the qualitative portions of the second and third
stages are action validity, interpretive validity and researcher bias. The goal of the research is to
determine if significant relationship exists between student performance in high school algebra
and high school graduation, and if it does, to understand the magnitude and depth of the
relationship between poor performance in high school algebra and failure to graduate high
school. This goal, and the research objectives, will not be achieved without serious consideration
by school district personnel. Action validity can be minimized if the study is conducted with
rigor and, since the study is being held with the permission and assistance of the school district,
by keeping district personnel of apprised of study progress, including interim findings.
Interpretative validity will be handled by using member checking. Researcher bias will be
handled in the same manner as internal validity.
Mixed methods legitimation. Since this is a mixed methods research, attention must be paid
to the unique threats to validity that come about in mixed methods research. Validity can be
classified as legitimation when referring to mixed methods research. Nine types of legitimation
are relevant to mixed methods research; however, not all of the nine types are applicable to this
study (Onwuegbuzie & Johnson, 2008). Sample integration, sequential, conversion and political
legimitation types are judged as not being applicable to this study at this time. The exclusion of
sample legitimation may seem questionable since the sizes and populations of the quantitative
and qualitative samples will be different. However, the intent of stage one of the research where
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sampling first occurs is to provide some initial thoughts about the demographical and predictive
nature of the association between high school algebra performance and graduation and not to
provide meta-inferences.
It can be asserted that inside-outside legimitation is being handled by using mixed methods
itself. The quantitative research will provide the outsider view with “black and white” statistical
values. The quantitative research will provide the insider view with participant voices from high
school students and teachers, integral components of the phenomenon under study. Weakness
minimization legimitation will be tackled by incorporating a second stage study that has a
qualitative emphasis. Quantitative methods cannot help us understand why students are
performing poorly in ninth grade math and subsequently failing to graduate. They can show us
how many are, and also show trends in longitudinal change after interventions are applied. This
is a weakness in quantitative methods. Qualitative methods can tell us why which compensates
for the weakness of the quantitative research.
Paradigmatic mixing and commensurability legimitation is accounted for by a combination
of the researcher’s nature, personality, schooling and experience. In addressing paradigmatic
mixing, one recommendation of Onwuegbuzie and Johnson (2008) is to think of the quantitative
and qualitative dualisms as laying on a continuum. This researcher’s nature and personality is
well-suited to thinking on a continuum due to school and experiences in a number of physical
science and social science endeavors. In addition, because of actual experience in physical
science and social science quantitative and qualitative research, switching from each lens is not a
novel and difficult endeavor. Multiple validities legimitation is attended to by the conscientious
consideration of all three types of relevant validity: quantitative, qualitative and multiple
validities.
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Interpretation of the Data
Interpretation of the data will be conducted keeping the need to find significance in not
only the quantitative and qualitative data but also in the totality of the data developed by the
conclusion of the study. The cautions expressed about the weaknesses in the significance indices
(statistical, clinical, practical and economic) as discussed in Onwuegbuzie & Leech (2004) will
be kept in the forefront in all stages of the study as the results are reviewed and interpreted. It is
expected to use the qualitative results to enhance any statistically clinical and practical
significant results revealed from the use of quantitative methods. The constant comparison
method to be used to analyze the qualitative data will hopefully enhance our understanding
(meaning) of why math performance can be a predictor of subsequent high school completion.
Implications
The school district is trying to gain an understanding of the reasons behind poor student
performance in high school algebra math and is implementing an assortment of interventions and
strategies in response. They are concurrently focusing attention on methods by which to improve
high school graduation rates. It is desired to use the findings from the analysis of the data from
this mixed methods dissertation study to provide answers as to why student performance in high
school algebra may also predict success in high school graduation. The results may hold the
potential for not only helping the district identify reasons for poor high school algebra results but
for why students also do not graduate high school. Ultimately, the uncovering of these reasons
should allow school districts to steer interventions in the proper manner, especially since
interventions are being implemented with fewer and fewer available resources.
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Abstract: Using technology is a necessity in the elementary mathematics classroom in today’s schools.
Mathematics educators must guide their students to use the proper tools before they graduate and become teachers.
In this paper, we will share our knowledge of how little senior level, pre-service mathematics teachers know about
technology resources. Data involving the change in students’ opinions as to what is available to them will be
included. We will share the resources available to students that we believe should be introduced early in their
teacher education program so they have ample opportunity to take advantage of them and integrate them into their
field experiences, which includes practicum, block experiences, and student teaching.
Introduction
What is effective use of technology in the mathematics classroom? That is the question we should be
asking as mathematics educators. However, it seems we cannot have that discussion with our students in
mathematics methods because they do not know enough to contribute fully to the discussion. So, when should
content-specific technology be introduced to students? Is the senior year too late? It seems there needs to be an
earlier introduction to this topic so students have time to explore and integrate the ideas into their coursework during
the time that they can receive feedback and input from their mentors.
With the No Child Left Behind legislation in place, the idea of a highly qualified teacher has been a major
focus for parents, administrators, and educators. A part of being a highly qualified teacher is being able to use
technology effectively in the classroom. Technology plays a role in problem solving and problematic tasks, being a
highly qualified teacher, and conceptual focus in the mathematics classroom. Technology is not a static field, and
thus the effective use of technology in the classroom is an ongoing challenge. With the wave of reform sweeping
mathematics education today, educators must take a step back and consider what is appropriate in the classroom. For
example, several institutions have implemented experimental technology-oriented calculus classes in which the
proper course, or courses, of action to take in changing the calculus curriculum was investigated (Beckman 1989;
Heid 1988; Heid & Edwards 2001). Results indicate students in technology-oriented calculus classes understand the
concepts better and have higher retention rates, prompting educators including myself to believe a technology
oriented course for calculus is what is needed. Many of our students experience some form of technology in their
classrooms, but do they understand the reasoning behind it? Is the technology integrated in their classes or is it
merely an add-on?
A highly qualified teacher should be an effective teacher. An effective teacher will strive to learn new
techniques, such as integrating technology appropriately, learning new pedagogical skills, staying current with
curriculum, and attending workshops and conferences to network with other teachers, all in an effort to continue to
be an effective teacher. An effective teacher is willing to step out of his/her comfort zone to try new techniques,
technology, etc. Also, an effective teacher pushes the students out of their comfort zones to experience the new and
different learning experiences with technology.
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We, as math educators, must provide thorough preparation of our students for the world they face today and
give them the proper tools to work with before they leave our classrooms. Pre-service teachers who engage
technology as a teaching tool develop new perspectives on using technology in their teaching (Pringle et al. 2003).
In addition, if we continue to only teach students in a calculus class to memorize a set of rules for taking derivatives
and finding anti-derivatives, etc., they will never realize why they must learn about derivatives and integrals. We
should let symbolic manipulators and computer algebra systems (CAS) do the difficult manipulations and
computations for the students. By doing this we can focus more on real world applications and conceptual
understanding. Hopefully, this will demonstrate to the students why they need to understand these processes, or at
least give them an appreciation for why these ideas are being taught. Tall and Ramos (2004) suggest the use of a
computer assists the learner in visualizing the process and concept role of symbols, which reaches great heights in
calculus.
“Technology is essential in teaching and learning mathematics; it influences the mathematics that is taught
and enhances students’ learning” (National Council of Teachers of Mathematics (NCTM) 2000, Technology
Principle). As the mathematical task is what should be problematic and not computations or graphing, technology is
becoming a necessary tool in the mathematics classroom. For example, graphing calculators allow students to focus
on the graphs of complex functions they develop in real-world applications without getting bogged down in the
difficulties that may arise when graphing by hand. Students’ use of technology to engage in real-world mathematics
in turn allows them to design and construct their own mathematical experiences (Heid, 1997). When technology is
used according to the Standards, it serves as a tool and allows students to focus on the mathematics.
The Problem
Many pre-service teachers are seriously lacking in their foundation in technology despite the fact that they
grew up in a technology-oriented society, they are required to take a technology for teachers’ course, and technology
is used in their mathematics courses. Pre-service teachers today have had more exposure to technology in their
schooling than any of their predecessors. Yet, somehow, they are not learning to integrate the technology into their
classrooms, and if they are, it is coming late in their education.
Some technology that exists today has become second nature to mathematics educators, and thus, is not
always passed along to pre-service teachers because of assumptions made about their experience. For example,
consider a recent experience in a mathematics methods course for elementary teachers. The course consists of
students who are either seniors participating in elementary block (classes that cohort together with a field experience
in an elementary school) or seniors who are also completing a field experience with the teacher with whom they will
complete their student teaching experience. The discussion in class was regarding to upcoming assignments and
their formatting when the topic of notation came up. Several of the students mentioned the difficulty of
mathematical notation and the need to write things in by hand on typed documents. We were quite surprised by this
since the students were upperclassmen and have had numerous field experiences and mathematics coursework. I
asked if any of the students had used Microsoft Equation Editor since I knew all of them used Microsoft Word for
their word processing needs. Not one of the students was familiar with Equation Editor. So, a session in the
computer lab was quickly put on the agenda to rectify the situation.
Students were introduced to the basics in Microsoft Equation Editor, and because they are technology
savvy, they were quick to pick up on all the features and needed very little guidance. Students were amazed that
Microsoft Equation Editor had been available to them every time they used Microsoft Word, but they were unaware
of it. The most telling comment from the students was, “Why didn’t anyone ever tell us about this?” This comment
gave us pause to think, “She is right. Why hadn’t anyone ever told them about this?” The tools are out there, but no
one ever gave them to these pre-service teachers to include in their toolbox. This is only one example of information
that pre-service teachers are not receiving until late in their degree programs, and sometimes not at all, which we
have discovered by working with in-service teachers.
The Solution
Problem solving plays “an essential role in student’s learning of mathematical content and in helping
students make connections across mathematical content areas” (NCTM 2000, p.334). NCTM has repeatedly
emphasized problem solving in the curriculum. As a result, teachers are encouraged to spend less time on
transmission of information and allow more time for students to explore and create mathematics through
problematic tasks introduced by the teachers. Since students’ perceptions and beliefs about mathematics often stem
from the types of activities that occur in the mathematics classroom, real-world applications are an excellent
opportunity for students to see the need for mathematics outside of a classroom. Technology allows real-world
applications to be more readily used in the classroom.
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With the use of technology in the mathematics classroom, we save the students from becoming bogged
down in the difficult computations. This allows them to turn their focus to understanding the concepts and how to
apply them. Technology also allows open-ended assignments in which the students can learn concepts by
“discovery” and are more likely to retain the concepts. The students can also experiment and view different results
and methods of solutions to different problems. Without the use of technology, students spend the majority of their
time and energy attempting to memorize rules and procedures and using sample exercises as models for their
homework problems.
Most, if not all, of this information is not news to faculty who teach mathematics teacher candidates. We
think it would be difficult to find an educator who would not prefer his/her students to have a conceptual
understanding of the mathematics that they will eventually teach. Educators want to pass along their tools to their
pre-service teachers, and many of those tools will be shared in methods courses. However, when mathematics
preservice teachers are not taking their methods course(s) until their junior and/or senior year in college, are they
missing out on learning opportunities? Certainly, there are topics and technological tools they are not ready for until
they are nearing student teaching. However, what about technological tools they can learn about in their freshman
and sophomore years that they could be experimenting with and developing throughout their internships/field
experiences leading up to student teaching. Would not sharing some of the tools early on in the students’ education
make them better teachers in the long run?
So, students should be exposed to technology earlier in their programs so that they have more opportunities
to integrate the knowledge into their field experiences. The problem with learning about the integration of
technology late in the program is it does not allow for digestion of the material and implementation. With learning
about the technologies that exist and how to integrate them late in a program, they may understand the technology,
but they still need to gain a thorough understanding of how to teach with it. The pre-service teachers still need
pedagogical content knowledge. Several researchers have suggested pedagogical content knowledge should be
considered as an indicator of teacher quality (Collinson 1999; Kennedy 2004; Peterson, Fennema, Carpenter, & Loef
1989). It serves no purpose for a teacher to understand the content, but not understand the facets involved in
teaching the content to the students. A quality teacher understands how to teach the content. As the No Child Left
Behind legislation hangs over our pre-service teachers, this needs to be a concern in our teacher preparation
programs.
If technology is going to be introduced early in the program, what should this include? We recommend the
tools that will help them the most in their internships, field experiences, etc. This will certainly vary based on the
different requirements between universities and states. However, there are some basics. Certainly, we want
professional teachers to be able to produce professional looking materials. First and foremost, the pre-service
teachers should be familiar with a software package that allows them to produce quality materials. As one
elementary mathematics methods student recently stated, “Equation Editor is awesome!” Certainly, pre-service
teachers do not have to use Equation Editor, but software such as MathType, LaTEX, Scientific Workplace, and TI
InterActive allows pre-service teachers to incorporate the appropriate notation, formatting, graphs, etc., that
produces a professional looking document.
Once the pre-service teachers have the means to produce the professional looking document or activity,
they often need help stimulating ideas for what they want to accomplish in the classroom. Certainly there are
thousands of websites available to students to peruse. However, it is our task as mathematics educators to teach them
how to determine if the resources they are looking for are appropriate. This ability will get better with experience, so
the students will need a point in the right direction. As the students are planning to be mathematics teachers, they
should start with the National Council of Teachers of Mathematics’ (NCTM) website. As NCTM is the largest (with
approximately 100,000 members) organization “dedicated to improving the teaching and learning of mathematics
from prekindergarten through high school” (NCTM 2008), this will be one of their main resources. The website
offers numerous resources such as articles, position statements, lesson plans, and applets. Over the years, my
students have found the site invaluable. A recent student commented, “I love the applets, and I think they
are a great addition to the classroom.”
A website that is similar to the NCTM website in terms of applets and lesson ideas is the National Library
of Virtual Manipulatives (NLVM). The site contains “web-based virtual manipulatives or concept tutorials, mostly
in the form of Java applets, for mathematics instruction” (NLVM 2008). Again, students can integrate the applets
into the classroom or use the suggested activities on the site to stimulate a complete lesson. There are numerous
other resources out there for the pre-service teachers. The important point is to introduce the students to some of the
resources early in their program so they can begin to integrate and implement the technologies into their
internships/field experiences so that they can develop their technological toolbox and become comfortable with
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using those tools. We leave you with two recent comments from students. They are, “exposure to the resources has
[been] eye-opening” and “In other lesson plans for different classes I now have applets in them.”
Conclusion
The authors consider this work a good beginning. It is hoped other mathematics educators will consider the
introduction of technology earlier in pre-service teachers’ programs and how that affects the pre-service teachers in
the classroom. Additionally, the author hopes mathematics educators will share innovative ways they introduce the
technologies to the pre-service teachers, whether it be integrated in a content class, or through a content-specific
technology course.
Technology is a large part of our world today. We live in a visually/sense oriented society. Simply grinding
through many complicated computations will not keep the students’ attention. The technology gives the students
something to be excited about and look forward to instead of the traditional lecture format. Therefore, we as
mathematics educators have a responsibility to do everything in our power to further the education of our students to
the best of our ability. Using technology in the mathematics classroom is not just an option anymore. It is a
necessity. The time has come that we treat it as such.
Further research is necessary to determine the overall implications of introducing technological resources to
pre-service teachers early in their programs. However, if the early introduction helps even a few pre-service teachers
be better equipped during internships and field experiences, then the early introduction may be worth the effort.
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Abstract: This paper examines the preparation of early childhood teachers to be able to locate, evaluate, and
implement virtual manipulatives. In recent years, a number of websites have been developed that contain "virtual"
versions of many of the popular real-world manipulatives. Virtual manipulatives are interactive, web-based, objects
that enable children to explore mathematical concepts through exploration of computer-generated objects. Some
popular virtual manipulatives for early childhood settings include attribute and pattern blocks, Unifix cubes, color
patterns, tangrams, geoboards, and base ten blocks.
Introduction
Many early childhood teachers use manipulatives to guide children’s mathematical learning. Manipulatives
such as pattern blocks, base blocks, geoboards, Cuisenaire rods, coins, and clocks are commonly used by many PK3 teachers around the country and the world. They provide concrete, hands-on exploration and representation of
mathematical concepts. In the past few years, online resources for “virtual” versions of these common manipulatives
have become available. In this paper we will define virtual manipulatives and provide an example of how teacher
educators prepare teachers to integrate virtual manipulatives into their current, developmentally appropriate teaching
practice.
What are virtual manipulatives?
Virtual manipulatives are interactive, web-based, computer-generated objects that can be manipulated by
children. Similar to the way children can slide, flip, rotate and turn concrete manipulatives by hand, they can use a
computer mouse to slide, flip, rotate, and turn a dynamic visual representation as if it were a three-dimensional
object. Through the use of virtual maniuplatives children can learn to apply mathematical concepts (Wright 1994,
Clements & Samara 2003a) and explore processes for representing mathematical concepts. There are many websites
that offer virtual manipulatives; one of the most popular is Utah State University National Library of Virtual
Manipulatives (http://nlvm.usu.edu/en/nav/vlibrary.html) which offers virtual manipulatives in five areas (number
and operations, algebra, geometry, measurement, and data analysis and probability) for grades Pre-K through twelfth
grade in both English and Spanish.
Why is it important to prepare early childhood educators to use virtual
manipulatives?
Although only a limited number of teachers are taking advantage of this emerging technology, virtual
manipulatives offer students and teachers new ways to meet the changing needs of the young children they teach
Moyer-Packenham, 2005). Children love using manipulatives, both concrete and virtual, because they are game-like
and engage their senses. Virtual manipulatives are available free on the Internet and according to recent statistics
accessible by a majority number of schools in the United States. In 2004, virtually all public schools in the U.S. had
Internet access (up from 35% in 1994) with 67% of preschool students, 80% of kindergarten students and 91% of
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first through third grade students using computers in school (as recorded in 2003 and reported in 2005 by the
National Center for Education Statistics).
NCTM’s 2003 Position Statement on The Use of Technology in the Learning and Teaching of Mathematics
states that technology increases the scope of the mathematical content and the range of problem situations that are
within the students’ reach. NCTM suggests that students can learn “more mathematics more deeply” with the
appropriate use of technology. The National Educational Technology Standards for Students (NETS-S, PreK-2)
provides guidelines for the use of technology in early childhood settings. Studies show that a combination of
physical and onscreen virtual manipulatives are more effective than either alone (Clements & Samara, 1998;
Clements & Samara, 2003b).
Young children need a wide variety of methods to convey representations and build new understandings of
mathematical ideas such as building from fingers to tallies, offering timelines, graphs, pictures, and symbols
(Murphy, DePasuale, &McNamara, 2003).
Teachers who make appropriate and ongoing use of virtual manipulatives amplify the range of
mathematical representations available to their students further, supporting the development of mathematical
concepts and processes in their young learners. Furthermore, virtual manipulatives can emphasize mathematical
communication by encouraging students to verbalize and write about mathematical relationships and can encourage
students to test their own rules during independent investigation (Clements & Samara 1998; Moyer-Packenham
2005). Virtual manipulatives can play an important complementary role to the quality mathematics education
provided to young students.
Conclusion
This session will present research on and practices for preparing early childhood teachers to locate, evaluate and
implement virtual manipulatives. Survey data from preservice teachers and teacher educators will be shared.
Implications for teacher education programs will be considered.
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Abstract

In this paper, the grieving responses and coping styles of the bereaved college
students who lost a loved one were described. Participants were forty-four bereaved
students of different majors enrolled in mental health and self growth course at a
private university in central Taiwan. Participants were invited to fill out open-ended
questionnaires in relation to their most impressive loss experiences. Responses
included grief reactions resulting from the loss and strategies employed to cope with it.
Qualitative analyses were used to understand participants’ subjective experiences.
The subjective experiences of those bereaved were divided into the following
four dimensions: (a) somatic reactions such as lack of energy/fatigue, insomnia,
changes in appetite, shortness of breath; (b) emotional reactions such as sadness, grief,
sorrow, depression, helplessness, loneliness, meaninglessness, hopelessness, and
anxiety; (b) cognitive reactions such as disbelief/denial, acceptance, negative thinking,
missing the deceased, self blame, confusion; and (d) social behaviors such as crying,
forgetfulness/poor concentration, screaming, being preoccupied with job duties,
searching for the deceased.
The bereaved students had employed a variety of strategies to cope with their
loss. Six categories of the strategies emerged from the research findings included
categories I confrontation-oriented (such as doing something for the deceased,
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maintaining the continuing bond with the deceased); categories II avoidance-oriented
(such as denial of death); categories III cognition-focused (such as reconstructing the
meaning of loss, holding positive worldview of life and death, empowering oneself;
categories IV emotion-focused (such as seeking social support from families, friends,
or religious belief); categories V personality traits (such as psychological hardiness
and optimism); and categories VI healing over time.
Finally, this study found that it is helpful for these bereaved students to recover
from grieving when they could reinterpret the meaning of the loss. Following are
some excerpts from participants: “the loss ended suffering and brought peace to the
loved one,” “death is another beginning of life,” “the dead is in a better place,” and “I
gain personal growth from this loss experience.” Implications for the practice of
mental health and death education as well as suggestions for future researches in
relation to mental health at the university are outlined.
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Abstract
Contemporary grief theories emphasize the importance of meaning reconstruction in
psychological adaptation process to loss. Participants were 44 college students who had lost
a family member ranging from less than six months to more than two years. They were
encouraged to write down their interpretations of loss “at this point” as well as “at the
moment” of loss. Qualitative analyses of descriptions of meaning making processes were
examined in this study.
Research findings included 12 core beliefs at the moment of facing family member’s
death and 14 themes of new meaning structures at this point after their loss. Themes
emerged from 44 participants’ personal statements are summarized in Table 1 and 2.
Comparing table 1 to table 2, it was found that most participants can make meaning
over time. Some of them reconstructed the meaning of loss (e.g., to end suffering of the
deceased, to bring the deceased to a better place, to maintain a continuing bond with the
deceased, to be looked after by the deceased, to reunite with the deceased in the afterlife)
while others found benefits as gaining positive growth (e.g., to hold a more constructive
and active attitude, to appreciate life and focus on the present, to become closer to friends
and families, to be less afraid of death).
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Table 1: Meaning structures (at the moment of loss)
Themes
%
_________________________________________________________________________
1. Death is like natural cycles, cycles of seasonal changes

27.3

(Life is ephemeral/Everybody eventually dies/Everyone will experience loss sometime)

2. Negative Affect

22.7

(Anger/Grief/Helplessness/Scared/Unacceptability/Regret/Loneliness)

3. Denying
4. Retribution-As you sow, so shall you reap.
5. Lack of “yuan” (fate)
6. End of suffering
7. Questioning

6.8
6.8
4.5
4.5
4.5

(How could it be? Why me?)

8. Acceptance
9. Spirituality

4.5
4.5

(God is a liar/God is unfair)

10. Concept of Karma
11. A peaceful look of the deceased at the death moment
12. No meaning

4.5
4.5
9.1

Note: 1. time since death: within 6 months (21.5%), 6 months to one year (15.9%), one to
two years (21.5%), and over two years (43.1%)
2. N=44. Percentages do not add to 100 because participants gave more than one
response.
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Table 2: New meaning structures (at this point/post-loss)
_________________________________________________________________________
Themes
%
_________________________________________________________________________
1. Death is like natural cycles, cycles of seasonal changes

54.5

(Life is ephemeral/Everybody eventually dies/Everyone will experience loss sometime)

2. Acceptance
3. Valuing what one has now

15.9
13.5

(Life/ Relationships/ Family)

4. Memories
5. Spirituality

9.1
9.1

(They are watching over me/They are in a better place now/
We will reconnect in the afterlife/Their souls are around)

6. Personal growth
7. End of suffering
8. Lack of “yuan” (fate)
9. Concept of Karma
10. Preparation for death/loss
11. Identity as bereaved person
12. Retribution-As you sow, so shall you reap.
13. Letting go of grief so that the dead could have a peaceful mind
14. No meaning

6.8
4.5
4.5
2.3
2.3
2.3
1.2
1.2
9.1

Note: 1. time since death: within 6 months (21.5%), 6 months to one year (15.9%), one to
two years (21.5%), and over two years (43.1%)
2. N=44. Percentages do not add to 100 because participants gave more than one
response.

The findings are consistent with Davis’s (2001) research results that there were two
construals of meaning-making processes: “meaning as finding benefits and meaning as
making sense of the loss” (p. 144). In addition, this current study also found some unique
responses originated from Chinese cultural values which echo Yang’s (1993) descriptions
about the psychology of Chinese. For example, “retribution-as you sow, so shall you reap,”
“concept of Karma,” “letting go of grief so that the dead could have a peaceful mind and
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leave without worries,” and “lacking of yuan (fate) so the bereaved has to lose his/her
family member.”
Gillbert (1997) claimed that “attributing meaning to loss is essential to grief
resolution” (p.103). Therefore, mental health counselors should assist the client in a search
for meaning in the loss.
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Abstract
Loss of a romantic relationship often causes a major life change. The majority of
college students go through a relationship breakup either prior to entering college or
during their college years. The purpose of this present study was to explore university
students’ experiences of romantic loss. A total of 33 undergraduates drawn from
private university in central Taiwan were invited to write about their personal
reactions and coping strategies in relation to their romantic loss. Content analysis was
used to capture participants’ subjective experiences.
Among 53 self-reported responses, research findings indicated that experienced
affective reactions noted by university students were sadness, feeling of loss,
helplessness, hopelessness, and loss of interest. Most experienced physical complaints
among 33 self-reported responses included no or poor appetite, somatic discomforts,
sleep disturbance, and fatigue or lack of vigor. Cognitive reactions included searching
for attribution and explanation, holding negative thinking, failing to concentrate, and
avoiding thinking about or denying the breakup. Behavioral changes noted were
crying, being passive and nonparticipatory, using substances including alcohol and
tobacco, withdrawing from social activities, and behaving improperly out of 25
responses.
With respect to coping styles, data were analyzed following the conceptual
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matrix of behavioral and cognitive coping strategies. However, participating students
were inclined to exercise behavioral coping strategies rather than cognitive ones to
reduce the emotional and physiological impacts of their romantic breakup. Among 53
self-reported responses, most adopted behavioral strategies were seeking social
support from friends or families, gaining support from religious beliefs, changing
circumstances or avoiding the problematic situation. Cognitive coping strategies
included distracting oneself from the thinking about the breakup incident such as
reading and exercising, and reinterpreting the breakup incident. However, taking no
actions constituted 15.1% of total responses.
Findings of this current study provided a better understanding of young adults’
personal experiences following a relationship breakup. Recommendations for further
research and counseling concerning counselor education and mental health at the
university are outlined.
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Abstract
This study explores how university students reconstruct the meaning of their
romantic relationship loss. Participants were 33 undergraduates enrolled in a Mental
Health and Self Growth course at a private university in central Taiwan. To
conceptualize the meaning-making process, participants were encouraged to write
about their previous and current interpretations as well as impacts resulting from a
relationship breakup.
Content analyses of students’ accounts, four key themes revealed from their
previous interpretation were (1) searching for attribution and explanation of the
breakup, (2) experiencing negative affect, (3) being avoidant (e.g., in denial,
behavioral disengagement) and (4) feeling overwhelmed and tortured by the loss. Five
key themes emerged from participants’ current interpretation were (1) reappraising
and reinterpreting the loss, (2) gaining personal strength and growth, (3) moving from
being aware of the loss to accepting the loss, (4) acknowledging the fact that every
one will experience a relationship loss eventually and (5) searching for attribution and
explanation of the breakup.
Critical analyses of a myriad of issues concerning impacts on participants, five
themes were emerged from the research data. Five themes included (1) personal
growth (e.g., more experienced and mature) following a romantic loss, (2) positive
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reframing and reinterpreting their romantic loss, (3) changes of belief in romantic
relationship, (4) reorienting oneself and preparing for the next relationship, and (5)
appreciation for what one has at the present moment.
This paper presentation will cite several examples of students’ accounts of their
relationship breakup to demonstrate the meaning-making processes. Furthermore, this
study hopes to contribute to a broader discussion on the meaning of romantic loss in
the field of counselor education. The needs for further research as well as implications
for counseling are delineated.
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Now computational estimation teaching has been put on priority by many advanced
countries, its importance was stressed. Taiwan mathematics curriculum has included
computational estimation, but student computational estimation capability and attitude to
computational estimation worth further study. Main purpose of this study is to get to know
computational estimation capability and attitude performance of elementary school fifth graders;
firstly, based on literatures, research tool “Children’s computational Estimation Aptitude Test”
and “Computational Estimation Attitude Scale” were designed. After preparing initial scale, 126
Grade-5 students from one elementary school in Taipei City were chosen, pre-test of
Computational Estimation Aptitude Test and Computational Estimation Attitude Scale were
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done, and ambiguous or improperly expressed questions were revised according to above pre-test
result. As to formal research, Grade-5 children from 4 elementary schools in Taipei City were
selected for “Computational Estimation Aptitude Test” and “Computational Estimation Attitude
Scale” tests, elementary school fifth graders’ computational estimation capability and attitude
performance were analyzed.
Result of children’s computational estimation capability performance
Among all 28 questions in the test, average number of questions correctly answered by
children is 16.37, correct rate is 58.48%, overall performance is moderate. If dividing all
questions into integer, fraction, and decimal according to number type, and compare against
correct rate of whole test, 58.48%: children’s performance in “integer” questions is good, correct
rate goes to 63.44%; in “decimal” part, correct rate is 54.30%, performance is slightly worse; and
“fraction” question have worse performance, correct rate is 46.63%.
In summary, elementary school fifth graders’ performance in computational estimation test
is moderate, precedence as per test categorization is “integer”, “decimal”, “fraction”. In fact, in
Taiwan curriculum plan today, computational estimation questions are primarily of integer type,
as a result what children are most familiar with is integer part, hence performance will be better;
but children are unfamiliar with fraction computational estimation questions, touch fraction
arithmetic not long, hence they will be influenced by manual computation, and have to use
arithmetic rule to obtain answer, difficult in numeric expression transformation, as a result, they
cannot think flexibly, and fail to make rough operation in heart.
Children’s attitude to computational estimation
Based on 35 questions of the Computational Estimation Attitude Scale, the mean of
children’s computational estimation attitude scale is 119.72, higher than average, indicating that
attitude of elementary school fifth graders today to computational estimation is generally
positive. As to subscales of elementary school fifth graders’ attitude to computational estimation,
“experience in computational estimation” component is near negative and passive, indicating that
children experience in using computational estimation is somewhat not enough; “error tolerance”
component is near positive, indicating that most children can tolerate error of computational
estimation according to answer rationality; “confidence of computational estimation” component
is near positive, indicating that children are confident of their own computational estimation
capability; “acceptability of computational estimation value” component is near positive,
indicating that children think computational estimation is valuable, and acknowledge
computational estimation importance; “fun of studying computational estimation” component is
near positive, indicating that children like to study computational estimation knowledge, and are
ready to try solving computational estimation problems.
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Is There a Difference in the Success of Beginning Alternatively Licensed Teachers
Prepared through either a Face-to-face or a Distance Education (Online)
Alternative Teacher Preparation Cohorts?
The demand for convenient, accessible teacher education programs has resulted in
many universities and colleges creating on-line courses and programs to prepare teachers.
While correspondence courses have been around for over 100 years, the convenience of
technology provides an expedient way for courses to be delivered. The need for on-line
coursework is prompted by the pressure to provide teachers accessible and convenient
ways to meet their licensure coursework requirements while continuing to teach
(Robinson & Latchem, 2003).
University alternative licensure programs are consistently trying to meet the needs
of alternatively licensure teachers. The demands on a new teacher make on-line
coursework very appealing and accessible, especially in rural areas. In the past three
years, one university has added an on-line alternative licensure program as an alternative
to its face-to-face alternative licensure program. Thirty candidates that were enrolled
during the first two semesters have been followed for three years to determine if they
have a similar success and retention rate as compared to 30 candidates who completed a
similar face-to-face version of the same program during the same time period.
The findings of a case study where preparation methods of two 30 member
alternative licensure cohorts were compared. Thirty face-to-face alternatively licensed
beginning teachers prepared through a face-to-face cohort were compared to 30
alternatively-licensed beginning teachers who were prepared through a distance
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education (completely on-line) program at the same university. Factors that were
compared included national (Praxis II) test scores, licensure completion, cumulative
principal evaluation scores and retention and rehiring rates of the teachers. Findings of
the study were varied depending on the factor studied.
Retention between the two groups had comparable results but rehiring rates varied
depending on the cohort. Principal evaluations between the two groups differentiated
depending on variables such as the teacher’s age and subject matter. There was no
significant difference in Praxis II scores and licensure completion. Retention was slightly
higher in the face-to-face group, possibly due to geographical locations of the face-toface cohorts. A higher percentage of face-to-face cohort members were hired by school
districts than those who entered through without a job in the online program. In the end,
both programs met the needs of hired teachers. There was no significant differences
between the candidates’ performances between the two cohorts.
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Introduction
In the next decade, the United States will need over 2.2 million new public
schools teachers due to increased retirements of current teachers, student enrollment
increases, general attrition of teachers and efforts to reduce class size (National Center for
Education, 2008). The need for this large amount of teachers requires the preparation and
hiring of teachers through various alternative routes. One option that has become popular
is the fast-track Master of Arts in Teaching (MAT) program. While MAT programs have
been in existence since the 1930s and were available in many universities throughout the
1960s and 1970s, the popularity of these programs has increased in the last decade to
provide another route toward licensure. It has been stated that alternative routes for
teachers entering the classroom have “failed to prepare individuals to succeed or to stay,
thus adding to the revolving door of ill-prepared individuals who cycle through the
classrooms” (Darling-Hammond & Sykes, 2003). In the Massachusetts MINT program,
one alternative route program, approximately fifty percent of its teachers have left the
teaching profession within three years (Fowler, 2003). Also, in the Teach for America
alternative entry program, approximately eighty percent leave the profession after two
years (Raymond, Fletcher, & Luque, 2001). There were no studies found to determine if
MAT candidates were being success and retained in the classroom in the last decade.
Research Methodology
In this case study, 267 MAT candidates graduating over a six-year span from one
university were analyzed to determine if the candidates were retained as teachers and
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successful in rural, suburban or urban areas. Data was collected from licensure databases
to determine if candidates were still being retained in North Carolina schools as educators
Findings
.

Results found that MAT candidates were being retained in the classroom

at the same or better rate of teachers trained through other routes. Nationally, over 50%
of new teachers leave by the third year of teaching. In this university, from fall 2002 to
spring 2008 267 candidates graduated and were licensed through the MAT program in
nine program areas. Out of the 267 candidates, 193 (73%) of them are still teaching or
working in the public schools of North Carolina in some capacity. While some of them
have become counselors or principals, they have been retained as a higher level in the
education field than other routes. Reviewing the data for the first three years, 83% were
retained for the third year, 84% for the second and 100% after the first year of program
completion.
Data showed that elementary teachers were retained at a lower rate than teachers
in other areas. After one year, 75% of elementary candidates were retained. Seventy-eight
percent were retained after two years and sixty-four percent after the third year. This is
surprising to the researcher because this is the most popular program as evidenced by
enrollment numbers.
Conclusion
Candidates in this MAT program were retained at a higher level than the national
level. Over the six year period, over 73% of candidates remain in the classroom. These
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MAT RETENTION
results confirm that the MAT program is a viable option to supply one state’s teacher
shortage program.

4
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Abstract:
It is important to determine students’ learning preferences in order to engage them better in the
processes of understanding and doing mathematics. Responses collected from high school
students enrolled in web enhanced, college algebra courses from Fall 2004 through Spring 2008
will be discussed. Feedback from students responding to survey questions and end-of-course
evaluations shows that homework from the book, computer laboratories, and online quizzes are
chosen most often as helpful components in assisting with the understanding of mathematics. In
addition to the analysis of student feedback, course data such as pre- to post test results and next
course success rates will be discussed. In particular, survey results from the Spring 2008
semester will be highlighted.
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Abstract:

Inclusion of the arts in core academic areas increases motivation and retention in

students of all ages and abilities, and the implementation of arts-based strategies across the
curriculum fosters the creativity and innovative thinking demanded of the 21st century
workforce. A recent, intensive study completed by The Dana Consortium provides quantitative
data to support the cognative benefits of arts education. Through models for interdisiplinary arts
inclusion provided by The Natinal Arts Education Association I will demonstrate how the arts
can be integrated into any classroom. Additionally, I will illustrate methods employed by
schools and districts to successfully include the arts throughout the curriculum.
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Why Arts?

The arts enhance and improve student motivation and retention. In the March 12, 2008
Education Week, Debra Viadero summarizes an extensive, multi-university study hosted by the
Dana Foundation of New York detailing how the arts support the neurological development of
both child and adult learners. The study quantitatively demonstrates that students who receive
music instruction also exhibit significantly higher reading fluency skills while students receiving
instruction in the visual arts show improvements in arithmetic (2008, p. 10). Likewise, students
taking dance improve observational skills while those in acting increase memory.

Data Driven Results

The Dana Consortium Report on Arts and Cognition consists of a three year, sevenuniversity study examining, “why arts training has been associated with high academic
performance (2008, p. v).” The Dana Foundation employed cognitive neuroscientists using
advanced magnetic resonance imaging (fMRI) to monitor subjects’ brain activity by observing
oxygen levels in specific brain regions (2008, p. 81). After three years of intensive study in
performing and visual arts cognition, Michael S. Gazzangia, Ph.D. of the University of
California at Santa Barbara summarizes the consortium’s findings:

1.

An interest in performing arts leads to a high state of motivation that produces the
sustained attention necessary to improve performance and the training of
attention that leads to improvement in other domains of cognition.

2.

Genetic studies have begun to yield candidate genes that may help explain
individual differences in interest in the arts.
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3.

Specific links exist between high levels of music training and the ability to
manipulate information in both working and long-term memory; these links
extend beyond the domain of music training.

4.

In children, there appear to be specific links between the practice of music and
skills in geometrical representation, though not in other forms of numerical
representation.

5.

Correlations exist between music training and both reading acquisition and
sequence learning. One of the central predictors of early literacy; phonological
awareness, is correlated with both music training and the development of a
specific brain pathway.

6.

Training in acting appears to lead to memory improvement through the learning
of general skills for manipulating semantic information.

7.

Adult self-reported interest in aesthetics is related to the temperamental factor of
openness, which in turn is influence by dopamine-related genes.

8.

Learning to dance by effective observation is closely related to learning by
physical practice, both in the level of achievement and also the neural substrates
that support the organization of complex actions. Effective observation learning
may transfer to other cognitive skills (2008, pp. v-vi).

In Learning Essentials, Kathleen Kennedy Manzo discusses E.D. Hirsch Jr.’s much
touted Core Knowledge approach to curriculum and argues that the principle of a core body of
knowledge for all learners does not require rote memorization or the absence of the arts (2008).
In fact, Manzo quotes Hirsch as stating that significant learning is “an organic and cumulative
process – that’s why you need an organic and cumulative curriculum.” Manzo suggests that this
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curriculum must be rich in the arts and authentic hands-on learning opportunities. In Learning
Essentials, literacy coach Beverly Robison states that this scaffolding, “makes learning more
interesting when you connect the content across subjects and build on their (student) knowledge
(Manzo, 2008).”

Additionally, Steven T. Webb suggests that the arts support Jean Piaget’s theory of
learning because the arts allow the learner to become engaged with the material and create
“mental maps or schemes for understanding and responding to physical experiences (2007).”
Webb also proposes that arts promote constructivist leaning by forcing adaptation while allowing
for “an element of play” that permits more fearless engagement. Webb states that this element of
play is in fact what cultivates creativity and innovation in students and adults, skills necessary for
economic longevity in a global society.

Parents, business leaders, and world leaders acknowledge the arts’ importance to the core
curriculum and to the success of the American student. These same individuals recently voiced
their concern regarding the diminished role of the arts’ in the high-stakes testing schools of the
No Child Left Behind era (Trotter, 2008). In a poll conducted by the Arts Education Partnership
of Washington D.C. an overwhelming majority of participants stated that the arts in everyday
education are an essential component of a profitable society. Regrettably, less than half of those
who voted felt that American schools emphasized “imagination and creative skills well” and
feared that students lacking in these skills will be ill-equipped to participate globally. The
conclusion, both the fine arts programs and core content areas will benefit if the core content is
explicitly supported by arts inclusive instruction.

Starting Small: Curricular Changes One Class At A Time
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The first steps in an interdisciplinary arts inclusive education start at the single school
level and at as unpretentious a concentration as cooperation between two motivated teachers. As
teachers and students become inspired by the enthusiasm inherent in an interdisciplinary arts
inclusive classroom the energy can escalate into school-wide efforts. A few teachers working
together to motivate a class of students can document results and present this data to begin a
major curricular change.

In Authentic Connections: Interdisciplinary Work in the Arts, The Consortium of
National Arts Education Associates (NAEA) defines interdisciplinary arts education as education
that “enables students to identify and apply authentic connections between two or more
disciplines and/or to understand essential concepts that transcend individual disciplines (2002).”
In the report the NAEA succinctly details three fluid models for interdisciplinary curriculum,
provides real, working examples of each of the interdisciplinary models, and details the
necessary components of a successful interdisciplinary program.

The NAEA models for interdisciplinary arts instruction are: Parallel Instruction,
Crossdisciplinary Instruction, and Infusion; the models were chosen because they do not
require instructors or students with specialized training and are workable in most classroom
settings. Parallel Instruction is the least intensive of the models and requires two teachers to
maintain a concentration on a shared “topic or concept” within their content areas (2002, p. 7).
The teachers agree on assessment that will test connections and at some point in the instruction
meet as a group to facilitate these associations. In Crossdisciplinary Instruction “two or more
subject areas address a common theme, concept or problem (2002, p. 8)” and explicitly work
together to facilitate student understanding of this theme. Finally, Infusion is a sophisticated and
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well planned collaboration across disciplines that often involves the completion of a single,
unified project (2002, p. 9).

The NAEA report provides succinct but robust examples of each interdisciplinary model.
In the Parallel Instruction example a middle school dance teacher and science teacher chose to
Parallel Instruct the concept of motion and mechanical energy (2002, p. 7). The science teacher
led the students in the construction of basic Rube Goldberg devices while studying the laws of
motion and energy. At the same time, the dance teacher instructed the students in specific
movement types; “turns, jumps, falls, gestures (2002, p. 7)” and then had student groups put the
specific movements together around a theme. At the conclusion of the unit, the science and
dance classes met to present and discuss their works.

Parallel Instruction requires minimal joint planning and few full class cooperative
meetings, but it is important to communicate and facilitate some understanding of the shared
components. Parallel Instruction can also be facilitated by combining literature units on
Shakespeare with Shakespearean Monologues in drama classes. The drama students can perform
their memorized monologues for the literature classes and then participate in a discussion of the
current literature text.

In Crossdisciplinary Instruction the NAEA again cited a middle school whose visual arts
and language arts teachers focused on the theme of conflict within their disciplines (2002, p. 8).
The visual arts teacher examined Picasso’s Guernica and discussed symbolism while modeling
and facilitating critique and interpretation. The literature teacher focused on Paul Gallico’s The
Snow Goose and facilitated discussions of symbolic language while critiquing and analyzing the
work. At several points during the study both teachers and classes “met together to relate how
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texts and images can serve as powerful symbols of conflict in art works and the societal contexts
in which they are created. Processes and strategies for critique across disciplines were examined,
compared, and related in these thought-provoking discussions (2002, p. 8).”

Time for cooperative reflection and discussion is important for Crossdisciplinary
Instruction to have a pronounced impact. Focusing on the theme of independence history,
language arts, and drama classes can combine efforts. In history students will learn about the
American fight for independence while language arts classes will read and analyze the
Declaration of Independence and compose personal Declarations of Independence. At the same
time, drama classes will learn about dramaturgy, play composition, and characterization as the
students study, write, and perform a short play focusing on the planning and execution of the
Boston Tea Party. The groups need to meet at several periods during the unit to check facts and
chart progress. The classes should then meet for a final, cumulative presentation at the unit’s
conclusion.

For the model of Infusion, the NAEA report provided several examples of instruction
including a sixth grade class utilizing theatre and science to teach land transformation, natural
forces, and characterization. This focused unit was taught exclusively in the school’s drama
course and facilitated by the theatre director to complement a current science unit. The students
were introduced to landform transformation as a protagonist and natural forces as an antagonist.
Student groups wrote and performed scenes employing accurate scientific information to
illustrate dramatic conflict and transformation by characterizing these scientific concepts.

While Infusion projects require considerably more common planning and explicitly joint
instruction, the model’s outcome can also prove the most rewarding. The students at Eual J.
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Landry Middle School, in Hahnville, Louisiana, combine efforts to produce Circus of the Kids
over a three week period each year (Ball, 2004). Every class works in concert to learn the
physics of circus performance, the projection and presence necessary to perform, the technology
needed to stage a major production, the speeches and vocabulary needed to communicate ideas
to an audience, and the trust and work ethic necessary to stage such an ambitious effort. All
students participate - from ticket takers to fire eaters – discussing and critiquing lessons along the
road to the final, staged performance.

By working in concert with other educators any teacher can facilitate interdisciplinary
arts inclusive classrooms. The basic models described in the NAEA report as well as most
described above do not require arts training nor do they require specialized equipment; the
models do demand energy, creativity, and perseverance and will inspire these attributes in
involved students and teachers. The next step is working towards interdisciplinary arts inclusion
at the whole-school, district, state, and national levels.

Aiming High: Changing Curriculum Culture

Marcia Daft is an education consultant whose work takes her to schools across the United
States to lead professional development workshops showing classroom teachers how to
authentically bring the arts into core content areas. Daft says her initial workshops were selfenlightening in that she found few teachers actually understood the practical application of basic
educational theories (2008). The teachers were aware of Howard Gardner’s multiple
intelligences theory and of the concept of social constructivism but lacked the ability to apply
these validly. Daft’s workshops teach more than stretching for the kinesthetic learner or
recitation of poetry for the auditory, but instead teach methods only trained artists may first
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conceive. Daft teaches teachers to dance through the water cycle, use drums to discuss syllables
and phrasing in literature, and employ directing to foster cooperation while analyzing scripts and
character.

Likewise, Lou Karas, the Executive Director of the Appalachian Education Initiative
worked closely with Pennsylvania’s primary schools in establishing cooperative curriculum
programs including many artist residencies in the core classrooms (2008). Karas stresses, like
Daft, that school-wide changes cannot be made with one or two day workshops but involve year
and multi-year projects requiring enormous administrative support, staff acceptance,
accountability and follow-up. While both curriculum developers attest facing fear, hesitation and
outright refusal at the first mention of the arts in a core area both also witnessed many “I can’t do
this” attitudes in both teachers and students morph into excitement and motivation.

Karas says that students involved in the arts inclusive core classrooms showed
significantly improved test scores, behavior, and attendance and adds that the involved teachers
also demonstrated increased attendance and enjoyment of their vocation. Karas maintains that
the arts inclusive core classes, “leveled the playing field,” for students with special needs as
every student found an academic or artistic strength. Karas explains, “The creativity the students
developed (in arts inclusive core classes) is exactly what today’s business leaders want to see in
graduates.”

Keys To Success

One key to developing school and district wide programs, Karas states, is an in-house arts
specialist in addition to the regular arts staff, as well as a common planning time for each group
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of core teachers involved (2008). The arts specialist must be available to plan with and teamteach the inclusive classes. This arts specialist typically requires additional funding that can be
sought through grants and foundations, but funds need to be secured early and a local arts
specialist acquired either from within the school or approved from within the local art
community. In Districts and Partners Coordinate on Arts Education, Manzo writes that Los
Angeles County schools restored their arts programs and have hired arts coordinators by
forming, “a consortium of 100 organizations, foundations, businesses, and education agencines
(2008).” Manzon also states that David Roche, the arts education director of Chicago’s schools,
has a position funded by over twelve private foundations in addition to local businesses and the
school district.

Once a specialist is selected, the teachers and administration must be further introduced
to and sold on the concept of interdisciplinary arts inclusion through meaningful and well
planned professional development workshops. Subsequently, regular professional development
and training in more advanced methods of interdisciplinary arts inclusion as provided by Daft are
necessary components of large-scale success (Artists as Education Consultants, 2008). In A
Principal Reflects: A Successful Learning Community Inspires Students to Learn, Patricia
Bolanos, an Indianapolis principal, suggests that meaningful professional development includes,
“professional portfolios of their (teachers’) theme development (1999).” Bolanos also supports
plentiful group planning and time for reflection and discussion.

Karas was careful to state that school-wide interdisciplinary arts inclusion is an ongoing
process and not one that often shows quantitative benefits in a single school year (2008). She
says, “The first year the meetings were show-and-tell . . . but by the third they were real
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professional dialogue and development. When the money for the program and the art specialist
was gone, the teachers kept doing it on their own (2008).” The Connecticut Commission on the
Arts Higher Order Thinking (HOT) Schools Program and Artsgenesis Partnership advises, “…a
partnership must be allowed to develop over time with ample meeting and discussion (Art
Education Partnership National Forum, 2002)”. Likewise, in Revitalizing Arts Education
Through Community-Wide Coordination, the RAND Corporation reports that cooperative arts
environments, “required patience, persistence – and years to develop (The Wallace Foundation,
2008).”

The real make-or-break of this type of program is school leadership; a supportive,
pioneering principal is key. Karas explains, “The principal changed, and the program was over
(2008).” In Creating Quality Integrated and Interdisciplinary Arts Programs partners in
Chicago’s Clap, Sing and Read program state, “the most important component for success is the
commitment of the school principal (Art Education Partnership National Forum, 2002).” They
go on to note, “the commitment of each principal facilitates collaboration in funding, successful
planning and implementation, and cultivation of parent participation.” Bolanos says, “As
principal, my role is to articulate the discrepancy between the current reality of the school and
our shared vision of the future. The pull between the current reality and the shared vision
generates energy and motivation for continuous improvement (1999).”

Conclusion

With a supportive administration and motivated teachers any school can become a leader
in interdisciplinary arts inclusive curriculum. Additionally, if student progress, attendance, test
scores, and discipline referrals are tracked quantitatively while qualitative data is taken from the
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involved teachers and students the benefits of the program can be supported by figures, and help
initiate future programs, secure funding, and support positive results. This school, district, state,
and national curriculum change can begin at the level of a single class and initiate the gradual but
worthwhile process of change into a contemporary culture of innovation and creative thought.
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Abstract
Over the past two years, we conducted collaborative professional development
workshops to address particular needs of both the aspiring educational leaders and the
aspiring teachers. The pre-service teachers attended in order to learn about core
teaching behaviors and interact with the master teachers in a collegial environment. At
the same time, the educational administration students enhanced their professional
development presentation and group dynamic skills by developing and conducting
interactive workshop sessions for the pre-service teachers about effective classroom
management, instructional planning, and the adaptation of instruction for diverse
populations (Casey and Dunlap, 2007). To determine the effectiveness of the project, we
utilized a mixed method, online survey.
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Introduction
Over the past two years, we conducted collaborative professional development
workshops to address particular needs of both the aspiring educational leaders and the
aspiring teachers. The pre-service teachers attended in order to learn about core
teaching behaviors and interact with the master teachers in a collegial environment. At
the same time, the educational administration students enhanced their professional
development presentation skills by developing and conducting workshop sessions for the
pre-service teachers about effective classroom management, instructional planning,
assessment and the adaptation of instruction for diverse populations (Casey and Dunlap,
2007). To determine the effectiveness of the project, we utilized a mixed method, online
survey.
The literature suggests that effective leadership programs provide “experience in
authentic contexts” and “are structured to enable collaborative activity…” (Davis, DarlingHammond, LaPointe, & Meyerson, 2005. p.7). Moreover, adults learn, retain and apply
information in more meaningful ways when the information is coupled with authentic, reallife experiences. (Westwater & Wolfe, 2000 as cited in Abrego & Morgan, 2005).
This project engaged the aspiring administrators in meaningful activities associated
with skills for professional development as conceptualized in the Interstate School
Leaders Licensure Consortium (ISSLC) Standards. The Educational Leadership Policy
Standards: ISLLC 2008 (Council of Chief State School Officers, 2008) holds school
leaders responsible for professional development competencies. These standards
advocate “ongoing professional development throughout the career continuum… from
aspiring to retiring” (p.12).
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For example, Standard 2 states, “An education leader promotes the success of
every student by advocating, nurturing, and sustaining a school culture and instructional
program conducive to student learning and staff professional growth (p. 14). Standard 2
further explains that that school administrators must be committed to “develop the
instructional and leadership capacity of staff” (p.14).
According to the Texas Learner Centered Proficiencies (1997), for any educator to be
successful, there are certain pedagogical core concepts, ideas, values, and beliefs that
must be a part of their repertoire. As Stuart (2002) states, “Teachers and their principals
cannot be successful in isolation. In fact, isolation must be eradicated if the school
community is to enfold all teachers into a culture of learning” (p. 19).
An estimated 200,000 teachers (Zumwalt & Craig, 2005) enter the profession annually
and, typically, a teacher who has received a license to teach is considered to be ready for
practice (National Commission for Teaching and America’s Future, 1996). This traditional
“sink or swim” process of transitioning to the classroom adds to problems of new teacher
attrition and erects barriers to the effectiveness of the new teachers (National
Commission for Teaching and America’s Future, 1996, 40; Varah, Theune, & Parker,
1986). Accordingly, Frieberg (2002, pp. 56-57) argues, "Without high-quality preparation
to ready them for the challenges of the classroom, new teachers will either teach as they
have been taught, or, given current teacher attrition trends, they won't teach at all. He
adds, "…those newest to the profession must be given the support system of pedagogical
knowledge that they need to succeed in the classroom".
Furthermore, new teachers need collaboration and collegial interaction (Dollase, 1992;
Sergiovanni, 1991) and many teachers find that they need more support, encouragement
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and direction than they typically receive at the school (Johnson, Birkeland, Kardos,
Kauffman, Liu, & Peske, 2001). Collaborative interaction can be satisfying and rewarding,
“deepen learning” and provide “interpersonal support and synergy” (National Staff
Development Council, 2000, p.26). Thus, teacher preparation programs need to offer
professional development opportunities provided by experienced, practicing educators
that enable aspiring teachers to begin forming these much needed collegial relationships.
Beginning teachers are expected to apply general knowledge from preparation
programs to diverse school settings and diverse student populations. Therefore, the
professional development workshops focused on four standards of practice that are
known to be critical and challenging for novice educators: lesson planning, classroom
management, assessment, and adapting instruction for diverse learners (Pugach, 2006).
Effectiveness of professional development
To determine the effectiveness of the project, we utilized a mixed method, online
survey and participants’ reflective narratives. For the online survey, we used Likert type,
rating scale items coupled with open ended questions. Thus, we were able to obtain
descriptive statistics and cross check them with themes from open ended questions and
reflective narratives.
Our primary goal for this project was to improve participant’s professional practice
this authentic learning experience. However, improvement of practice was outside of the
scope of our evaluation because the evaluation was entirely self reported and reflective in
nature rather than looking at teacher behaviors or student performance. Interestingly,
what we originally thought of as characterizing effective professional development or
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criteria that could be used to determine the project's effectiveness (Guskey, 2003) did not
assess our original goals.
Nonetheless, this evaluation did address the second goal which was to incorporate
more practical, field-based learning experiences and enhance pre-service training for the
participants.

Aspiring administrators report that the practice in planning and presenting

the professional development experience contributed to their leadership skills. The
aspiring teachers said that the workshops not only provided an opportunity to interact
with master teachers but also contributed to their knowledge and understanding of
teaching practice. Both groups, the participants reported that the workshop experience
built confidence, in addition to enhancing their technical skills.
Because we wanted to use the project evaluation to improve the project’s general
effectiveness, the participants’ overwhelmingly positive reactions to their experiences
were problematic for us. As Guskey (2002) reminds us. “Traditionally, educators haven’t
paid much attention to evaluating their professional development efforts (p. 45).” He
argues that measuring participants’ reactions as “happiness quotients” reveals only
“entertainment value of an activity, not its quality or worth (p.46).”
Still, each time the workshops occurred, participants reported some areas for
improvement. For example, time is consistently an issue. Both the presenters and the
attendees were satisfied with the presentations but some felt rushed or wanted more time
to explore the subject matter. Some of the presenters realized they had tried to do too
much in the time allocated, that they had used too much jargon or presented concepts
that required further explanation.
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Overall, participants overwhelmingly perceived and reported that they had learned
valuable new information and, more importantly, they believed they would use this
information. Thus, a collaborative professional development model such as this can be
beneficial for both preservice teachers and aspiring administrators.
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Principal Support for Elementary Science
The Present Study
The purpose of this pilot study was to explore the role elementary principals play
in science education. The research questions focused on factors principals view as
important in science education and how they impact science education on their
campuses. In order to understand principals’ perspectives on science curriculum and
instruction, this study used a mixed methods on-line survey to explore the perceptions
of seven elementary school principals at high performing campuses in North Texas.
The participants in the study were all principals at recognized or exemplary
campuses during the 2007 – 2008 school year. For purposes of school accountability
ratings in Texas, science is first tested in the fifth grade using the Texas Assessment of
Knowledge and Skills (TAKS). Overall, for the campuses of the principals who
participated in this pilot study, science scores for the 2007 – 2008 school year indicated
that 96% of 5th graders passed the 5th grade science exam and 67% of the students
were commended on the 5th grade science exam.
Findings and Discussion
A review of the literature about elementary science education and elementary
principals’ responsibilities revealed that principals need to be strong instructional
leaders who a) support and collaborate with teachers in science content and instruction
and b)provide relevant professional development opportunities in science education
(Griffith, 1999). Responses from elementary principals revealed a similar focus on
instructional leadership and science curriculum, but professional development was
perceived as less important in principal comments. This study suggests that the
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important components of instructional leadership for science include a) collaboration
with teachers, b) changing teaching assignments, and c) teacher motivation.
Instructional Leaders
Elementary principals in this study did appear to value their role as instruction
leaders. While the principals in the study all believed that teachers were doing a “good”
or “excellent” job of science instruction on their campuses, all of the participants
described spending time working with teachers on science instruction, rather than
focusing on other management duties in the building as suggested by /consistent with
the literature(McGhee & Lew, 2007). Marks and Nance (2007) describe the new
pressures placed on principals as a result of stricter accountability standards relating to
curriculum, instruction, and ultimately student achievement. For example, Wood,
Lawrenz, Huffman, and Schultz (2006) and Marks and Nance (2007) both suggested
that a need for more research into elementary science practices was created by the No
Child Left Behind Act (NCLB) because, with NCLB, science achievement scores
became part of state and federal accountability standards.
When principals described factors influencing science on their campus, four
principals mentioned working alongside teachers when making decisions about science
instruction. Gordon (2004) recognizes the value of seeking teacher input for
instructional decisions because it gives teachers a sense of “empowerment” (p. 14) in
the school community. Blase and Blase (1999) also stress the importance of
communicating with teachers about instructional strategies and encouraging teachers to
reflect on their work in classrooms.
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Six of the principals also indicated their decisions about teaching assignments
take teacher strengths and relationships with students in consideration when making
instructional decisions for the campus. When teachers are able to teach in their area of
strength, they feel more confident about their teaching methods and are likely to have a
positive impact on student achievement.
Principals suggested the need to be in classrooms making observations in order
to assess teacher strengths and weaknesses. Once these areas have been identified,
principals can target professional development, peer coaching, or other support for
teachers to improve instruction. Heck (2007) recognizes the importance of measuring
teacher improvement by increased student achievement. If teachers improve their
science teaching methods, then student achievement in science should also improve.
Principals in this district worked collaboratively with teachers to ameliorate
weaknesses in science instruction (Griffith, 1999). According to Bakkenes, de
Brabander, and Imants (1999), “the principal is considered to be an important factor in
the establishment of collegial relationships and school improvement” (p. 175). One
principal described giving every teacher in the building a science exam that was
equivalent to the exams their students are required to take. The teachers struggled so
much with the exam that they had to complete it in groups because the process took
much longer than expected. As a result, teachers realized how difficult the exam must
be for 5th grade students and for 5th grade teachers. The teachers were motivated to
look at the science objectives for each grade level and align their curricula.
The literature suggests that teachers are motivated when they are involved in
decision-making and discussions about school improvement (Bakkenes, de Brabander,
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& Imants; Marks & Printy, 2003). Accordingly, the principal made a teachable moment
from the frustration with the science exam and turned it into motivation to improve
instruction. Instructional leaders are able to encourage staff and provide them with the
tools and resources to improve curriculum and instruction.
Science Curriculum and Instruction
All of the principals ranked scholarly research and best practices in science
education as one of the top three factors affecting science education on the campus.
However, responses about science education did not refer to research-based decisions.
Rather, decisions about science instruction on their campus appear to have been made
in response to student, teacher, or testing feedback. Although these data are useful and
may provide a motivation for changing instructional programs, the programs and
methods themselves should be researched for effectiveness as well. Furthermore,
Seifert and Vornberg (2002) contend that the principal is responsible for researching
instructional programs and providing teachers with information about their instructional
options. Moreover, other research indicates that effective instructional leaders use data
to make their decisions and are willing to change programs if there is evidence to show
the program is ineffective (Blase & Blase, 1999).
According to Blase and Blase (1999), teachers value time given for collaboration
and team planning time. The principals in this study similarly reported giving teachers
time to write curriculum for science to improve the quality of instruction. Additionally, the
principals reported that a district science coordinator spent many hours of her time
collaborating with and assisting teachers with science ideas for all ages of elementary
students to enhance instruction.
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In addition to creating quality lessons, principals referred to the importance of
dedicated space and materials for science instruction such as science labs on campus.
This is consistent with the findings of Blase and Blase (1999) that effective instructional
leaders were able to provide the materials needed for quality classroom instruction.
Without open and honest conversations about science curriculum, teachers at lower
grade levels might continue to focus their time and energy on other subjects that are
routinely tested in state exams like reading and mathematics. Therefore, the principals
in this study suggested that principals should have regular contact with all teachers and
communicate with them about instruction as other research suggests (Blase & Blase,
1999; Bakkenes, de Brabander, & Imants, 1999). Taking time to have conversations
about curriculum empowers teachers to direct their attention to areas of weakness in
the curriculum.
Even though science was not tested until students were in 5th grade, principals
reported that all of the teachers on these high performing campuses understood the
importance of teaching each science objective to mastery and reviewing science
concepts taught in previous grade levels. Every teacher in the building played an
important support role in the school’s 5th grade science scores – accountability for the
results was shared rather than belonging to only the principal and the 5th grade
teachers.
Principals provided time for teachers to further align their science curriculum and
lessons in grades kindergarten through 5th grade. Teachers value the gift of time for
planning and making instructional changes in the classroom (Blase & Blase, 1999). The
principals acknowledged that curriculum alignment is an ongoing process of refinement.
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When one principal was assigned to the campus, “science was not being taught at
every grade level or in every classroom…we had to shift the philosophy of the campus.”
This principal’s responses are evidence of a teamwork approach to science instruction.
“We” is used in the principal’s responses, which illustrates the principal cannot improve
science instruction without the active involvement of teachers. According to the
principal, the science coordinator has also played a large role in improving science
instruction on the campus.
Another issue discussed by one principal was the process of deciding how
teachers are assigned for science instruction. The principal described, “We have been
both departmentalized, partially departmentalized, and self-contained.” Moving back
and forth between models is important for this principal who uses student needs and
teacher strengths when deciding which method is best for a particular school year.
When strong content teachers are available, the principal and the teachers would rather
be departmentalized for instruction. This allows teachers to focus on their areas of
strength and specialize in a content area (Gess-Newsome, 1999). When teachers are
asked to move back and forth between instructional programs and “redesign” the
programs themselves, principals are encouraging a sense of “flexibility” and openness
to change (Blase & Blase, 1999, p. 365).
However, when there is a weak group of students coming in to 5th grade, the
teachers would rather be self-contained because they “felt a much stronger connection
with all of their students, particularly when it came to the TAKS test.” This model
requires teachers to teach all content areas and may lead to greater knowledge about
individual students (Gess-Newsome, 1999).
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The principal’s comments describe the tough decisions facing elementary
administrators in terms of teaching assignments. There may not be a correct way to
deliver science instruction, but the decisions should be made with teacher and student
interests in mind. Teachers have invaluable knowledge about their students’ interests
and needs and should be consulted when decisions are made about curriculum and
instruction (Marks & Printy, 2003).
Professional Development
Only one principal selected “professional development in science” as a potential
benefit for science instruction on their campus. Another principal wanted more time with
district science coordinator on campus, which could include professional learning and
instruction in science teaching techniques. A third principal wanted to have teachers
with a strong content background teaching science on their campus. Monk (2008)
describes how teacher preparation programs are now providing more science-specific
coursework for elementary teachers, but teachers working on campuses today have
varying degrees of expertise in science content knowledge and instructional methods.
According to literature on science teachers, many teachers in the field of science
would like more support than they receive from the campus administrators and district
science curriculum specialists. In addition, teachers weak in science content may need
to be encouraged by their principal to attend professional development activities
focused on science content (Desimone, Smith, & Uneo, 2006). Other research also
suggests that many elementary teachers are weak in science content knowledge and
the skills needed to teach science curriculum effectively (Gess-Newsome, 1999).

2009 HICE Proceedings
Page 3932

Principals can promote professional development activities and can open up dialogue
about sound instructional practices for teachers (Blase & Blase, 1999).
Conclusions
Few studies have focused on the roles principals play in elementary science
instruction. This study analyzed the perspectives of seven elementary principals in a
high-performing suburban school district in Texas. Further insight could be provided by
the district science coordinator or the teachers’ views on principal support of science
instruction. Mackey, Pitcher, and Decman (2006) analyzed the influence of elementary
principals on school reading programs and student reading scores. Similar research in
the area of science may illuminate the unique role principals play in supporting
elementary science instruction.
After reviewing current literature in the area of elementary science education and
analyzing the role the seven principals play in science instruction on their campuses,
more research is needed in the area of principal influences on elementary science.
Instructional leadership may be shaped by the administrators’ previous experiences
(Youngs, 2007), which could lead to weak support of science instruction if
administrators are not strong in science content knowledge and pedagogy. Thus,
principals may benefit from participating in science professional development alongside
their teachers.
In the area of science program organization, more qualitative data is need to
demonstrate whether departmentalized instruction for science is more favorable than
self-contained instruction at the elementary level. Principals in this study indicated they
would like to use research and best practices in science instruction to make decisions,
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but there is little research on departmentalization at the elementary level. Because
elementary campuses vary in the organization of the elementary science programs,
further research may reveal trends in program designs and student achievement.
Final Thoughts
While science instruction in these schools has produced high levels in student
achievement in the past, the principals perceived room for improvement. Other
elementary principals may be able to use the experiences of the principals on these
high performing campuses to improve science instruction for all children.
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Abstract
The “Go Pro Jam Session” video was produced in efforts of informing students about the
State of California high school graduation requirements and motivating students to excel to
higher education. The video captures an interactive workshop conducted to motivate students in
student-athletes as many of them lack knowledge of the requirements to graduate from high
school as well as the minimum college entrance requirements. Student-athletes were provided
with additional information, advising them of the responsibility of being a student-athlete on the
high school and collegiate level. The video also bridges the gap between sports and the working
world as athletes are informed that the lessons they learn in the class rooms, lecture halls, fields,
and courts will transfer once they have completed their sports careers and enter the workforce.
Overall the message is that student will “Go Pro” in some facet of their lives, therefore after
providing such valuable information throughout the video, students are encouraged to be
accountable for their future success.
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The researchers plan to distribute and collect survey data on learning communities
among first-year honors program university students at a Historically Black
College/University (HBCU) during the beginning session (September) and ending
session (November) of the semester. The 2008 Learning Community Student Survey
(LCSS) was developed by the researchers for the research study proposal. The survey
consists of 45 questions. The researchers are interested in learning more about future
learning community students’ opinions, perceptions, and thoughts related to college life.
The study will be conducted to measure what skills and knowledge first-year honors
program students bring to the university setting and how they have informed the students’
individual expectations of what it means to be a university student. In order to analyze
how the learning community outcomes have been advanced from the high school to
university setting, the researchers will compare the survey data from the beginning and
ending sessions of the Fall 2008 semester.
Learning community goals of university community awareness, university
community diversity, advanced learning skills, and critical thinking will be compared and
analyzed. The community awareness goal has three learning outcomes: 1) Students will
recognize social responsibility of the individual within a larger community; 2) Students
will develop a group identity with their learning community and a more fully developed
individual identity; and 3) Students will understand an individual’s responsibility of
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engagement in a community. The university community diversity goal includes two set
learning outcomes: 1) Students will recognize the value of varying background and skill
sets within a community and 2) Students will understand group dynamics and importance
of collaboration. The advanced learning skills goal articulates two learning outcomes: 1)
Students will be able to navigate and access resources within the academic college,
campus, and community more effectively and more confidently and 2) Students will
engage in co-curricular activities to develop an understanding of application of education
in their daily life. The final goal of critical thinking has two learning goals: 1) Students
will become more comfortable engaging in class discussions and debates and 2) Students
will comprehend integration across courses.
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One of the most difficult and daunting tasks we face as educators is the administration of
discipline. The dispensing of justice in the name of educational integrity unequivocally
challenges our sense of fairness and demands we exercise Solomonic wisdom that may have
implications beyond a student’s short educational tenure. The consequences of these actions
are often measured in immediate terms. Yet discipline serves as the basis of moral and personal
development that may define an individual’s character (Glasser, 1998). Although perceived as a
coercive protocol, discipline theorists advocate a rethinking of the tools we employ to achieve a
collaborative process that finds an agreement regarding accepted behavior. This suggests that
an administrator’s comprehension of their discipline philosophy is integral for the
implementation of school policy and curricula. The intent of the protocol becomes one of
student self awareness and the development of personal character, not punishment or
deterrence. To this end, the purpose of this paper is to examine the process and philosophy
that frame student disciplinary actions.
Theoretical Background to Discipline
Research suggests that authority that is punitive and coercive in nature although successful in
stopping the undesired behaviour, fails to encourage a sense of self discipline. Draconian
measures work counter to the pedagogic principles as their negative connotations foster
resentment and anger. The individual is “detached from their moral sense as their feelings
become numb” (Gossen, 2006). Discipline is perceived to be a tool of enforcement. Its identity
and use isolated from the educational process. The key to reform is to incorporate discipline
into the formative educational process of the student to create a sense of responsibility and self
worth.
Marvin Marshall, in discussing the theoretical foundation that guides the principle of
progressive discipline encourages schools to abandon a theory X approach in favor of a more
progressive Y model. Theory X, a term coined by Douglas Macgregor, is based on the fact that
“rewards are contingent upon conforming to the system, and punishments are the
consequence of deviation from the established rules” (Marshall, 2004). In contrast, in a Y
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philosophy, the system encourages growth and the skill of the administrator lies in “discovering
how to realize the potential” of the students not punishing them (Marshall, 2004). Marshall’s
concern with discipline that promotes self awareness is similar in substance to Alfie Kohn’s
theories of reward and punishment. Kohn’s concern for rewards as extrinsic motivation for
acquiescence is buttressed by his belief that, much like Marshall, rewards that hold no value to
a student have no meaning or sway on their behaviour, and as such, become manipulative and
fail to internalize the intent of the recognition (Khon, 1996). He is more preoccupied with
involving students in making ethical decisions about their behaviour than securing compliance
for rules and protocols (Khon, 1996).
Other theorists such as William Glasser have taken these academic musings and developed
specific systems of behavior. In his books “Control Theory in the Classroom” (1986) and “Choice
Theory, a New Psychology of Personal Freedom” ( 1998) Glasser recognizes that individuals seek
to satisfy five basic needs: survival, belonging, power, freedom, and fun. If one considers these
five prerogatives to be the basis of all behaviour, then conflict arises from the breakdown of
relationships between individuals and can be deconstructed to fit one of Glasser’s criteria. His
contribution to education rests on the development and application of what he deemed the
seven caring habits (to contrast the seven deadly habits of external control psychology (Glasser,
1998)).

Seven Caring Habits
Supporting
Encouraging
Listening
Accepting
Trusting
Respecting
Negotiating differences

Seven Deadly Habits
Criticizing
Blaming
Complaining
Nagging
Threatening
Punishing
Bribing or rewarding to control

Fig.1. Glasser’s Seven Caring Habits (Source: Glasser, 1998).

Glasser firmly believes, as many others do, that the root of all educational conflicts (failure,
dropping out, discipline, violence, apathy) are the result of an inability to find satisfaction in a
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relationship seeking to fulfill the aforementioned needs. Western educational systems work on
the assumptions of external control psychology. Students become alienated and invariably
disconnected from the institution and the people associated with it (Glasser, 1998).
Engagement and support are the messages preached by these educational mavens. Vertical
integration of hierarchical powers and collaboration in decision making is crucial to success.
Stephen Covey in his landmark book “Principle‐Centered Leadership” discusses at length the
need to anchor our actions on sound and justifiable principles to shape decision protocols
(Covey, 1992). Covey considers values to be transient, malleable and often contradictory, while
principles, he describes as guidelines that are impermeable and immutable. To base our
decisions on values threatens our identity as we are affected by external circumstances. He
advocates for the assimilation of principles (fairness, equality, justice, integrity, honesty and
trust) as means to self actualization.

Unfortunately, despite the sage advice and the research to support it, discipline has negative
and coercive connotations that often, by virtue of their context and use; act as punitive
measures devoid of learning. Discipline need not be defined as such. It ought to be a tool of
learning that integrates core values and ethical thinking.
Philosophy and Application
Philosophically valid discipline policies are modeled on the humanitarian tenants of
compassion, fairness, and justice, the same rights enshrined in constitutions and human rights
declarations. These evident truths are the cornerstones of forward thinking learning
environments that place the individual above the circumstances. To this end, problem solving is
emphasized over punishment and a greater value is placed on the student independent of their
actions. The contrast between the concepts of discipline and problem solving, as perceived by
these institutions, is poignant and insightful as it shows with clarity the irrationality, from an
educational perspective, of our current actions:
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Punishment

Versus

Problem‐solving

Focus on mistakes

vs.

Focus on making things right

External control

vs.

Intrinsic motivation (values/pro‐social character)

Rewards and punishment

vs.

Recognition, restitution and logical consequences

Abdication of responsibility

vs.

Assumption of responsibility by all

Exclusion/expulsion

vs.

Belonging/re‐socialization

One consequence fits all

vs.

Consequences are based on circumstances

Moral condemnation

vs.

Preventive education and interagency approach

A fight against delinquents

vs.

A fight against delinquency

Intimidation

vs.

Respect

Retaliation

vs.

Reconciliation

Discipline is a burden

vs.

Discipline is learning a better way to behave

$7 Spent on the justice system

vs.

$1 Spent on prevention and early penal systems
Intervention

Fig. 2. Punishment vs Problem‐solving, philosophical justifications (Source: SACSC, 2007)

The thinking that guides these protocols provides a catalyst for thought and challenges the
system to develop an implementation plan loyal to those mandates.
Invariably, the approach of most schools, despite their altruistic motivation, centers on teaching
appropriate behaviour through reward and punishment (Taylor‐Green et al (1997), Lewis (1999)
and Sugai and Hower,(1999)). This Skinnerian approach to education has its pitfalls as it relies
on extrinsic motivation to modify behaviour without appreciating the reason for it. Incentives,
much like discipline, are manipulative and do not allow for individual assimilation of the lesson
itself. Motivation to do well must be internalized for its own merits, not extrinsic recognition.
It is important to dovetail philosophy and implementation. The theoretical foundation of any
policy is useless if it has no applicable value beyond its epistemology. Furthermore, it is critical
that the sense of culture and community be the cornerstones of the program as the school is
part of the greater concept of community. The purpose of discipline as an educational tool and
support system extends beyond the school setting. Students do not exist in isolation and are an
integral component of the community’s future, and to this end, their assimilation into society
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and their potential within this setting are worthy of consideration and nurturing. Coercive
discipline is not the answer.

Conclusion

For discipline to be effective it must have purpose beyond halting the undesired behaviour. It
must have meaning and a context that is relevant to the student, it cannot simply punish.
Glasser’s needs theory, Covey’s principle based leadership, and Alfie Kohn’s reward and
punishment research have influenced our interpretation of what makes an efficient and
effective discipline philosophy. In an attempt to internalize the lessons of civility and ethics,
discipline should be employed as a teaching tool not as a punitive option. Reflection on actions
and teaching of desired behaviours are keys to success. The philosophy underpinning the
discipline model is to allow for growth and restitution, not retribution and punishment for their
actions.
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Importance of Pedagogical, Mathematical and Cognitive Fidelity
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Texas State University
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ABSTRACT: According to the National Council of Teachers of
Mathematics (NCTM, 2000) we need to be aware of how technology is
being used and ask: How is technology affecting the teaching and learning
of mathematics? Are we using technology to help students learn more
mathematics more deeply?
(Keywords: technology, math education, pedagogical, mathematical,
cognitive, fidelity)

Introduction
According to Zbiek, Heid, Blume, and Dick, (2007, p. 1174), “In order to function
effectively as a representation of a mathematical “object,” the characteristic of a
technology-generated external representation must be faithful to the underlying
mathematical properties of that object.” Dick (2007) points out that the tools used in
computer technology may not be true to the mathematics intended to be represented. He
also uses the terms pedagogical, mathematical, and cognitive fidelity to define how
computer generated objects differs in their ability to convey mathematical understanding.
Fidelity
Technology’s pedagogical fidelity in the math classroom is about allowing
students to ‘do’ mathematics and not be distracted or limited by technical features.
Mathematical fidelity in terms of technology refers to an object’s conformity to
mathematical accuracy and addresses the faithfulness of the embodiment with regards to
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the behavior and properties of the chosen mathematical concepts (Johnson, 2007).
Cognitive fidelity refers to whether a concept is better understood when the object is
acted on. Because of action performed on it, it makes sense and adds depth of
understanding and meaningful schema to the concept.
The following table shows a rating system for determining whether a math object
has a low, medium or high degree of fidelity.

Low Fidelity

Medium Fidelity

High Fidelity
Mathematical
manipulation is
doable, technology is
available and
encourages active
participation, requires
little or no training.
Math objects are
appropriate for
activity.
Mathematically
correct. Maximizes
the interpreting and
using of patterns.
Believable and livable
use of mathematics.

Pedagogical

Manipulation is difficult
and hard to work with.
Technology is hard to
access. Not intuitive,
confusing to use. Not
appropriate for the
concept being taught.

Manipulation is not
intuitive, but after
reading the directions
it is doable. May be
easier to do without
the technology.

Mathematical

Mathematical concepts
too simplistic or too
complicated. Patterns are
not revealed. Leads to
rote memorizing rather
than conceptual
understanding. Not
applicable to real world.
Static no opportunities to
explore and test
conjectures.
Patterns do not make
sense. Confusing and
unyielding.

Patterns lack
predictability.
Mathematical
significance is
minimal.
Application of
mathematics unclear.

Cognitive

Limited opportunity
to explore and test
patterns. Patterns
require either minimal
or too much
manipulation to make
sense of concept.

Math objects can be
used to construct and
deconstruct, test, and
revise to understand
the patterns and
structure of concepts.
Manipulating the
patterns lead to great
depth of
understanding.

Table 1, Degrees of Pedagogical, Mathematical and Cognitive Fidelity
Purposes of Websites
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Not all technology driven math objects have pedagogical, mathematical and
cognitive fidelity. When looking at five typical types of web-based formats used to teach
math concepts their purposes indicate that not all are characterized by pedagogical,
mathematical and cognitive fidelity. Educational math sites: convey information but are
not interactive; quiz students, but only assess and do not cognitively unite
conceptualization; provide answers to calculations, but are not applied or understood; and
offer a game to be played, but winning is the objective not understanding a concept
deeply. An interactive math object has multiple representations, multiple points of entry,
no penalties for ‘wrong’ answers because it allows for conjecturing, reasoning, testing,
and application. When comparing the different formats for purpose, advantages, and
disadvantage, and fidelity (Table 1, Purposes); one stands out. The math object offers the
highest level pedagogical, cognitive and mathematical fidelity because one can make and
test conjectures based on mathematical relationships; make generalization and draw upon
the abstract nature of mathematics.
Category
Game Format

Purpose

Strength

Weakness

Use for practicing
skills, assessing

Motivational, students
like to play game,
another form of
assessment

Informational
Format

Used to convey
information, can be
sequential, multi
directional, or
procedural

Direct instructional
format, source of
information

Lacks cognitive
fidelity. Does not
contribute to
understanding the
concept.
Lacks cognitive
fidelity. Provides facts
but usually lacks
intuitive, logical
connections. No
conjecturing, or
problem solving
component.

Quiz Format

Check for
understanding through
multiple choice or
True/False.

Good for checking for
understanding and
instant recall.
Especially helpful if
link is provided to

Lacks cognitive
fidelity. Recall, but
doesn’t lead to sense
making. Looking for
one answer only.
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Static tools that
generate
calculations,

Not linked, one shot
representation.

Interactive math
object

Multiple responses
recorded in sequential
fashion to reveal
mathematical patterns.
Involves increasing or
decreasing values,
changing frequencies
or other variations.

correct response.
Generates calculation,

Provides a means of
seeing mathematical
patterns emerge
intuitively. Patterns
can be interpreted,
predicated and
replicated.

Are not linked or
sequential, one shot
representation, one
answer response;
require some
knowledge level to
interpret accurately.
Lacks cognitive
fidelity.
Challenging to
construct for every
mathematical concept.

Table 2, Purposes
Studies
Results of a study based on math objects with high pedagogical, mathematical
and cognitive fidelity (Bos, 2007) indicates that student achievement on objectives
covered through the use of the objects increased significantly when compared to control
group that did not use the interactive math objects. The Analysis of Covariance, from the
study of high school students from a large district in Dallas and from students from a
large district in Houston show the experimental group was statistically significant with a
F(1,95) = 11.56, df = 1, and p < .001 and etal = .112. Suh and Moyer-Packenham (2007)
studied fractions comparing virtual and real manipulatives and found that students scored
higher using the virtual manipulatives which they attributed to technology’s ability to
Duel Code. Suh and Moyer-Packenham’s virtual manipulatives fit the descriptors for
pedagogical, mathematical, and cognitive fidelity. The three forms of fidelity are basic to
interactive math objects and can be found in many math objects used on the Web.
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Conclusion
The three components of fidelity were first used by web designers (Dick, 2007)
yet they offer a structured approach to guide current and future teachers. Technology can
be used as a diversion or another source of confusion for students when used
inappropriately. Or it can be used to deepen mathematical understanding and encourage
students to work at higher levels of generalization or abstraction (NCTM, 2000) if a math
object is based on pedagogical, mathematical, and cognitive fidelity. Fidelity applies to
use, significance of content, and ability to make connection in a logical sense-making
schema. With the attributes of a well designed object understood research can be directed
to helping at-risk learners and determine best practices with technology. How well
designed math objects can affect the learning processes and open doors to more
complicated mathematical concepts can also be studied. Teacher need to be taught the
fundamentals of using web technologies in their math classroom which include
pedagogical, mathematical and cognitive fidelity. As stated in NCTM’s technology
statement: “Technologies are essential tools within a balanced mathematics program.
Teachers must be prepared to serve as knowledgeable decision makers in determining
when and how their students can use these tools most effectively” (NCTM, 2003).
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Richard C. Jones, Ph.D.
Associate Professor
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Session Description:
The development of student science literacy skills is the focus of educators nationwide.
With this national emphasis, the opportunity exists to strengthen the collaboration efforts
between science teachers and school library media specialists to impact student
science achievement. Along with a positive, constructivist learning environment, the
areas that support improvement of literacy are information, media, and communications
and technology (ICT) literacy. School library media specialists offer expertise in these
areas.
Standards for both professions recognize the value of inquiry-based learning and
encourage collaborative learning environments within the school community. Despite
these commonalities, collaboration seldom occurs in practice and knowledge of each
other's professional roles is minimal.
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Panelists will present research, and perspectives on how and why interdisciplinary
collaboration efforts contribute to positive outcomes for student science achievement.
This interactive session will allow the panelists and participants to discuss the ways and
means that science teachers and school library media specialists could collaborate and
use science education resources to increase students' success in science.
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THE NEW CENTURY SCHOOL BUSINESS FINANCE MODEL
“SCHOOL FINANCE: DON’T PUSH ME, I’M AT THE EDGE”
Floria Trimble
Ferris Trimble
National University Los Angeles
4811 Parkglen Ave., Los Angeles, CA 90043
ftrimble@nu.edu , ferris.trimble@natuniv.edu
Abstract
The impact of school finance on the educational system is beyond the tipping point as it
relates to district-wide academic performance. School administrators and Chief Business
Offices have been operating in disjointed domains. The school business models that were
in place in the 1960’s – 1990’s are no longer enablers of academic performance, but
rather are inhibiters. The New Century School Business Finance Model provides an
approach for the integration of academics and finance.
The critical elements of school finance that must be resolved before educational stability
is achieved are:
 Adequate Funding – Dynamic Pupil Educational Model
 Predictability Of Funding – Multi-Year Budget Planning
 Transparency Of The School Finance Model - District-Wide/School-Wide
Finance Knowledge Limited
Adequate Funding:
The development and implementation of “The New Century School Business Model”
requires meaningful measures including funding of general and special needs education.
Predictability of Funding:
The timing and certainty of receipt of funding at the school site is the primary
determinate of successful program administration.
Transparency of the School Finance Model:
Site administrators have limited knowledge of what resources are available, how to get
additional resources and the most efficient application of resources once received.
The presenters of this workshop will share data and research from the U. S. Department
of Education, California Department of Education and Ed Source in support of “The New
Century School Business Model” as a resource to school administrators in making budget
decisions that will impact their schools.
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Abstract: Creating a Caring World Summer Program

At a time of increasing violence in our world, schools often ignore responsibilities to
nurture the whole child, focusing instead on academic achievement and competition.
Positive models are needed to guide efforts to develop more holistic approaches to
education that foster learning that prepares students make a life as well as to make a
living.
This paper presents the theoretical foundation and results for a summer program based on
principles of peace education. University faculty, preservice and practicing school
teachers collaborated to develop and implement a four week program for elementary
students to foster self-awareness, appreciation of diversity, mutual understanding and
respect, cooperation, conflict transformation, and non-violent problem solving. Student
were encouraged to identify and voice concerns and hopes for a more peaceful, caring
world and explore those issues through study of literature, writing, visual arts, nature,
personal relationships and community engagement. The goals included: 1) learning from
children: their cares, concerns and desires for change, 2) promoting awareness of
concepts related to peace education (interpersonal skills, human rights, diversity,
environmental sustainability, nonviolence and social justice), 3) promoting autonomy in
study and expression, 4) exploring healthy living and community engagement. During the
program children participated in various community events, grappled with issues of race
and equity, developed conflict transformation skills, engaged with local writers and
artists, and represented their ideas and feelings through writing, art, play, and community
service. In addition, the experience allowed teachers to gain awareness, knowledge, and
skills necessary for integrating peace curriculum and applying peaceful practices in
traditional educational settings. By providing opportunities for children to voice their
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thinking and explore aspects of creating positive peace that were most important to them,
the program provided insights and revealed challenges to teaching peace in classrooms
and teacher education programs. This presentation offers findings and insights to inform
efforts to transform education by creating safe, supportive learning environments based
on principles of peace education.
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Abstract
The purpose of this study is to investigate how weekly mainstreaming
activities affect four handicapped children in an early intervention center and 15
non-handicapped children in a kindergarten. The main questions are whether the
activities beneficial to all the children and whether efficient ways can be
developed to assist those handicapped children. This research was conducted
through observations, photography, professional discussion and interviews with
teachers.

1.

2.

3.

4.

5.

The findings are listed below:
Rich environments in kindergarten and learning together with
non-handicapped children attract the interest of the handicapped children.
They look forward to mainstreaming activities with pleasure.
Handicapped children are motivate during the mainstreaming activities.
They often imitate non-handicapped children to learn, play and abide the
rules of the classrooms. The ability that handicapped children developed
during mainstreaming activities is often observed in the early intervention
center.
Non-handicapped children are willing to help those with special needs with
positive attitudes, but they often cannot differentiate situations when help is
or is not needed, which often deprive the opportunity of handicapped
children to learn. Nevertheless, through helping handicapped children, the
abilities of regular children are enhanced in all aspects.
Because of handicapped children have often problems on comprehension,
and the regular children lack communication skills, frictions develop
sometimes between two groups of children.
Non-handicapped children often complain about the privileges that are given
to handicapped children.

To conclude, mainstreaming activities are beneficial to both handicapped
and non-handicapped children. Mainstreaming activities can be more productive
if teachers treat these two groups of children on an equal basis and teach
non-handicapped children proper timing to help and interact the handicapped
ones.
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English Abstract
In Taiwan, there are four main heritage languages, which are Min-nan, Hakka,
Mandarin, and the aboriginal languages. Due to political and economic reasons, Hakka
language and culture have declined and faced the risk of disappearing. To maintain
Hakka language and culture, the Council for Hakka Affairs in Pingtung County organized
kindergarten Hakka language immersion programs t
opr
omo
t
ey
o
ungc
hi
l
dr
e
n’
sHa
kk
a
language abilities and cultural awareness.

The Hakka immersion programs were first

conducted in three private kindergartens in Pingtung County. This experimental
program had run for one year. The main purposes of this study were to investigate the
pr
og
r
a
m’
si
n
f
l
u
e
nc
eon children’
sHa
kk
al
a
ng
ua
ge
,Ma
nd
a
r
i
nl
a
ng
ua
g
e
,a
ndma
t
he
ma
t
i
c
performances.

Main research questions were: (1)

Did Hakka language immersion

programs enhance c
h
i
l
dr
e
n’
sHa
kkal
a
ng
ua
g
el
i
s
t
e
ning and speaking abilities? (2) Did
Hakka immersion programs negatively influe
n
c
ec
hi
l
dr
e
n’
sMa
nda
r
i
npe
r
f
o
r
ma
nc
e
?(
3
)
Di
dHa
kk
ai
mme
r
s
i
onp
r
og
r
a
msha
vene
g
a
t
i
v
ei
n
f
l
u
e
nc
e
sonc
hi
l
d
r
e
n’
sma
t
he
ma
t
i
c
s
performance?
Participants in this study included three age levels, which were 3-4 year-old, 4-5
year-old, and 5-6 year-old groups of children.

Except for 3-4 year-old children, each

class also had one comparison group to compare differences in their performance.

1
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There were five classes of children (3 Hakka immersion classes and 2 non-Hakka
immersion classes) participated in this study.
Research instruments included the Mandarin version of the Peabody Picture
Vocabulary Test Revised(PPVT).

The Test of Early Mathematics Ability and the Hakka

version of PPVT were used to evaluate children’
sMandarin, mathemetics, and Hakka
language abilities.

Data were collected at the beginning and at the end of the program.

Then, collected data were analyzed by statistical methods, including description analysis
and covariance analysis.

Research results showed that Hakka imme
r
s
i
o
nc
hi
l
dr
e
n
’
s

Hakka language and Mandarin language performance is better than that of their
non-immersion peers.

Hakka immersion children’
smathematics performance is not

significantly different from that of non-immersion peers.

Researchers conclude that the

Hakka immersion program has very positive effects on promotingc
hi
l
dr
e
n
’
sHa
k
k
a
listening and oral language abilities.

Meanwhile, the Hakka language immersion

program does not exert a negative influence on children’
sMa
nda
r
i
na
n
dma
t
he
ma
t
i
c
s
performance.

In the final parts, researchers provided some related suggestions on future

research.

Keywords: Hakka language teaching, heritage language, early childhood education,
language immersion program.

2
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Introduction

There are four main heritage languages in Taiwan, which are Min-nan, Hakka,
Mandarin, and the aboriginal languages. As the economy grows, many Hakka youth
have moved to urban areas, which has lead the Hakka language and culture to face the
risk of declining (Zhang & Guo, 2005)。Huang (2002) studied Hakka students
’Hakka
language ability and indicated that only 12 % of students could speak fluent Hakka.
Only 22.75% of Hakka students’l
i
s
t
e
ni
ngc
ompr
e
he
ns
i
onachieved good levels.

A

study conducted by Executive Yuan of Hakka Affairs also showed that only 11.7% of
Hakka children below 13 years old could speak and understand Hakka language fluently.
The same research indicated that 30.7% of Hakka children could understand and speak
some Hakka, and 29.4% of children understood a little but could barely speak Hakka
( Executive Yuan of Hakka Affair, 2003)。Thus, to preserve Hakka in Taiwan is an urgent
need.

Otherwise, Hakka language has a high possibility of disappearing in the near

future.

Purpose of the study

To preserve Hakka, the Council for Hakka Affairs in Pingtung County initiated an
experimental Hakka immersion program in three private kindergartens. The purpose of
this program was t
opr
omo
t
ec
h
i
l
d
r
e
n’
sHa
kkal
a
ng
ua
g
eabilities and to awaken Hakka
pe
o
pl
e
’
sawareness of Hakka cultural preservation.

The purpose of this study was to

investigate the i
nf
l
ue
n
c
e
soft
h
eHa
kk
ai
mme
r
s
i
onp
r
og
r
a
monc
h
i
l
d
r
e
n’
sHa
kkal
a
ng
ua
g
e
listening and oral performance, and its effect o
nc
hi
l
dr
e
n’
sMa
nda
r
i
na
n
dma
t
he
ma
t
i
c
performances.

3

2009 HICE Proceedings
Page 3966

Word definition

1.

Hakka immersion teaching: based upon the definition of immersion teaching, Hakka
language immersion program should have at least 50%
of time use Hakka as the main teaching and
communication language in the program.

2.

Mandarin performance : in this study, Mandarin performance was the score derived
from the Mandarin version of the Peabody Vocabulary
Test-Revised .

3. Mathematic performance: in this study, mathematic performance was the score
derived from the test of Early Mathematics Ability,

Literature Review

Heritage maintenance and restoration
Heritage language maintenance and restoration needed long-term cooperation and
effort. Fishman (1991) analyzed the wor
l
d’
sma
i
nl
a
ng
ua
g
er
e
s
t
or
a
t
i
ona
c
t
i
vi
t
ies.
Fishman recorded the condition of language death and maintenance, and found eight
stages of the language maintenance process, which were: constructing the language,
mobilizing fluent speakers, restoring intergenerational transmission, teaching the
language in school, implementing immersion and strong bilingual education, using the
language in the working environment, offering the language service in government
institutions, and using the language in higher education and media.
From Fishman’
st
h
e
or
y
,he
r
i
t
a
g
el
a
ng
ua
g
ema
i
n
t
e
n
a
nc
es
h
oul
df
i
r
s
tha
veac
omp
l
e
t
e
record of t
hel
a
ng
ua
g
es
ot
h
a
tl
e
a
r
n
e
r
s
’l
a
ng
ua
g
el
e
a
r
n
i
ngma
t
e
r
i
a
l
sare more complete
and systematic.

Second, fluent speakers of heritage languages played a key role in

transmitting language to the next generation. Only when families and community
4
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members have the awareness and ability of transmitting heritage language c
a
ns
c
ho
ol
s
’
immersion teaching and bilingual programs exert their effects.

Finally, through the

pervasive usage of heritage language in working places, government, higher education,
and media, maintenance and restoration of heritage language would be more efficient.

What is heritage immersion program?
In addition to the efforts of family and c
ommuni
t
y
,s
c
hoo
l
’
sbi
l
i
ng
ua
la
n
dhe
r
i
t
a
g
e
language maintenance programs also play important roles in maintaining heritage
language.

Crystal(2000) indi
c
a
t
e
dt
ha
ts
c
hoo
l
s
’bi
l
i
ng
ua
la
n
dbi
c
ul
t
ur
a
lc
ur
r
i
c
ul
umcan

create an heritage language-using environment, which can help children use heritage
language, acquire cultural awareness, and promote learning motivation.

Currently, the

most famous and effective school programs of heritage language maintenance program
are heritage immersion preschool programs (Fishman, 1991). The most often cited
program in research was Ne
wZe
a
l
on
d’
sKoha
ngRe
oPl
a
n(
Fi
s
hman, 1991).

The

Kohang Reo Plan was a national educational reform program initiated by the Mā
or
i
people.

The basic belief of the plan was that Mā
o
r
ichildren should learn the Maori

language right after they are born.

To fulfill the Kohang Reo philosophy, Mā
or
i people

required kindergarten caregivers (called kaiawhi) to be fluent and familiar with Mā
or
i
language and culture.

Caregiver needed to use the Mā
o
r
i language to talk to children,

tell stories, and play games everyday. Children in Kohang Reo kindergartens received
good care as well as Mā
or
i and English language learning opportunities.
Many studies had indicated that Mā
o
r
i kindergarten had great positive effects on
pr
o
mot
i
ngc
hi
l
dr
e
n’
she
r
i
t
a
g
el
a
ng
uage. When children began the Kohang Reo plan, most
of them could not speak Mā
or
i language.
fluently in the Mā
or
i language.

After 3-4 years, children all could speak

In year 1991, after Mā
or
i kindergarten had established

for 9 years, 75%-80% Mā
or
i children attended Mā
or
i preschools.

Thus, Mā
or
i pe
opl
e
’

5

2009 HICE Proceedings
Page 3968

Kohang Reo Plan had become an good example for other count
r
i
e
s
’he
r
i
t
a
g
el
a
nguage
preserving activities ( May & Hill, 2005).
The other famous heritage language preserving project was called heritage
immersion program (Hinton & Hale, 2001)。The heritage immersion programs
emphasized that heritage learning should be acquired in a social context in a natural way
without conscious awareness.
with content teaching.
language.

Thus, heritage language teaching was often integrated

In other words, content knowledge was taught in a heritage

So, children learned content knowledge and heritage language

simultaneously (Genesee, 1994; Johnson & Swain, 1997)。The theoretical basis of
heritage language immersion programs was ba
s
e
dup
onKr
a
s
he
n&Te
r
e
l
l
’
snatural
approach assumption.

The assumptions emphasized that language learning and content

teaching should be taught simultaneously.
language unconsciously without effort.

Thus, children could gain the second

Thus, in heritage immersion programs, heritage

language was used as the main teaching and communicating language. The main
purpose of the program was to develop children proficient in two languages who finally
became balanced bilingually.

Different Kinds of Heritage Immersion Programs
Heritage immersion programs varied with the amount of using heritage language
(HL) and the timing of heritage language teaching began.

Based upon these two

variables, heritage immersion programs could be briefly categorized as total immersion
vs. partial immersion and early immersion vs. late immersion programs.

Most

researchers used 50% as a cut point to define total or partial immersion programs.

Total

immersion programs were often defined as using the target language as teaching and
communicating languages more than 50% of time; Partial immersion programs are often
defined as using the target language less than 50% of the time to teach or to communicate.
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In other words, using the target language 50% of the time is often the cut point of
defining total and partial immersion (
Ge
ne
s
e
e
,2
007
)
. Fo
re
xa
mpl
e
,
Ne
wZe
a
l
a
nd’
s
Maori total immersion programs required participants to use the Mā
o
r
i language for more
than 80% of school time (May & Hill, 2005)。In Canada’
sFrench total immersion
program, the use of the first language (English) was not encouraged until three years
later.
The other way of categorizing types of immersion programs was based upon the
starting age of children in them.

Programs starting from kindergarten were called early

immersion programs; programs starting from fourth or fifth grade were called middle
immersion; and programs starting from seventh grade were called late immersion
programs (Genesee, 2007).
One special form of heritage immersion program was called a “
t
wo-wa
yi
mme
r
s
i
on”
program.

In a two-way immersion program, mainstream and minority students used

their own heritage languages to interact and to communicate at school.

The proportions

of using two languages (majority and minority languages) were each about half of school
time.

Children in two-way immersion programs had great opportunities to be immersed

in two languages.

These kinds of immersion programs had been pervasively adopted in

t
heU.
S.t
oma
i
nt
a
i
nmi
no
r
i
t
ys
t
ude
n
t
s
’he
r
i
t
a
g
el
a
ng
ua
g
e
s
. (McCarty, 2003)

Examples of Heritage Immersion Programs
Heritage immersion programs have proven very successful in maintaining heritage
language.

In the following section, some successful heritage language immersion

programs were introduced:
The first successful heritage immersion program in Hawaii was its indigenous
language immersion program.

Hawaii’
sindigenous people, following New Zealan
d’
s

Kohang Reo example, developed an heritage total immersion program for children from
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newborn to 12th grade (Warner, 2001)。In these schools, children used Hawaii indigenous
language entirely to communicate.

From 1999 to 2000, there were 1800 children

learning Ha
wa
i
i
’
si
n
di
g
e
n
oushe
r
i
t
a
g
el
a
ng
ua
g
et
h
r
oug
hhe
r
i
t
a
g
ei
mme
r
s
i
onpr
og
r
a
ms
.
(McCarty, 2003) The other successful heritage immersion program was Indian Navajo
immersion programs in the U.S. Navajo language is a language system of North
America, which is also the most commonly used Indian language.
language also faced the risk of disappearing.

However, the Navajo

Thus, to preserve the Navajo language,

parents and educators developed Navajo immersion projects to teach preschool children
the Navajo language.

At the beginning, the curriculum was not complicated.

Children

learned how to read and write in the Navajo language, and gradually added English to
learning.

Mathematics was taught in both languages. (Holm & Holm, 1995)

In

addition, Navajo immersion program also emphasized c
h
i
l
d
r
e
n’
sc
r
i
t
i
c
a
lt
h
i
nking and
cooperation learning.

When children reached 2nd and 3rd grade, immersion programs

were conducted alternatively in two languages: in Navajo for half of each day and in
English for the other half. (McCarty, 2003)。
The last examples are the Keres language immersion programs for Pueblos in
Caraloda. The Pueblo community began to be aware of the risk of the heritage language
dying in 1997.

The Pueblo people began to run the first Keres immersion summer camp.

In the summer camp, teachers coupled children who could not speak Keres with those
who were fluent Keres speakers to simulate peer interactions in two languages.

Also,

teachers used second language teaching approaches to teach children the Keres langague,
and to create opportunities for children to converse in Keres.

In the summer camp,

children were forbidden to use English (their first language) to communicate.

Children

needed to converse in Keres for most of the school time, instead. This way of teaching
gradually extended to other schools in the community, and ended up with a very good
effect on preserving Keres language (Sims, 2006)。
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Influences of heritage Immersion Programs on Academic Performance
Because a heritage language is the key language used to teach and to communicate
in immersion programs, many parents worry t
ha
tc
hi
l
dr
e
n
’
sa
c
a
de
mi
cpe
r
f
o
r
ma
nc
ewill
be negatively affected by this teaching model.

In the following, studies investigating

influences of heritage i
mme
r
s
i
o
npr
og
r
a
msonc
hi
l
dr
e
n
’
sp
e
r
f
o
r
ma
nc
ewere discussed.
Influences on First (mainstream) language
Kamana & Wilson ( 1996) compared Hawaii indigenous language immersion
students’English (L1) performance with their counterparts.

The results showed that

immersion students’English (L1) scores were not inferior to those of non-immersion
students; some immersion students’English scores are even better than those of
non-immersion students.

Krauss (1998) and McCarty(1998) also had similar findings

whe
nt
he
ye
xp
l
o
r
e
dt
h
ei
n
f
l
u
e
nc
eofNa
va
j
oi
mme
r
s
i
o
npr
og
r
a
mso
nc
hi
l
dr
e
n’
sEnglish
(L1) performance.

Krauss and McCarty found that immersion c
hi
l
dr
e
n’
sEng
l
i
sh scores

were not inferior to those of non-Navajo immersion children, but immersion chil
dr
e
n
’
s
Keres language performance is far better than that of non-immersion students.

In

addition, the result also showed that Navajo immersion children did not show any signs
of lagging behind non-immersion students in other subject areas. Sims (2006) studied
Ke
r
e
si
mme
r
s
i
onc
hi
l
dr
e
n
’
sEng
l
i
s
h(
L1
)p
e
r
f
or
ma
nc
ei
nthe Pueblo community.

Those

results also showed t
ha
ti
mme
r
s
i
ons
t
ude
nt
s
’Eng
lish scores were not lower than those of
non-immersion students.

Pelletier (1999) compared the quality of English written drafts

by French immersion students and non-French immersion students to explore their
differences.

The result showed that there were no significant differences among

students’written draft in length of sentences, complexity, and richness of content
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between the two groups.

Besides, Turbul, Hart, & Lapkin (2003) compared 3rd and 6th

graders in French immersion programs and non-i
mme
r
s
i
o
ns
t
u
de
n
t
s
’English (L1) reading,
writing, and mathematics performance.

Results showed that French immersion

s
t
ude
nt
s
’performances in these areas are as good as those of their counterparts.
Lindholm-Le
a
r
y&Howa
r
d(
20
08)us
e
ds
t
u
de
nt
s
’or
a
la
bility test results to evaluate
Eng
l
i
s
h/Spa
n
i
s
hTWIc
hi
l
d
r
e
n’
sSpa
ni
s
ha
ndEng
l
i
s
hor
a
lde
v
e
l
opme
nt
. The research
found that TWIs
t
ud
e
nt
s
’English (L1) abilities did not lag behind their peers.

TWI

students have high average scores in both English (L1) and Spanish (L2).
In short, most studies found that heritage immersion students’performance of L1
language did not have significant differences compared to their non-immersion peers.
Some immersion students’even had better L1 performance than their counterparts.

Influences on other areas of academic performance
In addition to the influence on mainstream language, some parents and educators
worry that heritage language immersion programs will have have negative influence on
children’
so
t
h
e
ra
c
a
de
mi
cpe
r
f
or
ma
nc
e
. Ne
ve
r
t
he
l
e
s
s
,many studies had found that
immersion programs de
ve
l
ope
dc
hi
l
d
r
e
n’
spr
of
i
c
i
e
nc
yi
nt
wol
a
ng
ua
g
e
s
,
whi
c
hhe
l
p
e
d
children gain flexible and creative thinking.

These abilities could further help c
h
i
l
d
r
e
n’
s

learning in mathematics and other subject contents.

Many studies have found that

i
mme
r
s
i
ons
t
ude
nt
s
’ov
e
r
a
l
la
c
a
de
mi
cpe
r
f
or
ma
nc
eis not different from that of
non-immersion students (Baker, 2006)。The following paragraph would discuss these
research findings.
Swa
i
n&La
pk
i
n(
1
982)c
o
mpa
r
e
di
mme
r
s
i
ons
t
u
de
nt
sa
ndt
he
i
rc
ou
nt
e
r
pa
r
t
s
’
cognitive performance.

The result showed t
h
a
ti
mme
r
s
i
ons
t
ud
e
nt
s
’c
og
ni
t
i
ve

performance and familiarity of content were better or the same than those of
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non-immersion students.

Genesee, Tucker & Lambert (1975) indicated that immersion

s
t
ude
nt
s
’academic performance may lag behind their counterparts at the beginning;
however, when immersion children are able to apply their bilingual advantages to other
areas of learning, they catch up their peers soon (Genesee, Tucker, & Lambert, 1975).
Swain & Lapkin (1982) c
o
mpa
r
e
de
a
r
l
yi
mme
r
s
i
ons
t
u
de
nt
s
’s
c
i
e
nc
ea
n
d
mathematics performance with that of their counterparts.

The results showed that

although French immersi
ons
t
ud
e
nt
s
’science and mathematics were taught in French,
immersion students’performances in these two subjects were not different from those of
their counterparts.

Furthermore, some immersion children even performed better than

their non-immersion peers.

Turnbull, Hart & Lapkin (2003) used test analysis to

a
na
l
y
z
ei
mme
r
s
i
ons
t
ude
nt
s
’overall academic performance.

The research indicated that,

in 6th grade, immersion students’overall academic performance was often better than
their counterparts although they might lag behind their peers at the beginning.
Bournot-Trites & Reeder (2001) compared two groups of French immersion students’
mathematics performance (one group of students were taught in French 50% of time; the
other group of students were taught in French 80% of time). The results showed that, in
grade 4th to 7th, the immersion students taught in French 80% of the time often had better
mathematic scores.
Wayne (1993) compared reading, mathematics, and L1 oral language performance
of 719 students who studied in Japanese, Spanish, and French.

Results showed that

i
mme
r
s
i
ons
t
ude
nt
s
’p
e
r
f
or
ma
nc
e
si
nt
he
s
ea
r
e
a
swere not different from those of their
counterparts.

Sera (2000) compared two-way immersion (TWI) students’mathematics

performance with that of non-TWI students. Results showed that TWI students
’scores
in vocabulary and mathematics were higher than those of non-TWI students.

In

nonverbal cognitive tests, TWI and non-TWIs
t
u
de
n
t
s
’pe
r
f
or
ma
nc
ewere not
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st
significantly different. Li
ndh
ol
m&Ac
l
a
n(
1
991)c
o
mpa
r
e
d9
0/
10TWIs
t
ude
n
t
s
’
(1
to

4th grader) Spanish (L2) and English (L1) reading and mathematics scores with those of
their counterparts. Re
s
ul
t
ss
howe
dt
ha
tTWIs
t
u
de
n
t
s
’Spanish and English reading and
mathematic scores were higher than national students’average scores.
In sum, most immersion research found that immersion students’overall academic
performance was not inferior to that of their counterparts.

On the contrary, some

students benefited from bilingualism, and performed better than their counterparts in
some subjects.
Nevertheless, the above research was mostly conducted in Western contexts where
their cultural and language contexts were very different from those of Taiwan.

Thus,

research conducted in Asian countries in which cultural and language contexts were
similar to those of Taiwan was needed.

Therefore, the below section discusses some

research conducted in Asian countries which investigated the influence of immersion
programs on children’
s overall academic performance.
Ha (2001) analyzed whether L2 interfere L1’
s reading and writing development for
first- to fifth-grade English native speakers and Korean native speakers who were in the
Korean and English TWI program.

Results showed that, no matter which group of

student, no evidence showed that L2 learning interfered with L1 reading and writing
development in TWI programs.

Bostwick (2001) studied the first English immersion

pr
og
r
a
msi
nJ
a
pa
nt
oi
nve
s
t
i
g
a
t
eEng
l
i
s
hi
mme
r
s
i
onpr
og
r
a
ms
’i
n
f
l
u
e
nc
e
so
nc
hi
l
dr
e
n’
s
academic, Japanese(L1), and English (L2) performances.

Results showed that English

immersion student
s
’ma
t
h
e
ma
t
i
c
s concept scores were above the national average.
Meanwhile, English immersion s
t
ud
e
nt
s
’c
ul
t
u
r
a
la
t
t
i
t
u
de
swere more positive than those
of non-immersion students.
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In Taiwan, research regarding heritage language immersion programs was rare.
Only a few studies discussing English immersion p
r
og
r
a
ms
’i
nf
l
ue
nc
e
sc
oul
dbe found.
For example, Li (2001) compared s
t
u
de
n
t
s
’pe
r
f
o
r
ma
nc
eofMa
nda
r
i
n,
Eng
l
i
s
h,a
n
d
Min-Nan languages in the English immersion program, bilingual (English, Mandarin)
program, and traditional (Mandarin) programs. The results showed that English
immersion students have the best English performance among three groups of children.
In Mandarin performance, English immersion children were ranked as second, and their
performance of Min-Nan language was ranked as inferior to other two groups of children.
No single group of children outperformed other groups in a general cognitive test.

Zhan

(2006) studied two elementary schools’f
i
r
s
tg
r
a
de
r
s
’Ma
n
da
r
i
nvoc
a
bul
a
r
y
comprehension, writing, and oral description performances in Ji-Long (a city in Northern
Taiwan).

The result showed Eng
l
i
s
hi
mme
r
s
i
onss
t
ud
e
nt
s
’Mandarin and general

academic ability had no difference from their non-immersion peers. However, if
researchers categorized Mandarin ability into more subtle categories (e.g., oral history,
composition, and vocabulary amount), s
omec
a
t
e
g
or
i
e
s‘pe
r
f
o
r
ma
nc
ewa
sbe
t
t
e
ra
nd
some results were inferior to their counterparts in other groups.
The immersion-related research with the biggest sample size, conducted in Taiwan
was entrusted by Administration of Education, wa
sc
a
l
l
e
d“
I
nf
l
u
e
nc
e
so
fl
e
a
r
n
i
ng
Eng
l
i
s
hi
nk
i
nde
r
g
a
r
t
e
nl
e
ve
l
sons
t
ud
e
nt
s
’s
c
o
r
e
sof English, Mandarin, and
Maindarin-related performance.” This research sampled all 5th in 6th graders and firstand second-year junior high school students in Taiwan.
around Taiwan.

The sample included all cities

There were 12,627 people who replied to the questionnaire, making a

questionnaire response rate of 89%. Results showed that, overall, students who studied
English in kindergarten English immersion programs had an average English score of
83.4 and Mandarin score of 82.69. Students who began to learn English in elementary
schools had an average English score of 85.09, and an average Mandarin score of 84.90.
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However, the difference did not achieve statistical significance.

In other words,

research results showed that young children learning English in kindergarten English
immersion programs did not have advantages in their future English scores.
Me
a
nwh
i
l
e
,k
i
nde
r
g
a
r
t
e
nEng
l
i
s
hi
mme
r
s
i
o
nc
hi
l
dr
e
n’
sMandarin (L1) and overall
academic scores were not inferior to those of their counterparts, either.（Wu & Zhang,
2005）

Research Methods

This experimental project began in September 2007.
volunteered to participate in this study.

Three private kindergartens

The main purpose of this experimental Hakka

language immersion program is t
op
r
omot
ec
hi
l
dr
e
n
’
sHa
kk
al
a
ng
ua
g
ec
ommuni
c
a
t
i
on
ability, including listening and oral abilities. The other purpose of this program is to
pr
o
mot
ec
hi
l
dr
e
na
ndpa
r
e
nt
s
’a
wa
r
e
ne
s
sof the importance of Hakka language and
culture maintenance. Research methods details are described below:

1. Research Participants

Three private kindergartens volunteered to participate in the Hakka immersion
programs.

Two kindergartens, Shan and Boo kindergartens, were located in Hakka

communities.

Thus, most children in these two kindergartens were Hakka people. Zen

kinderg
a
r
t
e
n’
sc
hi
l
dr
e
nc
o
mpos
i
t
i
onwa
smore complicated.

Two-thirds of the children

were non-Hakka people, whose heritage language is Min-Nan.

In each school, one class

was chosen as an Hakka immersion group, and the other class, which was the same age,
was chosen as a comparison group.

Since Boo kindergarten has only one 3 year-old

class, there is no comparison group for Boo kindergarten.

Participants in each school
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are listed in table 1:

Table 1

Number of participant in each school

Shan (5-6 years old)

Zen (4-5 years old)

Boo (3-4 years old)

22

21

16

Control group

22

19

X

Total

44

40

16

Experimental group
(Hakka immersion )

2. Implementation of Hakka immersion Program

The purpose of the Hakka immersion program is to create a real Hakka language
communication environment in which children can use Hakka language practically.
Therefore, the first principle of Hakka immersion program is that Hakka language needs
to be used to teach and to communicate above 50% of the time at schools.

Because of

this requirement, the main teachers in Hakka immersion programs need to be Hakka
people with fluent Hakka communication ability.

Details of how Hakka immersion

programs implement are discussed below:

（1） daily communication
At the beginning, teachers gradually switched daily usage of language from
Mandarin to Hakka.

After one month, children were asked to use Hakka language as

the main communication language in their daily routines (e.g., greeting, sleeping, meal
time, etc.).

The purpose of using Hakka in daily routines is to create opportunities for

children to use Hakka in repetitive contexts. Then, children will gradually become
15
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familiar with Hakka and have motivation to use it.

（2） formal Hakka language classes—integrated with Mandarin topic
In addition to daily use of Hakka, kindergarten also arranged two formal Hakka
language classes per week to teach Hakka language knowledge. Contents of the Hakka
language classes were designed by teachers. Teachers drew from their Mandarin theme
project to design Hakka language teaching content so that both curricula could be
integrated with each other.

Fo
re
xa
mpl
e
,
i
fMa
nda
r
i
nc
l
a
s
s
’
st
h
e
met
opi
cis

“
mi
d-autumn festival,”Hakka language class will teach children how to use Hakka to say
words related to the mid-autumn festival, such as moon cake, barbecue, pomelo, etc.
Every week, Hakka class taught children around 3 to 5 new words, and 1 to 2 sentence
patterns. Then, teachers created many opportunities in daily lives for children to apply
what they had learned in the Hakka class. Besides, teachers often lead children to discuss
Hakka culture and its difference from mainstream culture if opportunities appeared.
Some Hakka rhymes and songs were often brought into the class, too.

3. Data collection and Analysis

(1) Peabody picture vocabulary Test-Revised (PPVT)
Mandarin version of Peabody Picture Vocabulary test-revised (PPVT) was used to
e
va
l
u
a
t
ec
hi
l
dr
e
n’
sMa
n
da
r
i
na
bi
l
i
t
y
. PPVT was originally developed by Lloyd and
Dunn (1959), and then revised by Leota Dunn.

Mandarin version was revised by Lu &

Liu(1994), who sampled children from every county in Taiwan

as the standardized

sample, and rebuilt Chinese version of reliability and norm-reference.
reliability cronbach αi
s.09 to

Split half

.97; test-r
e
t
e
s
tr
e
l
i
a
bi
l
i
t
yc
r
o
nba
c
hαi
s.
90
.
. PPTV is

an effective , fast, and interesting assessment instrument, which is appropriate for
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evaluating children’
s Mandarin ability from age three to sixteen.
questions in the test.

There are 125

Every question is designed in four pictures appearing on one page.

Children need to point to correct picture and speak out the word after they hear the
instruction.
(2) Test of early mathematics ability (TEMA)
Test of Early Mathematics Ability (TEMA) created by Ginsburg & Baroody (1996)
wa
sus
e
dt
oe
v
a
l
ua
t
ec
hi
l
dr
e
n’
sma
thematic ability. Chinese version of TEMA was
created by Xu(1995), who revised TEMAba
s
e
dupo
nTa
i
wa
n’
ss
pe
c
i
a
lc
u
l
t
ur
a
lc
on
t
e
xtt
o
me
e
tTa
i
wa
ne
s
ec
hi
l
dr
e
n’
sde
v
e
l
opme
nt
al needs.

This test mainly focuses on evaluating

c
hi
l
dr
e
n
’
s“
i
nf
o
r
ma
lma
t
h
e
ma
t
i
ca
b
i
l
i
t
y
”(
e
.
g
.
,c
ou
nt
i
ng
,
ma
t
he
ma
t
i
cc
onc
e
pt
,mi
n
d
c
a
l
c
u
l
a
t
i
on
,s
i
mpl
ea
dda
n
dmi
nusc
ou
nt
)a
nd“
f
or
ma
lma
t
he
ma
t
i
ca
b
i
l
i
t
y
”(
e
.
g
.
,
number-reading and writing, complicated calculation, decimal system. This test is often
used to evaluate whether c
h
i
l
dr
e
n
’
sma
t
h
e
ma
t
i
cc
onc
e
pts
u
r
pa
s
sorl
a
gbe
hi
n
d
norm-reference level. This test is appropriate for preschool children above age 3, and
needs to be conducted individually.

I
nt
e
r
n
a
lc
o
ns
i
s
t
e
nc
yc
r
o
nba
c
hαi
s .94，test-retest

r
e
l
i
a
bi
l
i
t
yc
r
on
ba
c
hαi
s .94. Constructive reliability is between

.66 to .96, which

achieve .001 significant level。
(3) Hakka Version of Peabody picture vocabulary Test-Revised
Hakka version of PPVT edited by Zhang (2004) is an instrument frequently used in
Taiwan to e
v
a
l
ua
t
ec
hi
l
dr
e
n’
sHa
kk
aa
bi
l
i
t
y
. Hakka version of PPVT was revised from
Mandarin PPVT. Zhang deleted questions 66、88、95、111、121、122、123、125 in
original Mandarin PPVT because these questions could not be translated into Hakka.

.

Hakka PPVT test was conducted completely in Hakka language with individual child.
Lowest score is 0, and the highest score is 116.

To create test-retest reliability, Zhang

retested 30 children right after they had finished first time’
s test for 1-2 weeks.

The
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test-restest reliability is

.74 (Zhang，2004)。

(4) Interview assessment
In addition to Hakka PPTV test, teachers designed an interview test, which included
two main parts: the first part listed main vocabularies and sentences taught in one
semester; the second part listed daily routine use of Hakka .

At the end of each semester,

teachers and parents used the interview protocol to interview children and to rate
children’
s Hakka performance on a 3-point scale (1: bad, 2:so-so, 3: good). Te
a
c
he
r
s
’
r
a
t
i
ngwa
sc
ond
uc
t
e
dbyt
e
a
c
he
r
sa
tt
h
e
i
rf
r
e
et
i
me
. Pa
r
e
nt
s
’r
a
t
i
ng
swere conducted by
parents at home.
Collected data were analyzed by SPSS software.

Analysis focused on the

following aspects: (1) Do Hakka immersion programs promote c
hi
l
dr
e
n’
sHa
kk
a
language oral and listening ability? (2) Do Hakka immersion programs negatively
influence c
hi
l
dr
e
n’
sMa
n
da
r
i
na
ndma
t
he
ma
t
i
cp
e
r
f
or
ma
nc
e
?

Results and Discussions

1.
Hakkai
mme
r
s
i
onc
hi
l
dr
e
n’
sHakkal
angua
geabi
l
i
t
yc
hang
e

(1) Hakka Peabody vocabulary test
Descriptive statistic result of Hakka Peabody vocabulary test in two groups is as
Table 2:
Table 2
Groups

Descriptive statistic result of Hakka PPVT

Pretest
N

m

Progress

Posttest
SD

N

m

SD
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Hakka

51

19.72

23.41

51

45.67

23.31

25.95

38

9.23

9.07

38

16.00

16.87

6.77

immersion
Comparison
Group

As table 2 shows, both Hakka immersion and comparison group’
spo
s
t
t
e
s
ts
c
or
e
sare
hi
g
h
e
rt
ha
npr
e
t
e
s
ts
c
or
e
s
. Ha
kk
ai
mme
r
s
i
onc
h
i
l
d
r
e
n’
sp
r
og
r
e
s
s(
29
.
9
5)i
shi
g
h
e
rt
han
comparison group(6.77).

To further investigate whether Hakka immersion s
t
ude
n
t
s
’

progress is significantly greater than comparison group, researcher conducted
covariance analysis.
Table 3

Analysis results are shown in Table 3：

Cova
r
i
a
n
c
eAna
l
y
s
i
sofDi
f
f
e
r
e
n
tGr
ou
ps
’
Ha
kk
aPos
t
t
e
s
tSc
or
e
s

來源

Sum of

Df

Mean square

F value

Sig.

58.47**

< .0001

Squares
Model

33006

2

16503

Error

23428

83

282.269

Corrected Total

56434

85

R Square= .5849 (Adjusted R-Sq=

n.s. p> .05, *p< .05

. 5749)

**p< .005

As table 9 shows, excluding the influence the covariance variable (pretestscore),
independent variable (Hakka immersion program) has significant effect on dependent
variable (Hakka lisenting and oral ability) (F=58.47，p < .0001). In other words,
results show that posttest scores are influenced by Hakka immersion program variable
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a
n
dc
hi
l
dr
e
n
’
s pretest scores.

Table 4 s
howst
hemod
e
lo
fHa
k
k
apos
t
t
e
s
t
’
sp
a
r
a
me
t
e
r

estimated value：
Table 4
Variables
Intercept

Label
Intercept

Groups
Hakka

Hakka

pretest

pretest

Model of Hakka Posttest Score Parameter Estimated Value
DF

Parameter Estimate

Sd. Error

t value

Sig.

1

8.70429

2.93443

2.97

0.0039

1

23.12661

3.80195

6.08

< .0001

1

0.72633

0.10446

6.95

< . 0001

Table 4 shows that the difference between control group (Hakka immersion group ) and
comparison group after adjustment is equal to 23.12661，standard error equals to
3.80195，adjusted mean difference t value=6.08 (p< .0001), which achieve .05
significant level。Hakka posttest estimated value is :
Hakka posttest value=8.70429+ 23.12661*groups + 0.72633* Hakka pretest score

Ha
kk
ai
mme
r
s
i
o
ng
r
ou
pi
s“
１”
，a
ndc
o
mpa
r
i
s
ong
r
oupi
s
”
0”
,R 2 0.5849 。Mean
difference after adjusting between Hakka immersion and comparison group is 23.12661.
I
not
he
rwor
ds
,
unde
rt
h
es
a
meHa
kk
ap
r
e
t
e
s
ts
c
or
e
s
,Ha
k
k
ai
mme
r
s
i
o
ng
r
ou
p’
sme
a
n
score is 23.12661 higher than that of comparison group.

This result shows that Hakka

immersion programs have significant positive effecto
npr
omo
t
i
ngc
hi
l
d
r
e
n’
sHa
kk
a
l
i
s
t
e
n
i
nga
ndo
r
a
la
b
i
l
i
t
i
e
s
. Thehi
g
he
rt
hec
h
i
l
dr
e
n’
sHa
kkapr
e
t
e
s
ts
c
or
e
sa
r
e
,
t
he
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higher Hakka posttest scores will be.

In the same group, when Hakka pretest score

increase one point, the posttest score will increase 0.72633 point.

In sum, in the same

pretest level, Hakka immersion g
r
ou
p’
sHakka posttest score is higher than the
comparison group.

In other words, Hakka immersion have good effect on enhancing

c
hi
l
dr
e
n
’
sHa
k
kal
i
s
t
e
n
i
n
ga
nds
pe
a
k
i
nga
bi
l
i
t
i
e
s
.

(2) Teachers and Parents Evaluation
Table 6 shows that teachers’and pa
r
e
n
t
s
’i
nt
e
r
vi
e
wi
ngr
e
s
u
l
t
s of children Hakka
performance in teaching content and Hakka daily use :
Table 6 t
e
a
c
h
e
r
sa
ndpa
r
e
nt
s
’i
nt
e
r
v
i
e
wi
ngr
e
s
ul
t
s
Hakka Subject Content Interview
Evaluators

N

Minimum

Maximum

value

value

M

SD

Teacher (1 semester）

55

0

3

2.47

0.70

Teacher (2 semester)

56

0

3

2.80

0.44

Teacher (1 year)

2.63

Parents (1 semester）

55

0

3

2.44

0.62

Parents (2 semester)

53

0

3

2.69

0.46

Parents (1 year)

2.57
Hakka Daily Usage Interview

Evaluators

N

Minimum

Maximum

value

value

M

SD
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Teacher (1 semester）

55

0

3

2.65

0.71

Teacher (2 semester)

55

0

3

2.71

0.48

Teacher (1 year)

2.68

Parents (1 semester）

54

0

3

2.53

0.65

Parents (2 semester)

53

0

3

2.64

0.51

Parents (1 year )

2.59

As Table 6 shows, in the evaluation of subject content, teache
r
s
’e
va
l
ua
t
i
ngme
a
nis 2.63,
and pa
r
e
nt
s
’e
va
l
ua
t
i
ngmean is 2.44.

In Hakka daily usage rating, t
e
a
c
he
r
s
’r
a
t
i
ng

average is of 2.68, and pa
r
e
n
t
s
’r
a
t
i
ngaverage is 2.59.

teachers a
ndp
a
r
e
nt
s
’
r
a
t
i
ng
sof

c
hi
l
dr
e
n
’
sp
e
r
f
or
ma
nc
ei
ns
u
bj
e
c
tma
t
t
e
ra
ndda
i
l
yHa
kk
aus
a
g
ea
r
eclose to “
g
oo
d”
interval. I
no
t
h
e
rwor
ds
,t
e
a
c
he
r
sa
ndpa
r
e
nt
svi
e
wc
hi
l
d
r
e
n’
sHa
kka abilities as good in
immersion programs.

2. Do Hakka Immersion Programs Have Ne
gat
i
veI
nf
l
ue
nc
eo
nChi
l
dr
e
n’
s
Mandarin Performance?

Based upon data derived from Mandarin PPVT test, descriptive statistic was
analyzed and the results were listed in Table 7:
Table 7 Mandarin Pretest and Posttest Scores in Different Groups
Groups

Experimental

Mandarin Pretest

Progress

Mandarin Posttest

N

m

SD

N

m

SD

54

41.37

17.68

53

66.58

23.34

25.21
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Group
Comparison

39

42.92

12.67

38

58.63

17.07

15.71

Group

As Table 7 shows, mean scores of posttest in experimental and control groups have great
progresses.

Progress in experimental group (Hakka immersion group) is larger than in

the comparison group.

In Mandarin test, the progress of experimental group is 25.21

points, and comparison group is 15.71 points.

To further explore whether posttest in

experimental group is significantly higher than that of comparison group, researcher
needs to conduct covariance analysis. Result of covariance analysis is listed in Table 8:

Table 8 Analysis of Mandarin Posttest Scores in Different Groups
Mandarin Ability
Source

Sum of

Df

Mean square

F value

Sig.

24.91

< .0001

Squares

R

Model

14499

2

7249.71107

Error

24741

85

291.07297

Corrected Total

39241

87

Square= . 3695

(Adjusted R-Sq=

n.s. p> .05, *p< .05

. 3547 )

**p< .005

As Table 8 shows, excluding covariate variable (pretest score), the influence of
independent variable (Hakka immersion program) on dependent variable (Mandarin
ability) have significant effect (F=24.91, p< . 0001) 。The result shows that Mandarin
posttest score is influenced by students’pr
e
t
e
s
ts
c
or
ea
n
dHa
kk
ai
mme
r
s
i
on program.
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The
n,
Ta
bl
e9s
howst
hemode
lofMa
nda
r
i
npo
s
t
t
e
s
t
’
spa
r
a
me
t
e
re
s
t
i
ma
t
e
dva
l
u
e
：
Table 9

Model of Mandarin Posttest Score Parameter Estimated Value

Variables

Label

DF

Parameter Estimate

Sd. Error

t value

Sig.

Intercept

Intercept

1

23.61246

5.954

3.97

0.0002

1

10.867

3.691

2.94

0.0042

1

0.809

0.123

6.58

< .0001

Groups
Mandarin

Mandarin

pretest

pretest

n.s. p> .05, *p< .05

**p< .005

Table 9 shows that the difference between control group (Hakka immersion group ) and
comparison group after adjustment is equal to 10.876，standard error equals to 3.691，
adjusted mean difference t value=2.94 (p< .0001), which achieve .05 significant level。
Mandarin posttest estimated value is :
Mandarin posttest = 23.61246 + 10.86714 × groups + 0.80908 ×Mandarin pretest score
2
Ha
kk
ai
mme
r
s
i
o
ng
r
ou
pi
s“
１”
，a
ndc
o
mpa
r
i
s
ong
r
oupi
s
”
0”
,R 0.3695 。Mean

difference after adjusting between Hakka immersion and comparison group is 10.86714 .
In other words, under the same Mandarin pretest scores, Mandarin immersion group’
s
mean score is 10.86714 higher than that of comparison group.

This result shows that

Ha
kk
ai
mme
r
s
i
o
npr
og
r
a
msh
a
ves
i
g
n
i
f
i
c
a
n
tpo
s
i
t
i
vee
f
f
e
c
tonc
h
i
l
d
r
e
n’
sMandarin score.
The higher the children get in Mandarin pretest, the higher their posttest score is.

In the

same group, as the Mandarin score increases one pint, children’
spos
t
t
e
s
ts
c
or
ewi
l
l
increase 0.80908 point.
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3. Influence of Hakka Immersion Programs on Children’
s Mathematic Concepts

Based upon data derived from Test of Early Mathematic Ability, descriptive statistic
results are listed in Table 10:

Table 10 Mathematic Pretest and Posttest Scores in Different Groups
Groups

Mathematics Pretest

Experimental

Progress

Mathematics Posttest

N

m

SD

N

m

SD

56

14.09

7.64

52

18.48

5.32

4.39

40

17.63

4.42

38

20.03

3.29

2.4

Group
Comparison
Group

As Table 10 shows, mean scores of posttest in experimental and control groups have
slight progresses.

Progress in experimental group (Hakka immersion group) is larger

than comparison group.

The progress of experimental group is of 4.39 points, and the

comparison group is of 2.4 points.

To further explore whether posttest in experimental

group is significantly higher than that of comparison group, researcher needs to conduct
covariance analysis.

Table 11

Result of covariance analysis is listed in Table 11:

Analysis of Mathematic Posttest Scores in Different Groups

Mathematic Ability
Source

Sum of

Df

Mean square

F value

Sig.

Squares
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2009 HICE Proceedings
Page 3988

Model

1493.49

2

746.746

Error

400.908

87

4.608

Corrected Total

1894.400

89

R Square= .788 (Adjusted R-Sq=

n.s. p> .05, *p< .05

162.05

< . 0001

.7835 )

**p< .005

As Table 11 shows, excluding covariate variable (pretest score), the influence of
independent variable (Hakka immersion program) on dependent variable (Mathematic
ability) have significant effect (F=162.05, p< . 0001) 。The result shows that mathematic
po
s
t
t
e
s
ts
c
or
ei
si
n
f
l
u
e
nc
e
dbys
t
ude
n
t
s
’pr
e
t
e
s
ts
c
or
ea
n
dHa
kk
ai
mme
r
s
i
onp
r
og
r
a
m.
The
n,
Ta
bl
e1
2s
ho
wst
hemode
lo
fMa
t
he
ma
t
i
cpos
t
t
e
s
t
’
sp
a
r
a
me
t
e
re
s
t
i
ma
t
e
dva
l
ue
：

Table 12 Model of Mandarin Posttest Score Parameter Estimated Value
Variables

Label

DF

Parameter Estimate

Sd. Error

t value

Sig.

Intercept

Intercept

1

9.05842

0.71130

12.74

<.0001

1

0.49272

0.47241

1.04

0.2998

1

0.62580

0.03539

17.68

<.0001

組別
Mathematic

Mathematic

pretest

pretest

n.s. p> .05, *p< .05

**p< .005

Table 12 shows that the difference between control group (Hakka immersion group ) and
comparison group after adjustment is equal to 0.49272，standard error equals to
0.47241，adjusted mean difference t value=1.04 , p=0.2988 (p>

.05). In other words,
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mathematic posttest scores between two groups do not have significant difference.
The mathematic posttest estimated value is :
Mathematic posttest = 9.05842 + 0.49272 × groups + 0.62580 × mathematic pretest score

Hakka immer
s
i
o
ng
r
oupi
s“
１”
，a
ndc
o
mpa
r
i
s
ong
r
oupi
s
”
0”
,R 2 0.7884 。Mean
difference after adjusting between Hakka immersion and comparison group is 0.49272
I
not
he
rwor
ds
,
unde
rt
h
es
a
mema
t
he
ma
t
i
cpr
e
t
e
s
ts
c
or
e
s
, Ha
kk
ai
mme
r
s
i
ong
r
o
up’
s
mean score is 0.49272 higher than that of comparison group.

Although Hakka

i
mme
r
s
i
onpr
og
r
a
msha
ves
l
i
g
h
tpo
s
i
t
i
vei
nf
l
ue
n
c
eonc
h
i
l
dr
e
n
’
sma
t
he
ma
t
i
ca
bi
l
i
t
y
,
effect does not achieve statistically significant. The higher the children get in
mathematic pretest, the higher their posttest score is. In the same group, as the
mathematic score increases one pint, children’
spos
t
t
e
s
ts
c
o
r
ewi
l
li
nc
r
e
a
s
e0.62580 point.

Conclusion and Discussion

Main purposes of this study are to investigate whether Hakka immersion programs
enhancing children’
sHa
kk
al
a
ng
ua
g
el
i
s
t
e
ni
nga
ndor
a
la
bi
l
i
t
y
. The other purpose is to
study whether Hakka immersion programs negatively influence c
hi
l
d
r
e
n’
sMa
nda
r
i
na
nd
mathematic learning and performance. Results showed that Hakka immersion program
has good effects on enhancing children’
sHa
kk
al
a
ng
ua
g
el
i
s
t
e
n
i
nga
ndo
r
a
la
b
i
l
i
t
i
e
s
.I
n
addition, evidences do not show that Hakka immersion programs have any negative effect
onc
h
i
l
d
r
e
n’
sMa
nd
a
r
i
na
ndma
t
he
ma
t
i
cpe
r
f
o
r
ma
nc
e
. Ont
hec
ontrary, Hakka
immersion children’
sMa
nda
r
i
np
e
r
f
or
me
ve
nbe
t
t
e
rt
ha
nthat of their counterparts.
Above findings echo the results found in other countries. Many studies conducted
in Western contexts have found that heritage immersion programs have great effects on
maintaining heritage language (Kamana & Wilson, 1996; Lindholm-Leary, 2008; Sims,
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2006)。Therefore, heritage immersion teaching model works well not only in in western
c
on
t
e
xt
sbuta
l
s
oi
nTa
i
wa
n’
ss
pe
c
i
a
lc
ul
t
ur
a
lc
on
t
e
xt
.I
na
dd
i
t
i
o
n, results show that
Hakka immersion children’
sMa
n
da
rin performance is better than that of their
c
ou
nt
e
r
pa
r
t
s
,wh
i
c
hi
saf
i
nd
i
ngbe
y
ondr
e
s
e
a
r
c
he
r
’
se
xpe
c
t
a
t
i
on. How will that happen?
Many studies have indicated that proficiency in two languages can help children develop
flexibility and creativity in thinking, which further enhances children’
sc
ogni
t
i
v
ea
bi
l
i
t
y
(Baker, 2006).

Also, research have found that balanced bilingual speakers often have

better meta-linguistic process ability and communicating sensitivity, which are beneficial
for cognitive development and learning (Baker, 2006; McCarty, 2003).

Therefore, many

studies have found that heritage immersion students’a
c
a
de
mi
cpe
r
f
or
ma
n
c
ei
so
f
t
e
n
better than that of their counterparts (Baker, 2006; Krauss, 1998; McCarty, 2003).

Thus,

Ha
kk
ai
mme
r
s
i
o
nc
hi
l
dr
e
n’
sg
oo
dpe
r
f
or
ma
nc
ei
nHa
kk
al
a
ng
ua
g
ea
ndMa
ndarin
language test may be the result of their advantages gained in flexible thinking, creativity,
meta-linguistic process ability, and communicating sensibility.
Ne
v
e
r
t
he
l
e
s
s
,t
hi
ss
t
udyi
saf
r
o
nt
i
e
rr
e
s
e
a
r
c
hi
nTa
i
wa
n’
she
r
i
t
a
g
eimmersion
education.

Some limitations and further suggestions are discussed below in order to

stimulate more discussions and efforts devoted to this sterile land.
study included: First, this study is a one-year experimental research.
the result is a short-term effect.

Limitations of this
Strictly speaking,

Further evaluation is needed to examine the Hakka

immersion program’l
ong
-terms effect.

In addition, more qualitative research is

suggested to collect more data regarding teacher-c
hi
l
dr
e
n’
sor
a
lde
s
c
r
i
pt
i
on
,i
nt
e
r
a
c
t
i
on,
and teaching strategy.

By doing so,r
e
s
e
a
r
c
he
r
sc
a
nf
u
r
t
he
re
xpl
or
eho
wc
hi
l
d
r
e
n’
s

Hakka language and other areas of learning are enhanced and facilitated.

Also,

researchers can do a d
e
t
a
i
l
e
da
na
l
y
s
i
sofc
hi
l
dr
e
n’
sl
a
ng
ua
g
ec
ha
nge, such as the change
of phonemic awareness, length of language, language structure, and grammatical
improvement. Then, educators can have further understanding of which aspect of
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language improvement is strongly influenced by Hakka immersion program and which
aspect of language elements needs to make more effort.

Finally, children’
ss
oc
i
a
l

economic status may exertg
r
e
a
ti
nf
l
ue
nc
eonc
h
i
l
d
r
e
n’
sl
a
ng
ua
g
ea
ndl
e
a
r
n
i
ng
performance.

In this study, because three kindergartens are middle-class private

k
i
n
de
r
g
a
r
t
e
n
s
,c
h
i
l
dr
e
n’
sSESba
c
k
g
rounds are very similar.

So, results may not

dramatically be affected by children SES backgrounds; however, researcher still cannot
exclude the possibility ofSESonc
hi
l
d
r
e
n’
spe
r
f
or
ma
nc
e
. The
r
e
f
or
e
,f
u
t
ur
er
e
s
e
a
r
c
h
s
h
oul
di
nvo
l
vec
hi
l
dr
e
n’
sSESa
n
dI
Qva
r
i
a
bl
e
swhe
ndi
s
c
u
s
s
i
ngt
hei
n
f
luence of Hakka
i
mme
r
s
i
onp
r
og
r
a
msonc
hi
l
d
r
e
n’
sl
a
ng
u
a
g
ea
n
da
c
a
de
mi
cp
e
r
f
or
ma
nc
e
.
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Abstract

This study was aimed at the development of a framework for the effective
management of preschools. Bases for the framework were the conceptual literature on the
Revised Head Start Performance Standards (RHSPS) and actual management practices in
selected top performing preschools in Metro Manila. Descriptive multi-site case study
approach was employed in the study. Results showed that the participant schools observed
most of the practices in all the management areas covered by RHSPS. No management
practices other than those covered by the RHSPS are observed in the participant schools.
Replication of the study in other preschools is recommended to validate the proposed
framework.
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A PROPOSED FRAMEWORK FOR THE EFFECTIVE MANAGEMENT OF
PRESCHOOLS

Introduction

Research conducted for more than two decades proved that the first few years of life
are the most crucial in life. Children learn more during this stage than at any other time in
their lives (Larose, Terrisse, Bedard & Karsenti, 2001). Research has also shown that the
benefits of quality preschool education can be long lasting throughout adult life (Australian
Education, 2001). A good preschool is therefore important in today’s world (Stratos, 2003)
for it lays the foundation of good education.
It sets the foundations for cognitive, physical, emotional, social, and language
development and provides children with an invaluable foundation for their entry into formal
schooling (Guerrero, 1997; Hohmann,2002; Philippine Department of Education {DepEd},
2003; Strandell,2000). Moreover, it enables detection of impediments to learning, which if
not attended to could affect a child’s learning potentials for the rest of his or her life
(Australian Education, 2001). Research over the last twenty years (Reeves, 2000) has
evidence that children who attended high quality preschool programs performed better in
reading and in mathematics (High/Scope Educational Research Foundation, 1998). They have
better self-esteem and greater internal locus of control, more sports participation, and higher
future aspirations for their future (Bredekamp, 1999; Marcon, 2002; Raposas, 2000;
Swanson, 2001). It is therefore important that preschools be managed effectively.
The significance of good management for the effective operation of preschools has
been increasingly acknowledged during the 1980’s and 1990’s (Bush, 2003). The extant
literature on preschool education identified some effective management practices. Some of
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those studies revealed that effective preschools have strong instructional leaders who can
encourage the involvement of the school community in achieving common goals (Jamentz,
2002; Haskins, 2003; Kouzes & Posner, 1997; National Research Council, 2002; O’Sollivan,
1997; Walters, 1992). Moreover, effective schools offer a safe, efficient, and effective
learning environment for children (Khim, 2003; Lambert, 1998; OFSTED, 2001;
Quisumbing, 1997; The Consultative Group of ECCD, 1999; Vonta, 2003). The literature
likewise reveals that effective preschools have clear educational purposes, high aspirations
for the educational attainment of all pupils, and a concern for them as individuals
(Sergiovanni, 1992). They have qualified and competent faculty with special training in early
childhood education (Epstein, 1999; Katz, 1994); appropriate, workable, and ideal teacherchild ratio (Frede, 1998; Howes & Steward, 1997), and active working relationship between
parent and school (Espinosa, 1995; Kontos & Fiene, 1998).
A number of authors posited that the quality of preschool education is dependent on
effective management in areas that are likely to influence a child’s overall development.
These include organizational structure, capital budget, location, philosophy, curriculum, daily
routine, facilities, teaching-learning environment, profile of teachers, staff training and
development, relationship with parents, and student assessment (Alberta Teachers
Association, 2003; Keating, 1998; Lambert, 1998; and Murphy,1998). Moreover, in effective
preschools, pupils, parents, and teachers are engaged in the achievement of common goals
(Miller & Bizzel, 1994). Furthermore, regular assessment of a child’s developmental progress
and the curricular program’s strengths and weaknesses are observed (Fu, 2002; Jerald, 2002).
Through the introduction of the Head Start Performance Standards in 1996,the important role
played by preschool education in the lives of children, provided the impetus for ensuring
quality public preschool education in the United States. Those Standards were formulated and
prescribed by the American government to ensure excellence in management practice that
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supports the provision of quality services for children of lower-income families (NAEYC,
2003). Since 1996, these standards have been used in most preschools in the United States,
including those that are private. Moreover, those standards have found applications in other
countries such as Puerto Rico, the Pacific Trust Territories, and the Virgin Islands (Hohmann,
2002), but not yet in the Philippines.
To the knowledge of the researcher, no study has yet been done on the development
of a model or a framework on effective preschool management in the Philippines. Moreover,
the applicability of the Head Start Performance Standards in the local setting has not yet been
tested. Hence, the study was aimed at the development of a framework of effective
management of preschools, based on the analysis of the conceptual literature, primarily of the
Head Start Standards and on the management practices in reputed top performing preschools
in Metro Manila. As such, it extends the literature on educational management, especially at
the preschool level.
This study was primarily anchored on the Revised Head Start Performance Standards
(Federal Register, 1996), and on concepts on preschool management propounded by
organizations and individuals who are concerned with promoting effective preschool
management (e.g. Alberta Teachers’ Association, 2003; Australian Curriculum Studies
Association, 1995; Boyer, 2001; National Association for the Education of Young Children
Position Paper, 1996; Epstein, 1996; Khim, 2003; Schweinhart, 2002; Swanson, 2001; and,
Vonta, 2003). The study was aimed at the development of a framework for managing local
preschools through the identification and syntheses of benchmarks for these schools. Broadly,
a benchmark is defined as a standard of excellence or achievement, used to compare and
measure similar things (Alsete, 1995). It is a technique identifying measurable successes of
others, which may be used as standards for evaluation purposes by another organization or
for their adoption. According to Splendolini (1992), benchmarking is a process that enables
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the design of a new system or model. The present study was based on the premise that the
intended framework could be developed from two sources of benchmarks: (a) standards
identified from the conceptual literature (conceptual benchmarks), and (b) actual
management practices in selected top performing local preschools (empirical benchmarks).

Conceptual Benchmarks
The Revised Head Start Performance Standards (Federal Register, 1996) prescribe
and recommend twelve areas under which exemplary practices that preschool managers
should engage in, to effectively manage preschools have been grouped. These areas are:
organizational structure, capital budget, location, and philosophy under program
management, curriculum, learning environment/ physical facilities, daily routine, adult-child
interaction/teaching-learning environment, parent relationship/involvement, profile of
teachers/staff qualifications, staff training and development, and assessment. According to
the Federal Register (1996), the Revised Head Start Performance Standards provides
practitioners with standards on how to set up and equip the learning environment, how to
provide activities and experiences for children, how to support and interact with children to
promote their total development, how to support staff members in their initial training and
ongoing implementation of the program, and how to continuously assess program quality.
RSHPS defines program processes and content, shapes staff training and supervision, and
allows meaningful assessment of program quality and effectiveness.

Empirical Benchmarks
It was hypothesized in the study that the top performing schools included would tend
to practice the Head Start standards. It was further hypothesized that some of these schools
would be observing all of those standards while some may not. These hypotheses were based
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on the model building studies of Batocabe (1998) on effective school management practices
and of Reyes (2002) on teaching expertise. In those studies, practices common to their
participants formed part of their respective proposed models. In the case of Reyes, practices
that were not common across her participants, were considered by the researcher as
contributory to teaching expertise. She included those in the emergent model, and labeled
them as “enhancers”. On the other hand, she labeled those that were common across the
participants as “essentials” to teaching expertise. Thus, the present researcher also looked into
practices common to the participant schools, as well as practices that might not be common to
all, but were practiced by some of them.
The researcher also looked into particular school characteristics that could probably
explain the performance of the participant schools, such as: structure, enrolment, clientele,
and years of existence. The researcher verified whether those characteristics would account
for the participant schools’ performance. The conceptual and empirical bases of the study are
summarized in Figure 1.
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Figure 1. A conceptual paradigm on the development of a framework on the effective
management of preschools in Metro Manila.
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Research Problem
Specifically, the study addressed the following problems:
1. Based on the conceptual literature, what are the standards or ideal practices in effective
preschools in the following areas?
a. organizational structure
b. capital/budget
c. location
d. philosophy
e. curriculum
f. daily routine
g. physical facilities/learning environment
h. teaching-learning environment/adult-child interaction
i. profile of teachers/staff qualification
j. staff training and development
k. relationship with parents/involvement
l. assessment
2. What is the profile of the participant schools as regards the following?
a. structure
b. enrolment
c. clientele
d. years of existence
3. Based on the feedback of administrators, teachers, and parents in the participant top
performing schools, which of the conceptual benchmarks are practiced in their schools?
a. Which of the practices in the participant schools conform with the standards or
ideal practices identified in the literature?
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b. Which of the practices do not conform with those standards, but are common across
the participant schools?
4. Which of the following variables under school profile explains the performance of the
participant schools?
a. structure
b. enrolment
c. clientele
d. years of existence
5. Based on the synthesis of the results relative to the preceding problems, what practices
may be proposed under each of the following areas?
a. organizational structure
b. capital/budget
c. location
d. philosophy
e. curriculum
f. daily routine
g. physical facilities/learning environment
h. teaching-learning environment/adult-child interaction
i. profile of teachers/staff qualification
j. staff training and development
k. relationship with parents/involvement
l. assessment
m. others that may emerge
Method
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Descriptive multi-site case study approach was employed to come up with a
framework of effective management for preschools. Audet and d’Amboise (2001) describe a
multi-site case study as a qualitative research approach designed to gain an in-depth
knowledge through the scanning of an organizational phenomenon that had barely been
researched on. It involves the observation and analysis of several sites using cross-case
comparisons and explanation building techniques to analyze data (Patton, 1990). While it
seeks to describe and understand similar case studies in order to compare and contrast
findings across the cases, it also increases confidence in the overall findings and conclusions
(Miles & Huberman, 1994).
Six preschools in Metro Manila, specifically in Manila, Makati, Mandaluyong, and
Parañaque were included in the study (Table 1). Selection of these schools was through the
recommendations of three consultants of preschools. Bases of their recommendations were: a
learning- centered educational philosophy, parents’ active involvement in school activities,
schools’ catering to middle and high socio-economic families, having qualified
administrators and teachers, teacher-student ratio of at most 1:20; presence of teacher-aides,
at least six years of existence, and comfortable facilities.
Table 1. Distribution of the Participants by School
Participant Schools
A
B
C
D
E
F
Total

Administrators
1
1
4
1
2
1
10

Teachers
2
8
3
2
6
2
23

Parents
0
0
0
1
2
1
4

Total
3
9
7
4
10
4
n = 37

Interviews and checklists developed by the researcher were used to gather the needed
data. The instruments were based on the standards and ideal practice identified from the
related literature, it reflects “ the best management practices “ in early childhood education
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(High/Scope Educational Research Foundation, 1998). The same instruments were utilized
during the on-site observations in determining management practices in the participating
preschools in Metro Manila.
The interview guide/checklist has twelve sections that cover all the management areas
in early childhood schools (High/Scope Educational Research Foundation, 1998) (Table 2).
Table 2. Grid of the Interview Guide/Checklist
Area
Organizational structure
Capital/Budget
Location
Philosophy
Curriculum
Daily routine
Facilities
Teaching-learning environment
Profile of teachers
Staff training and development
Relationship with parents
Assessment
Total

No. of Items
3
6
4
5
9
5
12
8
4
2
1
5
63

No. of Sub-items
5
7
0
4
0
0
0
0
3
3
7
8
40

Responses to each item, together with the assigned weights were: yes ( 3 ), maybe ( 2 ), and
no ( 1 ). These responses corresponded to the assessment of the participants regarding their
school practices.

Development of the Framework
The framework developed in the study consists of benchmarks.

The procedural

paradigm followed in coming up with the benchmarks was adopted from the benchmarking
continuous improvement cycle developed by the Educational Benchmarking Incorporated
(1995).
The cycle, which consists of the following steps, are operationalized in the study, as
indicated:
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1. Identify performance measures. In the present study, the performance measures are
the standards or ideal practices identified from the related literature. These
performance standards are grouped into the following areas: organizational structure,
capital budget, location, philosophy, curriculum, daily routine, facilities, teachinglearning environment, profile of teachers, staff training and development, relationship
with parents, and assessment.
2. Design data collection instruments (surveys). In this study, an instrument, which
served as checklist and interview guide designed by the researcher, based on
standards or ideal practices identified from the related literature, was used for the
purpose.
3. Administering data collection instruments. This involved answering the checklist/
interview guide by the participant administrators, teachers, and parents.
4. Analyze data.

This involved comparison of the management practices of the

participant schools as gathered through checklists, and the standards identified from
the conceptual literature. This step also included identifying actual practices that are
congruent, and those that are not congruent with the standards.
The actual management practices congruent with standards, whether common or not
common to all participant schools served as the inputs to the proposed framework.
Additional components of the proposed framework were school characteristics that appeared
to explain the performance of the particular schools. The proposed framework consists of
propositions, grouped by the management area.

Results and Discussion
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The results of the cross-case analysis of management practices as revealed from the
interviews, checklists and on-site observations are summarized. Specific management
practices commonly observed, as reported by the participant schools across the six schools (n
= 6), and those that are practiced in some, but not in all those schools (i.e. n < 6) were
revealed. Based on the percentage of practices per area, which are common across schools,
the management areas were ranked from 1 (i.e. 6 out of 8 or 75% of the listed criteria are
commonly practiced across the six schools) to 12 (where none of the criteria is commonly
practiced across schools). Rank 1 is the area on philosophy, while rank 12 is the area on
school budget/capital.
Results likewise revealed that the majority (n=4) of the participant schools are part
of the basic education department. These preschools are administered by the basic education
principals, but the preschool units are directly under the leadership of the preschool
coordinator. These findings suggest the possibility that preschools attached to basic education
departments may be a characteristic of a top performing preschool. This may perhaps be
explained by the presence of the next higher curriculum level (i.e., the grade school) and the
articulation in curriculum and instruction that can possibly prepare the preschool graduates to
the grade school (Marcon, 2002). In this context, the structure of a preschool (independent /
part of basic education) is included in the model proposed in the study.
Another significant finding is that 4 of the 6 participant schools have existed for at
least 30 years. This indicates that the length of existence of a preschool may be another
indicator of a top performing preschool. This finds support in Raposas (2000) who found in
her study that parents consider the length of school’s existence when choosing a school for
their children. Across the six preschools, teacher-student ratio is low. This finding indicates
that families are likely to enrol their children in such preschools. This finding finds support
from the study of DeBoard (2001), which showed a strong relationship between the number
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of children assigned to a teacher and child management. Findings in another study (Hayes,
2000) revealed that small ratios between teachers and children allowed for more constructive,
positive interaction opportunities between teachers and pupils.
An additional salient finding is that all the participant schools cater to children of the
middle or higher - class families. This characteristic is also suggestive of a top performing
preschool. Parents who are financially capable are willing to pay the tuition fees of
preschools that offer quality programs and services (Kagan & Cohen, 1997). These schools
give parents the assurance of quality care and education for their children (Quisumbing,
1997). On account of the findings of the study and the supporting literature, socio-economic
class of the student population was adopted as another characteristic of a top performing
school in the present study.
The three areas, which are common across the six schools, are in the following order:
(1) school philosophy, (2) parents school relationship, and (3) physical facilities. Those
findings indicate that the participant preschools are clear about the educational philosophy of
schools that offer early childhood education. Their practices under school philosophy find
support in the conceptual literature (Federal Register, 1996). Effective preschools according
to Sergiovanni (1992) have clear educational purposes. This contention is verified among the
top performing preschools covered in the study. Moreover, adherence of these schools to the
ideal practices concerning parents-school relationships implies their recognition of the central
role played by parents in the education of their children. As proposed by Frede (1998),
Kagan, Moore & Bredekamp (1995), Khim (2003), and Schweinhart (2002), there should be
close collaboration among parents, preschool managers, and teachers.
Physical facilities area was also found to be one of the three priority areas in the
participant schools. This observation is supported by the literature regarding the need to
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provide young learners with a learning environment that provides them with physical safety
and emotional security (Decker, 2001; Levine & Lezotte, 2001).
On the other hand, the three areas where the criteria are practiced by fewer participant
schools are: (1) school capital/budget, (2) teacher profile, and (3) staff training and
development. These findings have implications for management practice in the schools
covered by the study. There is a need on the part of these schools, to review their practices
under this area, in the light of the RHSPS benchmarks, as results indicate that the ideal
practices under school capital/budget are mostly not observed in the participant schools. In
most cases, only the owner/director and the treasurer, if any, of local schools have access to
financial information. One disconcerting finding is that only a minority of the participant
schools is able to adhere to the educational requirements for preschool teachers. Another
observed weakness in the majority of the participant schools is inadequate provision for
faculty development. These findings can serve as eye openers for the participant preschools
owners and administrators, if they wish to further improve the performance of their respective
schools. It was further observed that the participant administrators, teachers, and parents
somehow varied in their responses to the various items of the checklist. This implies
inadequate information dissemination or communication concerning school practices in
management areas where such variations were noted.

Generally, the standards in the

RHSPS are being practiced in the participant local top performing preschools covered by the
study. This finding indicates that these participant local schools can match foreign schools in
terms of effective preschool management. However, this inference is tentative, and needs to
be verified with the use of outcome variables (e,g. children – related outcomes), which were
not included in the study.
From the data presented, a framework for the effective management of preschools in
Metro Manila was developed. The framework presents two sets of management practices.
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The first set consists of practices common across the participant schools as reported by the
participants (i.e. based on the modal responses) and as verified by on-site observations and
interviews made by the researcher. The second set consists of management practices, which
are observed by some, but not by all of the participant schools, based on the same data
source. These are referred to in the proposed model as additional practices.

Philosophy
Common practices. The philosophy of an effectively managed school is related to, or
is anchored on the school vision. This philosophy spouses the promotion of a happy
environment, and encourages active involvement of children with people, material, ideas, and
events. It focuses on the physical, emotional growth and social growth of the children.
Additional practice. A school philosophy, which focuses on child-centered education,
and promotes the cognitive growth of the children, contributes to the effective management
of a preschool.

Relationship with Parents
Common practices. In an effectively managed preschool, parents are considered
partners of the school in the total development of children. In this light, the school provides
multiple opportunities for parents to volunteer as teachers or tutors in the classroom; to bring
instructional materials from home (e. g. books, toys); to attend parents meetings and
workshops, to discuss their children’s progress with teachers, and to participate in school
gatherings and event that involve parents/families.
Additional practices. Opportunities to serve on policy-making and advising
committees, and to contribute articles to the school newsletter/news bulletin can serve to
strengthen school-parent relationship.
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Physical Facilities /Learning Environment
Common practices. As children’s safety in school is an utmost priority of all parents
and school staff, schools’ facilities characterized by a safe and healthy environment is a
“must” in an effectively managed preschool. Provisions for outdoor space, and for a play
space near the classroom are available; and classrooms are divided into interest areas that
address all aspects of children’s play and development. Pieces of furniture are low and all
children can reach non-dangerous materials. Moreover, facilities promote independence and
efficacy on the part of the children. In addition, the learning environment offers materials that
promote and reflect diversity, as well as the positive aspects of the pupils’ homes and
communities.
Additional practices. Practices contributory to the effective preschool management
include provision of physical facilities that are accessible to all children, including those with
disabilities, provision of an adequate space in each interest area for children to play together,
and provision of equipment so arranged as to allow children to move freely from one learning
area to another. An additional practice contributory to the effective management of
preschools is provision of materials that are naturally incorporated into the daily school
routine, and not just brought out for special holiday events.

Teaching-Learning Environment
Common practices. Aside from providing physical facilities and learning
environments that are safe and facilitative of learning, effectively managed preschools have
teachers who create a warm and caring atmosphere characterized by a positive regard for the
learners. These teachers acknowledge learners’ accomplishments, and allow children to
display their self-initiated work throughout the classroom. Children receive encouragement
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for their efforts and ideas, and teachers use many strategies to encourage and support the
development of children’s language and communication.
Additional practices. Provision of opportunities for children’s exploration and use of
learning materials enhance the teaching-learning environment. Provision of opportunities for
teachers to share control of conversations and acknowledgements when children talk, and to
serve as partners in children play by taking cues from children are two other practices that
can improve the teaching-learning environment.

Organizational Structure
Common practices. An effective school is characterized by an organizational structure
that clearly describes and defines the positions, duties, responsibilities, and limits of authority
of administrators, teachers, and staff. Likewise, its organizational structure shows the
working relationships between the management and staff, among the governing body, and
among the teachers/staff.
Additional practices. The management of a preschool is enhanced if aside from the
essential practices under organizational structure, the management sees to it that the school’s
organizational structure is clearly illustrated through a chart, and specifies the working
relationship among parents and children.

Curriculum
Common practices. The curriculum of an effectively managed preschool reflects
careful planning aimed at developing the child socially, emotionally, physically, and
intellectually. For this purpose, the curriculum has provisions for activities that promote the
holistic progress of children. The curriculum’s goals and objectives are specific, achievable
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but challenging, and include developmentally appropriate indoor and outdoor activities
supportive of spontaneous learning.
Additional practices. Curriculum management in a preschool is enhanced, if the
curriculum addresses the goals for children’s development and learning, and if there is a
system for observing and documenting children’s progress in all areas of development. A
curriculum that is child-initiated and characterized by a more play-oriented program is also
contributory to effective school management.

Location
Common practices. In an effectively managed school, a ‘home life feeling’ of the
facility is maintained. This gives the learners the feeling that the school is not a strange place
but rather, is just like home. Moreover, an effectively managed school is conveniently or
easily accessible to the children, and is not near another big school.
Additional practices. Aside from the common practices under school location, there
are other considerations, descriptive of management concern for pupils, in so far as location
is concerned. These are: proximity to children’s residence, and absence of traffic during dropoff and pick-up time.

Assessment
Common practices. An effectively managed preschool has instruments that gauge
children’s developmental progress and reflect the school’s best practices, philosophies, and
policies. This school also has tools for assessing all other areas of operations like: classroom
teaching, service to families, and staffing.
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Additional practices. The management of a preschool is enhanced if a preschool has
an instrument for assessing the strengths and weaknesses of its programs, and if the results
are used to document program strengths and areas of improvement. The use of the assessment
results to support children’s development, to identify staff training, and to demonstrate high
quality programs (i.e. preschool programs and training programs), also contributes to the
effective management of preschools.

Daily Routine
Common practices. In effectively managed preschools, daily routine is well -planned
by the teachers. This routine is consistent enough to enable children to anticipate what will
happen next, and allows an appropriate amount of time for each type of class activity.
Additional practices. Management of daily routine is enhanced if the school provides
time for small and large group learning experiences, as well as time for play outside the
classroom. A good daily routine, which provides for a daily balance of child-initiated and
adult-initiated activities, and helps children succeed, and assume responsibilities in school,
are other practices contributory to the effective management of preschools. A daily routine
that enables children to make a plan, carry it out, and reflect on the results is an added daily
routine practice that is likely to improve the management of these schools.

Staff Training and Development
Common practices.

Another essential characteristic of an effectively managed

preschool is the provision of staff training and development that allows teachers to actively
participate in curriculum design.
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Additional practices. Staff training and development in preschools are enhanced if it
is responsive to the needs of teachers, and if it allows them to actively participate in
classroom observation visits and in multi-session distributive learning on trendy/current
topics.

Profile of Teachers
Common practices.

In effectively managed preschools, completion of units in

education is a necessary requirement for hiring teachers.
Additional practices. Completion of elementary education or of early childhood
education, passing the Licensure Examination for Teachers, special training in child
development and childhood education, and experience in working with children are
additional requirements that can enhance the quality of the teaching staff.

Capital/Budget
Additional practices. The management of a preschool is also enhanced if the school
has provision for all elements of the preschool’s program like staff development, instructional
resources, physical facilities, and other support services, enrolment projection, tuition and
other fees. Another practice contributory to the effective management of a preschool is the
provision for teachers’ discretion with funds expended for food and other expected revenues.
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Conclusion and Recommendations

The framework proposed in the study consists of practices that are found in foreign standards,
the RHSPS. It may therefore be inferred that the RHSPS is comprehensive enough to cover
all the management practices in the participating top performing schools. It may also be
concluded, based on these findings, that the RHSPS standard is applicable to the local setting.
For this reason, it is recommended that preschool owners, managers, and consultants use the
framework proposed in the study as a reference in evaluating and improving their current
school management practices. Prospective preschool owners may also refer to this framework
before establishing their own preschools.
Particular characteristics of the majority of the preschools covered in the study are
suggestive of school performance. It may therefore be included, subject to the limitations of
the study, that differences in preschool performance may be partly explained by teacher-pupil
ratio, length of existence of the school, structure (independent or attached to the basic
education department), and socio-economic status of the school clientele. However, due to
the limited sample size of the study, replications in other settings, with bigger sample sizes
are called for. More important, future researchers may conduct similar investigations among
other local preschools to validate the framework proposed in the study.
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Thai Science Student Teachers and Their Cooperating Teachers’ Views
about the Nature of Science
Vantipa Roadrangka
Department of Education, Faculty of Education
Kasetsart University, Bangkok, Thailand
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Abstract
Thai science education reform emphasizes teaching science to promote
constructivist views of the nature of science. Helping science student teachers and
cooperating teachers to develop informed views of the nature of science has been,
and continues to be, the central goal for science teacher professional development.
This study, which is a part of a larger research project titled ‘A Student Teacher
Supervision Model: Enhancing Professional Development and Mentoring’, aims to
determine the views of science student teachers from a five-year science teacher
education program and the views of their cooperating teachers’ regarding the
nature of science. A questionnaire was adapted from Haidar’s nature of science
questionnaire and administered to 33 science student teachers from a large
university in Bangkok, and 27 cooperating teachers. It was followed up with
interviews. The questionnaire and interviews covered five aspects of the nature of
science, including scientific theories and models, the role of a scientist, scientific
knowledge, scientific methods, and scientific laws. The results showed that both
science student teachers and their cooperating teachers’ views are neither clearly
traditional nor clearly constructivist. They held mixed views about the nature of
science. The results from this study will be used to design a program to enhance
science student teachers and their cooperating teachers’ conceptions of the nature
of science.
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Metacognitive Strategies: Effects on Metacognitive Awareness, Self-efficacy, Reading
Performance and Motivation
by Maria B. Cequena
Abstract

This study investigated the effects of metacognitive strategies on the freshman high school
students' metacognitive awareness, self-efficacy, reading performance and motivation. It also
attempted to to find out if there is a significant relationship between and among metacognitive
awareness, self-efficacy, reading performance and motivation. The respondents comprised of two
experimental classes who were taught metacognitive strategies by two teachers who had undergone
similar orientation and training on metacognitive strategies such as think aloud and Caverly, Nicholson
and Mandeville's (1995) Predict, Locate, Add and Note (PLAN) and two control classes who were
taught the conventional method by two different teachers. These four classes were given similar
pretests and post tests of Researcher-made reading test, Center for Educational Measurement's (CEM)
Standardized Reading Test, self-efficacy inventory, Mokhtari and Reichard's (2002) Metacognitive
Awareness of Reading Strategies Inventory (MARSI), and Rhody and Estill's (1980) Rhody Secondary
Reading Attitude Assessment (RSRAA).
Results of the study reveal that there is a significant
difference in the reading performance of selected freshman high school students before and after the
teaching of metacognitive strategies only in researcher-made reading test. However, no significant
difference was noted in the metacognitive awareness, reading performance from CEM Standardized
Reading results, reading motivation and self-efficacy of selected freshman high school students. There
is no significant difference in the metacognitive awareness, reading motivation and self-efficacy of
freshman high school students who were explicitly taught metacognitive strategies, and those who
underwent the regular literature program. The results of the researcher-made reading test revealed that
the experimenta groups performed better compared with the control groups. However, the CEM
Standardized Reading test revealed opposite findings, the control groups performed significantly better
than the experimental groups. Students' journals reflect their metacognitive awareness and their use of
efferent stance while reading and responding to texts. The respondents only utilize both efferent and
aesthetic stances only in texts that are close to their experiences. There is a significant relationship
between reading performance and self-efficacy in experimental classes while a significant relationship
was noted between reading performance and reading motivation in control classes.
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Characteristics of Business Society and Economic Education in Japan

With the increasing globalization of economic society, it is necessary
to clarify where Japanese people and Japanese companies stand today.
First we review the characteristics of Japanese society.

I Characteristics of Japanese society

1

Traditionally, Japanese people place greater reliance on others than
people of other nations do. Namely, they often entrust others with
important tasks. Strong self-assertiveness is disliked since it is
thought to reduce the solidarity similar to that observed in a
“village” community.

Many village-like organizations, such as

neighborhood associations and children’s societies, which seem to
be strongly influenced by these traditional values, exist in local
communities, although their power to unite members has decreased.
2

People tend to suppress their assertiveness in order to achieve
greater group unity.

3

Sometimes people show excessive kindness that may lead to the
receiver feeling uncomfortable.

4

Japanese people tend to express an ambiguous attitude and see what
others do first. A certain amount of ambiguity is maintained in
communication.

5

It is also important to humble oneself. (For example, people say
“It’s nothing” when they give gifts to someone else, and tend to
downplay their skills when they offer help.)
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6

Japan has a shame culture; there is a strong sense of shame when
people fail.

7

Hence, bankruptcy is considered to be shameful and it is difficult
to have a second chance in life.

8

Young people have little motivation to start up a business. There
is an overwhelmingly strong tendency to prefer working up until the
official retirement age and pursue security and stability.

9

Many people believe in gods and Buddha. (They pray for success in
exams and financial prosperity at shrines and temples.)

10 People place importance on blood relations. This is also common in
China and South Korea.
11 Japan has a male-dominated society. ・・・ The rate of women in
employment decreases when they reach child-rearing age, forming an
M-shaped curve, which is rarely observed elsewhere in the world.
Namely, Japan is a nation where roles are divided by gender and it
has been considered ideal that men work in paid employment and women
are full-time housewives. Hence, the virtue of women has been to
endure their positions and to devote oneself to the home when they
are marriage and to the workplace when they work. (The wages of women
are lower than those of men except in the case of public servants
and teachers.) Some men in their 60s or older who grew up in such
an atmosphere have chauvinistic attitudes towards women.

Such characteristics developed because the people who held actual power
established a system in which the Emperor was placed at the top. Also,
as a result of Japan’s history, there is strong aversion to change (in
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contrast to the history of China and other Asian and European countries,
there have been no major revolts). Another factor is the fact that Japan
is an island nation. Namely, Japan is a nation consisting of Japanese
who speak a common language, Japanese, and there is an unusually strong
degree of unity and sense of nationhood among Japanese people. Today,
although there have been a few changes, a large part of these
characteristics still remain. As a result, Japanese companies have the
characteristics described below.

II Characteristics of Japanese companies

① In the corporate structure, a family organization, namely, an
association, consisting of subcontractors and sub-subcontractors
under the control of a big company, is formed. Also, associations
of managers, section chiefs and subsection chiefs are formed in a
company.
② The continuity of the management of a company or store is important.
It is also preferred that workers, if possible, work up until mangan
(a Japanese word for the fulfillment of a vow), that is, the official
retirement age, in one company (lifelong employment). However,
Americans and Chinese people often cannot understand why the family
organization carry out all the processes from production to
distribution (?), why Japanese people continue working in the same
company and, in an extreme case, why they work themselves to death
for the company.
③ It is important for the employees to serve the company, and a seniority
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system has been adopted in order to enable the continuity of the
organization. Although the principles of market competition have
been proclaimed since the reforms of the Koizumi administration, 55%
of Japanese companies have a wage system based on seniority and 45%
of companies have a system based on performance. (The corresponding
percentages in South Korea, where the wage gap is widening, are 45%
and 55%, respectively.) This is because many Japanese executives
think the hasty adoption of a performance-related-pay system will
have undesirable effects on personal relationships in their company.
(The importance of personal relationships in Japanese companies was
typified by a comment by the late Mr. Masao Ogura, the former chairman
of Yamato Transport Co., Ltd., who led the privatization of the postal
service and regulatory reform, “The first requirement for employment
is the employee’s personality.”)

In the United States, two-thirds of young people want to start up
a business (although they are first employed after graduation). On
the other hand, the success rate of new ventures is only 0.4% in Japan.
In multiethnic countries such as the United States, economic
statistics have a strong effect on company performance and
microeconomic reality more closely follows textbook theories. The
principle of competition also naturally widens the gap between the
rich and the poor, whereas this gap is still relatively small in
Japanese society. Japanese society has maintained its order while
keeping the gap between the rich and the poor relatively small. Hence,
there are difficulties with the automatic adoption of the American
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principle of competition.
④ Therefore, technologies are developed within companies, and it is
not

a

characteristic

of

Japanese

companies

to

incorporate

technologies from outside the company. The development of human
resources is strongly focused on in Japanese companies. When people
from Europe, the United States and China are asked “How long are you
going to work in our company?” in a job interview, they often say
“three years.” In Japan, three years is considered to be the time
required to train an employee to become a fully fledged worker, so
it is unprofitable for Japanese companies if an employee quits the
job after three years.

Panasonic advocates the concept that a company is a family and has
maintained a lifelong-employment system (although it has also
adopted a performance-related-pay system). Sony is implementing a
typical performance-related-pay system with the complete abolition
of fringe benefits. Attention is currently focused on what type of
employment system companies should adopt to survive this century.

Japanese companies are changing and are slowly transforming themselves.
The extent of the change, its goal and the human resources required
to implement the change vary depending on the company and its employees.

Japanese companies are human-centered and have the characteristic of
being a group of people. On the other hand, companies in the United
States are owned by the major stockholders, and are influenced by the
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monetary viewpoint. Although the same word “company” is used, there
is a large difference in their structures. After the Second World War,
Japanese companies have succeeded in international competition in a
marketplace that contains both types of companies.

Today, what qualities are Japanese companies looking for in employees?
First, the ability to get along with people inside and outside the
company is required. Then, strategic ability (the ability to have an
overall view of problems and to plan), technical ability (expertise,
the ability to convince others, to think and act for oneself and to
work in a team, real talent) and the ability to take action (rapid
decision making, leadership, enthusiasm and the ability to take action)
are required.

In order to cultivate these abilities, workers should be ambitious and
have a positive attitude. This will not change with the development
of an information-based society and the advancement of various
technologies. However, many Japanese people, regardless of their age,
eventually lose their motivation.

They make efforts to achieve

affluence, but once when they become affluent, they lose their
motivation. Affluence has a significant meaning in human history and
for individuals in each era. A similar phenomenon occurred in the United
States in the past and is expected to happen in China in the future.

Today, economic stagnation due to the rapid increase in the prices of
crude oil and food is overshadowing Japan. Recognizing the current
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situation, companies and individuals should devise strategies to
survive.

III Characteristics of economic education in Japan

The field of economics in Japan started with the introduction of economic
theories from Europe and the United States. Since Japan was closed off
to the world during its feudal era (the Edo period), imported culture
was limited to that from the Netherlands which, as well as China, was
allowed to have contact with the Japanese. During the modernization
of Japan, which started 140 years ago (the Meiji Restoration), the
economic theories of the United Kingdom and the United States were
introduced.

However, since these free-market economic theories

largely differed from the economic reality in Japan, where the market
economy was immature at that time, 120 years ago, the trend changed
to the introduction of the Historical School of Economics from Germany,
which was a younger capitalist nation. Moreover, 90 years ago, Marxist
economics started to be introduced with the expansion of Taisho
liberalism and the Soviet revolution. After the Second World War, the
modern economic theories of the United Kingdom and the United States
again became mainstream and Marxist economics also became influential.
However, the influence of Marxist economics has decreased due to the
collapse of the Soviet Union in 1991.

There is a society named the Japan Society for Economic Education.
Although this society was originally established mainly by radical
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economists, many economists supporting mainstream modern theories have
joined the society since then. The coexistence and cohabitation of
diverse schools of thought, unthinkable in Europe and the United States,
has continued. The society continues to exist with opposing parties
avoiding decisive conflict and, in a fashion, accepting the existence
of the other parties, even though their concept of “economic education,”
their terminology and their methods are different. This situation is
described by the Japanese as “sleeping in the same bed and having
different dreams,” which reflects the history of economics in Japan
and is unique to Japan.

Professor Michio Yamaoka (Waseda University) and other researchers have
conducted a thorough study to enable the comparative review of the
understanding of economics in various countries by performing almost
the same test on schoolchildren in Japan and other countries on their
knowledge of modern theories over a long period of time (seven tests
have been held since 1996).

The test used in the study is the “Junior High School Test of Economics”
prepared by the Joint Council on Economic Education (JCEE, now NCEE).
It consists of questions concerning basic economic knowledge; 35
questions on macroeconomics and 35 questions on microeconomics. Eiji
Yamane and the author (? ご確認ください) summarized the test material from
the viewpoint of economic literacy.1) This test consists of questions
regarding orthodox and standard knowledge of modern theories and does
not include any criticism of modern economics from a particular set
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of values.

The conclusion based on the results of this test is remarkable.
1 The level of understanding of the financial field is relatively low
in Japan, Australia, South Korea and China.
2 The knowledge and understanding of basic economic concepts (such as
scarcity, tradeoff, choice and opportunity cost) are poor in Japan.
3 The ability to understand economic phenomena on the basis of economic
reasoning is low in Japan.
4 The knowledge necessary for consumers to make informed decisions is
inadequate in Japan as well as in foreign countries.2)

Moreover, in the “Comparison of Japan and the United States in Economic
Education Policy in the 21st Century” conducted on 2877 university
students by Yamaoka et al. during 2000 to 2002, Japanese university
students showed a good understanding of the concepts of microeconomics
(rate of correct answers, 66.0%) and macroeconomics (66.4%) but showed
a poor understanding of basic economic concepts such as production
factors, opportunity cost, public goods and financial policy (54.3%)
and of international economic concepts (52.7%).3)

The reason behind these results has not been discussed in related studies.
I

suggest

a

reason

here.

These

results

indicate

that

the

characteristics of Japanese-style capitalism, namely, that the Japanese
economy after the Second World War developed within a framework of
regulations influenced by society and that companies developed as
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family-like organizations on the basis of business grouping and the
establishment of a subcontractor structure, have had a profound
influence on the mind and customs of Japanese people. These results
are closely related to the characteristics of Japanese society, which
are different from those of American society, which are based on a more
pure form of market competition. The fact that many companies implement
a performance-related-pay system mixed with the conventional seniority
system and that the structure of company management and business
relationships are being reformed in the form of an integral architecture,
which is closed as a group, not in the form of an open module architecture,
such as that observed in the United States, reflect that the Japanese
economy is being reformed while retaining its Japanese characteristics,
although the principle of market competition has been promoted under
Koizumi’s structural reforms since 2000.

In the resource-rich and

multiethnic society of the United States, various factors such as wages
and ability are quantified and social rules are set by economic
indicators so that the principles of market competition are a part of
daily life, according to introductory textbooks on economics. However,
the status of Japan is different from that of a society based on such
pure capitalism. Also, since the principles of competition have had
various negative effects, such as a wide income gap, it is difficult
to positively accept such principles. Considering this situation, the
problems illustrated by the results of the test are expected to continue
in the future.

In school education, there are few teachers of social studies, which
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include the financial field (in contrast to the United States, economics
is only taught as part of social studies, rather than as a subject in
its own right) who have a knowledge of economics because many of them
specialized in history. Traditionally, there has been a long-standing
disdain for finance in Japanese society, and postwar democracy has also
had a strong influence on the educational community. Moreover, it is
a characteristic of the Japanese educational community to resist the
intrusion of new ideas that do not fit with existing concepts. Hence,
few teachers provide entrepreneurial and financial education in Japan.

Furthermore, the proportion of radical economists who are strong critics
of capitalism has traditionally been higher in Japan than in other
advanced nations. This may also be a reason why economic education in
Japan is less extensive than that in the United States and why many
people are unfamiliar with many of the concepts of modern economics.

If so, it is necessary to review the content of Japanese-style economic
education while referring to the significant results obtained from the
analysis of this test. On the basis of radical viewpoints that are
different from those given above and the results of actually
implementing economic education,4) we review and make recommendations
on the educational approach, tasks and evaluation method of economic
education on the basis of discussions in schools and universities, and
the systemization method of the theories of economic education.

Also, although the evaluation of faculty members and lectures by
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students is performed in Japanese universities, similarly to that in
the United States, it has had little effect because the results of the
evaluation are not related to wages or personnel management. Therefore,
faculty members receive a wage on the basis of their seniority until
the official retirement age.

IV Goal and evaluation of economic education

(1) Structuring of education
If the goal of learning economics is the formation of an independent
person, it is necessary to discuss the individual personality and the
academic ability that sustains the personality. Academic ability is
basically the ability to make decisions.

How should we understand

academic ability in economics, which is necessary to sustain and develop
human society? Regarding this point, we consider the abilities related
to economics as a three-layered structure, as shown in Table 1.

The top tier is ability to form a view of life on the basis of economic
reasoning, which is the ability of an individual to have a sense of
purpose while being subjected to certain social and economic conditions.
This ability is based on the above-mentioned discussion on personality,
which is incorporated into the structure of ability formation and is
distinguished from the mere ability of scientific analysis.

It is

beyond doubt that, among these three layers, the ability of scientific
analysis and other abilities in the middle and top layers are
particularly required at universities.
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Table 1 Three layers of ability formation in economics

Top layer:

ability to form a view of life on the basis of economic
reasoning

Middle layer: 1. ability to carry out scientific analysis, 2. ability
to carry out theoretical analysis, 3. ability to
formulate problems
Bottom layer: 1. ability to interpret facts, 2, ability to carry out
quantitative

and

qualitative

interpretation,

3.

ability to understand terms and apply methods and
formulae

Although this three-layered structure should basically be built up from
the bottom, it does not mean that one cannot form a rational economic
view of life without attaining maturity in specialized interpretation
and analytical skills. However, it is necessary to set up a process
that enables an increase in the abilities shown in the table.

Moreover, we define the common core in economic education as follows.
1. The problem of the survival of human society on the basis of its
natural history
2. The

characteristics

of

the

capitalist

economy

(mechanisms,

functions, sources of wealth and right to make decisions)
3. Government and management systems
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The task of economic education is to foster an understanding of the
common core in society, universities and elementary and secondary
education through the prism of the three-layered abilities. Basically,
a learning system must be established according to the stage of
development of the students, although there are cases that the ability
of university students is close to (and sometimes inferior to) that
of high school students.

In the United States, educational researchers such as J.S. Bruner and
M.J. Adler are attracting attention due to their insistence that
independent learners who can continue learning throughout life5) are
needed and that the purpose of education is to foster the skills of
thinking and the habit of intellectual inquiry.6) Our attempt to explain
the formation of a personality with economic skills has some points
in common with these opinions.

Here we address the goals and evaluation of economic education. In
economic education in Japan, the correlation between the goals and the
evaluation has not been focused on, and too much importance has been
given to the practical ability of faculty members. Regarding this point,
the discussion on evaluation by B.S. Bloom7) provides helpful
suggestions.

The features of Bloom’s research are, first, how to

effectively create a taxonomy (classification system) of educational
goals and, second, how to enable learners to master learning.

Concerning

educational

goals,

he

claims

that

“Curriculums

and
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educational materials will come to include evaluation standards to
determine the achievement of goals only when concrete details of goals
are clarified.”8) He insists on the necessity of goal setting. On the
other hand, he also says, “Goals should be selected so that students
can make maximally flexible decisions in their lives to allow various
possibilities.”9)

Namely, goals should be set but should remain

flexible in order to exclude the intervention of value judgments. For
example, goals that cannot be attained unless the theory of a certain
economic school of thought (such as those observed in questions in
economics exams in Japanese universities) is applied are inconsistent
with those suggested by Bloom. Also, it is clear that Bloom’s opinion
is more applicable to natural science. The common core of economics
described above should also be examined from this viewpoint.

Next, Bloom clarifies the responsibility of faculty members as follows:
“It is faculty members who decide what goals students can attain.” Also,
he says, “Whether the achievement of goals is possible or not is decided
by the activities taught,” emphasizing the importance of goal setting
in an instruction process consisting of interaction among faculty
members, educational materials and questions, and learners (students).
In the field of social science, “faculty members should understand
social trends and have their own opinions as social scientists.”10)

In what form should educational goals be concretely clarified? “The
goals should be expressed in the form of questions and tasks that
students will become able to address or in the form of responses that
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students will show to certain problems and situations. Whether the
learners can achieve such results within a reasonable period under
certain learning conditions should be considered.”11) In Japan, such
an attempt to evaluate achievement has been partially practiced in
schools since the 1970s; however, it has rarely been practiced in
universities. This is a weakness of Japanese universities that have
taken a light attitude towards education.

The education and learning of economic theories, because of their
abstractness, are accompanied by difficulties for faculty members, who
are eager to teach. Bloom’s description of the general significance
of learning theories and educational goals and their evaluation is
extraordinary.

“How should students understand theories?

This

question is emphasized because students can effectively use what they
learned to solve problems, understand and control various aspects of
their environment, and deal with social conditions, which are
complicatedly

and

rapidly

changing,

and

problems

that

arise.

Application skills, once formed, will be useful as a permanent
achievement of learning.”12) Economic theories, from value theory to
economic-condition cycle theory and international economic theory,
consist of a number of interrelated principles, and the following
description is helpful for considering how to teach those principles.
“Abstract concepts have an optional character because they are true
only in the definition. Students should learn what are included and
not included in them and what kind of phenomena, concrete objects and
incidents exemplify them, know the various relationships among them
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(such as temporal relationships, super subrelationships, accompanying
changes and cause-and-effect relationships) and, finally, know that
they are a part of a larger theory, taxonomy and taxonomic chart.”13)
This process emphasizes that there is a hierarchical process of learning
principles, involving generalization and concepts. This description
is applicable to the case of economic theories. For example, the stable
equilibria based on the restrictive assumption of the symmetry of
sellers and buyers are discussed in the price theory of the neoclassical
school. Also, the macroeconomic model of the neoclassical school is
formed on the highly restrictive assumptions of full employment,
complete sales (? ご確認ください) and full capacity.

The difference

between the theory and the reality will be ignored unless there is the
understanding that these assumptions indicate the preconditions and
limits of the theory.

Moreover, in economics, the problem of the time period should be
considered. In modern economics, mathematical models are formed on the
basis of equations. Sometimes, time periods included in the equations
that formulate the characteristics of markets are mixed regardless of
whether each time period is long or short. For example, while the change
in investment behavior is expressed in terms of years, the change in
exchange rate is expressed in terms of a shorter period. Nonetheless,
there is a problem that these phenomena are modeled by a single equation.
Theories should be formed considering the constraint of the time period
assumed.

2009 HICE Proceedings
Page 4045

Thus, the problems are how to provide students with theoretical
abilities in economics, what to teach (the content), to what extent
(the goal to be achieved) and by what processes and methods (the learning
process).

As described above, we should develop economic education firmly on the
basis of fostering students with an independent learning attitude,
aiming at the formation of a person who can live independently by
considering the expansion of instruction and learning. These aspects
will be made clear by the creation of individual lecture plans, which
requires the accumulation of practical achievements of economics and,
in a sense, work in groups. Here we structure the details of the goals
for economic education as the premise for this task.

As shown in Table 2, the abilities in the bottom layer, such as the
ability to interpret facts, should be given high priority in elementary
education and the abilities in the top layer, such as the ability to
form a personality based on economic reasoning, should be assigned
greater importance when students enter secondary and higher education.
However, it is obvious that university students (and even researchers)
should always ensure that they have sufficiently mastered the abilities
in the bottom layer.

Table 2

Framework for structuring of goals for economic education

and the ability to achieve them
<Top layer>

E Economic sense
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Establishing one’s own view of life on the basis
of

the

recognition

of

economics

(goal

of

personality formation)
Taking pleasure in learning economics
Being interested in matters related to economics
Having a scientific analytical attitude towards
one’s usual thought patterns
<Middle layer>

D Theoretical analysis
Modifying and expanding established theories and
considering what is necessary for the formation
of more appropriate theories and models
Finding theories for economic phenomena
Understanding the necessity of economic theories
C Problem setting and the consideration of solutions
Evaluating the appropriateness of solutions
Examining the solutions
Setting up hypotheses
Finding and setting qualitative problems

<Bottom layer>

B Interpretation of facts
Working out methods required for interpretation
Qualitative and quantitative interpretation
Learning method to interpret facts and phenomena
using basic economic terms
Observing economic facts and phenomena
A Basic knowledge
Knowledge of symbols and formulae
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Knowledge of economic theories
(Two economics schools(?))
Knowledge of scientific methods
Knowledge of economic terms
Knowledge of facts in micro- and macroeconomics

Thus, economic education should be developed around the two axes of
the basic goals and the formation of abilities. Furthermore, feedback
and correction processes should be established in the plan for the
practice of economic education. Also, in the implementation of the
proposed plan, appropriate leads for economic education should be
provided to the learners.

(2) Issues-based approach
In order to provide the content of the education discussed in (1) at
universities, the Japan Society for Economic Education is considering
the introduction of an issues-based approach in which economic theories
are related to actual economic issues.13)

This approach is similar to economic education in the United States
in that it is based on modern theories, but different in that it includes
the discussion of negative economic phenomena.

The following six issues are to be considered.
Issue 1 What is GDP? - Considering affluence.
Issue 2 Economic fluctuations and unemployment – factors affecting
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employment opportunities for students.
Issue 3 Inflation – the depreciation of wealth and estates.
Issue 4 Economic policy - its purpose and how it is evaluated.
Issue 5 Industrial structure - how the progress of the information
revolution is changing work and life.
Issue 6 The global economy - pursuing a sustainable economy.

An example of these issues is shown below.

Issue 2

Economic fluctuations and unemployment – factors

affecting employment opportunities for students
(Major issues and questions)
1 Introductory question
1) What does the change in GDP and economic growth in advanced nations
over the last 100 years tell us?
2 Questions including uncertainty
2) What problems does unemployment generate in society?
3) What is involuntary unemployment?
4) Why does unemployment occur? (introduction and examination of
various theories)
5) Why is the unemployment of women a serious problem?
6) What factors cause economic growth?
7) Why does unemployment occur under the condition of equilibrium
national income?
3 Questions enhancing analytical thought
8) What does IS-LM analysis demonstrate?
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9) Is it possible to measure potential growth?
10) Why does investment behavior exhibit instability?
11) What is a bubble economy?
12) What is the influence of informatization on the economy?
13) Why does a financial crisis cause a chain reaction?
4 General question
14) Is permanent economic growth possible?

If so, how can it be

achieved?

(Key words)
unemployment rate, job-to-applicant ratio, involuntary unemployment,
aggregate demand, aggregate supply, consumption propensity, marginal
consumption propensity, saving rate, J.M. Keynes, R.F. Harrod, M.
Friedman, potential growth rate, equilibrium national income, stability
and

instability,

investment

multiplier,

accelerator

principle,

inventory change, interest rate, current diffusion index, bubble, stock
market, speculation

(Summary and aims)
To consider causes of unemployment
To consider the application of macroeconomic theory to reality
To consider the significance of economic policy
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Abstract
In Taiwan, there is currently a salient difference in English proficiency between
city and country high school students. Students in remote districts must cope with
inferior learning environments caused by a lack of facilities for language teaching,
financial constraints, and English teachers. These problems have prompted the
formation of compensating policies by the Ministry of Education, which is trying to
improve English teaching and learning in remote districts. For understanding and
improving remote district high school students’ English learning, this study aimed to
investigate language learning beliefs, language learning strategies of remote district
junior high school students and the relationship between the two. Moreover, the
present study also aimed to examine if learners’ variables (gender, extracurricular
English learning and length of time learning English) influenced the students’ beliefs
about English learning and their use of English learning strategies.
The present study used the BALLI (Belief about Language Learning Inventory)
and the SILL (Strategy Inventory of Language Learning) to investigate a sample of
250 Taiwanese remote junior high school students’ language learning beliefs, their
learning strategies, and the relationship between students’ beliefs and their use of
strategies. Additionally, the study examined if learner variables would influence
students’ language learning beliefs and their language learning strategies. The subjects
2
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were students from four remote junior high schools in Kaohsiung and Pingtung
County, which are identified as remote schools by the Ministry of Education. The
results revealed that the participants in the present study endorsed various beliefs and
language learning strategies and a moderate correlation was found between them.
Pearson Correlation revealed a moderate, significant relation not only in overall
BALLI and SILL, but also in each pair of subcategories. Learner variables influenced
language learning beliefs and strategies in uneven ways. In terms of gender, female
students had higher means in the BALLI and the SILL. However, the results of t-test
indicated that gender had a significant influence only upon participants’ beliefs about
language learning. By contrast, students with extracurricular English learning had
higher means in both the BALLI and the SILL, and an independent t-test confirmed
this significant difference. Further, the participants’ length of time learning English
influenced their beliefs about English learning and their use of English learning
strategies; the descriptive analysis indicated that participants who had longer lengths
of English learning had higher means in both the BALLI and the SILL. As to the
relationship between participants’ beliefs and learning strategies, Pearson Correlation
revealed a moderate, significant relation not only in overall BALLI and SILL, but also
in each pair of subcategories. Findings from this study may help researchers and
educators gain more insights into the research on language learning strategies from
the effects of beliefs. The researchers hope that the results of this study can make
some effective contributions to the EFL learning context in Taiwan.

Introduction
Background and Motivation
In Taiwan there is currently a salient difference in English proficiency between
city and country students. Students in remote districts must cope with inferior learning
environments caused by a lack of facilities for language teaching, financial constraints,
and a lack of English teachers (Lin, 2004). These problems have prompted the
formation of compensating policies by the Ministry of Education, which is trying to
improve English teaching and learning in remote districts. For example, the Ministry

3
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of Education is recruiting local and foreign English teachers to teach English in
remote districts, calling for college students to do extracurricular English teaching in
remote districts, holding summer camps for English learning for students in remote
areas and holding in-service teacher English education for teachers in remote areas.
However, the year level at which English is introduced in elementary schools is
not consistent. Some urban schools start the English curriculum in first grade, and
some may begin in third grade, but most remote elementary schools begin English in
fifth grade. Many scholars believe that this is causing the gap in English proficiency
between city and country to become bigger and bigger (Lin, 2004; Shen, 2001).
In this inferior environment, students in remote areas may have formed some
erroneous beliefs about language learning. As Horwitz (1987) stated, second language
learners often hold different beliefs or notions about language learning, some of
which are influenced by students’ previous experiences as language learners, and
others that are shaped by their own cultural backgrounds. In her review of
representative studies based on her questionnaire, BALLI (Beliefs about Language
Learning Inventory), she further claims that individual differences, such as age, stage
of life, learning style, educational experiences, and learning circumstances, including
instructional levels, family, language learning contexts, likely account for as much
variation as cultural differences (Horwitz, 1999). Based on the assumption that

4
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individual differences and learning circumstances likely account for as much variation
as cultural differences, the researcher decided to conduct the present study to
investigate and understand the students in remote districts’ beliefs about language
learning.
Research on beliefs about language learning also has proven that learners’ beliefs
may have the potential to influence both their experiences and actions as language
learners, and there are links between beliefs, motivation, and strategy use (Abraham
and Vann, 1987; Horwitz, 1988, 1999; Wenden 1986a, 1987; Yang, 1999).
As to the research on relationships between learner beliefs and language learning
strategies, many researchers have provided direct or indirect evidences on the
connection between these two variables. Wenden (1986a) found that students could
not only distinctly describe their beliefs about language learning but also adopt
consistent learning strategies, and she also indicated that these learners’ explicit
beliefs about how best to learn a language seemed to provide the logic for their choice
of learning strategies. Horwitz (1988) argued that some preconceived beliefs are
likely to restrict learners’ range of strategy use. Abraham and Vann (1987) also
suggested that learner’s beliefs about how language operates and, consequently, how
it is learned may affect the variety and flexibility of strategy use.
In Taiwan, Yang (1992) studied the relationship between Taiwanese university

5
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students’ beliefs and learning strategy use and Liu (2004) conducted a similar study
on senior high school students. They both found that subjects in their studies generally
endorsed the concept of foreign language aptitude and most of them were optimistic
and highly motivated about learning English.
However, these correlation studies were mainly carried out on college and senior
high school students. There are few studies conducted at the junior high school level.
This reason also encourages the researcher to conduct the present study to investigate
the relationship between beliefs about language learning and the use of learning
strategies in junior high school students in remote districts.
Research Questions
More specifically, the present study focused on four research questions:
1.

What are the beliefs about English learning held by junior high school
students in remote districts?

2.

What learning strategies do junior high school students in remote districts
prefer to use?

3.

Do learner variables (gender, extracurricular English learning and length of
time learning English) influence the students’ beliefs about English learning
and their use of English learning strategies?

4.

What is the relationship between the beliefs about language learning held by

6
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junior high school students in remote districts and their use of learning
strategies?
Methodology
The Characteristics of the Subjects
The researcher conducted a survey at four remote junior high schools which were
randomly selected from remote junior high schools in Pingtung and Kaohsiung
County. Moreover, three classes of each school were randomly selected from seventh,
eighth and ninth grade. As the result, there were 317 students participated in the
present study. After receiving 317 questionnaires, the researchers discarded 67 invalid
questionnaires which were either incomplete or failed to follow the instructions of the
questionnaire. Accordingly, the valid response rate was 78 % and a total of 250
questionnaires were identified as valid data for statistical analysis in the present study.
The Instruments of the Study
The present study employed quantitative research methods. The instruments for
data collection included a survey of three sets of questionnaires: background
questionnaire, the Beliefs about Language Learning Inventory (BALLI) (Horwitz,
1987) and the Strategy Inventory for Language Learning questionnaire (SILL) version
7.0 (Oxford, 1990).

7

2009 HICE Proceedings
Page 4059

The Method of Data Analysis
The statistical procedures utilized in the present study were operated by means of
the SPSS program, including descriptive statistics, independent t-test, one-way
ANOVA, the Scheffe post-hoc test and Pearson product-moment correlation.
Moreover, the statistical significance was set on the level of .05 for all statistical
procedures.
Conclusions
Results and Discussions
Research Question 1: What are the beliefs about English learning held by junior high
school students in remote districts?
Based on the result of descriptive statistics, present study indicated that
participants held various beliefs about language learning. Among five subcategories
of BALLI, the beliefs of “Motivation” (M = 3.79, SD = 0.72) were the strongest belief
followed by “Nature of Language Learning” (M = 3.40, SD = 0.57), “Difficulty of
Language Learning” (M = 3.41, SD = 0.51), “Communication Strategies” (M = 3.40,
SD = 0.48) and Foreign Language Aptitude” (M = 3.28, SD = 0.46). In other words,
the results indicated that participants in present study generally believe that
motivation is the strongest factor influencing the success of their English language
learning.

8
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The first category of the BALLI, “Foreign Language Aptitude”, concerns the
general existence of special ability for language learning and beliefs about the
characteristics of successful language learners. In the present study, 44% of the
participants agreed or strongly agreed that language learning required a special ability
while about one third of the participants (32%) indicated neutral and 24% of
participants disagreed or strongly disagreed with the concept. This result was in line
with previous research showing that Taiwanese EFL learners endorsed the concept of
language aptitude (Yang, 1999; Liu, 2004).
The second category, “Difficulty of Language Learning”, concerns the general
difficulty of learning a foreign language. In the present study, 46% of the participants
agreed or strongly agreed that there was a hierarchy of language difficulty while 36%
of participants stayed neutral and only 18% of participant disagreed or strongly
disagreed. The finding was in accordance with previous studies that Taiwanese EFL
learners generally accepted the concept of language a difficulty hierarchy (Yang, 1999;
Liu, 2004).
The third category, “Nature of Language Learning”, concerns relevant issues
related to the nature of language learning process. The result indicated that nearly half
of the participants (49%) endorsed various opinions about language learning while
35% of participants neither agreed nor disagreed, and only 16% of the participants

9
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disagreed or strongly disagreed. The current study revealed that students in remote
school hold various opinions about the nature of language learning which was
consistent with either in Taiwan and other countries. (Abraham and Vann, 1987;
Horwitz, 1988, 1999; Liu, 2004; Wenden 1986a, 1987a; Yang, 1999).
The fourth category, “Learning and Communication Strategies”, refers to various
strategies learners use to master a second or foreign language. The result showed that
nearly half of the participants (48%) believed in the use of various types of strategies
while more than one third (35%) of the participants expressed no opinion and 21% of
the participants neither disagreed nor strongly disagreed with the concept. Again, this
finding was generally consistent with previous studies, which showed that Taiwanese
EFL learners possessed various thoughts about how to learn English (Yang, 1999; Liu,
2004).
The last category, “Motivation”, concerns the desire and expectation for
language learning opportunities. The result indicated that more than a half of the
participants (59%) expressed the motivation for learning English while one third
indicated no opinion, and only 10% of the participants disagreed or strongly disagreed
the desire. Generally, this is consistent with previous studies that Taiwanese EFL
learners were optimistic about learning English (Yang, 1999; Liu, 2004).
Overall, the findings of the present study were generally consistent with previous

10
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research efforts. However, as prior studies have suggested, possible conflicts may
exist in learners’ beliefs, which could weaken claims of robust data linkages. For
example, a student who believes that everyone can learn to speak a foreign language
may not believe that he has foreign language aptitude. As a result, he might blame his
failure on his talent, not his efforts. Thus, teachers and educators should try to help
their students clarify such conflicts in their beliefs by encouraging a healthy learning
attitude.
Research Question 2: What learning strategies are preferred by junior high school
students in remote districts?
The result of descriptive statistics showed that the participants in the present
study were at medium level of learning strategy usage (M = 3.06, SD = 0.67).
Moreover, the descriptive analysis found that compensation strategies were most
frequently used strategies (M = 3.14, SD = 0.78) followed by cognitive strategies (M
=3.13, SD = 0.77), memory strategies (M = 3.08, SD = 0.73), affective strategies (M
=3.05, SD = 0.81), social strategies (M =2.94, SD = 0.87) and metacognitive strategies
(M =2.90, SD = 0.83). In other words, the participants in this study preferred to
employ compensation strategies for their English learning most frequently, which was
also consistent with previous studies (Chang, 2003; Liu, 2004) while they seemed to
use metacognitive strategies the least often.
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Research Question3: Do learner variables (gender, extracurricular English learning
and length of time learning English) have significant difference in students’ beliefs
about English learning and their use of English learning strategies?
Based on the result of descriptive statistics, the present study found that female
students had higher means than male students in both the BALLI and the SILL (See
Table1). In other words, female students generally had stronger overall beliefs and a
higher frequency of overall strategy use. However, a significant difference between
female and male students was only found in overall beliefs about language learning.
When the five subcategories of the BALLI were examined, female students had
higher means in all subcategories. However, only the subcategory, “Motivation”,
achieved the significant difference level in t-test. In six subcategories of the SILL,
female students had higher means in five of six subcategories: memory, cognitive,
metacognitive, affective and social strategies. Moreover, no significant difference was
found in t-test (See Table1).
Table 1
Summary of Descriptive Statistics and t-test Results on the BALLI and the SILL for
Male and Female Students
Male (n=105)

Female(n=145)

M

SD

M

SD

t

p

Aptitude

3.23

0.45

3.31

0.46

1.366

.173

Difficulty

3.34

0.53

3.46

0.49

1.803

.073

Nature

3.45

0.50

3.49

0.61

0.646

.519
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Learning

3.37

0.42

3.42

0.51

1.025

.306

Motivations

3.61

0.76

3.93

0.68

3.412

.001*

BALLI

3.38

0.39

3.48

0.40

2.209

.028*

Memory

2.90

0.69

2.94

0.75

0.431

.667

Cognitive

2.85

0.71

2.89

0.81

0.466

.642

Compensation

2.91

0.71

2.83

0.82

0.834

.405

Metacognitive

3.06

0.79

3.14

0.88

0.790

.431

Affective

2.92

0.76

2.97

0.85

0.536

.592

Social

3.00

0.77

3.10

0.93

0.816

.415

SILL

2.93

0.62

2.97

0.72

0.504

.614

* p<.05
In brief, although female students generally had stronger overall beliefs about
language learning and higher frequency of language learning strategy use than male
students, a significant difference was only found in the overall beliefs about language
learning and motivation. This finding was generally consistent with other gender
correlations in research (Siebert, 2003, Oxford & Nyikos 1989). Siebert found a
number of significant belief differences among males and females in relation to
language learning and strategy use, while Oxford & Nyikos clamed that female
students, compared with their male counterparts, used a wider range of strategies.
As for the next individual difference variable, the amount of students’
extracurricular English learning, the descriptive analysis showed that students who
had received extra English instruction had higher means in both overall beliefs about
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language learning and language learning strategies. Moreover, the independent t-test
showed significant difference in both the BALLI and the SILL. After analyzing each
subcategory of the BALLI, the results showed that students who had experience of
receiving extracurricular English learning had higher means in all subcategories.
Additionally, significant differences were found in the two subcategories dealing with
language learning difficulty and motivation (See Table2).
In terms of the SILL, the results revealed that students who had experience of
receiving extracurricular English learning had greater means in all subcategories.
Moreover, significant differences were found in five of six subcategories: Memory
strategy, Cognitive strategy, Metacognitive strategy, Affective strategy and Social
strategy (See Table2).
Table 2
t-test Results on the BALLI and the SILL for Extracurricular English Learning
Group One (n= 94)

Group Two (n= 156)

M

SD

M

SD

t

p-value

Aptitude

3.30

0.49

3.26

0.44

0.657

.512

Difficulty

3.51

0.50

0.51

2.423

.016*

Nature

3.53

0.61

3.43

0.54

1.245

.215

Learning

3.43

0.50

3.38

0.46

0.785

.434

Motivations

3.96

0.68

3.69

0.73

2.934

.004*

BALLI

3.51

0.41

3.40

0.39

2.030

.044*

3.35
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Memory

3.08

0.73

Cognitive

3.12

0.73

Compensation

2.98

0.76

Metacognitive

3.33

0.86

Affective

3.09

Social
SILL

2.82

0.71

2.757

.006*

0.75

4.116

.000*

0.78

1.929

.055

2.97

0.81

3.291

.001*

0.82

2.86

0.79

2.208

.028*

3.22

0.79

2.96

0.90

2.347

.020*

3.14

0.67

2.83

0.66

3.510

.001*

2.72
2.79

Note. Group one = students who had received extracurricular English learning; Group
two = students who had not received extracurricular English learning
* p<.05, ** p<.01
Evidently, students who have had extracurricular English study show significant
differences in overall beliefs about English learning, language learning difficulty,
motivation, and in their overall use of language learning strategies. This correlation
supports Horwitz’s (1999) assumption that individual differences and learning
circumstances likely account for as much variation as cultural differences and Rubin’s
(1975) assumption that strategy uses vary with the task, learning stage, age, context,
individual styles, and cultural differences.
The last individual difference variable to be considered was the length of students’
English learning and its effect upon their beliefs about English learning as well as
their use of English learning strategies. In the present study, the descriptive analysis
indicated that students who had studied English for a longer period of time held
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stronger beliefs about language learning and reported a higher frequency of language
strategy use (See Table3). Additionally, the results of one-way ANOVA and the
Scheffe post-hoc test illustrated a significant difference in overall beliefs about
language learning between two groups: “More than one year, but less than three
years” and “More than five years, but less than seven years”. However, no
significance was found in the SILL. In other words, the participants who had studied
English more than five years, but less than seven years had significantly stronger
beliefs than participants who had studied English more than one year, but less than
three years (See Table 4). These findings are consistent with Rifkin's (2000) 3-year
BALLI study in which she found that the level of language instruction played a role in
shaping learner's beliefs and Oxford and Nyikos’ (1989) study in which students with
more years of language study tended to use strategies more often that less experienced
students.
Table 3
Summary of Descriptive Statistics on the BALLI and the SILL for “Length of Time
Learning English”

BALLI

< 1 year

1-3 years

3-5 years

5-7 years

>7 years

(n=16)

(n=39)

(n=83)

(n=72)

(n=40)

M

SD

M

SD

M

SD

M

SD

M

SD

3.39

0.47

3.28

0.42

3.40

0.35

3.54

0.37

3.55

0.46
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SILL

2.78

0.42

2.97

0.51

2.94

0.70

2.94

0.75

3.03

0.73

Table 4
Summary of One-Way ANOVA and Scheffe Post-Hoc for “Length of Time Learning
English”

SS

df

MS

F

p

Scheffe post-hoc

BALLI
Between Groups

1.968

4

.492

Within Groups

37.564

245

.153

Total

39.533

249

3.209*

.014*

.415

.798

3>2

SILL
Between Groups

.770

4

.193

Within Groups

113.700

245

.464

Total

114.470

249

Note.1= Less than one year; 2= More than one year, but less than three years; 3=
More than three years, but less than five years, 4= More than five years, but less than
seven years; 5= More than seven years.

Research Question 4: What is the relationship between the beliefs about language
learning held by junior high school students in remote districts and their use of
learning strategies?
Based on the result of Pearson correlation, the current study displays a moderate
association (r = 0.444, p = .000) between participants’ beliefs about language learning
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and their use of learning strategies. When each subcategory of the BALLI and the
SILL, was examined the result of Pearson correlation also indicated a significant
linkage in each subcategory of the BALLI and the SILL. Among these significant
correlations, the first subcategory in the BALLI, “Foreign Language Aptitude”, had
the strongest relationship with compensation strategy (r = .231, p = .000). The second
subcategory in the BALLI, “Difficulty of Language Learning”, had the highest
correlation with memory(r = .427, p = .000), cognitive and affective strategy (r = .387,
p = .000). The last subcategory in the BALLI, motivation, had the most notable
correlation with overall SILL(r = 0.422, p = .000) and three SILL subcategories:
cognitive strategy(r = .387, p = .000), metacognitive (r = .455, p = .000), social
strategies(r = .340, p = .000).
In summary, based on the result of Pearson correlation, the present study found
that there was a moderate relationship between participants’ beliefs about language
learning and their use of learning strategies. Further, students who endorsed the
beliefs of foreign language aptitude seemed to use compensation strategies most often,
while students who believed in a hierarchy of language learning seemed to use
memory, cognitive and affective strategies most frequently. Finally, the current study’s
data revealed that students who had motivation for language learning seemed to use
language learning strategies, specifically cognitive, metacognitive and social ones,
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most often. This moderate relationship between participants’ beliefs about language
learning and their use of learning strategies accords with prior research; Abraham and
Vann (1897), Horwitz (1987, 1988), Liu (2004), Wenden (1986a, 1986b, 1987), and
Yang, (1999) have all established possible links between learners’ beliefs about
language learning and the effects of these beliefs upon learning strategy usage.
Pedagogical Implications
According to the results of present study, five pedagogical implications are
provided.
Firstly, with better understanding of the beliefs about language learning held by
junior high school students in remote districts, and their use of learning strategies,
teachers and educators can better understand the situation of rural students. Moreover,
by encouraging appropriate beliefs and providing effective instruction of learning
strategies according to students’ situation, teachers and educators can teach English
more effectively.
Secondly, in order to understand students’ beliefs about language learning and
their preference of learning strategies in the process of English learning, some
materials and methods can be used in their regular curriculum. For example, the use
of the BALLI and the SILL in classrooms not only could help teachers gather the
information of students’ beliefs and their use of strategies, but also could help
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students promote their awareness of their existing language learning beliefs and
learning strategies. Moreover, methods like classroom observation, diary keeping,
questionnaires (such as the BALLI and the SILL), interviews, and group discussions
are useful for teachers and educators to understand learners’ beliefs and their use of
strategy systematically.
Thirdly, students in Taiwan need to memorize a lot of information to pass many
exams, thus effective use of memory strategy is especial important (Chen, 2000).
However, previous studies, including the present one, found that memory strategies
have been lacking and not used effectively. Thus, teachers and educators can integrate
the training of memory strategy more often into their regular instruction.
Fourthly, the present study found significant a relationship between beliefs and
strategy use. Teachers and educators should try to help students develop positive
beliefs that lead to effective learning strategy use and minimize negative beliefs that
might hinder learning. For example, teachers and educators can remove students’
misconceptions by providing knowledge or illustrations concerning the nature and
process of language acquisition (Yang, 1998).
Finally, teachers and educators should enhance students’ motivation. Previous
literature and the present study proved that motivation plays a significant role in
students’ language learning beliefs and their use of strategy. Possible ways for
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teachers to enhance students’ motivation might include addressing the importance of
English learning, discussing with their students about their expectations, and purposes
for learning English as well as their reactions to English learning (Yang, 1993).
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Abstract: This paper seeks to present the perspectives of middle school science teachers as they
bring web-based games into the science classroom to support learning. This qualitative case
study will examine the targeted use of Flash and virtual world games such as Second Life in the
middle school science classroom to support classroom instruction. Semi-structured interviews
and classroom observations as well as reflective journal writing were used to create an
understanding of the middle school science classroom culture and how teachers accept or reject
the use of games in the classroom.
Preliminary observations indicated that teachers are reluctant to use games in the
classroom and find them more of an entertainment issue than an instructional issue even when
the teachers themselves are responsible for the design and content of the game. Interviews are
now in progress and one year of classroom observations has occurred. The findings thus far
indicate that teachers are reluctant to believe that a different method of instruction will reach
students especially below average students, are confident that their way of teaching is successful
even when achievement tests and state tests indicate otherwise, and do not believe that students
can learn as ‘completely’ as when taught by the teacher. This expectation that the teacher is still
the ‘sage on the stage’ indicates that we as teacher preparation educators have a long way to go
in the development of teachers which must learn, unlearn, and relearn the craft of teaching over
their lifetime as teachers.
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It is hoped that this in-depth examination of the classroom may provide some answers to
why the classroom culture does not change from the ‘stand and deliver’ pedagogy over time even
when long-term attempts to integrate technology and new delivery methods of content are
provided through extensive professional development, personnel support, and content renewal.
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Abstract
Nowadays, the prevailing trend within the tourism industry is for tourists to
increasingly gather their travel information from the Internet. This they do by
consulting the official tourism websites posted and maintained by many nations and
even regions. This practice is not only convenient, but also free of charge. Information
from these official tourism websites is authentic, reliable, up-to-date and accessible at
any time from anywhere on the planet. This empowers people to plan their travel
itineraries and to ask any questions they might have. However, although many such
sites are multilingual, the conventional wisdom is that English is the preferred
language of the tourism industry. Thus, it would seem to follow, that a good command
of English, from whatever source it might come, is highly advantageous. Accordingly,
integrating appropriate web-based materials from the Internet into language teaching
was crucial to a teacher.
This study tried to explore the effectiveness of a blending model which
integrated web-based materials into a traditional classroom at a university in southern
Taiwan. The blending learning class incorporated e-learning and self-regulated
learning concepts into the learning processes. The traditional learning class took the
form of lecturing and note taking to deliver the related knowledge. The teacher was
the sole authority, while in the blending learning class the teacher was the facilitator.
Data collections were gathered by means of a pre-test, a post-test, and a questionnaire
in both of the traditional class and the blending class. Analysis of covariance
(ANCOVA), t test, and Pearson product-moment correlation were applied to explain
2
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the research questions.
105 participants were sophomores of the Department of Hospitality
Management who attended two hours compulsory Tourism English course in the
spring semester of 2008. These participants belonged to the low-intermediate level of
English. They were divided into Group A and Group B, including 74 males and 31
females. Group A served as the control team (traditional learning class), there were
totally 52 participants including 40 males and 12 females. Group B was the
experimental team (blending learning class), there were totally 53 participants
including 34 males and 19 females.
The results of this study revealed that there were no significant difference
between the traditional learning class and the blending one. The findings also
indicated that the blended model involved in this study had been less effective than
the traditional model among the learning outcomes, students’ perception, and
self-regulated capacities. The probable explanation was that the low-intermediate or
the low-achieving students had no willingness to accept the new teaching method.
They were accustomed to the traditional teaching method. A further study should be
applied to those gifted and high-achieving students to examine the use of web-based
materials in learning outcomes, students’ perception, and self-regulated capacities.

Introduction
Background and Motivation
Nowadays, the prevailing trend within the tourism industry is for tourists to
increasingly gather their travel information from the Internet. This they do by
consulting the official tourism websites posted and maintained by many nations and
even regions. This practice is not only convenient, but also free of charge. Information
from these official tourism websites is authentic, reliable, up-to-date and accessible at
any time from anywhere on the planet. This empowers people to plan their travel
itineraries and to ask any questions they might have. However, although many such
sites are multilingual, the conventional wisdom is that English is the preferred
3
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language of the tourism industry. Thus, it would seem to follow, that a good command
of English, from whatever source it might come, is highly advantageous.
Long before January, 2005, the Executive Yuan issued “Challenge 2008
National Development Plan (2002 – 2008) and in its section “5. Doubling Tourist
Arrivals Plan” set its targets for growth in the number of international visitors to
Taiwan by 2008:
“1. The annual number of visitors coming to Taiwan for the purpose of tourism
to be raised to at least two million from its current level of around one
million.
2. through efforts to effectively remove bottlenecks and tap into potential
visitor source markets, the annual number of Taiwan visitor arrivals to
grow to 5 million from its current level of around 2.6 million.” (The
Executive Yuan, 2005)
After these issued goals, a series of implementation strategies were adopted,
these included: “giving priority to existing international-tourist tour routes,
developing emerging tour routes and new scenic spots with international tourism
potential, providing comprehensive tourism and travel services, taking an
agent-directed approach to publicizing and promoting international tourism, and
establishing a set of criteria for appraising selected existing and newly-emerging
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tourist products with international potential”(The Executive Yuan, 2005).
Recently, according to the Executive Yuan’s “Development Vision for 2015:
First-stage Three Sprint Program (2007 – 2009) of Taiwan”, the Tourism Bureau
which belonged to the Ministry of Transportation and Communication (MTC) set its
more specific 2008 tourism policy. The tourism policy wanted to promote “Tour
Taiwan Years 2008 – 2009” and achieved a 7% growth in visitor arrivals. The main
points of the tourism policy implementation in 2008 were summarized as followings:
1. Launch the “Tour Taiwan Years 2008-2009” campaign.
2. Draw up a medium-term plan based on the concept of “appropriate grading
of tourist facilities, concentrating investments, and prioritizing the order of
investments.”
3. “Reward industry staff for and encourage them to establish special language
service; develop Taiwan Tour Bus marketing channels, Assist travel service
centers to achieve sustainable operations business and to strengthen the
transportation services between scenic sites; and strengthen the tourism
network’s service functions” (MTC, 2008).
4. Raise the quality of accommodations to reach international standards in
recreational areas.
5. Actively promote training for staff who worked in this field to improve
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service quality and enthusiastic services.
6. Use incentives, encouragements, subsides and preferential benefits to
encourage the travel industry to attract more potential international tourists to
Taiwan.
From the above implementation of tourism policy, a promising tourism industry
could be foreseen. Especially in the item 3, language ability was one of the critical
elements to fulfill a quality service. Therefore, for many students in the Departments
of Hospitality Management, English for tourism was a required course. The tourism
industry also wanted their employees to attend the language courses for the sake of
giving etiquette services and well-prepared communication skills to serve different
international tourists from many cultural backgrounds.
Furthermore, based on an opening address by Mr. Lim Neo Chian, deputy
chairman and chief executive, Singapore Tourism Board, at the Singapore EXPO, on
22 April 2008, pointed out: “The tourism sector has done well over the past few years.
According to the World Tourism Organization (WTO), in 2007, the Asia Pacific
recorded the second largest growth (10%), after the Middle East (13%), receiving
about 185 million visitor arrivals to the region. In particular, Southeast Asia attracted
the strongest growth – 12% over 2006. By 2015, it is projected that global outbound
travel will growth annually at 4.2% while Asia Pacific will have an even faster growth
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rate of 6.8%” (p.1). The chairman predicted that a promising near future for the
tourism industry will come as soon as possible. Every country should prepare for
these gigantic business opportunities in advance. Hence, a lot of investments from
private and government sources have flowed into this field, hoping a prosperous
harvest will be reaped.
According to the above mentions, the tourism industry has a promising future.
The nations of the global community have demonstrated a willingness to invest more
hardware and software in promoting this tourism sectors. Because a prosperous
tourism industry could bring the greatest benefits to any nation in terms of economic
revenues and minimized costs, this was farsighted thinking. How to offer top quality
tourism services which would attract visitors, encouraged them to stay longer, and
return frequently, has become the first priority of many nations. One of the most
important elements in this policy package was language training in key tourism
sectors.
The most intriguing aspect of this academic study was the question: Why not
just use the official tourism boards’ materials to teach students learning a foreign
language while at the same time enhancing their reading ability? Certainly, a series of
related problems could be settled, for instance, curriculum design, content selection,
out of class activity, e-learning skills, self-regulated learning capability, students’
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language level, teachers’ teaching willingness, the use of basic computer skills, and so
on.
The Research Questions of the Study
The research questions focused on three aspects is as shown below:
1. Does the application of web-based materials lead to more positive gains in
proficiency in students’ reading of English texts?
2. Does the application of web-based materials lead to more positive gains in
perceptions of tourism English courses?
3. Does the application of web-based materials lead to more positive gains in
students’ capacities for self-regulated learning?
The Significance of the Study
The basic premise of this study, i.e. that official tourism websites were teaching
tools, gains credence from the convergence of several trends in modern societies. The
first was the expansion of opportunities for mass overseas travel. Increasingly, people
went abroad on vacations, for business or further study. Secondly, there appeared to
be a concomitant groundswell of support for the concept of life-long learning. This, in
turn, was dependent in large measure on student self-regulation. Reading skills act as
a facilitator for all of the aforementioned and official tourism website materials would
appear to be an ideal catalyst.
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This study tried to use official tourism board website as source materials to
guide university students to learn tourism English. The study findings would examine
whether the use of web-based materials could lead to more gains in students’ reading
proficiency, perception, and self-regulated learning capabilities or not. As a reflection
of cutting-edge technology, these aspects of the study could be extremely important to
university teachers and students, especially in the study of tourism via the Internet.
Methodology
Participants
The participants in this study were chosen from the students of the Department
of Hospitality Management at one of the universities in Southern Taiwan. The
participants consisted of 105 students which were divided into Group A and Group B,
including 74 males and 31 females. Group A had 52 participants, including 40 males
and 12 females. Group B had 53 participants, including 34 males and 19 females. All
the participants were sophomores; they all took part in a first-year general English
course. In their second year, Tourism English was a compulsory subject for one
semester, two hours per week. Group A served as the control team and Group B was
the experimental team.
Group A and group B used downloaded materials from the Internet as texts,
while focusing on the reading part. Group A served as the control team also used the
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down-loaded materials to teach students reading via traditional methods. Both of them
followed the teacher-facilitated approach and the student-centered approach to direct
students’ reading ability. Group A and group B were under the control of the same
instructor.
Group B used the official tourism boards’ websites as materials to teach
students how to learn English from authentic websites; it also concentrated on
enhancing students reading ability. The websites included four parts: the Taiwan
Tourism Board, the Hong Kong Tourism Board, the Singapore Tourism Board and the
Japan Tourism Board. Each part lasted for three weeks, including one out-of class
activity as homework at the end of the semester.
The Instruments of the Study
The main instruments used in this study were quantitative methods. The
instruments included three parts: one was the students’ personal background, another
was the questionnaire of their perception of this course, and the final one was their
self-regulated learning capabilities. All three parts were combined with into a single
questionnaire.
The questionnaire was modified based on a Student Perceptions and
Self-regulation Questionnaire (SPSQ) which was adapted from three questionnaires of
Pintrich & Garchia,1991; Glenn, 2001; and CHIT, 2005. The original questionnaire’s
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items of “The course helped to improve my listening ability, the course helped to
improve my speaking ability, and the course helped to improve my writing ability”
were deleted, because this study just wanted to explore the university students’
reading ability in tourism English. The questionnaire was composed of four parts with
a total of 52 items which were designed to measure students’ perceptions of the course
and students’ self-regulated learning capabilities in response to two perceptive factors,
course and instructor, and four self-regulatory factors: metacognitive self-regulation,
time and study environment management, effort regulation, and help-seeking.
Curriculum Design
Group A used the traditional method to teach students reading ability; it served as
the control team. The curriculum design of Group B (the experimental team) which
followed the path of blending learning was shown as follows (see Appendix): Four
selections from official tourism boards’ websites were divided into four sections. The
first three weeks belonged to teacher-facilitated parts, teacher guided students about
some reading skills, self-regulated learning skills, and some needed computer skills by
means of lectures and note-takings. The next four website selections lasted for twelve
weeks. Each website first took the teacher-facilitated approach in the classroom to
guide students through the content; the teacher summarized the key points for the
students, such as: vocabularies focus, grammar focus, sentence focus, out-of-class
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activity, and so on.
And then, the teacher employed the student-centered approach to ask students to
surf the related websites at home for pre-reading. This part was absolutely dependent
on the students’ capacities of self-regulated learning. Students could copy their
favorite articles before class and discussed them in the class. The teacher also
assigned specific articles in advance and then explained and analyzed them in the
class. All the official tourism boards’ materials were projected on the screen via the
projector during class. There were two weeks for pre-test and post-test and one week
left for questionnaire.
The Data Collection Procedure of the Study
A pilot test was conducted to verify the reliability and validity of the
questionnaire. A language specialist was invited to examine the questionnaire for
validity. With respect to reliability, the researcher surveyed 50 students at the southern
university in Taiwan who took the same blend learning as our experimental team. Of
the 50 returned questionnaires, 14 were found invalid. The 36 valid questionnaires
were computed to examine the instrument’s reliability. Table 1 tabulated the use of
Cronbach’s alpha to estimate the questionnaire’s internal consistency of reliability.
The means, standard deviations, and the alpha coefficients for Part B and Part C were
presented in Table 1.
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Table 1
The Result of Cronbach’s Alpha Coefficient in the Pilot Study
N=36
Subscales

No. of

Alpha

Item

M

SD

SPSQ

Courses Rating

7

3.50

.54

.75

Instructor Rating

7

3.72

.64

.83

Metacognitive

12

3.60

.68

.86

8

3.46

.72

.87

Effort Regulation

4

3.42

.91

.86

Help-Seeking

4

3.50

.94

.91

Self-regulation
Time & Study Environment
Management

*p<.05
Pre-test and post-test papers got from the 2006 and 2007 Professional and
Technical General Test for Tour Guides to test the students’ reading ability. At the end
of the class prior to the post-test, students in both groups filled out the questionnaire
for the study. Data was collected from pre-test, post-test, and questionnaire for further
analysis.
The Method of Data Analysis
This study used the software of the Statistic Package for Social Science (SPSS.
version 12.0) to analyze the data collected. Descriptive statistics included sample
demographics for the study to explore the frequency and percentage of each
background and present the means, standard deviations, and coefficients for each of
the variables used in this study. Inferential statistical methods were used which

13

2009 HICE Proceedings
Page 4090

derived from the research questions for this study at the .05 level of significance.
Data collection was by means of pilot test, pre-test, post-test, and questionnaire
in both of the traditional class and the blending class. Analysis of covariance
(ANCOVA), t-test, and Pearson product-moment correlation were applied to explain
the research questions.
Discussions and Conclusions
Major Findings of Present Study
The main purpose of this study was to examine if the use of web-based official
tourism boards’ websites had any positive gains in proficiency of students’ reading of
English texts, in perceptions of tourism English courses, and in students’ capacities
for self-regulated learning. Results of descriptive statistics revealed that the
participants’ reading post-test scores were higher than the pre-test reading scores in
both the traditional class and blending class, but there were no significant difference
between them.
The use of ANCOVA showed that P = .69 reveals that no significant difference
existed between the post-test scores of the two groups at p <.05. This explained that
students who took the course of blend learning class did not perform better than
students who took the traditional learning class.
Students’ perceptions of the course were demonstrated with the course rating, the
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instructor rating, and the overall perceptions. The overall perceptions (M = 3.70, SD
= .64) meant that both groups of students were satisfied with the instructor’s
curriculum design, teaching style and attitude. The t-test of group statistics for each
variable of student perceptions in both groups’ overall perceptions (t = 2.44, p = .17)
explained that there were no significant differences in student perception of the course
between students who took the course of blend learning class and students who took
the course of traditional learning class. The descriptive statistics for the fourteen
perceptions of the course (M =3.64, SD = .52), and the post-test scores (M = 68.19, SD
= 15.42) explained that both groups of students agreed with the perceptions of course
and instructor, post-test scores also improved at the end of this semester.
The Pearson correlation coefficients were used to examine the relationship
among post-test scores, course rating, instructor, and overall perceptions of the course.
No significant correlation was found between the post-test scores and overall
perceptions of the course (r = -.16, p = .95).
The total 105 students’ post- test scores (M= 68.19, SD = 15.12) and
self-regulated learning capabilities (M= 3.45, SD = .53) showed that there were no
significant difference between students’ post- test scores and self-regulated learning
capacities. An independent sample t-test was used to examine whether there were any
differences in students’ self-regulated learning capacities in both groups, the overall
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self-regulation with four factors combined (t = -.10, p = .92) explained that there were
no significant difference between them.
Item 49 investigated students’ preference for instructional delivery model. The
results predicted that to the low-intermediate and low-achieving university students,
the most important for the course consideration was that the examination was passed
and the grades obtained. They did not care about what kinds of classes the teacher
arranged. Items 51 and 52 on the questionnaire were only for the experimental groups
and explained that most students did not have any technical problems, but they were
indifferent to what kind of teaching method the instructor employed.
The correlation coefficients for each of the four subscales and for the overall
self-regulated learning capacities. The overall self-regulation and the four subscales’
Pearson Correlation value were all negative; hence, there was not any significant
relationship between them.
Discussions
Research Question 1: Does the application of web-based materials lead to more
positive gains in proficiency in students’ reading of English texts?
The descriptive statistics of the participants’ pre-test and post-test scores on the
Professional and Technical General Test for Tour Guides were offered to explain if
there were more positive gains in proficiency in students’ reading of English texts.
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The English texts were chosen by the instructor from official tourism boards’ websites.
The use of ANCOVA statistics to examine if there were any relationship among the
post-test, the traditional class, and blending class. The results all showed that there
was no significant difference in promoting reading proficiency.
These results coincided with “many research papers found that online students
were as successful as on-campus students at acquiring an understanding of contents,
acquiring reading skills, increasing reasoning ability, developing positive attitudes and
motivations, and so forth” (Russell, 1999, p.2).
Research Question 2: Does the application of web-based materials lead to more
positive gains in perceptions of tourism English courses?
Students’ perceptions of the tourism English courses were demonstrated with the
course rating, the instructor rating, and the overall perceptions. The descriptive
statistics’ results for the subscales in students’ perceptions of tourism English courses,
the t-test of group statistics for each variable of student perceptions in both groups,
descriptive Statistics for post-test scores and student perceptions of the course, and the
Pearson correlation coefficients were used to examine the relationship among
post-test scores, course rating, instructor, and overall perceptions of the course was
offered to examine if the application of web-based materials lead to more positive
gains in perceptions of tourism English courses or not. The results also showed that
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there was no significant difference among the course rating, instructor rating and the
post-test scores.
Research Question 3: Does the application of web-based materials lead to more
positive gains in students’ capacities for self-regulated learning?
Students’ self-regulated learning capacities were reflected in the four variables,
metacognitive self-regulation, time and study environment management, effort
regulation, and help-seeking. Descriptive Statistics, t-test for Group Statistics, and
Pearson Correlation were used to examine if the use of web-based materials lead to
more positive gains in students’ capacities for self-regulated learning. The results
showed that there were also no significant differences in students’ capacities for
self-regulated learning between the traditional class and in the blending class.
While in 2007, Sahin conducted a research including 57 studies, with total
sample size of 4942 students comparing face to face education with Internet Based
Distance Education are compiled with a meta-analysis method. Sahin (2007) found
that “overall effect size +0.27 in favor of Internet Based Distance Education” (p.253).
This explained that there were significant different between traditional education and
Internet Based Distance Education. Contrary to Sahin’s research results, this study
showed that there were no significant difference in every respect, the possible reasons
are that the students belonged to the low-intermediate and low-achieving group, one
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semester was too short, there were curriculum design problems, the lack of
self-regulated learning concept, a deficiency in reading skills training, and the
shortcomings of goal setting.
Pedagogical Implications
According to the research findings, there were four pedagogical implications
provided.
Firstly, teachers should build up the concept of self-regulated learning for the
students and encouraged the students to be responsible for their own language
learning. Time allocation, self control, self monitor, effort regulation, help-seeking,
and study environment were required for students’ self-awareness. Life-long learning
was a trend for a future world in need of challenging the impending situations. There
were so many web-based materials for one to surf on the Internet. E-learning could
happen at any time and at any place whenever one endeavored to learn something one
wanted. Furthermore, students who were trained to have a good command of
self-regulated learning capacities could promote their learning beliefs and learning
achievements.
Secondly, a well-designed curriculum was needed for both teachers and
students. There were quite a lot of web-based materials on the Net. How to choose
appropriate materials to teach students was critical to teachers. According to the
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student-centered approach, setting up an e-learning standard in response to students’
need could enhance students’ active learning instead of passive learning. Students’
opinions should be involved in the procedure of a curriculum design. The use of
web-based materials integrated into the curriculum design was a forthcoming trend in
language teaching and learning.
Thirdly, there were few journals or reports discussing how to learn tourism
English via the web-based materials. In fact, learning tourism English from the
official tourism boards’ websites were authentic and reflected the real world situation.
When you traveled to a foreign country, some of the most useful information you
could get first was from the Internet or tourist information center. Thanks to the
cutting-edge of information technology, nowadays, you could improve your tourism
English in speaking, reading, writing, and listening by means of web-based materials.
Thus, hopefully a proposed guideline for using web-based materials to teach students
could be set up as soon as possible.
Finally, there were thousands of research papers revealing that the positive
motivation was a catalyst for a successful learning. How to enhance and promote the
low-intermediate and low-achieving students’ motivation to become positive students
to learn a foreign language were what educators tried their best to solve. The global
societies consisted of a variety of people, regardless of whether low-intermediate, the
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gifted, the poor, the rich or even the disabled, educational policies should take care of
all of them. Therefore, educational policies in every country all put emphasis on
getting rid of illiteracy and meanwhile, prompting their citizens’ to attain a
well-trained educational ability. Furthermore, the application and integration of
Web-based Pedagogical Tools (WBPT) and Course Management System (CMS) into
self-regulated learning was also an important educational research issue to promote
the students’ self-regulated learning capacities.
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Appendix
Curriculum Design
Course: Tourism English/Spring 2008
Class: Blending Learning (Group B)
Time: Monday, A.M 10:10~12:00 /Per Week/One Semester
Resources: Official Tourism Boards’ Websites
Time
Week
1

Class Work
The Content Strand
Syllabus

The Language Strand

The Skill Strand

Pre-test

Pre-test

The concept of

Tourism English:

Reading skills

self-regulated learning

vocabularies/grammar

Pre-test
Out of Class Activity: None
2

Out of Class Activity: Surfing the Internet for any tourism English
3

Self-regulated learning

Tourism English:

Self-regulated learning

capacities: 4 subscales

vocabularies/grammar

skills: general concept

Sentence pattern
Out of Class Activity: Surfing Hong Kong tourism website
4

Hong Kong tourism

Supplementary materials

Reading skills: preview

website: content/history

including language

Self-regulated learning:

strands (Appendix F&G)

meta-cognitive

Out of Class Activity: choose students’ favorite articles
5

Hong Kong tourism

Supplementary materials

Reading skills: scanning

website: top attraction

Self-regulated learning:

/transportation

meta-cognitive

Out of Class Activity: review related tourism English
6

Hong Kong tourism

Supplementary materials

Reading skills: scanning

website: natural

Self-regulated learning:

kaleidoscopes/gourmet

Time management

Out of Class Activity: Surfing Singapore tourism website
7

Singapore tourism

Supplementary materials

website: content/history

Reading skills:
skimming
Self-regulated learning:
Time management

Out of Class Activity: choose students’ favorite articles
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Time
Week
8

Class Work
The Content Strand
Singapore tourism

The Language Strand
Supplementary materials

The Skill Strand
Reading skills:

website: Sentosa Island

skimming

/transportation

Self-regulated learning:
Time management

Out of Class Activity: one day tour itinerary in London
9

Singapore tourism

Supplementary materials

Reading skills: reading

website: National Orchid

for gist.

Garden

Self-regulated learning:
study environment

Out of Class Activity: Surfing Japan tourism website
10

Japan tourism website:

Supplementary materials

content/heritage/history

Reading skills: reading
for gist.
Self-regulated learning:
study environment

Out of Class Activity: choose students’ favorite articles
11

Japan tourism website:

Supplementary materials

Reading skills: reading

Sukura season/festival

for gist.

/transportation

Self-regulated learning:
effort regulation

Out of Class Activity: review related tourism English
12

Japan tourism website:

Supplementary materials

city tour/map/museum

Reading skills: reading
for gist.
Self-regulated learning:
effort regulation

Out of Class Activity: Surfing Taiwan tourism website
13

Taiwan tourism website:

Supplementary materials

Reading skills: reading

content/Taipei City Tour

for gist.

/transportation

Self-regulated learning:
effort regulation

Out of Class Activity: choose students’ favorite articles
14

Taiwan tourism website:

Supplementary materials

offshore island

Reading skills: guessing
Self-regulated learning:
help-seeking

Out of Class Activity: review related tourism English
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Time
Week
15

Class Work
The Content Strand

The Language Strand

The Skill Strand

Taiwan tourism website:

Supplementary materials

Reading skills: guessing

local attraction/gourmet

Self-regulated learning:
help-seeking

Out of Class Activity: Two days’ tour itinerary in Taiwan
16

Review all websites:

Review: related

Review: reading

discussion/Q & A

vocabulary/grammar/

skills/self-regulated

phrases/sentence pattern

learning
skills/discussion

Out of Class Activity: review for the post-test
17

Post-test

Review

Review/ Discussion

Out of Class Activity: check the two days’ tour itinerary in Taiwan
18

Questionnaire/ Discussion/Feedback/Suggestion/ Q & A
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Dental hygienists should be aware of the concept of service-learning and how it can enhance dental hygiene education.
A look at national documents and other relevant historical literature will be reviewed, in addition to more recent books
and articles to define service-learning. Although perceived as a new teaching strategy, service-learning has its roots in
experiential education. Several definitions of service-learning have emerged, which take into consideration the reciprocal
needs of the student and community, bridging academic theory with community service, and instilling civic responsibility
through a reflective component. Considering the advantages and disadvantages, service-learning seems to be a good
methodology for dental hygiene education. Recommendations include the expansion of the ADA Accreditation Standards
to include service-learning, and incorporation of an operational definition of community-based oral health programs,
as well as the term service-learning in its Definition of Terms.

Keywords: service-learning, dental hygiene education, educational methodology, experiential education

Introduction
Service to the public on the national level is outlined in the Competencies for Entry into the Dental Hygiene Profession
developed by the American Dental Education Association (ADEA). One of the domains of these competencies states,
"dental hygienists must appreciate their role as health professionals at the local, state, and national levels. This role requires
the graduate dental hygienist to assess, plan, and implement programs and activities that benefit the general population.
In this role, the dental hygienist must be prepared to influence others to facilitate access to care and services."1 According
to the competency regarding Community Involvement (CM), item CM.3 states: "provide community oral health services
in a variety of settings."1
The Report of the ADEA President's Commission: Recommendations for Improving the Oral Health Status of All Americans:
Roles and Responsibilities of Academic Dental Institutions highlighted 2 important concepts that are related to serving the
public. Recommendation 3: To prepare students to provide oral health services to diverse populations, item 3.3 states:
"provide in the curriculum and in other forums opportunities to teach students about their professional obligation to serve
the public good and encourage students to explore how they and the profession can ensure oral health care for all
Americans."2
In addition, Recommendation 5: To improve the effectiveness of allied health professionals in reaching the underserved,
item 5.1 states: "develop the knowledge and skills necessary to serve a diverse population, provide experiences of oral
-1-
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health care delivery in community-based and nontraditional settings, and encourage externships in underserved areas."2
Providing care in settings outside of the traditional academic clinic should foster an environment where students can
exercise critical thinking and decision-making skills.
Standards set by the Commission on Dental Accreditation (CODA) of the American Dental Association (ADA) mandates,
in Standard 2-18 of the Patient Care Competencies, that dental hygiene graduates must be competent in providing dental
hygiene care to various population groups including children.3 Not only should dental hygienists be competent in providing
dental hygiene care, they should ensure that there is access to oral health care. The Code of Ethics of the American Dental
Hygienists' Association (ADHA) mandates justice and fairness in access to dental hygiene services through basic beliefs,
core values, and professional responsibility to the community.4 This supports strategies outlined in the Oral Health in
America: A Report of the Surgeon General. In the description of "the nature of community health programs," the primary
focus is on a group in need, in this case to decrease disparities in health care particularly among low-income and minority
families.
Typically, government agencies, charities, schools, or religious groups "spearhead" programs that incorporate the values
of the specific organization, tapping into the expertise, enthusiasm, and knowledge of the community. Members of the
community organizations often can be used as staff, volunteers, or consultants.5-6 The government documents discussed
above provide support for communities to partner with academia through service-learning activities.
While the authors recognize the integration of service-learning within other disciplines (ie, nursing, dietetics), the focus
will be on the dental profession, specifically dental hygiene. The purpose of this article is to acquaint grassroots dental
hygienists with service-learning and to facilitate the role of dental hygiene education in these activities. Although a
suggestion is offered later in this article to establish a more universally clear definition of service-learning for the dental
hygiene profession, the definition that suits health care professions is displayed in Table 1.

Review of the Literature
It is often said, "experience is the best teacher." As in the other health and helping professions, on-the-job training has
been a big component of the education experience. As one assesses community needs, it is also necessary to investigate
how students can help solve problems.7 Many youth programs such as 4-H Clubs and Boys/Girls Scouts model the tenets
of community service and responsible citizenship. School-based programs have been integrated into the school system
through clubs or co-curricular activities, volunteer clearinghouses, community service credit, labs for existing courses,
-2-
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community service classes, and finally to school-wide focus or themes.8 Thus the concept of service-learning is being
applied in the educational system where service is combined with learning.
According to Seifer, as cited on the website for Community-Campus Partnerships for Health (CCPH), service-learning is
now integrated into higher education as students combine service with required coursework. Seifer contends that there are
differences from traditional clinical education within the health care professions, as displayed in Table 1.9 Sigmon defined
service-learning as experiential, reciprocal education that occurs only when both the providers and the recipients of the
service benefit from the activities.10
Service-learning is often confused with other activities such as volunteerism, internships, field education, clinical rotation,
and community service (See Table 2), Although these activities may offer both service and learning, the primary focus of
these activities is either service or learning. That is, the elements of service and learning are not balanced and either service
or learning may be a by-product of the original intent of the activity.

For example, with volunteerism and community service, the objective is to serve, any learning is unintentional, and the
student may or may not make the academic link (if there is a link). The main purpose of internships, practicum, clinical
rotations, and field education is to increase technical skills, knowledge, or understanding of the field of study or vocational
development. These activities can be considered "on-the-job training" to benefit the academic learning of the student and
not to provide service to the agency. Furthermore, these activities do not: 1) meet the encompassing definition of
service-learning as an activity that balances service and learning objectives; 2) link the needs of the student and the
community; 3) develop citizenship skills; and 4) contain a reflective component.10,11,1213
Service-learning "is a teaching strategy that combines service to the community with classroom curriculum in K-12
schools."14 Mission statements of educational institutions that address social problems, commitment of students to
community, or contribution to society support service-learning methodology. Many institutions have joined organizations
such as Campus Compact, AmeriCorps, and the National Society for Experiential Education. According to the website
for the National Service-Learning Clearinghouse (NSLC), there were 712 000 students who participated in some form of
service among the 349 campuses that responded to a survey of institutions offering courses in which service-learning was
a component of instruction.15
Additionally, there are publications that create a body of literature on service-learning activities. The Michigan Journal
of Community Service Learning is a peer-reviewed publication devoted to service-learning. Synergist, a journal started
around 1971, has articles that link service to learning. Other educational literature such as Action in Teacher Education
prints articles that links service to learning.
Although it may seem like a new approach in education, the philosophy of service-learning is rooted in the ideas of Dewey
and Kolb. Dewey believed that the student needed to be an active participant in learning and to address social issues.
Dewey's continuum of learning demonstrated the relationship of education, work, and experience. Regarding the nature
of experience, Dewey wrote: "when we experience something we act upon it, we do something with it; then we suffer or
undergo the consequences."16 It is perhaps from the consequences that the learner is then forced to reflect upon his/her
experiences and learn from them, thereby producing a change. According to Taylor "[f]or Dewey, experience and education
were inextricably linked to social and political development, making community service an integral aspect of citizen
-3-

2009 HICE Proceedings
Page 4106

Journal of Dental Hygiene, Vol. 81, No. 3, July 2007
Copyright by the American Dental Hygienists' Association

participation in a democratic society."17 Later, Kolb theorized a learning cycle comprised of different ways people learn
in school, in the community, in a career, and in other facets of life. Kolb's work on learning styles or preferences demonstrated
how service-learning activities can have an impact on careers and lives.18
Various initiatives of the US government have demonstrated a commitment to service in the form of creating jobs, while
meeting needs or providing service. One of the earliest government developments in service-learning was the creation of
the Civilian Conservation Corps (CCC) in the 1930s. Further opportunities were developed in the 1960s from the Peace
Corps on an international level to the "War on Poverty" for improving local neighborhoods with organizations such as
Volunteers in Service to America (VISTA) and the Job Corps. In addition, the Higher Education Act of 1965 defined a
community service program as educational, assisting to solve a community problem, and part of an academic degree or
college level course that utilizes an intuition's resources and faculty.19 More recently, the National and Community Service
Act of 1990 provided support for service in the areas of service-learning programs including higher education service
programs. The National Community Service Act of 1993 created AmeriCorps and the Corporation for National Service.20
For true service-learning to occur there must be: 1) academic course content within a discipline or field of study; 2) an
activity that meets a social need and civic responsibilities; and 3) a reflective component such as personal journals,
portfolios, in-class or online discussions, case studies, or essays.21 Eyler and Giles integrates the critical thinking and
reflective components in their definition of service-learning, and makes the distinction between service learning with or
without the hyphen. The authors stated: "In our own practice, we have embraced the position that service-learning should
include a balance between service to the community and academic learning and that the hyphen in the phrase symbolizes
the central role of reflection in the process of learning through community experience."12
Activities are designed in which the student encounters moral dilemmas not found in the classroom, meets individuals
with different personal values, and is challenged with moral decision making. Thus, service-learning is not just experiential
learning, but a bridge for theory with practice that demands reflective thinking. Assessment of the students' learning may
be accomplished through the following: written work by the student (ie, essays, journals, diaries, etc.), group discussions,
individual conferences with students, evaluation by supervisor, and self-assessment by the students themselves.8 According
to Howard, the concept of service-learning contains 3 components: 1) relevant and meaningful service with the community;
2) enhanced academic learning; and 3) purposeful civic learning. This is depicted in the diagram from the journal22 (See
Figure 1).
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More specific to dentistry, service-learning activities have been reported "not only to enhance the students' knowledge
and clinical skills, but also to facilitate their personal and professional development, ethical and critical reasoning, and
values and attitudes."23 Hemphill used the principles developed by the Center for Healthy Communities (CHC) as the
impetus for her discussion on service-learning in dental hygiene education while Yoder developed her own framework
for service-learning in dental education.13,24 Both models take into consideration collaboration during the planning stage,
the academic needs of the student, the oral health of the community, and the reflective element in the evaluation of the
activity (See Table 3).

In a report published by Campus Compact, responding institutions indicated that 65% of their service-learning programs
and projects addressed health issues.25 These institutions also ranked health fourth out of the top 10 disciplines that utilized
-5-
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service-learning in their curriculum. Elementary students (89%) and low-income (83%) populations were the highest
groups among those served through service-learning activities.25

Dental Hygiene Service-Learning in Action
A school-based dental sealant program provides a good example for incorporating service-learning into the dental hygiene
curriculum.26-29 At a midwestern university within a rural community, senior baccalaureate dental hygiene students are
scheduled in several rotations as part of a multicultural course. A sealant program is a good opportunity for students to
work with a population they (typically) will not frequently see in the dental hygiene clinic. An activity such as this blends
academia with the community in order to meet some of the preventive oral health needs of underserved children. This
program was made possible through funds from the state health department. Yoder stated that service-learning projects
are often linked to external funding sources.24
In addition to the school-based sealant program, senior dental hygiene students gain competencies in a variety of dental
settings via a nursing home/skilled care facility, a Veteran's Administration hospital, a rural dental health clinic, a
campus-based community dental center, and a rural dental health clinic, which includes migrant farmworkers as a portion
of the population served. At the end of each rotation, students write a reflective essay on their experiences. In turn, not
only does this allow the supervising faculty to improve upon the course content, but gives students an awareness of how
they can become better equipped to face particular needs of individuals within their own communities.
Furthermore, Lam wrote about dental hygiene students' participation in a community dental sealant program with its base
in the dental hygiene clinic, as well as other services provided by students within a community dental health course at a
community college located in a large urban area. In addition to the dental sealant program, other service-learning activities
are integrated into the dental hygiene curriculum.30

Advantages and Impact of Service-Learning
Oral Health in America: A Report of the Surgeon General has provided further rationale for the dental hygienist's role in
reducing the disparities in oral health and oral health care among population groups.5A National Call to Action to Promote
Oral Health has as one of its goals for improving access to oral health care, "to ensure an adequate number and distribution
of culturally competent providers to meet the needs of individuals and groups, particularly in health care shortage areas."31
Service-learning can create a mechanism by which dental hygiene students can acquire skills that enable them to become
culturally competent by providing opportunities to work with ethnically diverse populations and individuals with special
needs. Thus, students are able to meet objectives outlined in accreditation standards, as well as addressing the core
competencies for entry in to the dental hygiene profession.1,3,32-33
There are positive outcomes from the incorporation of service-learning into higher education curricula. Zlotkowski spoke
of several successful service-learning programs, including one in which he served as its first director. The Bentley
Service-Learning Project began as the Bentley Homelessness Project, and through its success based upon student
involvement, became the impetus for a college-wide, faculty-led service-learning program.34
At Brevard Community College, a conscientious effort was made to support faculty in numerous service-learning endeavors
to include: research, mini-grants for course development in underrepresented disciplines (eg, math, art, technology and
English), K-14 collaboration to establish service-learning in the public school system, international service-learning pilot
projects, faculty travel and professional development, and support for faculty who served as recruiters or consultants for
other campuses.34
The 2 examples above, along with the service-learning efforts mentioned previously, that are associated with dental hygiene
programs, are just a few of the many programs and institutions that have had successful service-learning projects. Thus,
-6-
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service-learning appears to be a viable teaching methodology in the education of dental hygienists. This would entail
meeting all 3 criteria of service-learning: relevant and meaningful service with the community, enhanced academic learning,
and purposeful civic learning with academic service-learning as the core.

Disadvantages of Service-Learning
Coordination of service-learning activities may not be incorporated into the faculty teaching assignments. Consequently,
faculty members volunteer to facilitate certain activities. By placing them into a course, this would raise the level of
importance of any service-learning activity as an integral part of the dental hygiene curriculum. It would also give recognition
for faculty willing to be committed to the philosophy of service-learning and the role it plays in the educational process.
The authors have taken note that this lack of recognition in the faculty reward structure has been suggested in the literature
as a deterrent for those who do not use this as a teaching strategy.35 According to Chapdelaine, Ruiz, Warchal, and Wells,
"service-learning is a labor-intensive activity that should not be a risky undertaking for faculty. [...] Campus barriers to
service-learning include resource limitations, poor community relations, and lack of student involvement in the educational
process."36 With respect to faculty support, Zlotkowski stated:
"One only need consider how little experience most faculty members have had working outside the classroom, let alone
working with community partners. In other words, most faculty need to develop a new skills set-skills of designing,
coaching, and helping students process fieldwork-to complement their traditional skills of lecturing, and guiding text-based
discussion. They also need an opportunity to develop new, more appropriate assessment techniques."34
As cited in Campus Compact, the major obstacles to institutionalization or advancement of service-learning were time
and pressure on faculty teaching loads.25 Although service-learning programs can be easily incorporated into the tenure,
promotion, and merit review process, this is not the case.34 While community outreach or service is expected of faculty,
research and teaching obligations often outweigh the focus on developing students' sense of civic engagement.37
Service-learning can easily be recognized as a viable pedagogical experience. For example, the term "service-learning"
could be included in the ADA Accreditation Standards for Dental Hygiene Education Programs as part of educational
methodology in the enriching clinical and community dentistry experiences.3

Conclusions and Recommendations
If dental hygiene educators are to take the lead with integrating service-learning into the curriculum, the communities of
interest (ie, the leaders in the profession, the faculty and administrators of dental hygiene education programs, and the
academic institutions) will have to embrace the philosophy of service-learning. Opportunities for networking currently
exist at various professional association meetings. Time constraints, however, may prohibit the interaction among practicing
dental hygienists and junior and senior faculty members to have an active discussion on the issues concerning the integration
of service-learning into the curriculum, and community collaboration.
In order to facilitate the probability of incorporating service-learning into the existing dental hygiene curriculum, faculty
and the profession need to understand:
How to plan and develop service-learning activities.
The needs of the community that is to be served.
How to evaluate the activity and the students' participation in the activity.
The importance of collaborating with grassroots dental hygienists to bridge the gap between academia and the community
at large. In other words, ask them to take part in the assessing, planning, implementing, and evaluating the activity.
-7-
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Initiatives need to be expanded that increase the role of dental hygienists in providing access to oral health care. Opportunities
need to be developed for dental hygienists to work outside of private practice and to reach those individuals who do not
seek regular preventive dental care due to barriers such as cost, transportation problems, and limited providers. Positive
experiences need to be given to dental hygiene students so that they may not only apply for employment in alternative
practice settings, but also help develop these opportunities in non-formal clinical settings.
With respect to the ADA Accreditation Standards for Dental Hygiene Education Programs, which are currently undergoing
revisions, and utilizing elements from Yoder's Framework for Service-Learning in Dental Education,24 the authors further
recommend that either a new standard be developed or the (current) standard 2-22 (proposed revision would make this
standard 2-20, if adopted; see Table 4) be expanded to incorporate examples of evidence to demonstrate compliance from
service-learning activities.

For example:
a. Reflective mechanisms designed to monitor changes in students' attitudes and behavior, (ie, journals, essays, discussions).
b. Documentation of hours devoted to the service-learning activity(ies).
c. Surveys from dental hygiene graduates indicating participation in volunteerism, advocacy, political initiatives, etc.
Furthermore, the terms "community-based" and "service-learning" should be added to the section within the standards
document entitled: Definition of Terms Used in Dental Hygiene Accreditation Standards. Additionally, the ADHA policy
number 11-97 regarding curriculum under Education/Continuing Education as printed in the September 2006 Policy
Manual should be revisited to incorporate service-learning and perhaps include a definition of community-based and
service-learning in its Glossary, also contained within the Policy Manual. The current policy reads: "The ADHA supports
externships and internships within accredited dental hygiene programs in order for students to gain practical experience
in public health and alternative practice settings."38
The authors feel that clarification of these terms would facilitate the interpretation and implementation of the standard
pertaining to competency in the area of community-based oral health programs; and that an official, universally recognized
definition of service-learning be adopted for use among dental hygiene educators. Also, this could foster a better
understanding of the roles of the dental hygiene student, the grassroots dental hygienists, and academe in meeting the oral
health needs of their respective communities.
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Ensuring a Successful Transition to College
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(See attachment for the session’s description.)

Ensuring a Smooth Transition to College for Students with Disabilities
Abstract
The transition from high school to college can be difficult for any student, but for the
student with a disability (SWD), the transition can be especially challenging.* The two
systems of providing services for SWDs (high school and college) are quite different
legally and philosophically. Unfortunately, the SWD is often unaware of the difference
in the two systems and enters college with expectations of services that the college will
be unable to fulfill. This workshop will discuss these challenges, explain how an
institution has proactively addressed these issues, and offer attendees practical solutions
for ensuring a smooth transition to college for SWDs.
* See References
Program Description
The transition from high school to college can be a difficult one for any student. The
independence that comes from living away from home for the first time is often tough for
students to manage. When this independence is coupled with a more rigorous academic
load than the student faced in high school, the student may have academic problems.
For the student with a disability (SWD), the transition to college can be even more
awkward. The two systems of providing services for SWDs (high school and college) are
quite different legally and philosophically. As a result, services that were offered at the
high school level for the SWD may not be offered at the college level. Unfortunately, the
SWD is often unaware of the difference in the two systems and enters college with
expectations of services that the college will be unable to fulfill.
The best way to describe the difference between services for SWDs in high school and
college is to consider that the high school’s goal is to ensure the success of the SWD; the
college’s goal is to provide access for the SWD. As a result, the high school will be more
willing to modify standards and to tailor the SWD’s curriculum to the specific needs of
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that student. The college, on the other hand, will make sure that the SWD has equal
opportunity to participate in all that the college has to offer and provide reasonable
accommodations to its classes and programs. However, standards are not modified
specifically for SWDs.
The legal differences in the two systems undergird philosophical differences which need
to be implemented in practical ways. Academic expectations change for all students
entering college, and SWDs may need to alter their methods of studying and preparing in
and out of the classroom in many ways. Often SWDs enter college without the requisite
study skills in place that will lead to success in college. Best practices for facilitating
academic success in college for SWDs will be explored.
The presenters will address these issues from the postsecondary perspective and lead the
audience in a discussion on this topic. This presentation will be useful for students,
parents, high school personnel, and other interested in the transition to post-secondary
education. It is hoped that attendees will leave with a clear understanding of the
expectations and responsibilities of students with disabilities at the post-secondary level.
Learning Outcomes
Conference participants attending this workshop will be able to:
• Identify what different types of disabilities are represented on college campuses
and learn trends relative to students with disabilities enrolling in college;
• Identify the major pieces of disability legislation that affect postsecondary
institutions;
• Describe the specific challenges students with disabilities face as they enter
college;
• Develop a clear and consistent process for transitioning students with disabilities
into college;
• Recognize pertinent campus resources;
• Conduct tutor training on specific strategies for students with disabilities;
.
Workshop Outline
I.
Setting the stage for why the transition may be more difficult for students
with disabilities
a. Identify who are students with disabilities on college campuses
i. Discuss the legal definition of disability
ii. Learn which disability types are becoming more prevalent &
the implications for postsecondary institutions
iii. Introduce practices for disability etiquette
b. Overview of the differences in disability services in K-12 and
postsecondary
i. Know the differences in legislation for secondary and post
secondary institutions
ii. Introduce the differences in theory that under girds the
practices
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iii. Understand the onus of responsibility for services
iv. Interactive discussion of best practices in transitioning SWDs
to college
c. How to prepare for college and making a successful transition
i. Make preadmission visits to colleges
ii. Self disclose the disability
iii. Complete the appropriate documentation regarding disability
II.

Introducing policies and procedures to students once they arrive on
campus
a. Offer orientation meetings for specific disability groups
i. Explain how to request accommodations through the DSS
office
ii. Introduce campus resources
iii. Discuss adapted computer technology
iv. Description of how the presenters work together to assist new
SWDs in adjusting to the demands of college
b. Schedule appointments with DSS to discuss disclosure letters

III.

Linking into campus resources
a. Explain learning center services
i. Tutoring
ii. Test accommodations
iii. Workshops
b. Present contrasting study strategies between high school and college
c. Share the Faculty Mentorship Program as one model for helping
students transition successfully

Handouts
9 Information explaining in detail the reasons why the transition to college can be
difficult for students with disabilities
9 A guide for students with disabilities transitioning to college
9 Forms used at the presenters’ institution that guide students with disabilities
through the college matriculation process
9 Brochures about an innovative program that connects new students with
disabilities with a faculty member in the student’s major
9 A handout of the PowerPoint presentation
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Facilitator Biographies
Jacqueline Harris
Jacqueline Harris is the Coordinator of Study Strategies and Writing in the Ball State
University Learning Center. In this role, she hires, trains and supervises peer tutors to
provide learning assistance to other college students. In the Learning Center, she also
coordinates academic services for students with disabilities. This involves meeting with
students in preadmission visits, co-offering workshops with the office of Disabled
Student Development, and providing test accommodations to eligible students. During
2006-2007, 1,674 tests were administered through the Learning Center’s services.
She is active professionally through presentations, publications and has served as
president of both the Indiana Association for Developmental Education and the National
College Learning Center Association. For six years she represented Ball State on the
Indiana Adult Literacy Coalition. She has taught several language arts courses such as
diagnostic and corrective reading classes at Anderson University, Indiana Wesleyan
University and Ball State University. Prior to this, she worked as a reading consultant for
the Indiana Department of Education and taught elementary school in Muncie, IN, and
Chicago, IL.
Larry Markle
Larry Markle is the Director of Disabled Student Development at Ball State University,
an institution with a long history of providing access and opportunity for students with
disabilities. In his role as director of disability services, Larry leads the university’s
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efforts to provide reasonable accommodations for approximately 600 students with
disabilities. Additionally, he is responsible for training faculty, staff, and students on
matters pertaining to disability. With his administrative responsibilities, Larry also
teaches three courses at Ball State.
Larry is actively involved in several professional organizations, including the Association
on Higher Education and Disability and has served as president of the Indiana
Association on Higher Education and Disability. He has presented on the transition to
college for students with disabilities to numerous groups statewide and nationally.
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Abstract

This poster emphasises the important role that dialogue plays in teacher development.

A number of researchers

(e.g., Hatch, Ahmed, Lieberman, Faigenbaum, White and Mace, 2005; Hatch, 2006) have argued the importance
of a forum wherein teachers can exchange ideas and experiences. In particular, Penlington (2008) provides a
conceptual analysis of the catalytic effect of dialogue in changing reasoning and hence practice.

Data collection was carried out in a girls' lower secondary school in Japan.

As part of a wider research agenda,

the presenter, as a semi-interventionist, collaborated with one Japanese English language teacher for two weeks,
playing the role of "critical friend" (Costa and Kallick, 1993: 50) and providing both academic and emotional
support towards a more desirable teaching outcome.

Through formal and informal interviews and journal

exchange, the teacher shared her concerns and worries and worked in collaboration with the researcher on finding
better alternatives.

The study provides evidence of how dialogue supported the teacher's professional development.

As the teacher

engaged in dialogic interaction with the presenter, she gradually modified her thinking and some of her teaching
strategies, suggesting that teachers do indeed develop their teaching practice through the interactive process of
dialogue with other teachers as "critical friends."
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Abstract
Problem solving theory and practice suggest that thinking is more important to solving problems
than knowledge and that it is possible to teach thinking in situations where little or no knowledge
of the problem is needed. Such an assumption has led problem solving advocates to champion
content-less heuristics as the primary element of problem solving while relegating the knowledge
base and the application of concepts or transfer to secondary status. In the following theoretical
analysis, it will be argued that the knowledge base and transfer of knowledge—not the contentless heuristic—are the most essential elements of problem solving.
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A Problem with Problem Solving:
Teaching Thinking without Teaching Knowledge
Problem solving theory and practice suggest that thinking is more important in solving
problems than knowledge and that it is possible to teach thinking in situations where little or no
knowledge of the problem is needed. Such an assumption has led problem solving advocates to
champion content-less heuristics as the primary element of problem solving while relegating the
knowledge base and the transfer or application of conceptual knowledge to secondary status. Yet
if one analyzes the meaning of problem solving, the knowledge base and the transfer of that
knowledge are the most essential elements in solving problems.
Theoretical Framework
Problem solving is only one type of a larger category of thinking skills that teachers use
to teach students how to think. Other means of developing thinking skills are problem-based
learning, critical thinking skills, creative thinking skills, decision making, conceptualizing, and
information processing (Ellis, 2005). Although scholars and practitioners often imply different
meanings by each of these terms, most thinking skills programs share the same basic elements:
(1) the definition of a problem, (2) the definition of problem solving, (3) algorithms, (4)
heuristics, (5) the relationship between theory and practice, (6) teaching creativity, (7) a
knowledge base, and (8) the transfer or the application of conceptual knowledge.
The definition of a problem
The first element of the theory of problem solving is to know the meaning of the term
problem. This theoretical framework uses the definition of problem presented by Stephen Krulik
and Jesse Rudnick (1980) in Problem Solving: A Handbook for Teachers. A problem is “a
situation, quantitative or otherwise, that confronts an individual or group of individuals, that
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requires resolution, and for which the individual sees no apparent or obvious means or path to
obtaining a solution” (p. 3).
The definition of problem solving
Krulik and Rudnick (1980) also define problem solving as
the means by which an individual uses previously acquired knowledge, skills, and
understanding to satisfy the demands of an unfamiliar situation. The student must
synthesize what he or she has learned, and apply it to a new and different situation. (p. 4)
This definition is similar to the definition of the eighth element of problem solving, transfer:
“[w]hen learning in one situation facilitates learning or performance in another situation”
(Ormrod, 1999, p. 348).
Problem solving is not an algorithm
One of the primary elements of this framework is that problem solving is not an
algorithm. For example, Krulik and Rudnick (1980) say,
The existence of a problem implies that the individual is confronted by something he or
she does not recognize, and to which he or she cannot merely apply a model. A problem
will no longer be considered a problem once it can easily be solved by algorithms that
have been previously learned. (p. 3)
Additionally, advocates of problem solving imply that algorithms are inferior models of
thinking because they do not require thought on a high level, nor do they require deep
understanding of the concept or problem. Algorithms only require memory and routine
application. Further, they are not useful for solving new problems (Krulik & Rudnick, 1980).
Problem solving is a heuristic
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Advocates of problem solving argue that educators need to teach a method of thought that
does not pertain to specific or pre-solved problems or to any specific content or knowledge. A
heuristic is this kind of method. It is a process or a set of guidelines that a person applies to
various situations. Heuristics do not guarantee success as an algorithm does (Krulik & Rudnick,
1980; Ormrod, 1999), but what is lost in effectiveness is gained in utility.
Three examples of a problem solving heuristic are presented in Table 1. The first belongs
to John Dewey, who explicated a method of problem solving in How We Think (1933). The
second is George Polya’s, whose method is mostly associated with problem solving in
mathematics. The last is a more contemporary version developed by Krulik and Rudnick, in
which they explicate what should occur in each stage of problem solving. I will explain the last
one because it is the more recently developed. However, the three are fundamentally the same.
Table 1
Types of Problem Solving

Steps in
Problem
Solving

John Dewey (1933)

George Polya (1988)

Stephen Krulik and
Jesse Rudnick (1980)

Confront Problem

Understanding the
Problem

Read

Diagnose or Define
Problem

Devising a Plan

Explore

Inventory Several
Solutions

Carrying Out the Plan

Select a Strategy

Conjecture
Consequences of
Solutions

Looking Back

Solve

Test Consequences

Review and Extend
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The following is an example of how the heuristic is applied to a problem.
Problem: Twelve couples have been invited to a party. The couples will be
seated at a series of small square tables, placed end to end so as to form one large
long table. How many of these small tables are needed to seat all 24 people?
(Krulik & Rudnick, 1987, pp. 29–31)
The first step, Read, is when one identifies the problem. The problem solver does this by
noting key words, asking oneself what is being asked in the problem, or restating the problem in
language that he or she can understand more easily. The key words of the problem are small
square tables, twelve couples, one large table, and 24 people.
The second step, Explore, is when one looks for patterns or attempts to determine the
concept or principle at play within the problem. This is essentially a higher form of step one in
which the student identifies what the problem is and represents it in a way that is easier to
understand. In this step, however, the student is really asking, “What is this problem like?” He or
she is connecting the new problem to prior knowledge. The student might draw a picture of what
the situation would look like for one table, two tables, three tables, and so on. After drawing the
tables, the student would note patterns in a chart. See below.
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Draw a diagram to represent the problem.
x

x

x

x

x

x

x

x

x
x

x

x
x

x

x

x

x

x

Make a chart, record the data, and look for patterns.
Number of
tables

1

2

3

4

.

.

.

Number of
guests

4

6

8

10

.

.

.

Pattern: As we add a table, the number of guests that can be seated increases by 2.

The third step, Select a Strategy, is where one draws a conclusion or makes a hypothesis
about how to solve the problem based on the what he or she found in steps one and two. One
experiments, looks for a simpler problem, and then conjectures, guesses, forms a tentative
hypothesis, and assumes a solution.
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Number of tables

1

2

3

4

5

6

7

Number of guests

4

6

8

10

12

14

16

8

Form a tentative hypothesis. Since the pattern seems to be holding true for 16
guests, we can continue to add 1 table for every additional guest until we reach
24. Therefore, we add 4 additional tables for the additional guests (16 + 8 =
24). Hypothesis: it will take 11 tables to accommodate 24 guests.

The fourth step is Solve the Problem. Once the method has been selected the student
applies it to the problem. In this instance, one could simply continue the chart in step three until
one reached 24 guests.
Number of
tables

1

2

3

4

5

6

7

8

9

10

11

Number of
guests

4

6

8

10

12

14

16

18

20

22

24

The final step, Review and Extend, is where the student verifies his or her answer and
looks for variations in the method of solving the problem. For example, t =

n−2
, where
2

represents the number of tables. Or we could ask for a formula to determine how many guests
we can seat given the number of tables. For example, n = 2t + 2 or n = 2(t + 1).
Problem solving connects theory and practice
A perennial charge brought against education is that it fails to prepare students for the
real world. It teaches theory but not practice. Problem solving connects theory and practice. In
a sense this element is the same as the definitions of problem solving and transfer, only it
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specifically relates to applying abstract school knowledge to concrete real world experiences
(Krulik & Rudnick, 1980).
Problem solving teaches creativity
Real world situations require creativity. However, it has often been claimed that
traditional classrooms or teaching approaches do not focus on developing the creative faculty of
students. Advocates of problem solving, by contrast, claim that problem solving develops the
students’ creative capacities (Frederiksen, 1984; Slavin, 1997).
Successful problem solvers have a complete and organized knowledge base
A knowledge base consists of all of the specific knowledge a student has that he or she
can use to solve a given problem. For example, in order to solve algebraic problems, one not
only needs to know information about numbers and how to add, subtract, multiply, and divide,
but one must also possess the knowledge that goes beyond basic arithmetic. A knowledge base is
what must accompany the teaching of a heuristic for successful problem solving to occur.
Problem solving teaches transfer or how to apply conceptual knowledge
Transfer, or the application of conceptual knowledge, is the connecting of two or more
real-life problems or situations together because they share the same concept or principle.
Transfer or the application of conceptual knowledge helps students see similarities and patterns
among seemingly different problems that are in fact the same, or similar, on the conceptual level.
Some research about problem solving claim that it is more effective than traditional
instruction (Lunyk-Child, et al., 2001; Stepien, Gallagher, & Workman, 1993), that it results in
better long-term retention than traditional instruction (Norman & Schmidt, 1992), and that it
promotes the development of effective thinking skills (Gallagher, Stepien, & Rosenthal, 1994;
Hmelo & Ferrari, 1997).
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On the other hand, in Research on Educational Innovations, Arthur Ellis (2005) notes
that the research base on problem solving lacks definition, possesses measurement validity
problems and questionable causality, and it fails to answer the claim that successful problem
solvers must have a wealth of content-specific knowledge. Ellis further notes that there is “no
generally agreed-on set of definitions of terms” (p. 109), that thinking skills are notoriously
difficult to measure, and that given these first two problems, it is impossible to trace cause back
to any specific set of curricular instances. Ellis states,
[t]he idea that thinking skills are content specific and cannot be taught generically must
be seriously entertained until it is discredited. We don’t think that will happen. And if this
is so, how does one construct content-free tests to measure thinking skills? (pp. 109–110)
The conclusions of Ellis and other research studies I will cite later state that it would be
impossible to reinvent solutions to every problem that develops without recourse to past
knowledge. This recourse to past knowledge is evidence, in itself, that one must not completely
construct reality. One must apply knowledge that has already been formed by others and
understand that knowledge, or else not solve the problem. It is this critique that I will invoke in
the following treatment of problem solving. What I hope to show is that the heuristic for problem
solving cannot be successful if one holds strongly to the theoretical framework in which it is
often situated. Rather, one must accept that already formed knowledge is essential to problem
solving. In fact, the meanings of problem solving found in articles and textbooks often convey
this contradiction. On the one hand, it is argued that problem solving is the antithesis of a
content-centered curriculum. On the other hand, a successful problem solver must possess a
strong knowledge base of specific information, not merely a generalizeable heuristic that can be
applied across several different situations.
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The Problem with Problem Solving
The main problem with problem solving lies in the fourth element listed above: problem
solving is a heuristic. Recall that a heuristic is a guideline that may or may not yield success but,
unlike an algorithm, it does not depend on knowledge of the problem to be successful. Heuristic
is a method of thought that does not pertain to any specific problems or content. The element is
problematic because it contradicts three other elements within the theory: the definition of
problem solving, successful problem solving requires a knowledge base, and problem solving
enables learners to transfer knowledge. Each of these three elements implies that previously
learned knowledge of the problem is necessary to solving the problem, whereas use of a heuristic
assumes no knowledge is necessary.
I argue, like Peikoff (1985), that there is no way to separate thinking or problem solving
from knowledge. Just like instruction and curriculum, these concepts imply one another and
cannot be discussed separately for long. Likewise, to acquire knowledge, one must think. This is
not to say that students cannot construct knowledge as they solve a given problem, only to say
that often the problems they are presented only require them to apply existing knowledge. From
this perspective, it must be assumed that students do not construct all of the knowledge in a given
curriculum.
Yet problem solving as a heuristic is the most cherished aspect of problem solving
because it is content-less. For example, in the preface to Mathematical Discovery, George Polya
(1962), one of the foremost thinkers on problem solving says,
I wish to call heuristic the study that the present work attempts, the study of means and
methods of problem solving. The term heuristic, which was used by some philosophers in
the past, is half-forgotten and half-discredited nowadays, but I am not afraid to use it.
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In fact, most of the time the present work offers a down-to-earth practical aspect
of heuristic. (p. vi)
Instructional textbooks sometimes play off this process versus content dichotomy: a teacher can
either teach students to be critical thinkers and problem solvers or she can teach students more
content knowledge. The authors of one textbook say.
Too often children are taught in school as though the answers to all the important
questions were in textbooks. In reality, most of the problems faced by individuals have no
easy answers. There are no reference books in which one can find the solution to life’s
perplexing problems. (Gunter, Estes, & Schwab, 2003, pp. 128–129)
The dichotomy implies that thinking and knowledge are mutually exclusive, when in fact critical
thinking and problem solving require a great deal of specific content knowledge.
Problem solving and heuristics cannot be content-less and still be effective. Critical
thinking, problem solving, and heuristics must include a knowledge base (Fredricksen, 1984;
Ormrod, 1999). Including the knowledge base enables the principle cognitive function of
problem solving—the application of conceptual knowledge, or transfer—to occur (Peikoff,
1985). However, the degree to which Dewey and Polya actually believed that a heuristic could
be completely content-less and still be effective is not clear. Further, many instructional
textbooks actually stress the importance of content knowledge in solving problems (Henson,
2004; Kauchak & Eggen, 2007; Lang & Evans, 2006).
The Elements of Problem Solving Revised
Each of the above elements of problem solving will be reviewed again in light of the
relationship between thinking and knowledge and the research base on problem solving. Element
one, the definition of a problem, implies that one must have some knowledge of the problem to
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solve it. How can one solve a problem without first knowing what the problem is? In fact,
identification of the problem is what is called for in the first two steps, Read and Explore, of the
heuristic. In this step, the student first becomes aware of the problem and then seeks to define
what it is or what the problem requires for its solution. Awareness and definition comprise the
knowledge that is essential to solving the problem. Consider the effectiveness of students relative
to their respective experiences with a given problem. The student more familiar with the problem
will probably be better able to solve it. In contrast, the student new to the problem, who has only
studied the heuristic, would have to re-invent the solution to the problem.
So the first two steps of the heuristic imply that one needs a great deal of knowledge
about the problem to be an effective problem solver. In fact, if one wants to solve the problem
for the long term, one would want to thoroughly study the problem until some kind of principles
were developed with regard to it. The final outcome of such an inquiry, ironically, would yield
the construction of an algorithm.
The second element, the definition of problem solving, also implies a connection between
thinking and knowledge. It says that problem solving is essentially applying old knowledge to a
new situation (Krulik & Rudnick, 1987). However, if knowledge or a problem is genuinely new,
then the old knowledge would not apply to it in any way. Ormrod (1999) suggests that the socalled new situation is really the same as the old in principle. For example, the principle of
addition a student would use to solve the problem 1 + 2 = 3 is essentially the same principle one
would apply to 1 + x = 3. The form may be different but ultimately the same principle is used to
solve both problems. If this is the case, then a more proper element of problem solving would be
number eight, the transfer of knowledge or application of conceptual knowledge.
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The third and fourth elements algorithms and heuristics are problematic. Krulik and
Rudnick (1980) distinguish between algorithms and heuristics. Unlike employing an algorithm,
using a heuristic requires the problem solver to think on the highest level and fully understand
the problem. Krulik and Rudnick also prefer heuristics to algorithms because the latter only
applies to specific situations, whereas a heuristic applies to many as yet undiscovered problems.
However, an algorithm requires more than mere memorization; it requires deep thinking
too. First, in order to apply an algorithm, the student must have sufficient information about the
problem to know which algorithm to apply. This would only be possible if the student possessed
a conceptual understanding of the subject matter. Further, even if a student could somehow
memorize when to apply certain algorithms, it does not follow that he or she would also be able
to memorize how to apply it (Hu, 2006; Hundhausen & Brown, 2008; Johanning, D. 2006;
Rusch, 2005).
Second, algorithms and problem solving are related to one another. Algorithms are the
product of successful problem solving and to be a successful problem solver one often must have
knowledge of algorithms (Hu, 2006; Hundhausen & Brown, 2008; Johanning, D. 2006; Rusch,
2005). Algorithms exist to eliminate needless thought, and in this sense, they actually are the
end product of heuristics. The necessity to teach heuristics exists, but heuristics and algorithms
should not be divided and set against one another. Rather, teachers should explain their
relationship and how both are used in solving problems.
A secondary problem that results from this flawed dichotomy between algorithms and
heuristics is that advocates of problem solving prefer heuristics because algorithms only apply to
specific situations, whereas heuristics do not pertain to any specific knowledge. If one reflects
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upon the steps of problem solving listed above one will see that they require one to know the
problem to be successful at solving it..
Consider the sample problem above to which the heuristic was applied. If one knows the
heuristic process and possesses no background knowledge of similar problems, one would not be
able to solve the problem. For example, in the first step of the heuristic one is supposed to Read
the problem, identify the problem, and list key facts of the problem. Without a great deal of
specific content knowledge how will the student know what the teacher means by “problem,”
“key facts,” and so on? The teacher will probably have to engage the student in several
problems. Without extensive knowledge of facts, how does the student know what mathematical
facts are, and how they apply to word problems, for example?
In the second step, Explore, the problem solver looks for a pattern or identifies the
principle or concept. Again, how can one identify the pattern, principle, or concept without
already possessing several stored patterns, principles, and concepts? Indeed, to a student with
very little mathematical knowledge, this problem would be extremely difficult to solve. The
heuristic would be of little help.
The heuristic says to draw a diagram, presumably to make the problem more concrete
and therefore more accessible to the student, but without already knowing what the concept the
problem exhibits this would very difficult, if not impossible. Using the chart with the data as an
example, it would require previous knowledge in mathematics to be able to construct it. It seems
that the heuristic in this problem is in reality just another algorithm that the teacher will have to
teach as directly and as repetitively until the students learn how and when to apply it, which is
the very opposite of what advocates of problem solving want. The same is also true of step five,
Review and Extend. Presumably if a student could represent this problem in algebraic form, he
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or she should also be able to solve the same problem without recourse to drawing diagrams,
recording data, etc. One could simply solve the problem right after step one.
The sample problem illustrates what scientists have discovered about novices and
experts. In studies that examined expert and novice chess players, researchers found that their
respective memories were no different in relation to random arrangements of chess pieces (Ross,
2006). When the pieces were arranged in ways that would make sense in a chess game, the
experts’ memories were much better. The theory is that an expert chess player is not a better
problem solver, he or she just has a more extensive knowledge base than a novice player. He or
she is past the rudimentary hypothesis testing stage of learning, past the problem solving
heuristic stage and is now simply applying algorithms to already-solved problems (Ross, 2006).
The same could be said for students applying a heuristic to the above problem. The only ones
who could solve it would be those who use an algorithm. Even if a teacher taught the heuristic to
students, he or she would essentially be teaching an algorithm.
Advocates of problem solving are not solely to blame for the misconception between
thinking and knowledge and between heuristics and algorithms. The misconception is likely due
to teachers that have over-used algorithms and never shown students how they are formed, that
they come from heuristics, and that one should have a conceptual understanding of when they
should be used, not merely a memorized understanding of them.
The fundamentally flawed dichotomy within problem solving probably stems from
thinking in terms of “either-ors.” One side defines appropriate education as teaching algorithms
by having students memorize when to use them but not why. The other side, by contrast,
emphasizes that thinking for understanding is preferable to simply memorized knowledge.
Perhaps what has happened in the shift from the former to the latter practices is the instructional
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emphasis has shifted from content to thinking so much that the knowledge base has been wiped
out in the process. Ironically, eliminating knowledge from the equation also eliminates the
effectiveness of problem solving.
The dichotomy between knowledge and thinking has also affected elements five and six.
Number five states that problem solving connects theory and practice. At the core of this
element is yet another flawed dichotomy. Many educators hold that education should prepare
students for the real world by focusing less on theory and more on practice. However, dividing
the two into separate cognitive domains that are mutually exclusive is not possible. Thinking is
actually the integration of theory and practice, the abstract and the concrete, the conceptual and
the particular. Theories are actually only general principles based on several practical instances.
Likewise, abstract concepts are only general ideas based on several concrete particulars.
Dividing the two is not possible because each implies the other (Lang & Evans, 2006).
Effective instruction combines both theory and practice in specific ways. When effective
teachers introduce a new concept, they first present a perceptual, concrete example of it to the
student. By presenting several concrete examples to the student, the concept is better understood
because this is in fact the sequence of how humans form concepts (Bruner, Goodnow, & Austin,
1956; Cone 1969; Ormrod, J. 1999; Peikoff, 1993). They begin with two or more concrete
particulars and abstract from them the essential defining characteristics into a concept. For
example, after experiencing several actual tables a human eventually abstracts the concept a
piece of furniture with legs and a top (Lang & Evans, 2006).
On the other hand, learning is not complete if one can only match the concept with the
particular example of it that the teacher has supplied. A successful student is one who can match
the concept to the as yet unseen examples or present an example that the teacher has not
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presented. Using the table as an example, the student would be able to generate an example of a
new table that the teacher has not exhibited or discussed. This is an example of principle eight,
the transfer of knowledge or applying conceptual knowledge.
The dichotomy between theory and practice also seems to stem from the dichotomous
relationship between the teaching for content-knowledge and teaching for thinking. The former
is typically characterized as teaching concepts out of context, without a particular concrete
example to experience through the five senses. The latter, however, is often characterized as
being too concrete. Effective instruction integrates both the concrete and abstract but in a
specific sequence. First, new learning requires specific real problems. Second, from these
concrete problems, the learner forms an abstract principle or concept. Finally, the student then
attempts to apply that conceptual knowledge to a new, never before experienced problem
(Bruner, Goodnow, & Austin, 1956; Cone, 1969; Ormrod, J. 1999; Peikoff, 1993).
The theory vs. practice debate is related to problem solving because problem solving is
often marketed as the integration of theory and practice. I argue, however, it leaves out too much
theory in its effort to be practical. That is, it leaves out the application of conceptual knowledge
and its requisite knowledge base.
Element six, problem solving teaches creativity, is also problematic. To create is to
generate the new, so one must ask how someone can teach another to generate something new.
Are there specific processes within a human mind that lead to creative output that can also be
taught? The answer would depend at least in part on the definition of create. When an artist
creates, he or she is actually re-creating reality according to his or her philosophical viewpoint,
but much, if not all, of what is included in the creation is not a creation at all but an integration or
an arranging of already existing things or ideas. So in one sense, no one creates; one only
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integrates or applies previously learned knowledge. No idea is entirely new; it relates to other
ideas or things. The theory of relativity, for example, changed the foundational assumptions of
physics, but it was developed in concert with ideas that already existed. There may be no such
thing as pure creativity, making something from nothing. What seems like creativity is more
properly transfer or the application of concepts, recognizing that what appears like two different
things are really the same thing in principle.
On the other hand, it is possible to provide an environment that is conducive to creativity.
Many problem solving theorists have argued correctly for the inclusion of such an atmosphere in
classrooms (Christy & Lima, 2007; Krulik & Rudnick, 1980; Slavin, 1997; Sriraman, 2001). I
only object to the claim that problem solving teaches creativity defined as creating the new. It
can, however, teach creativity defined as the application of previously learned principles to new
situations.
Element seven, problem solving requires a knowledge base, although not problematic is
only neglected within the theory of problem solving. This is ironic given how important it is.
Jeanne Ormrod says, “Successful (expert) problem solvers have a more complete and better
organized knowledge base for the problems they solve” (1999, p. 370). She also relates how one
research inquiry that studied the practice of problem solving in a high school physics class
observed that the high achievers had “better organized information about concepts related to
electricity” (1999, p. 370). Not only was it better organized, the students were also aware of “the
particular relationships that different concepts had with one another” (Cochran, 1988, p. 101).
Norman (1980) also says:
I do not believe we yet know enough to make strong statements about what ought
to be or ought not to be included in a course on general problem solving methods.
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Although there are some general methods that could be of use…, I suspect that in
most real situations it is…specific knowledge that is most important. (p. 101)
Finally, element eight, problem solving is the application of concepts or transfer, is also
not problematic; it too is only neglected within the theory of problem solving. Norman
Frederiksen says, for example, “the ability to formulate abstract concepts is an ability that
underlies the acquisition of knowledge. [Teaching how to conceptualize] accounts for generality
or transfer to new situations” (1984, p. 379). According to this passage, it is the application of
conceptual knowledge and not the heuristic alone that as Frederiksen says, “accounts for
generality or transfer,” (1984, p. 379) which the advocates of problem solving so desire.
Conclusion
Problem solving would be more effective if the knowledge base and the application of
that knowledge were the primary principles of the theory and practice. Currently, it seems that a
content-less heuristic is the primary principle, which, as I have argued, is problematic because it
dichotomizes thinking and knowledge into two mutually exclusive domains. In fact, in the course
of solving any problem one will find themselves learning of all things not a heuristic, but an
algorithm. In other words, teachers must not only teach students the heuristic and set their
students free upon the problems of everyday life. Rather, teachers must, in addition to teaching
students sound thinking skills, teach them what knowledge in the past has been successful at
solving the problems and why.
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Why Relationships Matter: Parental Involvement at an Urban Elementary School
Paper Summary
The picture painted by achievement test scores and surveys of satisfaction with homeschool relations at an urban elementary school in downtown Charleston, S.C. prompted a
study to determine home and school factors that impact parental involvement and a
resulting intervention project with ambitious goals. Of the 333 children at this school last
year, all but two were African-American, and 93.62% received free/reduced lunch; onethird lived in nearby public housing; and almost one-third of the children were at school
for eleven hours a day starting with breakfast and running through the after-school
program.
Research questions guiding this project were:
1) What are some of the factors that impact parental involvement in children’s
education?
2) How does the school’s teaching staff rate the frequency and success of current
school practices to involve parents in meaningful ways?
The project included the implementation of three phases. The first phase involved
individually interviewing parents about their involvement in their child’s education. The
interview questions were adapted from Joyce Epstein’s parent survey connected to school
and community partnership work at Johns Hopkins University (Epstein, 2002). Staff
members also completed a survey which focused on the degree in which they supported
parent involvement at their school. This was developed from the work of Walker (2004).
Phase two involved implementing a summer camp program at the school for students and
their parents. The program included an adult education, community education, and parent
education components. Events for parents included family reading activities, exercising,
cooking, dancing, and learning computer applications. The final phase of the project,
begun in the fall, was an interactive homework component. Adapted from the Johns
Hopkins model, students received homework assignments on a bimonthly basis that they
jointly worked on with their parents.
Parent interviews revealed that parents believed strongly in supporting their children’s
education. Of those responding, 100% reported talking with their children every day
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about the school day, and 97% of those reported regularly communicating with their
children’s teachers. Interestingly, 95% of those interviewed felt confident in their abilities
to help their children learn, but fewer (88%) knew what to do in regard to helping with
specific skills, especially homework. 66% were unclear as to whether they were getting
through to their children. 77% of parents stated that activities (like PTA meetings and
parent conferences) were scheduled so they could attend.
While the vast majority of parents agreed that it was their responsibility to assume certain
roles in their student’s education like talking with their child about the day,
communicating with the teacher, and helping with homework, most parents weren’t
participating in school activities such as open houses, workshops, and classroom
assistance. In response to the survey results, a parent educator was hired and the school
partnership co-chairs are working to implement work staff development to improve
school practices effecting home-school involvement.
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Abstract
This paper, as the first of a two part study, presents a critical analysis of the role of
thinking processes in curriculum outcomes and classroom assessments of science at the middle
school level in Canadian provinces. Curriculum documents outline outcomes and suggested
classroom assessment practices to guide the teaching of thinking. Data were collected from
curriculum documents on the teaching and assessing of higher and lower order thinking
processes. The results were analysed to see if outcomes and classroom assessments were aligned
for thinking processes. Results indicate that lower order thinking processes are more heavily
weighted than higher order thinking processes in the outcomes and that improvement is needed
in aligning outcomes and classroom assessment.
Introduction
It is an established principle of education that students need to learn to become good
thinkers (Anstey and Bull, 2006; Dewey, 1933; Norris and Ennis, 1989; Pithers and Soden, 2000;
Resnick, 1987; Underbakke, Borg, and Peterson, 1993). Evidence suggests that thinking
processes can be developed through teaching practices and instructional activities, and that
learning progress can be encouraged by overt thinking skills approaches (Ennis, 1987; Fisher,
2005; Mosely et al., 2004, 2005; Paul, 1991; Siegel, 1988, 1997). The recognition that “key or
core skills of thinking, creativity and problem solving lay at the heart of successful learning and
should be embedded in primary and secondary school curricula” (Fisher, 2005, p. 210) was well
established worldwide by the beginning of the new millennium. However, according to Moon
(2008) “although thinking must surely be at the heart of education, it is not often explicitly taken
into consideration in pedagogy” (p. vii).
Many experts agree that higher order and critical thinking are cross-curricular and
independent of the subject (Ennis, 1992; Hattie, Biggs, and Purdie, 1996; Paul, 1991; Siegel,
1992), while McPeck (1992) argues that higher order and critical thinking are subject specific.
There are available programs which aim to teach general thinking skills such as the CoRT
Thinking Program (de Bono, 1985) and the Philosophy for Children program (Lipman, 1981),
but these are not authorized in curriculum documents for Canadian middle schools. Curriculum
documents, however, do identify thinking as foundational to learning (Fisher, 2005) and it is
recognized that “embedding higher order skill training within school disciplines provides criteria
for what constitutes good thinking and reasoning within the disciplinary tradition” (Resnick,
1987, p. 36). Adey and Shayer (1994) posit that “if by the use of new teaching skills it is found
possible to intervene in the course of students’ cognitive development so that the incidence of
higher level thinking is significantly increased then there would be an automatic increase in the
achievement by the students which good instruction from the teachers could deliver” (p. 10).
The publication of Bloom’s Taxonomy in 1956 sparked interest in using the cognitive
processes to focus teaching, learning, and assessment. It was intended to be used as an “aid in
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developing a precise definition and classification of such vaguely defined terms as thinking and
problem solving” (Bloom, Engelhart, Furst, Hill, and Krathwohl, 1956, p. 10). Since then, a
number of thinking frameworks and taxonomies have been developed. Typically, these
frameworks have included thinking skills in a cognitive taxonomy, but have also identified
affective and psychomotor domains. It is recognized that emotions and dispositions are essential
to the development of thinking (Anderson and Krathwohl, 2001; Marzano, 2001; Marzano and
Kendell, 2007, Mosely et al. 2004, 2005) and although thinking cannot be isolated as a singular
cognitive ability, this paper will focus on the cognitive processes of thinking as these are clearly
identified in curriculum documents. There is no agreed upon definition of critical thinking,
although reasonable, reflective, and rationale thought are descriptions that pervade the literature
(Lipman, 2003; Mosely et al., 2005; Moon, 2008; Norris and Ennis, 1989; Paul and Elder, 2006).
For this paper lower and higher order thinking categories will be used in the analysis, as these are
common categories for thinking in curriculum and classroom assessment (Airasian, Engemann,
and Gallager, 2007; Brookhart and Nitko, 2008; McMillan, 2007; Nitko and Brookhart, 2007;
Stiggins, 2008).
Mosely et al. (2004) evaluated 35 thinking frameworks on the basis of their potential use
for teaching and learning, and identified several as being particularly useful. While many
frameworks were recognized as having relevant strengths for teaching and learning, two
frameworks in particular “stood out as being strongly grounded in theory and practice” (p. 3):
Anderson and Krathwohl’s Revision of Bloom’s Taxonomy (2001) and Marzano’s New
Taxonomy of Educational Objectives (2001). Both were considered to be reflective of how
teachers and educators think about thinking skills. The question then arises as to whether our
curricula recognize the value of thinking skills and if the cognitive processes are reflected in
teaching and assessment practices as advocated in curriculum documents. With these two
taxonomies already identified by Mosely et al. (2004) it was decided to use them to critically
analyse the outcomes and assessment suggestions in several Canadian jurisdictions for the
subject area of Science at the middle school level.
Are the cognitive processes, particularly those of higher order thinking, part of the
explicit delineation in curriculum documents for outcomes and assessment strategies? Are they
used as part of classroom assessment practices? The subject areas of language arts, mathematics,
science, and social studies are often identified as subjects in which thinking, particularly higher
order thinking, is taught (Nessel and Graham, 2007; Underbakke, Borg, and Peterson, 1993).
However, subject matter content sometimes becomes the major focus of teaching (Kember,
1997) with little evidence that teaching thinking is happening by the majority of teachers at an
acceptable level (Pithers and Soden, 2000; Resnick, 1987; Underbakke, Borg, and Peterson,
1993). Lipman (2003) writes that teachers of language arts, mathematics, science, and social
studies insist they teach thinking and he concedes that they do. He further elaborates by asserting
that if we “examine the skills they stress (the ones they grade for), it is clear that the emphasis is
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on the skills that are not meaning-bearing rather than on the semantic skills that are” (Lipman,
2003, p. 177).
Purpose and Research Questions
This paper has as its focus the role of thinking processes in science at the middle school
level. The subject of science was chosen as it is one of the commonly identified subjects that
promote the teaching of thinking. Curriculum documents advocate the importance of teaching
thinking, as exemplified in their goals. An example of one such goal from the Ontario science
curriculum (2007), “thinking and investigation: the use of critical and creative thinking skills and
inquiry and problem-solving skills and/or processes” (Ministry of Education, Ontario, 2007, p.
23) represents commonly asserted goals in curriculum documents throughout Canada. And, as
Mosely et al say, thinking skills are needed “not only in the worlds of work, education and
training, but in the contexts of family, friendship, and community and in the construction of
personal and shared beliefs and values” (Mosely et al., 2005, p. 9).
Thinking has long been identified by cognitive psychologists and educators as having
higher and lower levels (Bloom, Englehart, Furst, Hill, and Krathwohl, 1956; Anderson &
Krathwohl, 2001, Marzano, 2001, 2007, 2008). The purpose of this study was to determine
whether thinking processes, differentiating between lower and higher order thinking as identified
through the two aforementioned thinking frameworks, are taught and assessed in these two
subject areas.
The question pertinent to this study is:
What is the role of thinking processes in science in middle schools?
•

Are higher order thinking skills clearly represented in the actual outcomes
designated in the curriculum guides, and which ones?

•

Are higher order thinking processes given the same weight as lower order
thinking processes in the outcomes of science?

•

Are higher order thinking processes given the same weight as lower order
thinking processes in classroom assessment of science?

•

What is the alignment between the science outcomes and classroom assessment
practices in middle schools for higher and lower order thinking processes?

Method
This paper is the first of a two part study which addresses the role of higher order
thinking in Science and Social Studies. The second part will address how higher order thinking is

2009 HICE Proceedings
Page 4157

valued by classroom teachers. Two thinking frameworks were selected for the study, both of
which are strongly grounded in theory and practice, address instructional design in similar ways,
and are compatible with other frameworks that focus in greater detail on creative and critical
thinking (Mosely et al., 2004, 2005). One taxonomy chosen was Anderson and Krathwohl’s
Revision of Bloom’s Taxonomy (2001). Bloom’s Taxonomy is still widely used in schools and
educational settings, lending familiarity to many teachers and students (Anderson and
Krathwohl, 2001; Marzano, 2001, 2007). Thus, Anderson and Krathwohl’s Revision should be a
meaningful and comprehensible taxonomy for teachers and students to make sense of and use as
part of their instruction and assessment.
The second taxonomy selected was Marzano’s New Taxonomy of Educational Objectives
(2001, 2007), which has similarities with Anderson and Krathwohl’s Revision, but is broader in
scope, includes the psychomotor domain, and pays more overt attention to meta-cognition and
the self-system. The two taxonomies complement each other and can be aligned very easily with
curriculum outcomes to assist teachers in designing instructional and assessment activities. Both
taxonomies are two-dimensional models which include cognitive processes as one dimension
and domains of knowledge as the second dimension. Anderson and Krathwohl’s model has six
cognitive processes: remember, understand, apply, analyse, evaluate, and create. These levels
increase in complexity, with remember being the least complex and create being the highest. The
domains of knowledge include factual, conceptual, procedural, and meta-cognitive knowledge.
These general domains of knowledge are considered to be “domain specific and contextualized”
(Anderson and Krathwohl, 2001, p. 41) and are based on cognitive science research. Marzano’s
model has six categories of mental processes: retrieval, comprehension, analysis, knowledge
utilization, metacognitive system, and self-system. The domains of knowledge include
information, mental procedures, and psychomotor procedures. Although both taxonomies detail
the domains of knowledge, which enriches the use of taxonomies for instruction and assessment,
this paper focuses mainly on the cognitive processes.
In Canada the provinces and territories set the curriculum, with detailed outlines of
outcomes and suggested classroom assessment practices. Curriculum documents were examined
in four jurisdictions from Western, Central, and Eastern Canada (approximately two-thirds of the
national population). One curriculum unit per subject was studied: physical regions in Social
Studies and biodiversity in Science, with a suggested two to three months of instructional time
per unit. The curriculum documents identified outcomes and suggested teaching and learning
plans, achievement indicators, and classroom assessment strategies.
The first stage of the study involved matching each curriculum outcome to a specific
category of thinking in each of the two taxonomies. The learning plans and suggested activities
that accompanied the outcomes were analysed to clarify the meaning of the outcomes when
necessary. This provided multiple sources of information for classification. Anderson and
Krathwohl (2001) acknowledge that inferences must be made to classify objectives/outcomes as
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the level of thinking required to achieve an outcome may depend upon how the outcome has
been taught and also that multiple sources of information are “likely to resort in the most valid,
defensible classification of objectives” (Anderson and Krathwohl, 2001, p.34). For example, the
category for the grade 6 science outcome: “provide examples of how science and technology
have been involved in identifying and controlling the growth of microorganisms” (Government
of Newfoundland and Labrador, 2002, p. 170) may depend upon how the teacher has provided
instruction for this outcome. If the teacher has given students the specific examples and expects
students to regurgitate the information then this outcome falls into the ‘remember factual
knowledge’ category. If the teacher has taught the concept of the growth of microorganisms and
expects students to find examples based on their understanding of the concept then the outcome
falls into the category of ‘understand conceptual knowledge’. Thus the teaching and learning
plans that were included in the curriculum documents provided helpful information to categorize
the outcomes into cognitive processes.
The second stage involved the same process for matching assessment strategies and
thinking processes. Classroom assessments are an integral part of the classroom environment and
help set the expectations for learning. According to Brookhart and DeVoge (1999), “the overall
sense of expectations that these build up, the meaning or sense that students make out of this
aspect of their classroom, comprises the classroom assessment environment"(p. 410). Some
curriculum documents had achievement standards which were explained as being part of the
recommended classroom assessment. Although these were separated in the data collection, they
were later grouped together for tabulating which thinking processes were assessed. Examples of
assessment activities were also read and analyzed to support the categorization of each
assessment strategy. Tables 1-8 show the categorization of outcomes and assessment strategies
for Science. Tables 9-12 differentiate between higher and lower order thinking processes for the
outcomes and assessment strategies.
The third stage aligned the outcomes with classroom assessment strategies for higher and
lower order thinking. The importance of aligning outcomes with classroom assessment is
deemed invaluable to student learning and student achievement (Airasian and Miranda, 2002;
Anderson, 2002; Anderson and Krathwohl, 2001). Tables 13-14 show how the outcomes and
classroom assessments align with each other in terms of higher and lower level thinking
processes.
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Table 1
British Columbia Grade 6 Science
The Cognitive Process Dimension (Anderson and Krathwohl, 2001)
Knowledge
Dimension
Factual
Knowledge

Conceptual
Knowledge

Procedural
Knowledge

Meta-cognitive
Knowledge

Remember

Understand

2/14
achievement
indicators
1/13 learning
plans

1/13 learning
plans
5/16
assessment
activities

Apply

1/5 outcomes
9/13 learning
plans
7/14
achievement
indicators
7/16
assessment
activities

Analyze

Evaluate

1/13 learning
plans
1/14
achievement
indicators
1/16
assessment
activities

2/5 outcomes
1/16
assessment
activities

1/5 outcomes
1/13 learning
plans
3/14
achievement
indicators
1/16
assessment
activities

1/14
achievement
indicators

1/16
assessment
activities

Create

1/5 outcomes
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Table 2
British Columbia Grade 6 Science
Levels of Processing (Marzano,2001, 2007)

Domains
Knowledge
Information

of

Retrieval

Comprehension

Analysis

2/13
learning plans
2/14
achievement
indicators
1/16 assessment
activities

8/13 learning plans
5/14
achievement
indicators
7/16
assessment
activities

2/5 outcomes
3/13 learning
plans
1/14
achievement
indicators
4/16 assessment
activities

Mental
Procedures

1/13 learning
plans
1/16 assessment
activities

Psychomotor
Procedures

1/13 learning
plans
2/14

1/5 outcomes

Knowledge
Utilization
1/5 outcomes
1/13
learning plans
2/14
achievement
indicators
1/16 assessment
activities
2/14
achievement
indicators

Metacognition

Self-system

1/16
assessment
activities

1/5 outcomes
1/14
achievement
indicators

achievement
indicators

Table 3
Ontario Grade 6 Science
The Cognitive Process Dimension (Anderson and Krathwohl, 2001)
Knowledge
Dimension
Factual
Knowledge

Conceptual
Knowledge

Procedural
Knowledge

Metacognitive
Knowledge

Remember

Understand

Apply

Analyze

Evaluate

Create

8/14
outcomes
4/12
achievement
standards

1/12
achievement
standards

1/14
outcomes
1/12
achievement
standards

1/14
outcomes
1/12
achievement
standards

1/14
outcomes
2/12
achievement
standards

2/14
outcomes
1/12
achievement
standards

1/14
outcomes
2/12
achievement
standards
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Table 4
Ontario Grade 6 Science
Levels of Processing (Marzano,2001, 2007)

Domains
Knowledge

of

Information

Retrieval

Comprehension

Analysis

Knowledge
Utilization

2/14 outcomes
1/12
achievement
standards

5/14 outcomes
5/12
achievement
standards

4/14 outcomes
1/12
achievement
standards

2/14 outcomes
4/12
achievement
standards
1/12
achievement
standards

Mental
Procedures
Psychomotor
Procedures

Metacognition

Self-system

1/14 outcomes

Table 5
Alberta Grade 7 Science
The Cognitive Process Dimension (Anderson and Krathwohl, 2001)
Knowledge
Dimension
Factual
Knowledge
Conceptual
Knowledge

Remember

Understand

Apply

Analyze

Evaluate

Create

7/31 outcomes
4/17
learning
activities

1/31 outcomes
1/17
learning
activities

3/31 outcomes
3/17
learning
activities

1/31 outcomes

1/31 outcomes

2/31 outcomes
12/31 outcomes
5/17
learning
activities

Procedural
Knowledge

4/31 outcomes
4/17
learning
activities

Meta-cognitive
Knowledge
Table 6
Alberta Grade 7 Science
Levels of Processing (Marzano,2001, 2007)

Domains
Knowledge
Information

of

Retrieval

Comprehension

Analysis

2/31 outcomes

11/31 outcomes
5/17 learning activities

Mental
Procedures

1/31 outcomes

1/31 outcomes
3/17 learning activities

5/31 outcomes
2/17
learning
activities
1/31 outcomes

Psychomotor
Procedures

1/31
outcomes

Knowledge
Utilization
8/31 outcomes
6/17
learning
activities
1/31 outcomes
1/17
learning
activities

Metacognition

Self-system
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Table 7
Atlantic Canada Grade 6 Science
The Cognitive Process Dimension (Anderson and Krathwohl, 2001)
Knowledge
Dimension
Factual
Knowledge

Remember

Understand

Conceptual
Knowledge

1/20 outcomes

5/20 outcomes
4/14 learning
activities
6/22
assessment
activities
11/20
outcomes8
8/14 learning
activities
10/22
assessment
activities

Procedural
Knowledge

Apply

Analyze

Evaluate

2/22
assessment
activities

Create
1/22
assessment
activities

2/20 outcomes
1/14 learning
activities
2/22
assessment
activities
1/20 outcomes
1/14 learning
activities
1/22
assessment
activities

Meta-cognitive
Knowledge

Table 8
Atlantic Canada Grade 6 Science
Levels of Processing (Marzano,2001, 2007)

Domains
of
Knowledge
Information

Mental
Procedures
Psychomotor
Procedures

Retrieval

Comprehension

Analysis

2/20
outcomes

13/20 outcomes
11/14
learning
activities
12/22
assessment
activities

4/20
outcomes
2/14 learning
activities
8/22
assessment
activities

1/22
assessment
activites

1/20 outcomes
1/14
learning
activities

Knowledge
Utilization
1/22
assessment
activities

Metacognition

Selfsystem
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Analysis and Results
The literature around thinking frameworks refers to complexity of thinking (Krathwohl,
2002; Mayer, 2002) and often groups the categories of remember and understand from Anderson
and Krathwohl’s Revised Taxonomy as lower order thinking and apply, analyze, evaluate, and
create as higher order thinking. In Marzano’s New Taxonomy, retrieval and comprehension
would be considered to be lower order thinking with analysis and knowledge utilization as higher
order thinking. Hence the data was organized into categories of lower and higher order thinking
processes.
Comparison of Outcomes
Table 9 indicates that, using Anderson and Krathwohl’s revised taxonomy, the
percentages of lower level thinking processes identified in the Science outcomes varied among
the Canadian jurisdictions, ranging from 20% in British Columbia to 85% in the Atlantic
Provinces. However, within the lowest level of thinking, all jurisdictions have low numbers of
outcomes which require only remembering factual or conceptual knowledge. Most of the
outcomes within lower level thinking lie in the category of understand, which Mayer (2002)
considers part of meaningful learning, while remembering is considered to be rote learning for
knowledge acquisition.
Table 9
Outcomes for Lower Level Thinking in Science
Remember and Understand
Anderson and Krathwohl (2001)

Jurisdiction
British Columbia
Ontario
Alberta
Atlantic Provinces

# and % of outcomes
- Remember
0/5 (0%)
2/14 (14.3%)
2/31 (6.5%)
1/20 (5%)

# and % of outcomes
- Understand
1/5 (20%)
8/14 (57.1%)
12/31 (38.7%)
16/20 (75%)

# and % of outcomes –
Remember & Understand
1/5(20%)
10/14 (71.4%)
14/31 (45.2%)
17/20 (85%)

Table 10, using Marzano’s New Taxonomy, also shows varied percentages among the
jurisdictions for the outcomes that incorporate lower level thinking processes, ranging from 20%
in British Columbia to 80% in the Atlantic Provinces. The difference in the number of outcomes
associated with lower level thinking was sometimes due to the expectations in the ‘understand’
and ‘analyze’ categories in Anderson and Krathwohl versus the “comprehension” and “analysis”
categories in Marzano. An example would be the outcome from grade 6 science “classify
invertebrates as arthropods or other invertebrates” (Government of Newfoundland and Labrador,
2002, p. 168). In Anderson and Krathwohl’s Revised Taxonomy, the verb “classify” lies within
the “understand” category. In Marzano’s New Taxonomy, “classify” lies within the “analysis”
category.
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Table 10
Outcomes for Lower Level Thinking in Science
Retrieval and Comprehension
Marzano (2001)

Jurisdiction
British Columbia
Ontario
Alberta
Atlantic Provinces

# and % of Outcomes Retrieval

0/5 (0%)
3/14 (21.4%)
4/31(12.9%)
2/20 (10%)

# and % of Outcomes Comprehension

1/5 (20%)
5/14 (35.7%)
12/31 (38.7%)
14/20 (70%)

# and % of Outcomes Retrieval and Comprehension

1/5 (20%)
8/14 (57.1%)
16/31 (51.6)
16/20 (80%)

Comparison of Classroom Assessments
Assessment strategies and achievement indicators which are used to support classroom
assessment were also matched to the thinking frameworks. Table 11 shows a range of lower level
thinking processes being assessed, from 41.7% in Ontario to 72.7% in the Atlantic Provinces.
Specific classroom assessment information was not available from the Alberta curriculum
documents, thus the comparison between outcomes and assessment could not be made for this
paper.
Table 11
Science and Lower Level Thinking in Assessment
Remember and Understand
Anderson and Krathwohl(2001)

Jurisdiction
British Columbia
Ontario
Alberta
Atlantic Provinces

# and % of Assessment
Recommendations Remember

# and % of Assessment
Recommendations Understand

# and % of Assessment
Recommendations Remember and Understand

2/30 (6.7%)
1/12 (8.3%)

19/30 (63.3%)
4/12 (33.3%)

21/30 (70%)
5/12 (41.7%)

0/22 (0%)

16/22 (72.7%)

16/22 (72.7%)

Table 12 shows the same pattern of lower level thinking processes in Science classroom
assessment for Marzano’s framework as that of Anderson and Krathwohl. The range is from
50% in Ontario to 60% in the British Columbia. Both thinking frameworks, while differing in
number due to variations in the categories of thinking, produced a similar picture of how
thinking processes are assessed in Science.
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Table 12
Science and Lower Level Thinking in Assessment
Retrieval and Comprehension
Marzano(2001)

Jurisdiction

# and % of Assessment
Recommendations - Retrieval

# and % of Assessment
Recommendations - Comprehension

# and % of Assessment
Recommendations - Retrieval and Comprehension

British Columbia

6/30 (20%)

12/30 (40%)

18/30 (60%)

Ontario

1/12 (8.3%)

5/12 (41.7%)

6/12 (50%)

1/22 (4.6%)

12/22 (54.5%)

13/22 (59.1%)

Alberta
Atlantic Provinces

Alignment between Outcomes and Assessments
Table 13 shows that, according to Anderson and Krathwohl’s Revised Taxonomy, in
British Columbia while only 20% of the Science outcomes are associated with lower level
thinking processes, 70% of the classroom assessments are comprised of lower level outcomes.
Table 14 shows that, according to Marzano’s New Taxonomy, in British Columbia 20% of the
Science outcomes are associated with lower level thinking processes and 60% of the classroom
assessments are comprised of lower level thinking processes. Considering the two taxonomies
collectively, 20% of the Science outcomes have lower level thinking expectations while 60-70%
of the classroom assessments have lower level thinking expectations.
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Table 13
Alignment Between Outcomes and Classroom Assessments in Science
Anderson and Krathwohl (2001)

Jurisdiction

British Columbia

# and % Lower Level Thinking
Processes

# and % Higher Level Thinking
Processes

Outcomes

Outcomes

Assessment

Assessment

1/5 (20%)

21/30 (70%)

4/5 (80%)

30

Ontario

10/14 (71.4%)

5/12 (41.7%)

4/14 (28.6%)

7/12 (58.3%)

Alberta

14/31 (45.2%)

Atlantic Provinces

17/20 (85%)

17/31 (54.8%)
16/22 (72.7%)

3/20 (15%)

6/22 (27.2%)

Table 14
Alignment Between Outcomes and Classroom Assessment in Science
Marzano (2001)

Jurisdiction

British Columbia

# and % Lower Level Thinking
Processes

# and % Higher Level Thinking
Processes

Outcomes

Outcomes

Assessment

Assessment

1/5 (20%)

18/30 (60%)

4/5 (80%)

12/30 (40%)

Ontario

8/14 (57.1%)

6/12 (50%)

6/14 (42.9%)

6/12 (50%)

Alberta

16/31 (51.6%)

Atlantic Provinces

16/20 (80%)

15/31 (48.4%)
13/22 (59.1%)

4/20 (20%)

9/22 (40.9%)

Discussion
Curriculum outcomes and assessment strategies can be ambiguously worded and
interpreted to be representative of different levels of the cognitive processes. More information
to clarify the outcomes is needed, such as instructional activities and the expectations for
students in everyday classroom activities. Knowing how the teacher teaches the information is
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important for interpreting the cognitive process required of students. If the teacher transmits
knowledge and students are expected to give the same examples back to the teacher, then the
cognitive process is at the lowest level of complexity and the student is remembering or
retrieving previously learned knowledge. According to Anderson and Krathwohl (2001), the
examples students are expected to work with must be “different from examples included in the
text or mentioned in class” (p. 9) in order for the cognitive process to involve understanding and
higher order thinking. For the purpose of this paper we read the suggested teaching and learning
activities to help clarify the intent of the outcomes, but much discussion ensued between the two
researchers in order to choose the appropriate category for some of the outcomes and assessment
strategies.
The use of a verb from the taxonomies does not necessarily mean the expectation of the
outcome or assessment standard matches the cognitive level associated with the particular verb.
An example from a grade 6 science learning activity to “create wet slides using fresh or brackish
pond water and make observations using a microscope” (British Columbia Ministry of
Education, 2005, p. 269) uses the verb “create”, which is from the highest level of Anderson and
Krathwohl’s Revised Taxonomy. However, we categorized this outcome as an “applying
procedural knowledge” cognitive process from Anderson and Krathwohl’s Revised Taxonomy,
as it does not fit the descriptor for the “create” category and we categorized it as a
“comprehension of information” cognitive process from Marzano’s New Taxonomy. Thus one
needs to carefully examine the intent of the verbs and not match them to cognitive levels without
understanding of the context in which the verbs are used.
Consistent use of the verbs from the taxonomies would help with clarification. An
example from a grade 6 science outcome to “demonstrate an understanding of biodiversity as the
variety of life on earth” (Ministry of Education, Ontario, 2005, p. 114) does not clarify how the
student should demonstrate his/her understanding. It could be through thinking processes that
reflect comprehension, application, analysis, evaluation, creativity, or knowledge utilization.
Airasian (2002) advocates the use of the verbs in the Revised Taxonomy. This paper would
recommend that, regardless of which thinking taxonomy teachers use, consistency of meaning be
used for the verbs, which would clarify the intent of outcomes and assessment standards for
teachers and students.
Conclusions
The results for the jurisdictions studied show that the outcomes and classroom
assessments in Science in middle schools place a greater emphasis on lower level thinking
processes than higher order processes. However, understanding and comprehension outweigh
remembering and retrieving. Understanding and comprehension are necessary for higher order
thinking and meaningful learning (Anderson and Krathwohl, 2001; Bloom, Englehart, Furst,
Hill, and Krathwohl,1956; Marzano, 2001, 2007; Mayer, 2002). In order for students to transfer
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knowledge, which is an important goal of education (Anderson and Krathwohl, 2001, Mayer,
2002), understanding is necessary.
It must also be recognized that not all outcomes require the same length of time for
classroom instruction and related classroom activities. Some learning activities which require
lower level thinking may take an amount of time which may be questionable, relevant to the
level of thinking required. For example, a learning activity from grade 6 science “classify
animals as vertebrates or invertebrates” (Government of Newfoundland and Labrador, 2007, p.
168) asks students to look at animals from a list of organisms, magazines, journals, software,
books, field trips, museums, or aquaria (p. 168). The level of thinking required would be from
the “understand conceptual” cognitive process for Anderson and Krathwohl’s Revised
Taxonomy and from “comprehension of information” for Marzano’s New Taxonomy. However,
this could be a lengthy classroom activity and one needs to question if the quantity of time is
warranted for this level of thinking.
The alignment between the thinking processes of the outcomes and classroom
assessments is not strong. The science results indicate that while there are more lower level than
higher level thinking processes associated with both outcomes and assessments, classroom
assessments generally focus more on lower level thinking processes than do the outcomes. If
classroom assessment is not aligned with instruction then what is taught and how it is taught may
improve student learning, but will not be evidenced in achievement results. Thus teachers may
not know whether instruction was effective. In terms of summative assessment, how much
validity will there be if the thinking processes in the assessment items are not matched with the
thinking processes that were taught as part of the outcomes? Can classroom assessments be used
for formative purposes without strong alignment between instruction and assessment? Formative
assessment is recognized to be instrumental in improving student achievement (Black and
Wiliam, 1998; Hattie and Jaegar, 1998; Stiggins, 2001), as long as it of high quality.
Educational Importance of the Study
Higher level thinking is recognized as being essential in educating students and preparing
them to be productive individuals in society. The curriculum documents represented in this study
have shown that in science at the middle school level there is a predominance of lower level
thinking being taught and assessed. This is relevant information for educators who are designing
curriculum and classroom assessments and who wish to incorporate higher level thinking in
middle school classrooms.
Furthermore, if classroom assessment is not aligned with instruction then what is taught
and how it is taught may improve student learning, but may not be evidenced in achievement
results; thus the effectiveness of instruction may not be known. For summative assessments, the
validity evidence (content and consequential) will be questionable if the thinking processes in
classroom assessments are not aligned with the thinking processes of the outcomes. Student
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perception of what is valued is be affected by classroom assessments (Crooks, 1988). If
assessments that are used for formative purposes emphasize lower cognitive processes, then the
level of student thinking will be affected as well.
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Abstract
Contact with faculty is a critical component in the success and retention of students,
especially for new SWDs who face a difficult transition to postsecondary education. The
Faculty Mentorship Program (FMP) was created to connect students with disabilities with
a faculty mentor in the student’s major. This poster will describe the FMP and its merits
for educators.
Program Summary
Realizing that faculty engagement and involvement are keys to student success in
college, and also realizing that the transition to college can be especially difficult for
students with disabilities, the presenters developed the Faculty Mentorship Program
(FMP) for students with disabilities. The goal of the FMP is to enhance the learning
experience for students with disabilities by assigning faculty mentors to each student
participating in the program. These faculty mentors meet with students on a regular basis
and assist students in dealing with the complexities of the academic experience at the
university. This one-on-one involvement with faculty members gives students a sense of
belonging to the university community and a better understanding of the academic
expectations of students at the university.
Specifically, the FMP seeks to do four things for students involved in the program;
1. Personalize the university experience for students with disabilities;
2. Assist students in understanding and meeting the academic challenges and
expectations of college students;
3. Connect the departmental major to future occupational goals; and
4. Inform students about requirements of students majoring in the faculty member’s
department, as well as student clubs, organizations, and internships available to
students with that major.
Students involved in the FMP have outperformed their peers on campus. For the 20062007 academic year, students in the FMP averaged more credit hours and had a higher
average GPA than students who chose not to participate. Students in the FMP were also
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retained to year two at a rate of 86%. Additionally, students in the FMP used university
services such as those offered through the disability services office and the Learning
Center more than non-participants.

The presentation will focus on the reasons for the FMP, the process for beginning the
FMP, and the benefits of the FMP for students with disabilities. By the end of this
presentation, attendees will understand the need for such a program and know the
personnel and resources involved in implementation. Additionally, the results of
qualitative and quantitative research regarding the effectiveness of the program will be
shared.
Program Objectives
•

Engage in a discussion about the merits of a faculty mentorship program
specifically targeting students with disabilities.

•

Discuss strategies that could assist educators in advocating for a similar program
at their institutions.

•

Share examples of how the presenters have been able to work through territorial
barriers to create a program that has assisted students with disabilities.

•

Receive copies of brochures and handouts that the presenters created for
participants (students and faculty members) in the FMP.

The developers of the FMP are a tenured professor, Dr. Taiping Ho, who was honored as
NACADA’s Outstanding Faculty Advisor in 2005 and has won numerous university
awards for excellence in teaching and student advising; a coordinator of support services
at the university’s Learning Center; and the director of the university’s disability services
office.

2009 HICE Proceedings
Page 4175

THE IMPACT OF EDUCATIONAL LAW ON THE EVERYDAY
PRACTICE OF EDUCATORS

Jerome G. Delaney, Ph.D.
Faculty of Education
Memorial University of Newfoundland

A paper to be presented at the Hawaii International Conference on Education,
January 4-7, 2009

2009 HICE Proceedings
Page 4176

TABLE OF CONTENTS

Introduction

2

Intent of Paper

2

Study Objective

3

The Literature

3

Research Method

5

Research Questions

5

Emergent Themes

6

Findings

7

Conclusions

21

Concluding Comments

22

References

24

Appendix A (Teacher Survey)

26

Appendix B (List of Course Topics)

29

2009 HICE Proceedings
Page 4177

It has often been stated that today we are living in a highly litigious society.
More so than ever before, our citizenry is quite keen on their individual rights and
very prepared to advocate for those rights. Technological advances especially with
respect to the use of the internet and the media in general have facilitated individuals
becoming informed as to what those rights are and what they should do if they
perceive those rights to have been violated.
What is the significance of these fairly recent developments for today’s
educators? Today’s schoolhouse is a collection of individual persons who bring with
them daily into their classrooms an array of highly complicated issues, ranging from
low self-esteem to peer pressures regarding drugs and sex, just to mention a few.
On a day to day basis incidents happen in schools and it is little wonder that many of
those happenings evoke and often necessitate legal or quasi-legal responses from
teachers and school administrators.
The study of educational law represents an attempt to provide new and
experienced educators with the appropriate knowledge to deal effectively with these
many challenges that occur regularly in our school systems.

Intent of Paper
The intent of this paper is to report on the findings of a study conducted by
the author which examined the impact, if any, educational law has had on the
everyday practice of educators. For the past several years the author has taught two
courses in Educational Law (see Appendix B) in the Faculty of Education at
Memorial University of Newfoundland: an undergraduate course, Education 4420
(Legal and Moral Issues in Education) and a graduate course, Education 6335 (The
Legal Foundations of Educational Administration).
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Qualitative in nature, the study involved an online survey being administered
to students in the last 5 classes of each of these courses (see Appendix A for the
actual survey). These classes were taught from 2004 to 2007.

Study Objective
This study had two main objectives: firstly, to determine what positive
impacts/influences, if any, these courses have had/are having on the everyday
practice of those students who are now teachers; and secondly, to determine what
negative impacts/influences, if any, these courses have had/are having on their
everyday practice as teachers. A tertiary objective was to determine if students
perceived these courses to be of significant value to undergraduate Bachelor of
Education (B. Ed.) programs and to graduate programs (M. Ed.) in Educational
Leadership/Educational Administration.
A total of 73 former students completed and returned these qualitative
surveys.

The Literature
Although there is no dearth of writing on educational law, there appears to be
a gap in that literature on exactly how educational law affects the daily practice of
educators. Much of the current literature in educational law emanates from the
United States but other countries (e.g., Australia, Canada) are beginning to develop
significant bodies of literature as well.
The existing literature especially from the United States is highly preoccupied
with this whole area of litigation. Wagner (2007) offers this observation:
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It can be argued that public school litigation has had an important impact
upon education. In the previous century, lawsuits were influential in ending
segregation, protecting the First Amendment rights of all students, and
expanding the public education opportunities for children with disabilities.
Presently, there are lawsuits seeking to change schools (e.g., school funding
challenges, school choice, and the No Child Left Behind Act). While it can be
argued that education lawsuits have had an important impact upon education,
others argue that there are too many school lawsuits and that matters could
be resolved in other non-litigious ways. (p. 2)

Taylor (2001) avers that in this twenty-first century, this vast amount of legal
action requires educators to possess a basic understanding of the laws that impact
them and the concerns that frequently arise in education law. Dunklee and Shoop
(1986) opined that teacher programs often do not prepare teachers to understand
the relationship of the constitution, statutes, and judicial decisions to the daily
process of delivering instruction and providing supervision. Sergiovanni, Burlingame,
Coombs and Thurston (1992) have suggested that school administrators may have a
larger responsibility than other professionals to understand the legal process as well
as the substantive requirements of certain landmark decisions and their effect on
school policies.
In Canada and other countries (e.g., Australia) there appears to be a preoccupation with the “legal literacy” of educators especially school administrators.
Legal literacy refers to the knowledge level that administrators have with respect to
educational law and how it impacts on the governance of their schools.
Several studies (e.g., Daresh & Playko,1992; Findlay, 2007; Hewitson,
Stewart & Whitta,1992; McCann & Stewart, 1997; Peters & Montgomerie,1998);
Stewart, 1996; Thomas & Hornsey, 1991) have been conducted to determine the
knowledge level of principals. Findlay (2007) best summarizes what these studies
have concluded: that “The data suggest that principals, based on their median
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score, may not be the best source of legal information for their vice-principals or their
staffs” (p. 197). She further elaborated:
Although the administrators with the greatest amount of experience were
able to answer more of the test items correctly than the other respondents,
they still did not answer even 50% of the questions correctly. The
respondents appeared to rely heavily on learning from experience, which may
be a cause for concern, although experience is of value and can inform
decision making. If administrators’ legal decisions are not based on accurate
knowledge, it would appear that even those with extensive experience are at
risk of encountering legal difficulties. . . The tendency of school administrators
to make decisions based on experience or intuition could lead them into legal
difficulty. (p. 197)

Given that there is a paucity of literature on how educational law actually impacts the
everyday practices of educators, it seems quite timely and appropriate that a study
on this topic be undertaken.

Research Method
This study was qualitative in nature and surveyed students, now practicing
teachers, taught by the researcher in two educational law courses, one at the
undergraduate level and one at the graduate level. The survey was conducted
online and involved 73 former students. The results reported here are “informationrich” (Patton, 1990) in their description of the various impacts these law courses
have had on the subjects participating in the study.

Research Questions
Primary Questions
The two primary research questions that drove this study were:
1. As a result of your having studied a course in Educational Law in your university
studies, have there been any positive impacts/influences on your everyday work as
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an educator? Please list any of those impacts/influences and any practical
examples that you might recall.
2. As a result of your having studied a course in Educational Law in your university
studies, have there been any negative impacts/influences on your everyday work as
an educator? Please list any of those impacts/influences and any practical
examples that you might recall.
Secondary Questions
Three secondary questions were also included in the study:
1. Do you think a course in Educational Law should be a compulsory course in
every Bachelor of Education program in Canada? Please elaborate.
2. Do you think a course in Educational Law should be a compulsory course in a
Master of Education program in Educational Leadership/Educational Administration
in every university across Canada? Please elaborate.
3. Please list any additional comments/points you would like to make about the
usefulness or lack of usefulness of a course in Education Law in a Bachelor of
Education program.

Emergent Themes
Qualitative data analysis begins with identifying the various themes that
emerge from the raw data (Strauss & Corbin, 1990). A number of themes were
identified.

Primary Research Question Number One
In the data collected from primary research question number one, four major
themes have been identified:
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1. the heightening of awareness, understanding and sensitivity with respect to the
various legal issues confronted by educators in today’s schools;
2. the facilitation of sound and responsible decision making when dealing with
various legal issues in schools;
3. the fostering of a certain degree of professionalism; and lastly,
4. the raising of teachers’ self-confidence levels.

Primary Research Question Number Two
The data from this question have suggested four themes:
1. the potential for paranoia;
2. the potential to impede/inhibit teacher risk taking and creativity;
3. the potential to increase teachers’ stress levels; and lastly,
4. no negative impacts.

Findings
This section provides a sampling of the various participant responses
categorized under each of the themes identified above.
Primary Research Question # 1
Heightening of Awareness, Understanding and Sensitivity


Mary, currently a first year teacher in Kindergarten to Grade 9 school,
commented that “I am more conscious of my own rights as a teacher as well
as the fact that I am more conscious of my own actions. An example was a
student asked me for a ride home; the humanitarian in me wanted to say yes,
just hop in, no problem. If I had not done the Educational Law course, I
would have done just that. Since doing that course, I knew that I could not
give this student a ride without going through the proper steps. Basically, it
saved me from future and unnecessary trouble”.



James, a teacher in a large senior high school, stated that “The discussion of
specific examples of how the Criminal Code of Canada clarified the limitations
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as to what can and cannot occur with respect to the relationship between
students and teachers”.


Sarah, who teaches in a large grade 4 to 6 school, felt that she had a more
conscientious attitude towards teacher liability concerning students in the
classroom and on field trips.



Allison, a senior high teacher, offered the following commentary: “I once ran
into students from my school at a bar. Due to my having taken Legal and
Moral Issues I felt that I needed to let the bar know that the students were
under-aged. I approached one of the bouncers and pointed out the students
in question. Later that week I spoke privately with the two girls concerning
why I felt that I had to tell on them. Although I don’t think they completely
understood my reasoning, I knew that was what I had to do. Had those
students continue to consumer alcohol at the bar and later gotten into an
accident or some other form of trouble, I would have felt terrible and perhaps
might have even gotten into trouble myself”.



Marie, an elementary teacher, stated that she has now become more aware
of her role especially that relating to “in loco parentis” (i.e., in the place of the
parent) as well as the roles and responsibilities she has in terms of legalities
when she’s in charge of students in school and during out of school activities
including various field trips.



William, a Physical Education teacher in a senior high school, stated: “Due to
the knowledge gained in the Ed Law course I have become more safety
conscious in my classroom (gym). Safety was always uppermost in my mind
when carrying out activities in the gym but this course has reinforced the
need for classroom safety even more so”.

Facilitation of Sound and Responsible Decision Making


Gloria teaching in a large senior high school commented that “The courses I
have completed in Educational Law have helped me in so many different
ways. As a new teacher, there are many things that you wish someone
would tell you and Education Law has done exactly that. For example, when
a student “hit” on me in the hallways and tried to spread around rumors that
we were dating, I immediately remembered the many case studies that we
had discussed in class. I was afraid that my job would be on the line and I
wanted the matter cleared up immediately. I wrote up the incident and I
reported to the administration. I then insisted that “Joe” make an apology to
me and in front of the principal as well”.



A senior high teacher, Wilson stated that having studied Educational Law
made him aware of the importance of obtaining administrative assistance
when the situation warrants such assistance. Specifically, he was referring to
areas such as child abuse and school attendance.
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Another senior high teacher, Edward spoke of the need to document any
disciplinary incidents. “I bought a $2.00 notebook to document, document,
and document. One thing emphasized in the Law course was the importance
of documenting incidents with students because you may need certain facts
later that would be almost impossible to recall from memory.”



Junior high teacher Arthur pointed out the value of case studies in this regard:
“It’s great to have had the chance to learn from case studies and learn from
the mistakes of others, instead of having the misfortune of making some of
these mistakes ourselves and then having to learn from them the hard way”.



Paul who is a senior high teacher commented on the value of Educational
Law to his classroom management practices and extra-curricular
involvement: “The impact of having completed an Educational law course is
not seen so much in my classroom teaching practices but more so in my
classroom management and extra-curricular involvement. I have paid more
attention to school and board policies re things such as student travel and the
handling of money. In doing so I will not register my students for any extracurricular activities or curriculum-related field trips without revisiting the policy
and ensuring that the appropriate paperwork is documented. This was
something that I would normally do anyways but knowing that there are some
teachers who may “ignore” some of the paperwork, it makes me very
stressed as to what could possibly happen.



Neil, a senior high teacher, opined that: “In my short time as a high school
teacher I have benefitted from completing an Educational Law course during
my undergraduate degree. I feel this course has made me more aware and
has allowed me to make better decisions. Perhaps the most significant topic
for me in the course was the NL Schools Act which provided me with a lot of
valuable information”.

The Fostering of Professionalism


A substitute/supply teacher in 7-12 schools, Jason had this to say: “All in all,
having knowledge of specific, real-life cases and knowing the laws in practice
in the classroom have better equipped me to have longevity in this career and
to maintain a truly professional demeanor”.



Monica, an elementary teacher, stated that the course in Educational Law
that she studied, provided her with a awareness of professional boundaries
with parents and care-givers. Specifically, she referred to her being able “to
maintain a professional and calm nature when addressing sensitive issues
with parents”.



Monica also pointed out that the course provided her with an awareness of
teacher rights with respect to relationships with colleagues especially in the
areas of harassment and suspicious or questionable behavior.
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Primary teacher Colleen commented that “I consider the 2 courses that I did
in Educational Law to have been among the more useful and enjoyable
courses I have completed as part of my teacher training. I believe they have
aided me in becoming a more diligent and effective teacher. They have also
made me a more trustworthy and effective employee”.



Jacinta who works as a principal in a K-6 school had this to say: “As part of
my ongoing professional growth and development I have taken a course in
mediation. Having done a course in Education Law I am now better able to
ascertain the objective criteria from which I draw in conducting mediation
sessions. I feel I also have a better understanding of the collective
agreement under which my staff is governed. For example, when a teacher
asked me recently how many days she would get to attend her grandmother’s
funeral I knew the answer without having to look it up and I was better able to
deal with teachers on a more personal level, being more sympathetic etc.
because I was not fumbling through a document to find the answer. Another
example was when I had to address serious attendance concerns with a
parent. I was able to explain what the Schools Act says about parental
obligations regarding attendance. Overall, having done an Education Law
course, I feel I am more aware of legal implications surrounding my everyday
work”.



K-12 vice-principal Greg offered this viewpoint: “Having completed a course
in Education Law is an eye-opening experience that informs teachers of the
many do’s and don’ts in the teaching profession. Our world is becoming
more litigious so as teachers we must be informed of all the legal implications
that may and do occur. It certainly changed my perspective and made me a
better teacher/professional in the long run”.

The Raising of Teachers’ Self-Confidence Levels


Neil, who teaches in a Kindergarten to Grade 6 school, stated that “This
course has given me personal and invaluable insight into participation, I felt a
great sense of involvement with legal issues and I feel very competent to deal
with administrative practices in school today”.



Philip is a junior high teacher in a northern school. He offered this
perspective on having done a course in Educational Law: “It's been very
helpful for me as an educator in a Northern school, I am teaching junior high
and it has been beyond anything I could have possibly imagined. It has been
very helpful to know the law and the ins and outs of the Collective Agreement.
I have been in constant meetings with parents, students, principals because
of discipline problems and it has been very helpful to know my rights”.
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Elementary teacher Jillian echoed similar sentiments when she states that
the course provided her with an “extensive knowledge of the School’s Act
which was extremely useful when dealing with irate parents and caregivers”.



Junior high teacher Gail said that “educators work closely with children and
parents. We spend hours with students everyday where we are their primary
caretakers. We must know how to keep them and us safe. Knowing you
know how to handle yourself can bring a sense of confidence to an
educator”.



Marilyn, a substitute/supply teacher in K-12 schools, had this to say: “In the
course I took we discussed a variety of case studies where teachers were
questioned about their actions and how the situations had concluded for
them. This opened my eyes to many different things that could happen in
the school setting if a teacher did not make a conscious effort to ensure the
safety of students. I became more aware of what to look for when
supervising students on the school property and the proper way to act
professionally around students”.



Industrial Arts teacher Malcolm commented: “Sending home safety sheets
to inform parents of what their children will be involved with in the Industrial
Arts shop and having them sign those sheets to ensure they have read the
document have helped me feel more self-confident. Although I know this
does not alleviate myself from liability issues, it does indicate that an effort
was made to inform both parents and students of the harm and injury that
can be caused by inappropriate behavior and misuse of tools in an Industrial
Arts classroom”.

Discussion
These various themes speak to the positive impacts/influences former
students have experienced from having done a course in Educational Law, either at
the undergraduate or graduate level. At first blush, a typical reaction to these
responses is that these themes are all of the common sense variety. No argument
with that perspective but upon further reflection and perhaps closer scrutiny, one
might conclude that common sense is exactly what we want our teachers, both new
and seasoned, to utilize in their classrooms.
Although there is a paucity of research on the importance of educational law
in the practice of today’s educators, one need only peruse the various issues
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currently being written about in the educational law literature in Canada to get an
idea as to the gravity of those issues. As limited as that literature is, consider the
following titles in such publications as CAPSLE Comments, Educational Law
Reporter, the Educational Law eBulletin, the Education and Law Journal, the
Ontario College of Teachers’ Professionally Speaking magazine, and the British
Columbia College of Teachers’ TC Magazine:


“Facing Facebook”



“School Boards Liable for Students’ Loss”



“Readers Weigh In on Off-Duty Conduct”



“Expulsion”



“Leave to Appeal Knife-Carrying Student Refused”



“Professional Misconduct”



“Where Was That Line?”



“Best Laid Plans: From Field Trips to Extracurricular Explorations –
Preparation Counts”



“Principal and Teacher Win Defamation Case”



“Educators Successful in Internet Defamation Case”



“Student Threats With BB-Gun”



“Teacher Convicted for Inviting to Sexual Touching With Lollipop”



“Injunction Granted to Allow Same Sex Prom Date”



“Violent Confrontations With Principals”



“Criminal Conviction for Groping Classmate” and lastly,



“Court Refuses Injunction Against School’s Drug Detection Program”.
Although this is a limited and somewhat cursory listing of those various

issues, it does point out the nature of such issues being faced by educators, both
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teachers and administrators, in the classrooms across Canada. It appears that the
number and variety of legal problems being confronted by teachers are on the rise.
Gullatt and Tollett (1997) offer this perspective, albeit American, as to why this is so:
The legal problems facing teachers are the same problems of society at
large. As society changes, so must laws change to accommodate newer
values and to protect the rights of individuals. What was taken for granted
for many years, such as the teacher’s word, discipline issues, and rights of
the student, is no longer taken for granted. Instead of depending on
legislative bodies to implement change, citizens often turn to the courts, partly
because it may be quicker and partly because court rulings may reflect social
changes. (p. 131)

This researcher suggests that this American perspective is highly congruent with that
of our Canadian situation.
Johnson (1994) has stated that principals and teachers are often involved in
the legal system through actions or inactions related to the performance of their duty.
This would seem to imply an obvious ignorance of the law as it pertains to the
professional performance of educators. Teachers new to the profession lack
experience and judgment and Samuelson (1994) contends that a background in
educational law might help them avoid the bad judgment(s), indiscretion(s), and
honest mistake(s) that have the potential to ruin their careers.
An examination of the various themes emerging from the participants’
responses to primary research question number two follows.

Primary Research Question # 2
The Potential for Paranoia


Junior high teacher Sally commented that the only negative thing she found
about doing the Educational Law was that it “makes you more cautious and
sometimes I think this could lead to paranoia. I think that a classroom has to
be made as comfortable as possible for the teacher and the students and
knowing too much information could hinder this from happening”.
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Another junior high teacher, Genevieve talked about balancing paranoia with
reality: “Initially you get a little paranoid that everything that happens can
have significant legal repercussions, but quickly you balance the focused
study with a dose of reality and realize that the main point of the course is to
raise awareness in educators of the importance of considering the
implications of actions and decisions in the daily running of the school”.



Elementary teacher Carolyn offered this perspective: “There may be a
somewhat ‘loss’ of comfort & loving manner with younger, primary students.
Due to potential ‘misunderstandings’, what was once a comforting hug from
a teacher has now become a suspect of teacher molestation”.



Supply/substitute teacher Amy had this to say: “As a result of the Law
course I’ve learned that you cannot prevent students from getting hurt but if
you are responsible and proactive, the situation will be resolved. It is when
you are reckless and irresponsible that the consequences will present
themselves”.



Jennifer who is a supply/substitute teacher in K – 12 schools stated that:
“The only thing I would comment on for negative impacts/influences is that I
am often worried I will be approached about something I have not done as a
result of someone telling a lie. I thought about this a lot in the year I was
responsible for driving students. I was always worried that someone could
make up a lie and that it would be hard to prove the truth. Fortunately,
everything went fine and nothing came up”.



Grade 7 – 12 teacher Megan reflected on her sense of paranoia: “At first I
felt somewhat paranoid about legalities. I was afraid that I might get myself
in trouble with a slip of the tongue, over a misunderstanding or because of
carelessness. However, as I gained real classroom experience, I realized
that my knowledge of Educational Law was not meant to cause paranoia but
rather to inform me about what actions are least likely to lead to legal
difficulties, what the law requires of me as an educator and what rights and
responsibilities I have. Overall, my experiences with Educational Law have
been positive”.

The Potential to Impede Teacher Risk Taking


Senior high teacher Denise offered this point of view:
“I was recently asked to take part in a downhill skiing field trip and I
immediately remembered the many legal issues we discussed in our classes.
I realized that I would be taking on a huge responsibility, especially with a
lot of the rougher kids signed up for the trip. Because of the possible
implications/accidents that may have occurred, I decided to turn the
opportunity down. Instead, I opted for bowling, which seemed a lot safer
for both me and the kids. I guess if I had not taken the course, then I may
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have gone. But I do believe I can make more informed decisions now and
that would be considered a positive thing on my part”.


Jennifer who teaches in a Kindergarten to grade 12 school mentioned that
“Perhaps the only negative impact, if you could even call it that, is the
constant worry that something may happen in the classroom and that
perhaps in certain instances the learning is placed second to the ‘watchful
eye’ so to speak”.



Primary school teacher Sandra expressed this concern:
“The only negative I can think of is that it has made me more apprehensive
about doing certain activities with children, especially anything extra-curricular
or activities involving school trips. Sometimes the possible repercussions are
just not worth the effort. This may limit the educational experiences school
children can be involved in”.



Elementary school teacher Marion speaks to the need for preplanning with
respect to field trips: “The only influence it has had on me is that it has
made me more cautious of activities that I plan in the class and certain
types of field trips that I take. I try to make sure than any action or activity
planned is safe as possible and that if there were ever any injures it would
not have been because of neglect or oversight but because sometimes
accidents happen and I was acting in loco parentis.



Junior high teacher Courtney speaks to this concern:
The only influence it has on me is that It has made me more cautious of
activities that I plan in the class and certain types of field trips that I take. I
try to make sure than any action or activity planned is safe as possible and
that if there were ever any injures it would not have been because of
neglect or oversight but because sometimes accidents happen and I was
acting in loco parentis.



Geoff who teaches senior high students makes an interesting point about the
actions of colleagues: “The only negative impact would be in discussions
with teachers who have not had the benefit of this type of course. Often such
teachers do not fully understand their rights nor their responsibilities as
educators. Such teachers occasionally take either too cautious or too liberal a
stance when dealing with students and in either case either forfeit learning
opportunities or place themselves in undue risk of reprisal. An example of a
teacher putting him/herself at undue risk would be when teachers enter into
“Facebook” forums with groups of students. Although the teacher may
conduct him/herself appropriately, they are still entering into outside-of-school
social contact with the students and may become privy or be subjected to
inappropriate conversation, content and information”.
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The Potential for Heightened Teacher Stress Levels


Tim is a teacher in a Kindergarten to Grade 12 school and he pointed out that
“sometimes hearing about scary legal situations forces you to over think or be
overly nervous”.



Stacey, a teacher in a very large urban school in mainland Canada,
commented that “The only negative aspect is that sometimes I think more
about what I cannot do than what I can do. Sometimes it feels like you
always need to look over your shoulder. It can also be stressful when
organizing field trips and events. I also worry that students sometimes do not
take the legal side of their actions very seriously, especially in a large urban
setting where my school is located. It does not seem to phase some students
that their actions can have serious consequences, whether it be with the
school administration or the police”.



Judith, a supply/substitute in Kindergarten to Grade 12 schools, stated that
“The only thing that I would comment on for negative impacts/influences is
that I am often worried I will be approached about something I have not done
but a lie that someone may tell. I thought about this a lot in the year that I
was responsible for driving students. I was always worried that someone
could make up a lie and that it would be hard to prove the truth. Fortunately,
everything went fine and nothing ever came up”.



Elementary teacher Angela offered this listing of concerns:
1. a more pre-occupied attitude with respect to teacher liability (e.g.,
leaving the room for 2 min.);
2. a somewhat “loss” of comfort & loving manner with younger, primary
students; due to potential “misunderstandings”, what was once a
comforting hug from a teacher has now become a suspect of teacher
molestation;
3. the fear of becoming too “caught up” in all the red tape & bureaucracy
of “what to do” & “what not to do” in your daily teaching;
4. realization & fear of the high levels of liability of taking students off
school grounds (e.g., field trips, playing outside, going on a walk off
property)
5. added stress to an already “full” professional responsibility (e.g., filling
out accident & behavior forms); this leaves minimal time & effort for
creative curriculum planning.



Martin who works in a junior high school comments that “While not a specific
experience of mine, I could see how someone could become rather stressed
when faced with a variety of legal and moral issues that could crop up in an
educational setting”.



Carol who teaches in a K – 12 school offers this perspective:
Although the liability aspect of the course has made me more conscientious,
it has also made me a little hesitant in my interactions with students. I
sometimes feel reserved in what I want to say in class discussions because I
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am fearful of potential misinterpretation. For example, I am teaching
adolescence and sexuality this year. This course lends itself to
misinterpretation so I am extra cautious of what and how I present the course
material. There is potential for stress here but this is the nature of the system
in which we teach and not necessarily a fault of the course.

No Negative Impacts


“I really do not think there have been any negative repercussions from taking
the Ed Law course. I enjoyed it and found it useful and interesting. I would
be very surprised to find that anyone thought there were any negative
impacts/influences from having taken the course” is how one participant
responded to the second question in the survey.



“None that I can think of.” (Jennifer, senior high teacher)



“No, there have been no negative influences. All influences have been
positive.” (Melanie, K – 6 principal)



“No negative impacts/influences. I feel that it is essential to know and
understand the law and how it applies to teaching. It is something that I
believe every educator should have to do and also take a refresher course
now and again through professional development.” (Janice, senior high
teacher)



“I can honestly say there have not been any negative impacts or influences
on my everyday work as an educator due to my taking a course in
Educational Law. If anything, it has given me valuable information and has
shed light onto various topics and subjects that I was ignorant of before.
(ESL teacher, Catherine)



“I cannot think of one negative impact from this course, it was such a positive
experience! I did the course in the middle of a Newfoundland summer and I
didn’t even mind giving up 6 hours weekly of sometimes good weather to
attend class.” (Elementary teacher, Danielle)

Discussion
It is important to acknowledge the use of the word “potential” in three of the
four themes that emerged from responses to research question number two.
Potential is defined by the New Illustrated Webster’s Dictionary of the English
Language (1992) as “anything that may be possible; a possible development” (p.
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759). Potential conveys a high degree of subjectivity and as can be inferred from the
sample quotes given above, the degree of that potential is idiosyncratic to the
individual educator. In the majority of responses respondents acknowledged the
value of what had been learned from the Educational Law courses in spite of the
potentials which were of a negative nature.
The possibility of creating a certain degree of paranoia was obviously a
dominant theme in certain respondents’ comments. Considering the nature of the
school setting, it is not surprising that fear of negligence and liability can cause
educators to become paranoid. Brown (1998) offers valuable insight into this
concern:
A little fear is perhaps a good thing because it forces us to take a
preventative approach. However, an unreasonable or unfounded fear
not only creates stress but also results in limitations upon the
programs which are conducted in our schools. (p. 101)

Significant throughout many of the responses was the theme of “no negative
impacts/influences”. Ideally, this would be the objective of any Educational Law
course at both the undergraduate and graduate levels.

Secondary Questions

The survey also included three secondary questions, two of which asked
whether or not Educational Law should be a compulsory course in a Bachelor of
Education program and in a Master of Education program (with a concentration in
Educational Administration/Educational leadership). The third question asked
participants if they had any additional comments they would like to make.
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An overwhelming majority of respondents expressed the viewpoint that an
Educational Law should be a compulsory requirement in the Bachelor of Education
program. Comments such as this one from Philip, a substitute teacher in Grade 7 –
12 schools were typical:

This is a vital course to teach anyone who is going to become an
educator. The law both in and outside the classroom is far-reaching and
even the most informed citizen cannot know them all. Seeing as this is the
job of our future, a career we hope to last 20+ years, it is imperative that
we have this knowledge before we step foot in the classroom and not only
after going through some awful experience. This course also can shed
light on if being a teacher for a career is one we want to and can handle
doing.
In the last question on the survey Philip further emphasized the
importance of including such a course in a B. Ed. program:
Again, just to reiterate, I think it is an absolute necessity that this sort of
course is offered in a B. Ed program. Students coming from various
backgrounds may not currently possess the knowledge about the law in
and out of the classroom and could find themselves in jeopardy at some
point. Having come from a Political Science background I had an
advantage here, but not everyone is on top of the law, especially when it
comes down to the omnipresence of the Charter! This is an issue that
affects all educators past, present and future.
As to whether or not Educational Law should be compulsory in a Master of
Education program in Educational Administration/Educational Leadership, there was
also an overwhelming consensus in the affirmative among respondents. Comments
such as this one from Jonathan, a senior high school teacher, were quite common:

Those who take the Educational Leadership/Educational Administration
graduate program often aspire and gravitate towards administrative
positions within schools. School administrators represent both the first and
last line of defense when it comes to ensuring the safety and well-being
of both teachers and students within a school setting. It is imperative
that persons in these positions of responsibility have adequate legal
education training.
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Marion, an elementary teacher, was even more emphatic and somewhat
animated in her perspective on the importance of Educational Law to aspiring school
administrators:

Absolutely! All future administrators need a course in Educational Law
and after they are hired as an administrator they should be mandated to
do further training at the local district level. I reiterate that administrators
need to be informed and they need the knowledge and expertise from
experts in the area of Educational Law. We are seeing more and more
these days by way of human rights complaints, court cases, advocacy
group actions, parent support groups etc. pressuring educators to make
any number of decisions in favor of any one group of students. The world
of administration and the decision-making process have become as
diverse as the learners in their care. It is crucial to prepare administrators
to become good managers, excellent instructional leaders, and strong
leaders through a sound knowledge base in Educational Law. It is my
strong opinion that all education personnel have a knowledge of
educational law to protect the teacher, the student, and to manage the
barrage of external influences/pressure that permeate schools today.
The final question in this survey gave respondents an opportunity to provide
any additional comments. Although there were several respondents who had
nothing further to add, many respondents did avail of this opportunity to further
elaborate on how they perceived the importance of a course in Educational Law to
both new and seasoned teachers. A sample of those comments are included here
for the reader’s consideration:



Some people may argue that an Educational Law course is a waste of
time as you can find the literature and learn about the laws yourself.
However, I believe that it was a useful tool that has secured my future as a
teacher. The course was very practical. Being exposed to hypothetical
situations and probable consequences and/or avoidances has made me
aware of the importance of educational law as well as my responsibilities
as an educator.



Simply put, educational law courses should indeed be compulsory. The
ironic thing about it though, is that you need to do one before you fully
realize that fact and as already referenced—ignorance is bliss!
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The course I took in Educational Law was both very useful and enjoyable.
We discussed educational law and theory and then analyzed and
discussed actual case studies that involved real teachers and students,
and real situations where these laws and theories had to be applied to the
behaviour of teachers and/or students. We also had the opportunity to
discuss our own experiences and ideas and how legal issues came into
play. To see how educational law is applied in the real world was a very
practical learning experience, and, as a result, I feel that myself and my
classmates were much more prepared for life in the classroom and much
more aware of the rights and privileges of student and teacher under the
law than if we had simply read about legal educational theory from a text
book. I learned a lot from the course I took in Educational Law, more than
I have in most other courses.



I feel that a course in Educational Law is very useful and all students
should be required to take it, especially since a teacher has many roles
and since the first couple of years can be overwhelming with all there is to
learn. By taking such a course, they would have an understanding of what
is expected of them so they are aware of what they legally can and can
not do. It is important to understand the code of ethics as well which is
also discussed in this course as sometimes when you may not know what
to do in a certain situation, this is a good guide to follow.



I would highly recommend that the educational law course(s) be made
mandatory in the Bachelor of Education program. I have no hesitation in
stating that it was the one course that I thoroughly enjoyed and one that
was actually useful in my teaching career.

Conclusions
The data gathered in this study has prompted this researcher to arrive at
the following conclusions:
1. Taking a course in Educational Law either at the undergraduate or
graduate level has a number of positive impacts/influences on their
everyday practice as educators. These include but are not necessarily
limited to the following: a heightening of awareness, understanding and
sensitivity with respect to the various legal issues confronted by educators
in today’s schools; the facilitation of sound and responsible decision
making when dealing with those issues; the fostering of a certain degree
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of professionalism; and lastly, the raising of teachers’ self-confidence
levels.
2. Taking a course in Educational Law could result in a number of negative
impacts/influences which might include: the potential for paranoia; the
potential to impede/inhibit teacher risk taking; and the potential to increase
teachers’ stress levels.
3. As a result of their having taken a course in Educational Law, both
undergraduate and graduate students perceive Educational Law to be a
very valuable and necessary component of their pre-service and in-service
education.
4. Undergraduate students perceive that Educational Law should be a
compulsory requirement in their Bachelor of Education programs.
5. Graduate students pursuing programs in Educational
Administration/Educational Leadership consider Educational Law a vital
component in their preparation to be future leaders and administrators in
the K-12 school systems across Canada.

Concluding Comments
As can be seen from the various commentaries provided in the above text,
those former students of Education 4420 and Education 6335 who participated in
this study are quite emphatic and in some cases, rather animated in their
endorsement of these courses as valuable components in both the Bachelor of
Education and Master of Education (Educational Administration/Educational
Leadership) programs.
Unfortunately, as a number of participants pointed out, they did not realize
the value and utility of these courses until after having done them and then gone
on to become a teacher or school administrator. As one participant stated
“ignorance is bliss” but we all know that ignorance of the law, in this case,

2009 HICE Proceedings
Page 4198

educational law, is no excuse for teachers acting unprofessionally or
inappropriately. Such a defense would obviously not hold up in a court of law.
Sydor (2006) most eloquently sums up the importance of including a
course on Educational Law in teacher education programs:
When teacher education includes instruction about the legal context of
schooling, teachers are better prepared to do their work. They have a
better understanding of what is required of them from a legal perspective
and are consequently less likely to misstep in their professional duties.
Teachers who understand the boundaries of their roles with pupils,
parents, colleagues and administrators are less likely to be intimidated by
the actions of others and more likely to exercise their authority with reason
and perspective. From a practical standpoint, the knowledge that
teachers gain in the study of education law contributes to an efficient and
orderly functioning of schools because they accept responsibility for their
practice as professionals and not simply as employees. (p. 936)
Sydor’s comments are congruent with the results of this impact study and
it is this researcher’s contention that faculties of education across this land have
an obvious duty of care to their students to provide them with the requisite
preparation to be true professionals in their everyday practice as educators. To
do otherwise could be interpreted as tantamount to negligence.

2009 HICE Proceedings
Page 4199

References

Brown, A. F. (1998). Legal handbook for educators. Scarborough, ON: Carswell.
Daresh, J. C., & Playko, M. A. (1992). The professional development of
school administrators: Preservice, induction and in-service
applications. Boston, MA: Allyn and Bacon.
Dunklee, D. & Shoop, R. (1986, September-October). Teacher preparation in a
litigious society: Implications in times of reform. Journal of Teacher
Education, 37(5), 57-60.
Findlay, N. M. (2007). In-school administrators’ knowledge of education law.
Education and Law Journal, 17(2), 177-202.
Gullatt, D. E., & Tollett, J. R. (1997). Educational law: A requisite course for
preservice and inservice teacher education programs. Journal of Teacher
Education, 48(2), 129-135.
Hewitson, M., Stewart, D., & Whitta, J. (1992). The preparation of first year
principals. Brisbane: Queensland University of Technology.
Johnson, J. A. (1994). The foundations of American education (9th ed.). Boston:
Allyn and Bacon.
McCann, P., & Stewart, D. (1997). Educators and the law: Implications for the
professional development of school administrators and teachers. A
paper presented at the Sixth Annual Conference of the Australia and New
Zealand Education Law Association.
Patton, M. Q. (1990). Qualitative evaluation and research methods (2nd ed.).
Newbury Park, CA: Sage.
Peters, F., & Montgomerie, C. (1998). Educators’ knowledge of rights.
Canadian Journal of Education, 23(1), 29-46.
Samuelson, R. J. (1994, March 21-27). Whitewater: The law as the pit bull. The
Washington Post National Weekly, 28.
Sergiovanni, T. J., Burlingame, M., Coombs, F. S. & Thurston, P. W. (1992).
Educational governance and administration (3rd ed.). Needham Heights,
MA: Allyn and Bacon.
Stewart, D. (1996). The preparation of first year principals: Orientation and
induction. Keynote address to the Education Queensland Centre for
Leadership Excellence Conference.

2009 HICE Proceedings
Page 4200

Strauss, A., & Corbin, J. (1990). Basics of qualitative research: Grounded
theory procedures and techniques. Newbury Park, CA: Sage.
Sydor, S. (2006, April). Teacher education needs more education law. Paper
presented at the Seventeenth Annual Conference of the Canadian
Association from the Practical Study of Law in Education, Montreal, Quebec.
Taylor, K. R. (2001). Yesterday’s principal, today’s legal eagle. Principal
Leadership, 1(6), 75-78.
Thomas, A. R., & Hornsey, A. (1991). The first year as principal: A study of
the arrival and settlement of New South Wales primary and
secondary school principals. Armdale, NSW: Department of School
Education.
Wagner, P. H. (2007). An evaluation of the legal literacy of educators and
the implications for teacher preparation programs. A paper presented
at the Education Law Association 53rd Annual Conference, San Diego,
California, November 16, 2007.

2009 HICE Proceedings
Page 4201

APPENDIX A
EDUCATIONAL LAW: ITS IMPACT ON THE EVERYDAY
PRACTICE OF EDUCATORS
TEACHER SURVEY
PAGE 1
SECTION A: DEMOGRAPHIC INFORMATION
Please complete the following:
1.

Please check off which of the following Educational Law courses you have completed:
a) Education 4420 (Legal & Moral Issues in Education) ____
b) Education 6335 (The Legal Foundations of Educational Administration) ____
(NOTE: If you have done both courses, please check off both.)

2.

I am currently working as a(an)
a)
substitute/supply teacher ____
b)
replacement (term) classroom teacher ____
c)
permanent classroom teacher ____
d)
guidance counselor ____
e)
assistant/vice principal ____
f)
principal ____
g)
other (please specify) __________________________________

3.

I am currently working at the following grade levels:
a)
primary (K-3) ____
b)
elementary (4-6) ____
c)
intermediate/junior high (7-9) ____
d)
senior high (10-12) ____
(NOTE: If applicable, you may check off more than one grade level.)

4.

The student enrolment of my school is in the following range:
a)
025 – 200
____
b)
201 – 400
____
c)
401 – 600
____
d)
601 – 800
____
e)
801 – 1000
____
f)
1001 – 1200
____
g)
1200 +
____

5.

I am:
a)
b)

female ____
male ____

[Please do not mark in this space: Survey Number __________.]
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PAGE 2
SECTION B: PLEASE COMPLETE THE FOLLOWING:
1. As a result of your having done a course in Education Law in your university
studies, have there been any positive impacts/influences on your everyday work as
an educator? Please list any of those impacts/influences and any practical
examples that you might recall.

2. As a result of your having done a course in Educational Law in your university
studies, have there been any negative impacts/influences on your everyday work as
an educator? Please list any of these impacts/influences and any practical
examples that you might recall.
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PAGE 3

3. a) Do you think a course in Educational Law should be a compulsory course in
every Bachelor of Education course in Canada? Yes____ No____
b) Please elaborate on your answer in 3a above:

4. Do you think a course in Educational Law should be a compulsory course in a
Master of Education program in Educational Leadership/Educational Administration
in every university across Canada? Yes____ No____
b) Please elaborate on your answer in 4a above:

5. Are there any additional comments/points you would like to make re the
usefulness or lack of usefulness of a course in Educational Law in a Bachelor of
Education program?

Please use extra page(s) if necessary.
Thank you for taking the time to complete this survey.
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APPENDIX B
EDUCATION 4420 (LEGAL & MORAL ISSUES IN EDUCATION)
EDUCATION 6335 (THE LEGAL FOUNDATIONS OF EDUCATIONAL
ADMINISTRATION)
FACULTY OF EDUCATION, MUN

Topics:

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.

The Charter of Rights and Freedoms
Provincial Education Acts
Teacher Collective Agreements
Due Process
Teacher Liability and Negligence
Corporal Punishment
Sexual Assault
Duty to Report
The Youth Criminal Justice Act
Teachers’ Codes of Ethics
Copyright Law
Workplace Safety in Schools
Educational Policy as a Legal Instrument
Legal versus Moral Dimensions of Education

NOTE:
Although the list of topics is the same for each course, there is
an obvious difference in the treatment of these topics and in the
various strategies utilized in each course. At the graduate level
(M. Ed.) these various topics are studied in much greater depth.
For example, in the graduate course, students do group
presentations on real-life case studies. These case studies are
also used in the undergraduate course but because of large
class numbers, time does not allow such group presentations.
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PERCEPTIONS OF CURRENTLY ENROLLED STUDENTS ABOUT AGRICULTURE
Abstract:
According to the United States Department of Agriculture (USDA), 17 percent of the
workforce is employed in more than 300 agriculturally related careers. Currently, colleges of
agriculture are serving less than 17 percent of the student population which creates a deficiency
between the amount of agriculturally related jobs and the number students who graduate with the
skills to fill those positions. Colleges of agriculture are experiencing a decline in the number of
students enrolling in undergraduate and graduate programs (Scott & Lavergne, 2004).
Specifically underrepresented populations have not enrolled in colleges of agriculture.
Population trends indicate that ethnic minorities are increasing. If the agriculture industry is to be
sustained, more people of color need to be encouraged to enroll in colleges of agriculture and
participate in agriculturally related programs (Mitchell, 1993). Much of this decline in
enrollment can be attributed to the negative perceptions many hold towards agriculture and
related programs (Talbert & Larke, 1995; Wiley, Bowen, Bowen & Heinsohn, 1997). In
addition to the negative perceptions, many scholars have identified other factors that have an
impact on student enrollment/participation in agriculture and related programs. Influential
people, feeling unwelcomed, and a lack of knowledge about agriculture and related programs
have all been cited as reasons for decreased participation in agriculture (Esters, 2003; Jones &
Larke, 2003; Williams, 2007). Understanding current student perceptions, specifically those that
are typically underrepresented in agriculture and related programs can help administrators and
student recruiters to increase enrollment in colleges of agriculture as well as minority
participation.
The purpose of this descriptive study was to identify the perceptions and knowledge of
currently enrolled students about agriculture prior to their enrolling at The Pennsylvania State
University. The objectives used to guide the study were: 1) to identify the knowledge level of
students about agriculture before enrolling at Penn State, 2) to identify the perceptions of
agriculture held by students prior to enrolling at Penn State, and 3) to identify the perceived
barriers to enrollment in the College of Agricultural Sciences held by students at Penn State.
The population for this study included all minority students enrolled at The Pennsylvania
State University, University Park campus. Because of the low response rate of ethnic minorities
from all colleges within the university, the researchers solicited responses from all students in the
College of Agricultural Sciences. The targeted populations were studied because they were able
to offer the information needed to assess what students think of agriculture and related programs.
The researchers developed a three-part survey instrument to collect data from the identified
populations. The instrument was administered both online through SurveyMonkey and a paper
version was made available early on to potential respondents. Of the more than 2000 identified to
participate in the study, 281 (~10%) individuals responded to the survey. Because of the
response rate, the results of this survey will not be used to generalize back to the larger
population. For data analysis purposes only descriptive statistics were used to analyze the data.
There were 272 usable surveys. Of those responding, the majority were female (64.6%)
and self-identified as Caucasian/White (71.7%). The remaining identified as male (35.4%),
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African-American/Black (13.2%), Asian American/Pacific Islander (3.7%), Hispanic/Latino
(9.2%), Native American (1.1%) and other (.7%). The majority of respondents came from the
College of Agricultural Sciences (81.8%). The results indicated “agriculture not discussed by
high school guidance counselor and lack of promotional materials about agriculture” as the
primary barriers to participation/enrollment in agriculture.
If the perceptions of students, particularly underserved populations are not addressed,
there will continue to be a problem of low enrollment in colleges of agriculture in Pennsylvania
and across the United States. High school guidance counselors are perceived as the gatekeepers
of disseminating information to students about colleges and career choices. There must be better
communication between colleges of agriculture and guidance counselors to ensure they have the
information necessary to inform students about the wealth of career opportunities in agriculture.
Further research should focus on what promotional materials students would like to see
that would attract them to agriculture. Secondly, more training should be provided for guidance
counselors regarding agriculture and career opportunities in agriculture. Likewise, there must be
a presence of agricultural recruiters visiting high school students and guidance counselors.
Major agricultural companies employing college graduates should collaborate with colleges of
agriculture in developing materials and talking to high school students and counselors. Finally a
framework or best practices should be developed to help increase participation of all populations
in agriculture and related programs.
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Latino Educators of Tomorrow Program
Briant J. Farnsworth, Ed.D. and Linda Pierce, Ed.D.
Utah Valley University
School of Education
January 2009

Abstract
Over the past ten years, the Latino population in Utah County has grown significantly, while at
the same time, the number of Latino teachers has remained relatively constant. Studies have shown that
first-generation Latino parents have been limited in their ability to be educational role models for their
children (Carcia, 2001; Verdugo, 1996; Wojkiewicz and Donato, 1995). Although the majority of
teachers are intelligent, caring and supportive of all students, many feel there is a need for Latino
educators who can act as role models and provide cultural support in an often difficult and sometimes
foreign education setting.
The Latino Educators of Tomorrow Program is focused on identifying high school students that
have an interest in becoming teachers. It originated in the Provo School District with the purpose of
recruiting and preparing Latino teachers for the service area schools of Utah Valley University. In the
Utah County area, approximately 13% of Latino students seek a university education. While in the same
area, 39% of Caucasian students participate in university education. We anticipate that reaching Latino
students early and providing the support for them to engage in a teacher education program will start a
cycle of success for students who need to be major players in society.

2009 HICE Proceedings
Page 4211

During the summer of 2008, 37 Latino students from two Provo School District high schools
participated in the program. With other area school districts showing an interest in participating, it is
anticipated that over the next few years up to 30% of our teacher candidates could be Latino students.
Introduction
Since the year 2000, there has been a significant growth of Latino students entering schools in the
Utah Valley University service area which includes Utah County. For example, in 2000, Latinos
represented 5.25% (2,474) of Alpine School District’s 47,096 students. In 2007, the Latino population
had grown to 8.34% (4,894) of the district’s 58,665 students. The Latino population had increased 98%
in seven years. Similar growth patterns could be noted in other service area school districts, namely,
Provo and Nebo districts.
For the next generations of Latinos to have the opportunities and provide the services needed in
society, it is felt that there is a need to find ways to increase the pool of teachers capable of acting as role
models to entice students to continue their education beyond high school. Many feel that Latino
educators will improve the probability for Latino students to succeed. A number of attempts have been
made to help Latino students continue their education but with relatively little success. The Latino
Educators of Tomorrow Program (LET) has demonstrated more promise of success in guiding Latino
students to succeed in higher education and particularly in working to prepare Latino students to become
teachers.
Problem
In our service area, only 13% of Latino students continue their education beyond high school.
This is significantly lower than the 39% of Caucasian student that go on to higher education. We need to
find a way to entice Latino students to have a greater interest in higher education and to prepare to be
accepted into and complete a teacher education program.
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Program
The LET program was organized with the main focus to encourage Latino high school students to
become educators. To organize the program, a Latino Educators of Tomorrow Planning Team was
established which included Dr. Loretta Palmer, Associate Vice President of Academic Affairs, UVU; Dr.
Briant Farnsworth, Dean of the School of Education, UVU; Dr. Mark Bezzant, Assistant Vice President
over School University Partnerships, UVU; Ray Morgan, Assistant Superintendent, Provo School
District; Bob Gentry, Director of Personnel;. Provo School District; Kyle Reyes, Hispanic/Latino
Outreach Coordinator, UVU; and Axel Ramirez, Assistant Professor, School of Education, UVU. There
has been a high level of collaboration among these faculty and administrators at Utah Valley University,
Provo School District, and additionally, parents of Latino students.
The LET program was organized with the main focus to encourage Latino high school students to
become educators. Under the direction of the planning team the program was designed to focus on four
areas:
1. Identification of Latino students that show interest in becoming teachers,
2. Participation in concurrent enrollment education courses,
3. Experiential learning through schools visits and learning the role of the teacher,
4. Participation in intensive summer experience and social activities.
The major objective for the program is to increase the number of bilingual Latino student who
Graduate from UVU’s School of Education and become licensed to teach in local school districts. This
objective will take several years to achieve but is an objective that is worth the time involved.
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Phase I – Planning and Identification of Program Elements
Planning
During Phase I, program administrators coordinated efforts to determine: (1) concurrent
enrollment courses to add, (2) materials to create for program and cohort identity, (3) guest speakers and
presenters for workshops, (4) program application and admission process, (5) location for participant
classes and workshops, (6) school sites for field trips, and (7) other program components.
Identification of Participants
Due to the immediate need for Latino educators in our local district, the program cohort includes
university students. Latino students already accepted to the UVU School of Education were identified
and invited to become mentors in the program. Latino freshmen and sophomores at UVU who are
interested in the field of education were recruited as part of the cohort. Administrators, counselors and
teachers at Provo School District High Schools were consulted to identify potential LET program
participants.
Phase II – Program Services
The LET services focus on: academic rigor, field experiences, workshops, and the summer
program. In 2008, the program began in January but the normal timeline for a school year will be from
August till July. The program launched on Wednesday, January 16, 2008, with an introductory meeting
for participants and their parents. At this meeting, attendees received a presentation about the activities,
scope and benefits of the program. This was a chance for our younger students to meet LET mentors
(who are already on track to become educators). Administrators from UVU and the Provo School District
were present to communicate the importance of the program.
Academic Rigor
As we met with LET participants, the importance of concurrent enrollment and academically
challenging courses was emphasized.

Many students from the Provo School District enter UVU with
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15-60 credits of college completed. Students are formally admitted to the UVU Education program
during their sophomore year. The more credits completed upon high school graduation, the sooner a
student can apply to the School of Education. UVU LET participants have an opportunity to work as
tutors, mentors and aids in the local schools once they receive an Associate’s Degree.
Field Experience and Workshops
Once a month, students participate in a field experience or workshop. The field experiences are
designed for participants to interact with younger children in a tutoring setting, observe teachers in the
elementary and middle schools, or visit the UVU campus to meet with Education professors. These
experiences complement other existing activities in the schools. The workshops are given by guest
speakers who talk to students about issues such as social responsibility, multiculturalism, leadership, or
role modeling. Students spend some time reflecting about their experiences by writing in journals. Provo
and Timpview High School LET participants interact with one another to solidify the cohort before they
reach UVU.
Summer Program
The summer component is the most intensive portion of the LET program. At that time students
take concurrent enrollment classes, participate in social activities to strengthen the cohort, and enjoy
lunches complete with guest speakers.
Evaluation
We will assess the program and students who have been retained in the program, the impact of
program services and, the qualitative responses of students. We will also assess the use of resources and
whether or not it was effective in reaching the intended outcomes.
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Preparation
We made contacts for partnerships for the upcoming year including: tutoring, guest speakers,
workshops, and field trips. A program calendar was to be established outlining events and to be given to
all partners. The introductory meeting for the academic year was held in early August where new and
returning students and parents were informed about updates, changes, additions and activities for the LET
program for the new school year.
Results and Discussion
The first LET cohort included 37 students from the high schools in Provo School District. All
students were high school students during the first year and participated in the concurrent enrollment
classes. All participated in the lunches where various educational leaders had lunch with them and then
discussed with them issues related to education. Likewise, all students visited schools and were able to
experience the activities that take place during a school day.
At the end of the summer experience, students appeared energized about continuing in the
program and nearly without exception verbalized that they still had an interest to become a teacher.
Students seemed to enjoy the relationship that developed during the summer with university professors,
the dean, the advisors, the university president, school superintendent, and others involved in education.
It was generally felt that the objective of the program had been reached.
Conclusion
First, of all the attempts that have been made to involve Latino students with the School of
Education, the LET program appeared to be the most successful mainly because the students were all still
participating at the conclusion of the first summer. That alone gave hope that these students were truly
interested in becoming educators.
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Second, all the seniors in the cohort which numbered ten, are attending Utah Valley University
for fall semester 2008 with the exception of the two students who returned to Mexico with their families.
We have never had all of the students from any previous attempt to serve Latino students continue with a
program.
There were some extremely important lessons learned that should contribute to the success of the
program:
1.

The Latino students were not skilled in understanding the system of higher education. They
will need a great deal of help in the various processes associated with higher education. They
are certainly bright enough to be successful at a university level but will need mentors to
assist them so that the system will not be the cause of failure. In some cases, LET
participants will need additional instruction in content areas to be accepted into the Teacher
Education Program.

2. The students will need to have numerous mentors in the way of professionals at the university
who are looking out for their welfare. The students need to know that professors, advisors,
and others are ready and willing to help them. Their cultural background could block their
success in higher education unless they feel that they are accepted and supported. Again,
they have the intellectual skills to succeed if the system can be patient and understand their
needs.
3. Latino students will need to become integrated with other students. Obviously they will want
to maintain their culture but they will need to learn to be comfortable in other cultures that are
a part of the system of higher education.
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Introduction
The learning society is an emergent social form that focuses on lifelong learning for all. It is
committed to promoting the fairness of adult learning and social justice. For the past 40 years, the
concept of the learning society has been developed into theories and practices. During its course of
development, the concept has yielded fruitful results by bringing together various academic
perspectives. The concept of learning society has become prominent in the field of education since the
1990s. While it continued to grow in terms of its applications, the ideal of the learning society has not
yet been fully realized. Thus, it is necessary to reflect on the nature of the learning society concept from
a more critical perspective. This will help develop a new direction for future applications of the learning
society. Additionally, as the development models of the learning society have been highly emphasized
in recent years, an in-depth study of this type is needed. Creating a learning society is a learning
movement for all, which requires universal participation of all the members in the community. This
kind of advocate for universal lifelong learning and creation of a learning society is called the learning
society movement.
This study explores an issue that is less examined in an integrative manner. Based on the analysis of
the German literature, the term learning society was first coined by Karl Bednarik, a scholar from
Austria, as early as 1966. The American scholar Robert M. Hutchins subsequently proposed the concept
of the learning society in 1968. In addition to discussing the various models by the British Economic
and Social Research Council, Michael Young and Andy Green, I propose a model, the reflexive global
learning society. Besides, from the perspective of lifelong learning mobilization, I develop the concept
of the learning society movement and argue that the development of the learning society is a kind of
social movement with its core in equal opportunities and social justice.

Tracing the Origin of the Concept of the Learning Society
The search for an ideal society has always been the objective of human’s endeavor. In the 1960s, a
new society concept was raised in the education sector and this new type of ideal society has been
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described as learning society. The concept of the learning society can be traced to Robert M. Hutchins’s
book, The Learning Society, published in 1968. Among the many expositions of the learning society,
those in the literature in English were better known and also more widely cited. Many expositions have
pointed out the term of learning society is originated from the work of Hutchins. Yet, such exposition is
not consistent with the fact. As early as 1966, the term has already appeared in Die Lerngesellschaft,
written in German by Karl Bednarik in Austria. Die Lerngesellschaft means the learning society. In
defining a learning society, Bednarik (1966) stated, "We live in a progressive learning society, in such a
society, which is not just a part of the society but the whole one is continuing its mental and physical
development towards a new direction" (p. 7). In the view of the phenomenon of social change and ever
increasing adaptable demands of derivatives, Bednarik emphasized the importance of life accompanied
by further learning, everyone should play a new learning role in all areas of life and make such a
phenomenon a social habit. Learning should become a kind of lifestyle without the end, and across the
line from generation to generation at the same time (Bednarik, 1966). While Bednarik has paid attention
to the importance of lifelong learning and put forward the idea of the learning society, he failed to make
in-depth analyses of the meaning of the learning society. Still, as a frontier of the term, Bednarik has
remained inspirational for the development of theories and practices of the learning society.
Among the research of the learning society, the literature in English not only excels in quantities
(Crosbie, 2006; Jarvis, 2006; Preece, 2006; Warren & Webb, 2007), but also is better known. Yet,
Germany has some research results that deserve our attention. Since the 1990s, with the promotion of
the European year of lifelong learning, Germany has emphasized more and more on the concept and
applications of the learning society. Domen (1996), a German scholar, wrote a very influential book
entitled, Lifelong Learning: The Orientation of Modern Education Policy (Das lebenslange Lernen:
Leitlinien einer modernen Bildungspolitik). Published by the Ministry of Federal Education, Science,
Research and Science and Technology of German (Bundesministeriun für Bildung, Wissenschaft,
Forschung und Technologie), the book played a guiding role in shaping German’s lifelong learning and
learning society. With the growing attention to the issues on the learning society, a book entitled
Perspectives of a Learning Society (Ansichten zur Lerngesellschaft) was published in Germany in 2003.
Brödel and Siebert (2003) were the editors and many scholars were invited to contribute their ideas
regarding the learning society. The book has been the most comprehensive book on the learning society
in the German literature system. Overall, German points of view about learning society were to stress
that learning was across the boundary of education and learning institutions. Self-directed learning and
the development of capacity belonged to an important dimension of the learning society. The
educational policy planning of the learning society is changing into a new orientation, which promotes
the transformation of continuing education from institutional orientation to the self-organization
learning culture orientation accompanied by learning counseling process (Brödel & Siebert, 2003).
The meaning of the learning society is visible in many expositions currently. Analyzing from the
learning society’s systematic and international dimension, we can find that the learning society is a
lifelong learning society. On a personal level, the learning society is a society filled with learning
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opportunities. It supports individuals’ continuous learning in various stages. On the social level, the
learning society is such a society that it effectively integrates all kinds of learning resources to create a
conducive learning environment, as well as to promote various meaningful learning activities in society.
Therefore, the learning society is a society with the core of learning. Its spirit lies in encouraging
everyone to continue learning meaningfully in their limited life. Therefore, it is necessary to make
learning resources more accessible around every corner of society. This way, everyone can continue
learning when they need to or when they are willing to learn. Such thoughts are consistent with the
notion of de-schooling proposed by Ivan Illich, a scholar in education, in the 1970s. He stressed that the
learning society is a society with mobilization for their learning (Wu, 2000). With globalization and the
continuing development of a knowledge society, the notion of the learning society has been highly
emphasized by several countries.

Inquiry of the Models of the Learning Society
A learning society cannot be accomplished with merely concepts and goals. For further
implementations, it requires a more comprehensive understanding and critical reflection. Only when
viable models of development are established can they guide the practice in the right direction. Any
construct of new social forms is inevitably involved with development models. The practice and
theoretical research of the learning society has caused much attention in Europe and the United States
even back in the 1960s. Yet, the models of the learning society were not explored much until the late
1990s. The models of the learning society raised by British Economic and Social Research Council,
Michael Young, Andy Green and Ming-Lieh Wu are all valuable. They will be discussed further in the
following sections.

ESRC’s models of the learning society
Britain's Economic and Social Research Council (ESRC) conducted a series of research projects on
the learning society from 1994 to 2000. Involving more than 10 large-scale plans, the research projects
were participated by more than 50 experts and scholars. The research results were compiled into a book
in 2000, entitled Differing Visions of a Learning Society. According to the ESRC’s research, there are
ten models of the learning society (Wu, 2001a; Rees & Bartlett, 1999; Bartlett & Rees, 2000; Coffield,
2000), including models of skill growth, personal development, social learning, a learning market, local
learning societies, social control, self-evaluation, centrality of learning, the reform of the education
system, and structural change.,
Skills growth model
Promoting employment skills is a decisive factor to enhance international economic competitiveness,
which is the basic belief of this model. It emphasizes the combination of the development of skills and
the economic growth. Because of rapid technological changes, there is a need for the re-employment
training to improve one’s skills, which help maintain a country’s economic performance and status in
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the world. From this perspective, career guidance provides a useful and influential service for
individuals’ looking for specific jobs or training courses.
Personal development model
This model is to maximize the varieties of learning forms in an attempt to promote individual
self-realization in the workplace and community. With the resources provided, individuals decide how
they will engage in learning and working. Individual learning accounts are a salient example which
encourages individuals to take more responsibilities for their own learning and to defray the expanses of
their own learning. This model highlights fairness as well as the importance of self-realization through
one’s learning experiences.
Social learning model
This model emphasizes the importance of examining one’s learning processes in the context of society
and community. It also stresses trust and cooperation among different institutions and promotes
economic growth on an equal basis. In such a view, this model is not human capital oriented; rather, it is
more social capital oriented as it emphasizes networking, communication and development of civil
society. Only through the process of social learning will the social capital grow. This helps establish a
learning society with its basis on participation and communication.
A learning market model
The learning market emphasizes that while individuals as consumers possess more choices and freedom,
they have to assume the responsibilities of their own learning and their pursuit of self-interest. The
learning market is based on consumers’ learning needs. Yet, behind all the choices and freedom, one has
to assume relatively greater responsibility.
Local learning societies model
The model is to construct a learning society based on the uniqueness, needs and development of a place.
In the model, the development of the local learning culture receives much attention. This model reminds
us of what we need to work on in Taiwan in the future. When transplanting ideas from overseas, the
result can be different, depending upon the context. Therefore, a localized learning society model is
actually what we need to strive for in Taiwan.
Social control model
This model focuses on the problems of public debates, social integration and social exclusion. Social
control model and policy decisions are closely related. On the basis of that, social control model
emphasizes social order and social integration greatly. If we need to promote social integration, it is
necessary to avoid social exclusion.
Self-evaluation model
Much literature on the learning society perceives the learning society as a normative concept and as a
goal of the nation. Self-evaluation model stresses that the society itself has to advance the continuous
learning and to assess progresses through self-reflection. In the process toward the learning society, we
also need to have constant reflection and assess the feasibility and effectiveness of strategies in the
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process of practice. Currently, some education policies are in lack of evaluations, which means once a
policy is implemented, further evaluation and assessment of its effectiveness is usually outstanding.
Centrality of learning model
This model focuses on the development of learning culture, believing that learning should meet one’s
employment needs. It also emphasizes the importance of issues such as how to learn from work and
what to learn, etc. The concept of the learning culture has been constantly discussed in the literature of
the recent years. Presently, when the development of lifelong learning is discussed, many countries
place emphasis on establishing a new learning culture that is different from the traditional one. The new
learning culture is related to many factors, including the changing learning patterns, ways of learning
and the evaluation and certification system of learning and so on. These factors constitute the main
connotations of the modern learning culture. In addition, the centrality of learning model also highlights
that learning should meet the needs of employment. It emphasizes issues such as how to learn from
work and what to learn. Therefore, to integrate the work and learning closely, the workplace should be
viewed as a good learning place.
In fact, in the era of lifelong learning, we really should advocate the idea that working is learning and
learning is also working. ‘Working is learning’ means that the circumstance and process of working
provide one sort of learning opportunities and learning activities, which is consistent with the concept
of learning by doing. Learning is also working means that we must take the learning as part of working.
In modern society, learning, closely related to everyone, is becoming a must for every individual.
A reformed system of education model
The educational reform model emphasizes that the current educational system is in need of more
reforms especially if a society intends to proceed to a learning society. In other words, only through the
reform of the education system will a nation effectively become a learning society.
Structural change model
In a learning society, education should lead the changes of economy, rather than vice versa. In such a
society, the goal of learning should be changed from economic benefits to civil rights. Currently when
we discuss adult learning and lifelong learning, we can see from the development trend in Europe and
the United States that they particularly emphasize the need to promote active citizenship so that citizens
can fully perform their obligations and use their right properly. Lifelong learning provides a necessary
boost for the structural changes.
In the above ten models, some models can be adopted simultaneously without conflicts to establish a
learning society. Among them, there is no model that is the best. In the process of realizing the ideal of a
lifelong learning society, it is necessary to take advantage of several appropriate models.

Young’s models of the learning society
Based on the research developments, it is important to take into consideration the different
perspectives. In terms of research on the learning society model, British scholar Young (1998) proposed
four models of a learning society.
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Schooling model
The model emphasizes that the schools must provide a wide range of formal education opportunities
for the people to achieve the ideal of the learning society, including the implementation of continuing
education and so on.
Credentialist model
The model shows that learning and licenses should be closely integrated. Take Germany for example.
It is a society that emphasizes the need of professional license.
Access model
The model can provide many learning opportunities for the public. Therefore, there should be a wide
range of learning opportunities to meet the learning needs of different target groups in the whole social
context.
Connective model
After analyzing the three models, Young considered that there should be an ideal model of the learning
society, which is called the connective model. Such a model emphasizes education both in and outside
school as well as education in the larger social context. Its goal is to turn everywhere in society into a
place for education and learning.

Green’s models of the learning society
Based on the observation and analysis of lifelong learning in the European countries, Green (2000)
put forward three models of the learning society.
State-led model
This model is most salient in France. French government is more oriented to operate in the state-led
model to promote lifelong learning by playing a major role of leadership. As the government leads the
development of the learning society, this model usually has more funds to support lifelong learning.
Market-led model
Britain is the representative of this model. Britain is in favor of the market-oriented learning model.
Market-led leadership model is also a learner-centered model, which understands the needs of learners
firstly, and then provides corresponding content of learning.
Social partnership model
The social partnership model is adopted by Germany, which stressed that the government and
non-governmental institutions must establish close cooperation and strategic alliances or partnerships.
Through the model, partners can contribute their wisdom jointly for the establishment of the learning
society. In addition, partners also share the responsibilities in this process. Therefore, in the social
partnership model, the partner institutions should share the responsibilities of promoting lifelong
learning and the effectiveness.

Creating an ideal model of reflexive global learning society
In addition to the learning society models elaborated above, there is another ideal model of learning
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society, which is the model of the reflexive learning society proposed by me. In the process of building
a learning society, we must constantly analyze whether the goals and strategies of developing learning
society is appropriate. It is necessary to analyze all the problems constantly in the process of moving
towards a learning society. Therefore, people must continue to reflect and discuss the problems. Besides,
we have to reflect on whether all the citizens could receive the deserved benefits during the course of
building a learning society. If it fails to benefit all citizens, then the learning society will be full of
problems such as social inequality expanded. Furthermore, we must also take into account the
development of individuals and social progress in building a learning society. We have to constantly
reflect on whether it can help realize the ideal of lifelong learning. All of these are the content of the
model of reflexive learning society. In short, this model stresses the importance of continuous analysis
of the goals, directions and strategies of the learning society development, as well as the impacts
brought about by it. More importantly, while attention is paid to whether the model really benefits all
citizens in the process of establishing a learning society, we should not neglect the learning needs of
some organizations or groups. If it so happens, social inequality may continue to expand. Therefore,
whether all people can really achieve the ideal of lifelong learning is a problem that needs to be
discussed and reflected continuously in the development of a learning society.
In addition to the model of reflexive learning society, there exists another model of global learning
society. This concept was impacted by globalization. Lifelong learning has become an important feature
of globalization. In the trend of globalization, all countries are interdependent. The construction of the
learning society should also learn from the national scale of social development. In order to establish a
global learning society, all countries particularly need to build a global learning network jointly. In the
global learning network, all the citizens can learn in this interactive learning network, and they can
effectively continue to learn in any place. The development of the global learning society and the
national learning society is facilitative for each other. By building a global learning society, the
countries will benefit each other in the international exchanges and cooperation of lifelong education,
and then contribute to the development of each country’s learning society. Global development of the
learning society can promote interaction through educational exchanges and cooperation. The
exchanges and interactions between countries are very useful for the interactive learning of citizens in
the world in the global learning network. It will increase mutual understanding of each other's culture so
that different countries can establish a good international relationship and promote the development of
global peace and culture. In addition, the global development of the learning society also helps promote
the right of world citizens’ lifelong learning and the quality of human life. If we integrate these two
models and concepts, the model of reflexive learning society and the model of global learning society,
then we can get such a model called the model of reflexive global learning society, which stressed that a
learning society must expand from a country or region scale to the whole world. The model also
emphasizes the importance of the continuous reflection and analysis for the society itself in the process
of the development.
To sum up, the construction of the learning society is guided by several models. From the British
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points of view, the Economic and Social Research Council emphasizes practice, promoting the
development of the United Kingdom as a learning society. Because the manpower, time and funds for
researching the model are substantial, the learning society models are comprehensive and have the
value in applications. The ten models do not have to exist in isolation but can develop interactively. By
discussing the focus and priority of educational policy, Young elaborated the schooling model, the
credentialist model and the access model, and then put forward directly the social connective model. He
believed that the application of the connective model will better contribute to the construction of
learning society. Green involved from the European view and discussed the state-led model of France,
British market-led model and the social partnership model in Germany. In the view of the phenomenon
and trends of globalization, Wu raised two kinds of models, the model of the reflexive learning society
and the model of the global learning society. By combining the two models, he put forward the model
of the reflexive global learning society. While each model of the learning society mentioned above
focuses on a specific and feasible practice to reach the goal of the learning society, each model has its
own unique perspective and development background. Therefore, their connotation is not the same. As
each country is considering which learning society model to adopt, it should also include factors such as
its own political, economic, social, educational and cultural situations, as well as various backgrounds
and conditions highlighted by various learning society models. This way, the countries can take full
advantages of the different models and reach the ideal of lifelong learning for all.
As mentioned above, any of the ideal models should take into account the particular cultural, political,
social and economic context. Only so can the model be put into practice. The construction of the
learning society should also take localization into consideration. Taiwan’s development model of
learning society is oriented to the top-down state-led model in recent years. As we look into the future,
in order to build a learning society suitable for Taiwan, Taiwan should adopt the model of the reflexive
learning society, which will help mobilize the governmental and non-governmental resources fully and
establish a close partnership between the public and private sectors.

Learning Society Movement: Mobilization of Lifelong Learning for All
In the field of education, although social movements are rare, it does not mean they have never
happened. Examples of social movements include: the effective school movement, which emphasized
good management of schools, environment of schools and learning achievements; the open learning
movement, which advocated the customer-oriented, flexible learning opportunities, usage of science
and technology, self-learning, and development of support system. In addition, the movement for the
de-schooling of society in the 1970s criticized that the schools had become a tool for repression, which
lead to social injustice and dependence blocking the development of their creativity and initiative. In
addition, the content people really need to learn are very limited in school. In response to this, the
scholars of the de-schooling of society movement advocated the deconstruction of school education to
establish a wide network of schools and to provide for all the good learning mechanism, as well as the
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implementation of non-formal learning and informal learning (van der Zee, 1996; Wu, 2000). The idea
shows that learning should cover all spheres of society, rather than be limited in the wall of schools.
However, belittling the value of school education too much would be unfair. In contrast, the idea of the
learning society is more comprehensive, which does not only emphasize the value of school education,
but also take into consideration learning outside the school. Only when learning in different scenes is
not neglected can better learning opportunities and activities be provided to the public. Furthermore,
only so can the ideal of universal lifelong learning be achieved concretely.
The development of the learning society is a learning revolution, cultural transformation and social
change. Learning revolutions involve the change of learning ideas, learning contents and learning
methods, which make learning a life-going process. The successful transformation of learning will
contribute to the construction of the learning society. Cultural changes are related to the shape of new
learning culture. In the process of the construction of the learning society, the development of a new
learning culture has caused much attention. The new learning culture and lifelong learning culture are
closely associated. Many countries view the development process of the new learning culture as a kind
of cultural revolutions in their education reports. Social change is related to the development of new
social patterns. The learning society is a new social mould and the transformation of social structure.
During the process of constructing learning society, social integration, social cohesion and social
solidarity are at the core. An idea of society for all must be put into the concrete practice in the process
of establishing a learning society in order to avoid social exclusion for members of society (Wu, 2000).
In this paper, I raised the concept of the learning society movement and combined this concept with
German to coin a new compound word, “Lerngesellschaftsbewegung". In German many terms can be
combined together. A series of studies on the learning society led to the concept of learning society
movement. The development of the learning society should become a comprehensive social movement,
which is related to the expression of ideas and common action of groups. It is also a continuous process
with specific action strategies and the ideal of aspirations in practices. The learning society movement
would cover the content mentioned above. Therefore, the learning society movement is a kind of
movement establishing and developing a learning society. This social movement should develop
everyone's right to lifelong learning and help achieve the ideal of lifelong learning for all.
The learning society movement is the modern social movement of developing a learning society. All
citizens have the right perspective, viewing the idea of lifelong learning as an integral part of the
modern concept. All citizens possess a positive attitude that learning does not only serve for personal
development, but also for the social progress. The learning society is for all and there are practical
actions of all the citizens. In one’s lifetime, individuals learn new skills, abilities and knowledge
continuously and provide all available resources for mobilizations of lifelong learning. The learning
society movement is a continued citizens movement, aiming at developing a modern learning society
with a continuous expansion of justice, equality and the humanities (Wu, 2000). Mobilization is an
essential element of social movement. Social change is absolutely necessary broad mobilization. It
means that resources must be mobilized to achieve the goal. The more positive the goal orientation, the
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more resources it needs to mobilize to realize the common objectives (Raschke, 1985). The
development of the learning society, on the one hand, is in need of adequate resources to provide
lifelong learning for all; on the other hand, it needs to promote all kinds of resources to be used
commonly for all. In terms of this, all education providers and resources in the field of education should
be fully mobilized with a rational allocation. Additionally, the countries must find a suitable financial
model for lifelong learning. Resource mobilization cannot be carried out if there is no adequate finance
(Wu, 2000). The learning society movement is a broad social movement, and the core is the issue of
equal opportunities and social justice. Equality of opportunity would be able to fight against social
exclusion effectively. Ensuring everyone’s equal opportunities of lifelong learning is the way to
promote social justice. The idea of the learning society belongs to a kind of social ethics. The learning
society will not belong to a specific ethnic or elite group. In the process of constructing a learning
society, the analysis on whether all members of society have equal opportunities of lifelong learning is
necessary. The successful social movements require the close cooperation of the government,
non-government organizations and individuals. The development of learning society still has a long way,
but the ideal of lifelong learning for all is with the possibility. The realization of the objectives needs
active promotion and inputs of the resources, but this is the most significant investment of shaping a
better future for human beings. The promotion of social movements will certainly help achieve the ideal
of the learning society. In particular, a successful learning social movement needs to have sound
strategies and concrete actions.
If the learning society movement is working, it will help make possible the development of the whole
society as a learning system and lifelong learning as a social system. Based on this, a learning society is
the social system full of significance, composed by active learners, learning sites with the
popularization, personalized learning patterns, and diversified learning ways and contents. This social
system is also an open learning network, where the media and the social interaction in this system play
an important role. Various sub-systems, such as schools, libraries, museums, learning centers and other
educational institutions are also playing a vital role. The learning society is a social system in which
learning is life, and life is learning. Through the shaping of the social system, people will enter a new
era of life, which still have not been experienced (Olbrich, 1999; Wu, 2000, 2001b, 2004).
The realization of lifelong learning for all requires extensive learning society movement. The
learning society movement is a kind of movement of lifelong learning for all. Social movement is an
ongoing collective behavior, a new perspective and a progressive idea which promotes a positive social
change (Raschke, 1985; Rucht, 1994; Wu, 2000). If there is no learning, there is no life (Jarvis, 2006).
Social movements are the facilitators of the modernization and social change (Raschke, 1985; Wu, 2000,
2004). Learning can also become a social movement. Learning society is a complex concept, involving
social, cultural, political and economic dimensions, which is not only an educational ideal, but also a
goal of social development. Furthermore, the learning society movement is also a kind of social reform,
and it is closely related to each member in society. The learning society should become a contemporary
social movement, which requires the active participation of all the members and organizations. The
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timing is adequate now, and the concrete practices of promoting the learning society movement can be
implemented.

Conclusion
The establishment of the learning society cannot be accomplished overnight and requires long-term
efforts as well as active management. Since Austria scholar Bednarik and U.S. scholar Hutchins put
forward the concepts of learning society respectively in 1966 and 1968, the learning society has greatly
grown over the years. Although the ideal of lifelong learning for all still has not yet been achieved, the
learning society is a necessary and achievable utopia. With the continuing development of the lifelong
learning trend, the goal will be gradually achieved.
In recent years, the development of the learning society models has caused much attention in
researching the learning society. This paper does not only explore the models of British ESRC, Young’s
four models and Green’s three models, but also propose three new kinds of models, namely, the model
of the reflexive learning society, the model of the global learning society, and the model of the reflexive
global learning society. As we looking into the future, the learning society movement still needs to be
carried out continually in the world so that the ideal of lifelong learning for all will be eventually
realized in human society.
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Abstract
English Foreign Language (EFL) teaching and learning are enjoying unprecedented fronting in
language education in most parts of the world. With the global spread of English and its
acknowledgment as the uncontested international language (Graddol, 2006, Melchers and
Shaw, 2003, Jenkins, 2003, and Crystal, 1997), language education reviews and assessments
are targeting the English language with an interest in making it tailor-fit to the specific needs
of each region, and at the same time to devise policies and strategies to overcome growing
fears of its socio-economic hegemony (Tosi, 2004; Seidlhofer, 2003). The study, conducted at
three levels of EFL classes, underlined the incompatibility between the course expectations
and the implemented teaching methods. The study concludes with a call to integrate functional
approaches to EFL teaching and learning to highlight purposive language use and raise the
awareness of the learners.

Introduction
The European Year of Languages, 2001, promoted the slogan of multilingualism in an effort
to calm the rising concerns and define the relationship of English to other languages,
especially in spheres of education. In post-colonial territories, varied sentiments and objectives
interfere in devising language policies in education. In continents of the New World, the
standardized varieties of English followed ideologically set agendas and objectives, e.g.
British English in Brazil to combat American influence, Cockney in Australia to signal a
separate nationalist identity, etc.

In EFL contexts, reviewed policies are still in pursuit of an ideal model of language education
that can satisfy the needs of EFL learners. Academic English Development programmes
(ADL) (Scalone and Street, 2004) combine Content and Language Integrated Learning (CLIL)
along the five dimensions of culture, environment, language, content and learning. Academic
literacy models (Street, 1996) assumes language education as a set of “atomised skills” that
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are transferable across contexts (Lea and Street, 1999). Traditional teaching practices remain
committed to a structuralist model that focuses on the grammar aspect of language teaching.
English continues to be taught, at best, from the prescriptive perspective that underlines the
importance of abiding by the correct structural rules of the language.

Methodology
The study looks at language education practices concerned with EFL teaching and learning in
Lebanon. Three research teams led by the researcher conducted indepth participant
observation in three EFL classes in one university where English is used as the language of
instruction in beginners, intermediate and advanced levels. The EFL communication skills
courses are service courses to students embarking on studying for major courses developed
wholly in English by the United Kingdom Open University.

The EFL programme builds from initial skills-based curriculum with heavy reliance on
structuralist grammar, transitioning into building ability to use English in varied academic
contexts at the intermediate and advanced levels.

Informants were three groups of 20-25 students of mixed genders and age groups ranging from
20-36. Each group was labelled after its team leader. There is the S team, collecting data from
beginners classes. G team collecting data from intermediate classes. B team collecting data
from advanced classes. The case study was conducted for one academic semester. Each team
attended EFL classes at the assigned level for one semester, taking field notes, collecting
questionnaires and assessment exercises. Periodic meetings were arranged with members of
the research teams to accumulate findings and discuss the progress of research. Interviews
with informants were arranged to seek feedback on interpretation and the ensuing patterns to
authenticate the results.

Findings

2009 HICE Proceedings
Page 4233

One research group finding (S group) was that in beginners’ classes direct grammar
instruction was used that focused on the transmission of rules of grammar and writing.
Teaching agendas had to focus systematically on raising students’ awareness on language
learning strategies and highlight the relevance of the strategy used to the tasks at hand.
Another group finding (B group) was that errors resulted from transfer strategies from L1 to
L2, oversimplification of function words and overgeneralization of L2 rules. Grammar
weakness was the most evident finding of the two groups. Findings of G group were that
receptive and productive aspects of speaking and listening remain undervalued in this EFL
class. Reading and writing tasks take priority.

An overarching category was that the expectations that were drawn for these learners and the
teaching methods were incompatible. EFL learners at university level are expected to function
appropriately in all academic contexts and for all academic purposes, observing the particular
ground rules of operation in a language that is not their mother tongue. This entails ability to
manage the language competently observing its rules of phonology and phonetics and at the
same time varying intonation in relation to the transmitted message, using correct word order
and sentence structure that is also appropriate to the intended message and medium, in short,
using correct structural and phonologic aspects of the language that are compatible with the
intended meaning and the sociocultural context. However, instruction in the three EFL levels
focused on improving reading and writing skills.

Conclusion
The study is in progress but initial findings indicate that methodological challenges bearing on
English in education relate to three main categories: traditional educational practices inhibiting
the emergence of critical appreciation, cultural confrontation and views on the hegemony of
English, rejuvenated reliance on the transmission model and direct instructional
methodologies.

Teaching grammar through communication is one proposed solution with emphasis on
increasing vocabulary and word repertoire, highlighting functionalism in lexis selection, word
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order and sentence analysis, and providing more opportunities for fluency and comprehension.
Examining language and identifying the regularities making up the rules, and testing these in
appropriate sociocultural contexts is more of language appreciation than language teaching.

Preliminary recommendations call for the promotion of functionalism in language teaching
where emphasis is on the functions of the structures and the purposes behind word
combinations. Situating EFL learning and teaching in context would raise learners’ awareness
to the possibilities that exist and the appropriateness of the choices made, thus combining
structural theoretical approaches with functional applied performance. Ignoring the need to
situate EFL in context would freeze EFL learning at the surface level of learning the rules of
the language without gaining the flexibility of varying its use according to the purposes of the
language user and the requirements of the micro context. Building awareness and sensitivity to
the functions of language items in varied combinations would ultimately bring EFL learning
and teaching to higher plane with increased benefits to the learners.

References
Crystal, D. (1997). English as a Global Language. Cambridge: Cambridge University Press
Graddol, D. (2006). English Next. London: The British Council
___________ (2000). The future of English. A Guide to forecasting the popularity of the
English Language in the 21st century. London: The British Council.

Jenkins, J. (2003). World Englishes: A Resource Book for Students. London: Routledge.
Lea, M., and Street, B. (1999) Writing as academic literacies: understanding textual policies in
higher education. In C. Candlin and K. Hyland (eds.) Writing Texts, Processes and Practices
62-81. London: Longman
Mair, C. (ed). (2003). The Politics of English as a World Language: New Horizons in
Postcolonial Cultural Studies. Amesterdam: Rodopi.
McArthur, T. (2004). “Is it World or International or Global English, and Does It Matter?”.
English Today 79, Vol.2, No. 3, pp.3-17.

2009 HICE Proceedings
Page 4235

Melchers, G. and P. Shaw. (2003). World Englishes: An Introduction. London: Arnold.
Murais, J, and M A. Morris (eds). (2003). Languages in a Global World.
Cambridge University Press.

Cambridge:

Pennycook, A. (2006). “The Myth of English as an International Language”. In Sinfree
Makoni and A. Pennycook (eds.) Disinventing and Reconstructing Languages. Clevedon:
Multilingual Matters, pp.90-115.
______________ (2006). “Postmodernism and Language Policy”. In Thomas Ricento (ed.)
An Introduction to Language Policy: Theory and Method. Oxford: Blackwell.
______________ (2006). “Global Noise and Global Englishes”. In Cultural Studies Review
9 (2), pp.192-200.
Phillipson, R. (2003). English-only Europe? Challenging Language Policy. London:
Routledge.
Phillipson, R. (2004). “English in Globalization”, Journal of Language, Identity and
Education 3 (1): 73-84.
Scalone, P. and Street, B., (2004). Academic Language Development Programme. In
Reconfiguring Europe: The Contribution of Applied Linguistics, BAAL Vol. 20. London:
Equinox .
Seidlhofer, B. (2003). A Concept of International English and Related Issues from Real
English To Realistic English. Strasbourg: Council of Europe Language Policy Division, DG
IV.
Street, B. Academic Literacies. In D. Baker, J. Clay and C. Fox (eds.) Alternative ways of
Knowing. London: Falmer Press.
Sysoyev, P. (2001). “Developing an ESP Course: A Framework for a Learner-Centred
Classroom”. The ESP Newsletter, No.1, pp.4 –7 .
Tosi, A. (2004). The Devil in the Kaleidoscope. In Reconfiguring Europe: The Contribution of
Applied Linguistics, BAAL Vol. 20. London: Equinox .
Ulrich, A. (2003) “Globalization and the Non-Native Speaker: Overcoming Disadvantage”. In
Humprey Tonkin (ed.) Language in the Twenty First Century. Philadelphia: John Benjamin.

2009 HICE Proceedings
Page 4236

PERCEPTION TOWARDS THE MANAGEMENT OF CONTINUING
EDUCATION IN MALAYSIAN POLYTECHNICS

BAHAROM MOHAMAD
baharom@uthm.edu.my

Faculty of Technical Education, University of Tun Hussein Onn Malaysia
RASID JAMIAN
arasid@.educ.upm.edu.my

Faculty of Education, University Putra Malaysia
JOHDI SALLEH
johdi@iium.edu.my

Faculty of Education, International Islamic University of Malaysia
HASANNI DALI
hasani@uum.edu.my

Faculty of Education, University Utara Malaysia
Hafizah Bt Omar
fizah_pzah@yahoo.com

ABSTRACT
Continuing Education (CE) means continuous learning activities that have been
carried out and it’s referred as learning activities that being done by adults. In conjunction, CE
management in higher education institutions are considered as an important process to ensure
the objectives aimed achieved. The purpose of this research is to know the ideal management
concept to be adapted in the current CE schemes in polytechnics. Thus, it can be useful as
guidance in CE managements. This research involved 56 respondents who served at CE &
Training Unit in Polytechnics. 4 out of 23 polytechnics were chosen to represent all
polytechnics in Malaysia and those are Politeknik Ungku Omar, Politeknik Kota Bharu,
Politeknik Sultan Salahuddin Abdul Aziz Shah and Politeknik Johor Bahru. A quantitative
and descriptive research has conducted by using a questionnaire as a main instrument for data
collection. Based on 3 research questions, the data from first and second research question
were analyzed with percentage and mean score method aided by SPSS 11.0 (Statistical
Package for Social Science, Version 11.0). While the third research question is answered by
the analysis and synthesis of the first and second research question. Finding showed that the
management trait being practised by the staffs extent at high level mean score with 3.60 value.
Subsequently, findings of 3 parts of managements are; the future mission element seems the
most important item to form a management with the highest mean score with 4.05, the
analysis of strength in program organizing with 4.04, and the participant’s requirements for
CE with the lowest mean score with 3.91. Researcher should take into account the
respondent’s feedback and proposal in order to develop the trait of CE.
KEYWORDS: Continuing Education, training, management, polytechnic, concept.
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INTRODUCTION
In the progressive development of the country, education is seen prominent to produce
an intellectual, spiritual, physical and emotion in positive manners. In this case, the role of an
education in the country need to be revised and updated and should emphasis on the task to be
done (Mahathir, 1988). In considering the current development trend, and the previous
education roles, it seems requires a full commitment and there is a need to re-evaluate in order
to create a competitive Malaysian. Thus, the education system revision and restructuring
especially in management wise is seen the only way to bring up Malaysia to the certain extent
ahead.
In order to make it true, CE is seen one of the crucial part to be revised. Inline with the
reason of continuous education concept has been emphasized in develop country (Hassan,
2003), CE in Malaysia should be reviewed especially for management of CE at polytechnics.
This effort certainly a big deal and at the same time it is said to be necessary to ascertain to
achieve the goals of CE.

LITERATURE REVIEW
The quality educations ensure the relevant of it with the current market and
subsequently capable to face with the circumstances of raising challenge and international
competition (Abdullah, 2006). The outcome of the quality educations are the individual with
the knowledge and skills which capable to bring Malaysia towards 2020 mission. Education is
the best platform to create progressive society based on sciences and technology and
humanity. These factors stimulate Malaysian to grabs the opportunity to acquire the higher
level of education respectively. Inline with the democratic education, CE seems taking in
place in Malaysian education system.
According to Hassan (2003), CE constitute programs for increasing knowledge, skills
and competencies whether in the formal method in schools, vocational training centers, or
informal method base on experience in the workplace. Even though experience informally
being a lesson, the current modern facilities and advance tools that applied in education firm,
is seen attractive and would encourage the necessary to further study to the higher level.
Inline with the encouragement, the polytechnics development were found rampant.
Seeking information from Europe, CE sector started in Europe in a year 1988 and
1992. Daries (1997) said that university in Europe are the institution of CE which offer the
course based on student needs. The reason of proclaimed is to give chances to whom that
never get a chance to further their studies in any field that interest them. In other words,
continuing of a professional development and re-training are an important component of CE
that contributed to the increasing needs of expertise. Therefore, the involvements from
societies are needed to achieve the objective of CEs. The effect of changing in science and
technology aspects even sociology made a changes is a way of things done focused on CE.
Difference circumstances can be seen in china, where the CE was introduced earlier in
1980s. Thus, the CE purportedly for updating knowledge for the specialist staff such as
technical managers, engineering technicians, those in hospitals, and also some social sciences
specialist (Xiao Chen, 2008). However, according to the researcher, the percentage of people
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who receive CE is very low and at the same time the quality of it not as developed as other
education sectors. This is the main problem of the current CE scenario in China.
Western countries have established on CE since early 1900s. According to Irene
(2005), the movement and creation of workers colleges are only provides opportunity to the
certain extent of elite people. Aimed for possible working classes adults to access education
and skill, it becomes a line path for the current climate in CE whereas tends to improve
quality of life. For decades CE has made the difference nowadays it’s open for adults, the
poor, the discriminated against, the place-bound, and the time constrained (Irene, 2005).
In Malaysia, educations become prominent for younger generations to achieve the
development, advancement also country’s aspiration. In global aspects, CE concepts are not a
new concept in country’s education systems. CE, further education, all-life education, adult
education and repeat education are all the same usage of terms in CE (Che Azlina, 2005). CE
purposely to provide a chance to whom that not eligible to further studies to the next level for
post secondary students. These will provide an opportunity to interact, discuss vis-à-vis to the
lecturers to improve in terms of sharing of knowledge, information and ideas. Even though
experience and knowledge can’t be learn in a normal ways as well as in a formal method in
trainings, education still shows prominent role in establishing the existence of experience.
Base on the opinion mentioned above, CE can be simplified into two process:a) Learning process for a person in a continuously whether for
improvising skills or career development in a certain field now or in
a future.
b) Learning process for a person will never end even after leaving
formal school days to improve their knowledge.
(Hassan, 2003)
The CE currently available at most of the universities in Malaysia including
University Tun Hussein Onn Malaysia (UTHM), University Technology Malaysia (UTM),
University Kebangsaan Malaysia (UKM), University Science Malaysia (USM), University
Malaysia Perlis (UNIMAP), University Malaysia Terengganu (UMT) and University
Teknikal Malaysia (UTEM). The special department was established on each university to
manage all the CE matters. In encouraging participation from society, CE was also offered at
polytechnic level.

Polytechnics Background

The polytechnic education was introduced in Malaysia by Colombo Plan 1969 with
the first polytechnic named Politeknik Ungku Omar, Ipoh (PUO). The built of the PUO was
strengthening thru a resolution agreed by the cabinet ministry in the Malaysian Education
Implementation (1979) and National Industrial Plan on 1985 – 1995. The committee of
cabinet meeting pertaining to training scheme (1991), again giving the opportunity to add
more polytechnics with courses offered to semi professional in engineering, business and
hospitality field. The courses offered at polytechnics purposely to fit the latest training and
knowledge from the theory to practical aspects for individuals who have gotten experience in
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working to make them ready and aware of challenging in globalization era (Nurul Najwa,
2004).
Nowadays, 24 polytechnics have been operated to offer courses to a semi professional
field in engineering, business, hospitality, ICT, and services and being an alternative to higher
education for post secondary student. From the statistic report for the year 2006, 35216
students have been undertaking certificate and 44566 students for diploma in various
specialists. The polytechnics are under Ministry of Higher Education and governed by Jabatan
Pengurusan Politeknik dan Kolej Komuniti (JPPKK) which established on 2005.

Management in CE
Inline with the efficient and effective management of CE, a scientific management in
organization seem vital to ensure the aimed of education is achieved herewith country
mission. Scientific organization includes planning, organizing, governance and functional
control and activities (Petridou, 2001). These combinations will facilitate the organization
objectives to yield and outcomes or services as required by customers. In education institution
perspectives, a systematic education is mentioned as education organization that offers a
method and stipulating condition to achieve satisfaction of vocational requirements for formal
education firm as fine as informal education to participant and generally for society (Petridou
dan Chatzipanagiotou, 2004).
To avoid overlapped in courses offered, special department in organization need to be
established. A giant organization like polytechnic should establish special department to cater
on the matters pertaining to CE similar with university in order to get the confidence and trust
from society on the courses offered (Hashima, 2006). Confidence and trust is another matter
to be discussed and the department itself has undertaken much effort to ensure CE has always
to be prominent as an alternative way to improve skills especially in vocational. For instance,
Juha (2005) in his research titled the “Implementation of Strategies in CE” cited that grade
card approach was used when implementing CE strategies. The implementation strategies
aimed to 4 perspectives which are costumer, financial, internal process and learning. The card
approach was used widely in higher institution and with the minimal modification it can be
ideal for another public institution. Thus, the strategies could standardize at all level of
institution for CE.
Notwithstanding the CE in Malaysia has been established and properly managed under
efficient governance, there still a persistence and continuity need on the current CE
management to be re-evaluated and seeing the management trait on the move. This certainly
important to ensure on the implementation of CE could yield a proper outcomes as what was
stipulated and sought.
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PROBLEM STATEMENT
Although CE is not a new concepts in current education systems, there still no
stipulated outline yet to be established to standardize it at all level in CE management wise.
In fact, everybody knows that the management culture among managers becomes one of the
key successfulness indicators to the program (Abdul Ghani Abdullah, Tang Keow Ngang dan
Abdullah Sani Yahya, 2005). Most of the directors of CE currently were not the specialist on
the subject matters field area. Hence, the management trait being practiced was based on their
own way. Changing in education system is impossible to be avoided due to the demand of the
education system to be relevant to fix with the current and future needs (Abdul Aziz Yusof,
2006). These statement corroborated by Wong (2005) cited that in accommodating the
changing in CE, leadership style that applied must applicable with the current development.
However, the current management trait of CE especially at polytechnics is found uncertain.
Therefore, this study was conducted to find the answer on the several questions pertaining to
CE at that particular firm.

RESEACRH QUESTION
The research questions are:i.
ii.
iii.

To what extent the management of CE in Malaysian polytechnics?
What is concept currently applied for the CE management in Malaysian
polytechnics?
What is the shape of the CE management in Malaysian polytechnic?

RESEARCH OBJECTIVES
There are three objectives to achieve research goal. The objectives are:i.
ii.
iii.

Identify the CE program in Malaysia’s Polytechnics.
Recognize the appropriate management method to be used in Malaysia’s
Polytechnics.
Improve CE management method for polytechnics in Malaysia.
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RESEARCH SCOPE
These researches are focusing on the CE management at polytechnic in Malaysia to
configure the suitable management concept, furthermore to upgrade it. This research involves
only CE and training unit’s staff that involved with CE management. The conceptual
framework as shown on the figure 1.0:

Fomulation
Strategy

Strategy
Implementation

Strategic
Management
Concept
Configuration of a
vision, mission and
current strategy
Internal and
external audit

Evaluation
Strategy

Mission and
objective
development

Contunuing
Education
Management
Future mission
aheaded
Analysis on a
strength in
programme
organizer
Advanced education
participant’s needs

Figure 1.0 : Research Conceptual Framework

METHODOLOGY
This is quantitative research with questionnaire as an instrument for data collection.
Wiersma (2000) mentioned that data from respondent can be collected in a short period and
the response on the items is consistent compares to other methods. 4 polytechnics were
selected to represent all polytechnics in Malaysia. According to Chua (2006), in order to
choose respondents accord to sampling procedures, researchers allow to arrange their
combination creatively without any mistake in every sampling procedures. This research is
done at 4 public polytechnics which are Polytechnic Ungku Omar (PUO), Polytechnic Johor
Bahru (PJB), Polytechnic Kota Bahru (PKB), and Polytechnic Sultan Haji Ahmad Shah
(POLISAS) which cover up regional of four areas at north, south, east and west of Malaysia.
The questionnaires were administered by the officer that stationed at every department in
polytechnics. The departments involved are Electrical Engineering Department, Mechanical
Engineering Department, Civil Engineering Department, Trade Department and Science
Computer Mathematical Department. Subsequently, the data analyzed aided by SPSS version
11.0 software (Statistical Package for Social Science, Version 11.0) to find the mean score
and related figures.
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RESEARCH FINDINGS AND DISCUSSIONS
Research findings structurally made based on three-research question, the first and the
second research question were analyzed using percentage and mean score. First research
question consist of 11 items while the second research question comprised of 30 items
proposed and open ended question were used to get staff opinion pertaining to CE
management. While the third research question is answered by analysing and synthesizing the
first and second research findings.

According to first research question:
CE Management Practice in Malaysian Polytechnics

The CE management practice based on Henry Fayol's principal is at high level with an
average mean score with 3.60. The range from the highest 4.16 and 3.68 worded
“encouraging staff of CE and Training Unit to understand clearly the vision, mission and
objective” to “CE and Training Unit gives the freedom to the employees to make decisions.”
The details finding for all items are shown in the Table 1.0.
Table 1.0: Mean score for management practice
No

Item

Score
Mean

The management of CE :
Freedom to make decision

STS

TS

KS

S

SS

F

0

2

18

32

4

%

0

3.6

32.1

57.1

7.1

F

0

0

7

46

3

%

0

0

12.5

82.1

5.4

F

0

0

11

42

3

%

0

0

19.6

75

5.4

F

0

0

8

41

7

%

0

0

14.3

73.2

12.5

F

0

0

7

33

16

%

0

0

12.5

58.9

28.6

F

0

0

3

44

9

%

0

0

5.4

78.6

16.1

F

0

0

8

39

9

%

0

0

14.3

69.6

16.1

1

2

3.68
Emphasis on the staff to know the mission even
the task stipulated accordingly to unit
Clarifying the future to be develop together

3.93

3

4

5

3.86
Clearly communicate regarding unit’s future
planning
Encouraging stuff to know the mission and
objective clearly
Futuristic in unit development strategies

3.98

4.16

6

7

4.11
Provides training and staff development to all
CE management

4.02
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8

Provides incentives to those involve in CE
program
Assimilate and futuristic as required

F

0

2

12

36

6

%

0

3.6

21.4

64.3

10.7

F

0

0

8

39

9

%

0

0

14.3

69.6

16.1

F

0

0

5

43

8

%

0

0

8.9

76.8

14.3

F

0

1

13

38

56

%

0

1.8

23.2

67.9

7.1

3.82

9

10

11

4.02
Involves staff in any work planning that will be
embarked
Surface insight planning for long term and short
term based on 1 – 2 years ahead
Average

4.05

3.80
3.60

Although management for CE staff’s showed that the practice are at high level, the
ample improvement seems required in order to bring CE outcome being recognized.
According to the finding, the freedom given to the staff in making decision is considered the
best way in democratic organization, even the staff responsible for their task assigned, but
they are also the first level customer services who communicate with the participant during
program is on the move. Whittington (2001), agreed that the theory mainly to deliver
information that requires, the first step to be done, and the outcome of expected results. The
individual within organization will much more understand the organization goals. Therefore,
the step to allow staff involves in planning and stating mission was seen as the best method
towards organization goals. Herein, the good communication practice plays vital roles.

According to the second research question:
Further Education Strategic Management Concept Suitable for Malaysian Polytechnics

The finding on the research question obtained from strategic management concept,
referring to the answers given by the respondent in part B, C and D in the questionnaires. The
findings respond to the second research question was divided into three parts, which is
planning program strength analysis, future direction of the mission and continued education
entry requirements.
Finding for that the lowest mean score at 3.86 showed that the respondents disagree
with the statement claimed that the CE management capable to achieved “no defect” in
managing CE. While the highest at 4.20 mean score agree that the CE management assessing
the efficiency once a year. The rest items mean score are shown in the Table 2.0
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Table 2.0: Mean score for unit strength
Score
No

12

13

14

15

16

17

18

19

20

21

22

Item

ST
S

TS

KS

S

SS

F

0

1

12

37

6

%

0

1.8

21.4

66.1

10.7

F

0

1

5

39

11

%

0

1.8

8.9

69.6

19.6

F

0

0

9

41

6

%

0

0

16.1

73.2

10.7

F

0

1

8

40

7

%

0

1.8

14.3

71.4

12.5

F

0

0

8

32

16

%

0

0

14.3

57.1

28.6

F

0

0

9

35

12

%

0

0

16.1

62.5

21.4

F

0

0

7

35

14

%

0

0

12.5

62.5

25

F

0

1

6

35

14

%

0

1.8

10.7

62.5

25

F

0

0

4

37

15

%

0

0

7.1

66.1

26.8

F

0

0

5

43

8

%

0

0

8.9

76.8

14.3

F

0

2

9

34

11

CE management capable to achieved “no defect”

There still ample space to be efficient all staffs in
institution.

3.86

4.07

Sufficient resources in institution for the staffs

3.95

The resources usage yields maximum revenue

3.95

CE management encourages sharing unit’s mission

CE management acquires information from others
department regarding the required program.
CE management allocates time to staff to get ready
for any upcoming program.
If there is a changes made such as technology, new
method will be introduce by CE management to
increase performance
Customer requirement analysis was made once a
year to ensure the program effectiveness.
The courses evaluation was made at least thru
participant feedback
The management always concern on the courses
offered to fullfill the local community requirement
that frequently change.
Average

Mean

4.14

4.05

4.13

4.11

4.20

4.05

3.96
%

0

3.6

16.1

60.7

19.6
4.04
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While for the current and future focuses showed that the mean score at 4.16 depicted
that the staff strongly agree on appropriate financial planning before certain program were
introduced. Followed by the staff who ascertain on understanding and having own description
of the task with mean score 4.14. However the lowest mean score at 3.89 clearly portraying
that the CE management was lack in planning pertaining to the availability of market
prospect. Overall conclusion, most of the respondents are agree with the items listed in
questionnaires. The details findings showed in the table 3.0.

Table 3.0: Mean Score for current and future focuses
No

Item

Score
Mean

The CE management:
23

24

25

26

Concern on the current issue about program
hosting for future term.
Doing survey to fulfill community requirement
currently and future
Taking into concern on the problematic for the
participants
Ensures staff to understand and having self
description about respective task

Own a mission to be achieved on each program

STS

TS

KS

S

SS

F

0

2

3

41

10

%

0

3.6

5.4

73.2

17.9

F

0

0

5

48

3

%

0

0

8.9

85.7

5.4

F

0

4

7

35

10

%

0

7.1

12.5

62.5

17.9

F

0

0

5

%

0

0

8.9

67.9

23.2

F

0

0

5

41

10

%

0

0

8.9

73.2

17.9

F

0

0

5

39

12

%

0

0

8.9

69.6

21.4

F

0

4

8

34

10

%

0

7.1

14.3

60.7

17.9

F

0

0

7

33

16

%

0

0

12.5

58.9

28.6

F

0

0

10

33

13

%

0

0

17.9

58.9

23.2

F

0

0

10

%

0

0

17.9

4.05

3.96

3.91
38

13
4.14

27

4.09
Clearly define the aimed of the hosted program

28

4.13
Planning on the current market prospect

29

30

3.89
Planning the financial matters before holding
program
Clearly define the future to be pursued

4.16

31

4.05
Clear with the objective of CE management

30

16

32

4.11
Average

53.6

28.6
4.05
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For the last management concept, regarding the management effort to fulfill the
continuing education participant requirement and the necessary step to ensure the
successfulness of program deployment. Referring to the table 4.0, the promotion, facilities
and the strategy in implementing plays vital roles for CE management to attract participant in
hosting program. These element ensure the teaching and learning instrument can be used
before the program to begin with the higher mean score 4.18. Meanwhile the arrangement of
workshop facilitate the implementation of practical exercises with mean score 4.02. The
lowest mean score at 3.75 shared between the promotion and IT facilities. The conclusion is
the overall mean score at high level with mean score 3.91depicting the agreement of
respondent on the statement given. The details are shown in the table 4.0.

Table 4.0: Mean score for Management effort
No

Score

Item
The CE management :

33

34

35

36

37

Disseminate activities in promoting the program
(advertisement, newspaper, internet and brushers).
Participant were given an information regarding
the program during enrolment
Ensure the teaching and learning instrument cabin
a good condition before begin session
Practical can be done with the sufficient
instruments
Workshop arrangement in a proper way to
facilitate the practical exercise implementation
Ensure sufficient IT usage

Me
an

ST
S

TS

KS

S

SS

F

2

0

14

34

6

%

3.6

0

25

60.7

10.7

F

0

2

13

31

10

%

0

3.6

23.2

55.4

17.9

F

0

0

7

32

17

%

0

0

12.5

57.1

30.4

F

2

2

10

%

3.6

3.6

17.9

53.6

21.4

F

2

0

8

31

15

%

3.6

0

14.3

55.4

26.8

F

1

1

15

33

6

%

1.8

1.8

26.8

58.9

10.7

F

0

0

10

43

3

%

0

0

17.9

76.8

5.4

F

0

0

9

42

5

%

0

0

16.1

75

8.9

F

0

0

10

37

9

%

0

0

17.9

66.1

16.1

3.75

3.88

4.18
30

12
3.86

4.02

38

3.75
To know the lack defect of the strategy chosen

39

3.88
To minimizing the threats

40

3.93
Recognize the resources to be develop

41

3.98
Average

3.91
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In conclusion, the level of CE management for CE participants are at low level with
mean score 3.91 whereas, the staff agreed that by providing their requirements will attract
more participants to join the program. The future mission element showed the highest mean
score with 4.05 for mean score value. This demonstrated that the staffs still need a maximum
supervision from the head of the unit to assist them. Table 5.0 shows the mean score for the 3
concept discussed previously.

Table 5.0: Management Proposal Schedule

Management Proposal
Strategic Management
(mean score)
Future Direction of the Mission

4.05

Planning Program Strength Analysis

4.04

Continued Education Entry
Requirements

3.91
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Perception Towards Continuing Education Management In Malaysian Polytechnic
Continuing Education Management structure in Malaysian Polytechnics

This section will incorporate the finding from items that were answered by the
respondents to develop the strategic management concept from the first and the second
research question findings. The organization mostly emphasized on vision, mission and
strategy. These elements should be identified and comprehended by each employee in order to
achieve organizational goals. Therefore, researcher has divided the strategic management
concept into three parts which are planning program and strength analysis, future direction of
the mission, and continuing education entry requirements. The diagram depicted as figure
2.0.

Future
Direction Of
The Mission

Vision, Mission
and Strategy of
Program

• Financial Allocation
• Deskritif Staff Work
• Proposition Deep Current
Issues Programme To
Think Future
• Proposition Deep Current
Issues Programme To
Think Future

Planning
Program
Strength
Analysis

• Efficiency
• Improvement For The
Management
• Resource Use
• Deep Environmental
Analysis Organise One
Programme

Programme
Evaluation

Continued
Education
Entry
Requirements
• Promotion
• Facility Offered
• Strategy In The
Implementation
Programme

Figure 2.0: Strategic Management Concept
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CONCLUSION AND SUGGESTION
The level of management practice among further education staff is at high level. This
indication shows most of respondents agreed with the Henri Fayol management practice.
They agree when given the opportunity to decide, will result in the best decisions for all.
While for the strategic management concept, respondents agreed that the successfulness of
CE program is depending on the aspect of entry requirements.
In conclusion, we have found that CE management is greatly needed particularly in
this age. Nevertheless, management process totally depends on the indeed and serious
participation from staff who involve in CE management. Therefore, researcher suggests that
this finding should be taken as basic guidelines on structuring program, the staff would
encourage to provide full commitment and cooperation towards CE management for
respective institution and finally the concept of strategic management introduced being used
by CE management as an input to redesign and standardize at all level and institutions.
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ABSTRACT
This study was conducted purposely to identify the level of its feasibilities study based on the
motivations aspect, constraints and using information technology skills from students’ perception,
to identify the relationship amongs the aspects and to identify students’ feedback towards the
suggested design product of Virtual Supervisory System prototype. This descriptive research was
conducted among the third semester session 2007/2008 of Master’s students in Technical and
Vocational Education in Fakulti Pendidikan Teknikal, Universisti Tun Hussein Onn Malaysia. A
total number of 134 respondents were selected using random sampling. The research instrument
is a set of questionaire developed based on the stipulated objectives of the study. The data
analysed using the SPSS 13.0 for Windows Software (Statistical Package for the Social Science).
The analysis described in terms of mean score and the hypothesis was then tested using Pearson
correlation and One-way ANOVA test. Finding shows that there exist the needs in developing
this Virtual Supervisory System method for students’ convenience to conduct the research project
in more proper way. A number of suggestions have been made in order to increase the
feasibilities study of Virtual Supervisory System to the next phase.
Keywords: Virtual, supervisory, system, feasibilities.
Introduction
Virtual supervisory system is a system which need a supervisor to supervise people by virtual or
long distance. Virtual or long distance mean supervision need a medium intermediate namely
internet. Internet application cause a big change to education world. It starts with blackboard,
whiteboard, OHP, and finally the latest is by online or electronic learning (Karl dan James, 2006).
Nowadays, there much educational website says that they serve an electronic learning
programme. But, willing to Linda C. Joseph, a researcher from Columbus (Ohio) Public School,
she said that e-learning is not just emphasize to send or receive notes but it actually must be fulfill
with a forum or discussion from both sides, teacher and students.
Problem Statement
In Universiti Tun Hussein Onn (UTHM), all second and final semester students in
Masters of Technical and Vocational Education have to carry out a Master Project (Graduate
School Act, 2005). In the process of carrying out this task, the students facing with a
conventional method where they have to see their supervisor by face to face at least once a week
to discuss about their project. The students also need to record their meeting in a book call log
book.
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Due to Percival dan Ellington (1988), conventional method is a method which students
need to see their supervisor at the time fixed. From the survey done by researcher ask about this
method to some masters student, they told that this method is quite difficult because they need to
see their supervisor every week, on the time fixed. They told that they have a problem like time
consuming, sometimes lecturer is outstation and transportation.
Purpose of Study
This study was conducted purposely to identify the feasibilities of virtual supervisory
system in Universiti Tun Hussein Onn Malaysia (UTHM) as an alternative method to graduate
student which undertake research to deal with supervisor respectively. This study also done as an
effort to spread the use of e-learning method in an education field especially for higher
institutions (IPT).
Objectives
The first objective is to study the feasibilities of virtual supervisory system from three
aspects that are motivation, constraint, and Information Technology skills. The second objective
is to know the students’ feedback of virtual supervisory system prototype design. The third
objective is to study the association of three variables that are motivation, constraint, and
Information Technology skills towards the feasibilities of virtual supervisory system. The forth
objective is study the different level of motivation and Information Technology skills towards the
feasibilities of virtual supervisory system relate to students’ first degree field.
Scope of study
Supervisory concept is limited to lecturer supervisory concept for Masters Project
carrying out in Masters of Technical and Vocational Education in UTHM. The sample used is
Masters of Technical and Vocational Education student 2007/2008 batch. the feasibilities of
virtual supervisory system. the feasibilities of virtual supervisory system is focused from three
aspects that are motivation, constraint and Information Technology skills.
Significance of study
This study is benefit to:
(i)

Educational Institutions
As a guide to Educational Institutions to upgrade the conventional method to a
more effective method of educational through a using of information and communication
technology in future.
(ii)

Lecturers
As a guide to lecturers for prepare a learning and teaching which can give a
maximum effect to student besides to make both parties is more easier.
(iii)

Students
As a guide to students who interested in virtual learning to make preparing from
both physical and mental.
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(iv)

Programmer

As a guide to programmer for prepare a specific system followed a requirement
of prototype.

Virtual Learning Concept in Virtual Supervisory
Virtual learning is a learning which happens in a cyber space. Virtual Supervisory can be
related to existing virtual learning concept in Malaysia which called Online Learning, Virtual
Learning, or E-Learning. All these virtual learning concept use an internet as a platform (Porter,
1997). Virtual learning will become a learning technology trend in the future base on the
technology benefit like teleconference video, teleconference audio, e-learning, interactive CD and
others is begin used in higher institutions.
Internet's Need In Virtual Supervisory System
Internet or net is a widest computer network in the world. Virtual Supervisory System
needs an internet network as a medium to enable data exchange between two or more individuals
happened. Supervisor also can supervise students’ activity at anytime. This is because internets
foster a computer linkage which scattered in this world to enable two-way communication and
information exchange freely and easily (Clark, 1996).
Electronic Learning Portal (E-Learning)
E-Learning is one of a famous website which allows lecturers and students share data and
makes two ways communication. E-Learning is also known as learning based website. ELearning is become a widely solution in spreading a learning process (Ching Poon, Lock-Teng

Low dan Gun-Fie Yong, 2004). Learning based on website is combination of online and
knowlwdge management (Rosenberg, 2001).
Sample of study
The population under study is as many as 188 Master of Technical and Vocational
students for the final semester students that have taken Master Project 2. Therefore, 126
respondents were selected to represent the sample of study based on Krejcie and
Morgan’s table.
Instrument
The instruments used in this study are questionnaires. The questionnaire
contained four parts, namely Part A, Part B and Part C. Part A contains items built on
demographic features. Part B contains items about students’ perception towards feasibility
of virtual supervisory system from three aspects that are motivation, constraint, and Information
Technology skill, Part C contains an assessment for virtual supervisory system prototype
design and Part D contains an open question about general question, comment and

suggestion. A researcher uses Likert Scale from Wiersma (1995) in Part B which the
format is in Table 3.1.
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Table 3.1: Likert Scale Measurement Table
Agreement level
Short Form Scale
Very Agree
SS
5
Agree
S
4
Less Agree
KS
3
Not Agree
TS
2
Very not agree
STS
1
(Source: Wiersma, 1995).

Data Analysis
Data is analyzed using descriptive statistic. The summary of the questionnaire
parts shows in Table 3.2.
Table 3.2: Summary of the Questionnaire Parts
Part
Part A
Part B

Part C
Part D

Demographic features
Students’ perception towards feasibility of virtual

Data Analysis
Percentage

supervisory system from three aspects: motivation,
Mean score
constraint, and Information Technology skill.
An assessment of virtual supervisory system prototype
design
Mean score
Open Questions
Percentage
The association between motivation, constraint and
Information Technology skill among students towards Correlation
feasibility of virtual supervisory system.
Pearson
The different level of motivation and Information One Way Varians
Technology skills towards the feasibilities of virtual Analysis
supervisory system relate to students’ first degree field.
(ANOVA)

Mean Score
All items in Part B and Part C is analyzed using mean score method. Researcher uses
Wiersma (1995) model to determine mean score level. Mean score interpretation shows in Table
3.3.
Table 3.3: Mean Score Interpretation.
Mean score
1.00 - 2.49
2.50 – 3.49
3.50 – 5.00

Feasibilities Level
Low
Moderate
High
(Source: Wiersma, 1995).

Correlation
Correlation test is done to see either exist or not the association between variable, the
level of the association and also positive or negative sign (Hishamuddin, 2005). There are three
variable that are motivation, constraint and Information Technology skill. Correlation

coefficient from Chua Yan Piaw values is shown in Table 3.4.
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Table 3.4: Correlation Coefficient Value Description
Saiz Pekali Korelasi (+ atau -)
Kekuatan Korelasi
0.91 hingga 1.00
Very high correlation
0.71 hingga 0.90
High correlatin
0.51 hingga 0.70
Average correlation
0.31 hingga 0.50
Low correlation
0.01 hingga 0.30
Very low correlation
0.00
Do not have correlation
(Source: Chua Yan Piaw, 2006).
One Way Analysis of Varians (ANOVA)
One way ANOVA is used to make mean comparison for three or more variables
(Hishamuddin, 2005). This method is used to see the different level of motivation and
Information Technology skill among students towards virtual supervisory system base their first
degree field.
Prototype Development Process
Virtual supervisory system prototype or ‘E-Supervisor’ is developed for fulfill the
interaction needs between supervisor and student by virtual. The researcher use ADDIE model as
a prototype development design in this system. The step involve in ADDIE (Rossert, 1987)
model is shown in Figure 3.1.

PHASE 1
Analysis

PHASE 2
Design
PHASE 3
Development
PHASE 4
Implementation
PHASE 5
Evaluation

Figure 3.1: Design process by ADDIE model.
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(i)

First Phase – Planning and Analysis

Planning and analysis is a critical aspect to develop a good prototype system. This phase
will allow a designer clearly understand the rules and criteria of the project. The main objective
of this prototype is to develop a material which can support teaching and learning process
effectively and to produce an Information Technology skillful students.
(ii)

Second Phase - Design

There are several step involve in this phase like determine the implementation by Story
Board and also determine the software and hardware. The software used is Macromedia
Dreamweaver MX 2004 and the hardware is the basic one, computer with a suitable specification.
(iii)

Third Phase – Prototype Development

The basic needs to develop the prototype is use an aplications like basic programming,
writing and graphic without using of audio, video and else. A good prototype must has several
criteria like user manual, content, and diversity.
Virtual supervisory prototype development using an Open-ended approaches. The main
objective of this prototype development using an open ended is to produce a system that finally
will function to user. The process involve is shown in Figure 3.2.

1

Identify user
request

2

Develop
prototype

3

Accepted
prototype

No

Yes
4

Use
prototype

Figure 3.2: Virtual Supervisory Prototype Development Using an Open-ended Approaches
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(iv) Forth Phase - Implementation
After design process, the prototype needs to be present to test the effectiveness and also to
identify any problem which is not aware during design and development phase.
(v)

Fifth Phase - Evaluation

An evaluation phase involves a feedback from user from its content, strategy, graphic,
interface and other factors. This feedback collected by supervisory, test, questionnaire form and
interview.
Findings
The findings are divided into five analyses:
1.1
1.2
1.3
1.4
1.5

Demographic features analysis
Score mean analysis
Correlation Pearson Analysis
One Way ANOVA analysis
Open Question analysis

Demographic features analysis
This part is a finding of Part A questionnaire form. Demographic data are about gender,
field during respondents’ first degree and residential area.
(i)

Gender
Total number and percentage of respondent by gender is shown in Table 4.1.
Table 4.1: Number and percentage of respondent by gender (N=134).
Jantina
Lelaki
Perempuan
Jumlah

Bilangan
31
103
134

Peratusan (%)
23.1
76.9
100.0

Base on the table, there just 31 male respondents (23.1%) and 103 female respondents
(76.9%).
(ii)

Field of First Degree
Total number and percentage of respondent by field of first degree is shown in Table 4.2.
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Table 4.1: Number and percentage of respondent by field of first degree (N=134).
Gender
Male
Field

Civil Engineering

Number

21

3.0%

12.7%

15.7%

12

12

24

9.0%

9.0%

17.9%

8

28

36

6.0%

20.9%

26.9%

6

29

35

4.5%

21.6%

26.1%

1

17

18

.7%

12.7%

13.4%

31

103

134

23.1%

76.9%

100.0%

Number
Percentage (%)

Electrical Engineering

Number
Percentage (%)

Information Technology

Number
Percentage (%)

Others

Number
Percentage (%)
Number

Total

Percentage (%)

Total
17

Percentage (%)
Mechanisal Engineering

Female
4

Findings shown that majority of respondent are from Electrical Engineering by its’
number of 36 respondents and the percentage is 26.9%. The second highest is from
Information Technology by its’ number of 35 respondents and the percentage is 26.1%.
The third and forth is from Civil Engineering and Mechanical Engineering by its’ number
of 21 respondents (15.7%) and 24 respondents (17.9%). The others field is from
Accounting, Mathematics, Architecture, Trading and else is 18 respondents (13.4%).
(iii) Residential Area
Total number and percentage of respondent by residential area is shown in Table 4.3.

Table 4.3: Number and percentage of respondent by residential area (N=134).
Gender
Male
Living

Melewar College Number

areas

Percentage (%)

Perwira College

Number
Percentage (%)

Own home /
hire
Total

Number
Percentage (%)
Number
Percentage (%)

Female

Total

16

36

52

11.9%

26.9%

38.8%

0

24

24

.0%

17.9%

17.9%

15

43

58

11.2%

32.1%

43.3%

31

103

134

23.1%

76.9%

100.0%
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Residential area is divided into two, hostel (Desasiswa Taman Melewar and Desasiswa
Taman Perwira) and their own house or rent house. Baseon the table 4.3, analysis shown that
majority of 76 respondents or 56.7% live in hostel. The respondents who live in their own house
or rent house is 58 respondents or 43.3%.
Score Mean Analysis
(i)

Students’ Perception towards Virtual Supervisory System Feasibility (Part B)

This analysis is in Part B of questionnaire form. It is measured by motivation, constraint
and Information Technology skill aspects’.
The mean of item is 3.8 where is the motivation aspect is in high level parallel with
standard deviation that is 0.22. It show that the standard deviation is not much scattered. The
result shown the respondents’ positive feedback from motivation aspect towards Virtual
Supervisory System Feasibility.
For overall result, score mean value for feasibility constraint in campus is in medium level
that is 3.09 and the constraint out campus is in high level that is 3.84. That’s mean the constraint
do not really affect for feasibility of virtual supervisory. There are a bit difference of result
between student who live in hostel and who live in their own house or rent house where there a
less contraints for student who live in their own house or rent house.
The overall mean score for Information Technology skill among respondents is 3.72 that is
quite high. The standard deviation is 0.35. It shown that all respondents have a good skill in
Information Technology.
(ii)

Students’ Feedback towards Virtual Supervisory Prototype System Design (Part C)

This analysis is in Part C of questionnaire form. This analysis measure students’ feedback
towards virtual supervisory prototype system design. The overall mean score for this analysis is
3.91. The standard standard deviation is 0.88. It shown that students give a good feedback for the
prototype system design. The standard deviation also in a good grade because it is less than 1.00.
For conclusion, this prototype have a good chance for it’s real development in future.
Pearson Correlation Analysis
In this part, a researcher try to identify either exist or not the association between
constraint, motivation and Information Technology skill towards Virtual Supervisory System
Feasibility. This analysis will answer the fifth question.
(i)

Correlation between Constraint and Motivation Aspects

Data analysis show that there is a positive relationship exist but in a low correlation. This
findings base on Table 4.4. For conclusion, an existed constraints aspect do not really affect to
students’ motivation to try visual supervisory system.
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Table 4.4: Correlation between Constraint Aspect and Motivation Aspect.
Constraint

Constraint

Pearson Correlation

1

Sig. (2-tails)

Motivation

N
Pearson Correlation
Sig. (2-tails)

N

134
.351**
.000
134

Motivation

.351**
.000
134
1
134

**. Korelasi adalah signifikan pada tahap 0.01 (2-hujung).
(ii)

Correlation between Constraint and Information Technology Skill Aspects

Data analysis show that there is a positive relationship exist but in a low correlation. This
findings base on Table 4.5. For conclusion, Information Technology skill do not affected by
existed constraint.
Table 4.5: Correlation between Constraint Aspect and Information Technology
skill Aspect.
Constraint
Constraint

Skill

Pearson Correlation
Sig. (2-tails)
N
Pearson Correlation
Sig. (2-tails)
N

1
134
.447**
.000
134

Skill

.447**
.000
134
1
134

**. Correlation is significant at level 0.01 (2- tails).
(iii) Correlation between Information Technology Skill and Motivation Aspects
Data analysis show that there is a positive relationship exist but in a low correlation. This
findings base on Table 4.6. For conclusion, the respondents’ motivation level to try visible
supervisory system method not influenced by Information Technology skill.
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Table 4.6: Correlation between Information Technology Skill and Motivation Aspects
Skill

Skill
1

Motivation

N

134

134

Pearson Correlation
Sig. (2- tails)

.401 **
.000

N

134

Pearson Correlation

.401 **
.000

Sig. (2-tails)
Motivation

1
134

**. Correlation is significant at level 0.01 (2- tails).

One Way Analysis of Variance (ANOVA)
In this part, the researcher wants to identify the difference between motivation level and
Information Technology skill among students towards Virtual Supervisory System base on
respondents’ first degree field. This analysis is done to gain the forth objective.
(i)

The difference between motivation level base on respondents’ first degree field.
The analysis use one way analysis of variance (ANOVA) as shown in Table 4.7

Table 4.7: Analysis of one way ANOVA by motivation level base on the respondents’ first
degree field.
Field of Study
Civil Engineering
Mechanical Engineering
Electrical Engineering
Information Technology (IT)
Else
Total

Between Groups
Within Groups

Sum
21
24
36
35
18

Mean
3.80
3.86
3.71
3.84
3.79

Standard Dev.
0.49
0.42
0.53
0.44
0.35

135

3.80

0.46

Total (Sum
Square)
df

Mean
root)

0.47
27.37

0.12
0.21

4
129

(square
F

Sig.

0.556

0.695

From the table 4.7, the value for the F calculates = 0.556 is smaller than F critical = 0.695. So
that the null hypothesis (Ho) which state that there is no significant difference between
respondents’ motivation level base on respondents’ first degree field towards the virtual
supervisory system feasibility is accepted and the alternative hypothesis which state that there is a
significance different between respondents’ motivation level base on respondents’ first degree
field towards the virtual supervisory system feasibility is rejected. The conclusion is there is no
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significant different from respondents’ motivation level aspect among respondents’ different field
of study.
(ii) The difference between Information Technology skill base on respondents’ first degree
field.
The analysis use one way analysis of variance (ANOVA) as shown in Table 4.8.

Table 4.7: Analysis of one way ANOVA by Information Technology skill base on the
respondents’ first degree field.
Field of Study
Civil Engineering
Mechanical Engineering
Electrical Engineering
Information Technology (IT)
Else
Total

Between Groups
Within Groups

Sum
21
24
36
35
18
135
Total (Sum
square)

Mean
3.89
3.80
3.91
4.28
3.90
3.98
df

Standard Dev.
0.49
0.46
0.51
0.45
0.41
0.50
Mean
(square
root)
F

4.32
28.79

4
129

1.08
0.22

4.842

Sig.
0.001

From the table 4.7, the value for the F calculates = 4.482 is higher than F critical = 0.001.
So that the null hypothesis (Ho) which state that there is no significant difference between
respondents’ Information Technology skill base on respondents’ first degree field towards the
virtual supervisory system feasibility is rejected and the alternative hypothesis which state that
there is a significance different between respondents’ Information Technology skill base on
respondents’ first degree field towards the virtual supervisory system feasibility is accepted. The
conclusion is there is a significant different from Information technology skill level aspect among
respondents’ different field of study.

Open Questions Analysis
Part D is a general information part where respondents is requested to give their personal
opinion towards the feasibility of virtual supervisory system, either they agree or not for the
implementation in UTHM. Respondents also need to give the cause for their answer. The
feedback which accepted by a researcher is positive where 134 respondents (76.1%) had give
their personal opinion. It shows that the last semester students still have a responsibility to
university. They want the best method for teaching and learning for the future students.
Table 4.9 shows the percentage value of full agreed students, not agreed students, and
agreed students with condition towards the virtual supervisory system feasibility.
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Table 4.9: The respondents’ accepted level towards virtual supervisory system feasibility.
No.
1
2
3
Total

Level of Acceptance
Agreed (without condition )
Not Agreed
Agreed (with condition)

Percentage (%)
64.71
9.80
25.49
100

DISCUSSION AND CONCLUSION
The research findings will be discussed by four objectives stated. The first part is the
students’ perception towards virtual supervisory system feasibility from motivation, constraint
and Information Technology skill. The second part is about virtual supervisory system prototype
design. The third part is about the correlation between three aspects and the last one is the
different of motivation and Information Technology skill base on respondents’ first degree field.
The students’ perception towards virtual supervisory system feasibility is very positive. All
students’ is very motivated, ready to face with all constraints and have an enough Information
Technology skill to try this virtual supervisory system.
The second one is about virtual supervisory system prototype design. If all the level of the
development that are analysis phase, design phase, development phase, implementation phase and
evaluation phase is carrying out smartly, then the real system’s development can be accomplished
with more effectiveness.
The third one is about the correlation between three aspects that are motivation, constraint
and Information Technology skill among respondents. This three aspects is not influenced each
other. It also not to be considered if this virtual supervisory system want to be develop.
For the differences from the motivation level and Information Technology skill level base
on respondents’ first degree field. The two tests give a different result. The first test discover
that there is no significance different for motivation level among respondents but the second test
discover that there is a significance difference for Information Technology skill among
respondents.
For overall, the virtual supervisory system feasibility is fully supported by students.
Therefore, if the system is implement, it will bring many benefit to students and lecturers besides
the expanded of current technology application in UTHM. It is because willing to Mohd Arif and
Norsiati (2005), the use of ICT in education is the early step to create the technology society
parallel with the 2020 Mission. An education institution is the important body which need to lead
this changing over another institutions towards this mission.
For conclussion, to gain the education goal in Malaysia, a paradigm shift needed in
thinking skill and the use of technology. An effort and overall involvement have to do until we
afford to produce something follow our method without depend to others. Therefore, the
computer use as a assist tool in learning and teaching become more sophisticated while united
with communication technology.
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ABSTRACT
As the trend of declining childbirth rate has become a major 21st century issue in many countries
such as Japan, Taiwan, Russia, Poland, Czech, Slovakia, etc, the phenomenon not only affects the
change in the population structure but also causes a re-distribution of social resources, which
inevitably brings impact to the current resource distribution mechanism. Take educational unit as an
example, when student population declines, school authorities must take necessary counter-measures
in response by cutting down class number, merging schools, or even closing down certain schools. In
view of this pending social impact to educational systems in Taiwan, this study aims to explore the
merger strategies of senior high schools as one of the plausible solutions. We interviewed with some
experts of the field that had recent experiences in school mergers, and constructed a self-administered
questionnaire that was distributed to selected school faculties and staffs in five cities and counties in
central Taiwan. In this study, 828 questionnaires were distributed, out of which 601 were usable. After
data analysis, the study found that most participants held positive viewpoints toward the school merger
as a solution, and the merger strategy should consider factors such as school efficiency, teaching
workforce, teaching facilities, educational functions, and needs of students in disadvantaged areas. The
merger activity also should be carried out in phases. Before the merger, school authorities should
evaluate the environmental impacts and make corresponding plans. During the merger, a merger
project office should be formed to communicate and coordinate merger activities in order to minimize
the resistance to change, and ensure that employees’ rights are protected. And after the merger, the
issues of how the newly integrated organization functions should be worked out. With this study, we
have drawn 5 conclusions and make some suggestions for further studies.
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1. INTRODUCTION
It is historically unprecedented that the birth-rate of the developed countries has collapsed to such
a major degree. For the coming five decades, the world economic development will unavoidably be
affected by “the change of the population structure,” “the uprising of the knowledge economy,” and
“the globalization of economy” (Drucker, 2003). In The Death of the West, the author has argued that
the West is slowly heading toward death unknowingly due to the low birth-rate, which results from late
marriage, celibacy, or the increase of DINKs, and they all suffer life pressure, exorbitant education fees,
and have adamant self-consciousness (Buchanan, 2001). According to OECD (Organization for
Economic Co-operation and Development), the smooth transference between generations depends on
the birth-rate at least of 2.1; however, among the developed countries, there are only America, Iceland,
and New Zealand reaching 2, and the rest countries are under 1.5 (Nationals Health Unit of Health
Bureau, 2005). Taiwan has even lower score of 1.18, a fact that worries the government (Statistics
Bureau of Administration Yuan, 2006b). Taiwan’s population structure is fast becoming an aging
society, following that of Japan, Poland, and Czech (Industry and Economy Times, 2008). Fewer
children trend not only affects the change in the population structure but also causes a re-distribution of
social resources, which inevitably brings impact to the current resource distribution mechanism. Worse
still, schools might be forced to close down because of the insufficient student population, which leads
to either the cut-down of the faculty or the waste of it. It is an all-scale effect.
As school organization facing the impact of society and population changes, senior high schools,
as the middle link between college and primary education, need to face the inevitability of school
merger trends. In view of this pending social impact to educational systems in Taiwan, therefore the
purpose of this study aims to explore the merger strategies of senior high schools. We interviewed with
some experts of the field that had recent experiences in school mergers, and constructed a
self-administered questionnaire that was distributed to selected school faculties and employees in five
cities and counties in central Taiwan. Both expert opinions and questionnaire were analyzed to induce
some merger principles and strategies and some conclusions are drawn. Hopefully this study will serve
as useful reference to high school’s future school merger activities.

2. LITERATURE REVIEW
To respond both to the trend of decline birth rate and to maintain high competitiveness, high
schools in Taiwan have adapted various educational adjustments, making maximum use of the
available resources offered by the government. According to the statistics of the Internal Ministry
(2004), Taiwan’s birth-rate had declined from 4.00 in 1970 to 1.24 in 2005. The Administration Yuan’s
study (2008) shows that student population, age from 6 to 11 will decline from 7.6% of 2007 to 6.4%

2009 HICE Proceedings
Page 4268

of 2011. Also, according to the statistics of the Education Ministry (2008b), there are total 476 high
schools in the academic year of 2007, and the number will dwindle as the student population decreases
in the future.

2.1 The impending Problems Faced by High Schools

The student population decreasing is not the only future issue, there are pending ones worthy to
discuss. The current expert opinions of impending problems faced by high schools in Taiwan are
summarized as follows:
1.

There is too rigid the separation between the regular high schools and the vocational high schools
by way of different curricula and entrance exams. Students, therefore, are denied of flexible
learning chances and access to the subsequent advanced study for them is also restricted
(Ministry of Education 2006b; Chen, 2002).

2.

The geographic locations of the regular highs and the vocational highs are imbalanced, which
lead to the lopsided distribution of school resources between city and country-side in terms of
tuition fees, faculty, facilities, and governmental funds (Chen, 2002).

3.

Currently the capacity of vocational highs as a whole is under-utilized. According to the statistics
of the Education Ministry, there was 25.46% insufficient enrollment of student in the academic
year of 2001, and there were 25 of them with new student enrollment under 100 (Ministry of
Education, 2006a).

4.

Most students still try all their efforts to enroll into well-reputed high schools, even across
different school district to do so. Consequently, Student population distribution is very lopsided
with some high schools over-capacitated while others under-utilized.

These problems have to be resolved with careful considerations, especially under the influence of
current changes of economic reality, more opening of the education opportunities, the demands of
high-tech talents in job market, the availability of the life-time learning, etc. Thus, the way to manage
high school education has to be re-adjusted (Ministry of Education, 2008a). Based on this, it is a must
to push the idea of “school district for high school education” and “quality enhancement of high school
education” (Ministry of Education, 2008a) in order to adapt to the changing society values.

2.2 Factors to Consider for High School Merger

Since it is inevitable for some disadvantaged high schools to face the shortage of new student
enrollment, future school merger is also inevitable. There are some factors to consider in terms of the
merger strategy based on some recent public policies and enterprise experiences.
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1. Management effectiveness
Due to the constant decline of the student population, it is appropriate, according to the economic
theory, to merge some inefficient small-size schools to maximize resource utilization and increase
management effectiveness.

2. Government funds

In “The transformation and close-down of high schools” (Education Ministry, 2008c), the Education
Ministry states that when public policy decision is reached for certain school merger to proceed, a
whole set of merger principles and guidelines have to be established in order to avoid the waste of
governmental funds and have the merger work with maximum effectiveness.

3. Education policy

Based on the current education policy, the Education Ministry has established a ratio of the regular
high schools to the vocational high schools as 55:45 (Department of Statistics at Ministry of Education,
2005). In the management of high schools, merger becomes inevitable when the number of classes, of
students, and of schools need to be re-arranged (Education Ministry, 2008c).

4. Equal educational opportunities

It is necessary to re-adjust the distribution of high schools in accordance with the characteristics
and needs of the local communities in order to provide equal educational opportunities for students.
The re-adjustment is also based on the economic development, the demographic changes, the type of
schools, and the curriculum. To promote equal educational opportunities for local communities so
that the balance between new student population and school capacity can be reached, the measures such
as the merger of the public school curriculum or school merger and cut-down of the student population
of the private schools or adjustment of the number of schools are a must.

2.3 The Current Public Policy for the Betterment of High School Education

Currently, the Education Ministry is pursuing a policy called “Action Plan for the betterment of
high schools”. The project is to select the high schools with most potential in specific local
communities, and give these high schools sufficient resources for pedagogical facilities and faculty in
such a way that they can maximally contribute to the educational development of those communities.
The final goal is to reach that “each school has its characteristic, each student becomes talented, each
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person sees a future, and every field has its day.”
The principles to establish better high schools are suggested as follows (e paper from Ministry of
Education, 2008):
1.

Whole-scale betterment - Choose among the current high schools some potential ones in line
with the consideration of local industry and economic development requirements and promote
them to be better high schools.

2.

Geographic balance - To prevent new students from crossing school district in pursuit of more
reputable schools to study, it is necessary to promote in each school district some target high
schools and provide sufficient resources to make them better.

3.

Multiple facets of characteristics development - School should be encouraged to promote their
cultural tradition and creativity in line with local characteristics so that students can have access
to multiple facets of learning experiences.

4.

Rewards & responsibility - For those high schools that have received governmental funds, they
are subject to annual evaluation and supervision for their execution effectiveness.

5.

Incremental action plans - The promotion to better high schools has to be implemented in stages.
The stages might be divided into school year or semester. That would make it easier to achieve
and evaluate goal of upgrading school quality.

2.4 Performance Assessment of the School Merger Project

There are many factors to consider when school merger is proposed. There are also many
aspects of performance assessment when evaluating the performance of a school merger project.

The

following are some of those aspects for performance assessment.

2.4.1 School’s organizational efficiency

There are several views in terms of the definition of organizational efficiency.

Simon (1976)

thinks that when assessing the organization efficiency there is not just a simple ratio between
organizational input and output, but also include the contributions of social justice, economic stability
and prosperity. Weber (1979) maintains that the organizational efficiency is all about achieving goal of
the organization and the cost of achieving the goal, including expenses and time, and the value of such
achievement or goal. Hoy and Miskel (2003) believes that the organizational efficiency includes the
leader’s reputation, the achieved goal of the organization, and the satisfaction of the team members.
And Wu Chin-san (2003a) suggests that school organization efficiency be determined by all aspects of
school performances such as students’ academic achievement, the principal’s leadership, the school
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climate, learning technique and strategy, the school culture and value, and the future development for
the staff.
The school organizational efficiency is, therefore, gauging how a school manages its educational
resources in terms of input, process, and output. “Input” means that the effective use of resources to
help the growth of the organization; “process” means the goal is clearly defined and the operation is
smooth; and “output” means the productivity is effectively elevated and the goal is clearly achieved.
2.4.2 Factors that affect school organizational efficiency
Purkey and Smith in 1983 have reviewed then relevant studies to enlist some viewpoints about
school organizational efficiency. They included two variances and 13 factors: 1. Structure variance—(a)
the management of the school environment; (b) pedagogical leadership; (c) recognition and stability
felt by the faculty and the staff; (d) curriculum design and organization; (e) on-the-job training for
faculty and staffs; (f) parents’ participation and support; (g) recognition of academic performance; (h)
the duration of learning; and (i) support from the school district; 2. Process variance—(a)total
participation by faculty and staffs; (b) participation by local community with sense of belonging; (c)
definite goal and high performance expectation; and (d) well-ordered school ambience.

2.4.3 Economy scale of education

The economy scale of education is to apply the concept of economy scale to education by
regarding education as a kind of industry in which the output is the number of students. Each student
has a calculated cost in terms of all resources invested by the school during the process. When the size
of a school becomes larger and the rate of per unit student cost is decreased, it is called “the positive
economy scale for the school.” In contrast, when the size of the school becomes larger but per unit
student cost increases due to student population decline then it is called “the negative economy scale
for the school” (Shutu, 2002; Dai, 2002). In response to the recent trend of student population decline,
the central office of the Education Ministry has drafted an “operational policy for transformation and
close-down of high schools,” and forms advice team to engage in “operational advice” for those high
schools that have less than 600 new students enrolling in new school year.

2.4.4 Educational scale efficiency

There are two kinds of scale efficiency; one is “outside view” used to examine the organization
process such as the group learning, the solving of the group’s problems and group work. Another is
“inside view” used to explore how the scale affects the individual member in terms of their
participation, perception, and experience in the group activities (Thomas & Fink , 1963). So scale
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efficiency means that as the group scale changes how it affects the school organization process and the
individual member. More precisely, how the change affects the school’s educational goal, the school
structure, the administration coordination and communication, the school ambience, the campus
relationships, the participation and decision making by the staff member, the size of each class, the load
of teachers, and the learning efficiency (Shutu, 2002). Scale of school size also has its own drawbacks.
Large-sized schools could suffer the drawbacks such as neglecting students, hard to discipline students,
and insufficient space for activities (Fang, 1999). In contrast, the small-sized school could suffer such
defects as teachers lack of concentration with multiple job functions, few interactions among students,
the low-drive to learn, the limited curriculum, insufficiency of pedagogical resources, etc. (Chen,1985).
It is observed by empirical researches that the most appropriate school scale should be judged on low
student expenses, fair distribution of resources, and relative high pedagogical efficiency rather than just
on the educational cost alone(Kao,1999).

2.4.5 Organizational change

Organizational change is the process to change the structure of the organization and the attitudes
of the members (Webber, 1979). Other expert views hold that any adjustment of organization is caused
when there is a discrepancy between organization management and the external environment (Michael,
1981; Morgan, 1991; Cooper & Schindler, 2003). In other words, an organization adjusts its strategy
and structure, and idea of value in order to reach new organizational goal (Du,1998; Cohen, 2005).
Organization is always under the influence of social, economic, politic, technological, and ethical
factors and has to assume adjustment to meet new external environment changes (Tsai,1996; Bolman &
Deal, 2003).

2.4.6 Factors for school organizational change

There are inside and outside factors to the inevitable adjustments of any school organization
(Mao,1995; Wu, 2003). The outside factors such as: 1. political change - the new government has its
own education reform policy; 2. economic changes - the stagnation of economy results in the decrease
of government tax; 3. changes of the education market- discrepancy between demand and supply of the
education market. The inside factors include the change of the member structure, administration
structure, teaching methods, teaching materials, school development prospect, and adjustment to the
social needs, and contemporary trends (Mao,1995; Wu, 2003).

2.4.7 Resistance factors to organizational change
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Both Slocum and Woodman (1986) point out that the resistance factors to organization change can
attribute to personal and organizational factors. The personal resistance includes selective cognition and
intention, personal habit, dependency, unknown fear, economic factor and sense of security, etc.; the
organizational factors include power threat and effect, organization structure, influences of resources
distribution, influences of economic resources, and influences of organizational coordination, etc.

2.4.8 Ways to solve resistance factors to organizational change

Resistance is an inevitability when an organization attempts to survive by change, and scholars
Schermerhorn, Hunt, and Osborn (1998) suggest reformers can use some ways to eliminate fear and
suspicion.
1.

Lay emphasis upon education and communication by having face-to-face discussions, group
discussions, memos, e-mails or other ways to convince members the meaning and the
inevitability of the change.

2.

Assure the need of the members is met, and put them to work in the change program and make
them the helpers of the program.

3.

Give assistances and supports to ill-fitting members by helping them to overcome work pressure
so that they can support the change.

4.

By way of formal coordination to secure support, especially to those whose rights might be
damaged because of the change.

5.

When strategy is futile or cost is too high, convince the main opponents in small private group to
gain support for organization change.

6.

Through formal and informal ways such as punitive system and resources cut-down to demand
members to act in accordance with the organization change plan.

3. RESEARCH DESIGN & IMPLEMENTATION

In order to reach our research goal of exploring the merger strategies of senior high schools, we
interviewed with some experts of the field that had recent experiences in school mergers, and
constructed a self-administered questionnaire that was distributed to selected school faculties and staffs
in five cities and counties in central Taiwan.

3.1 Sampling

This study is based on the samples chosen from the 81 senior high schools’ faculty and staff
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separately belonging to 5 counties and cities, located in central Taiwan, overseen by the Central Office
of the Education Ministry. The samples are randomly chosen as 50% of the school population from
each county and city, resulting to 40 schools. Then the number of questionnaires was issued according
to the size of schools. Among these, 12 questionnaires were issued to each of the schools with class
number under 24; 15 to classes between 24 and 35; 20 to classes between 36 and 47; 25 to classes over
48. The total issued questionnaires were 828.

3.2 Research Instrumentation and Data Collection Procedure

We employed both expert interview and questionnaire analysis as research instrumentations.

The

design of the research instrumentation and its implementation are as described in detail as follows:

3.2.1 Expert interviews

We have designed an initial outline for interview questions as the basis for interview based on the
studies conducted by (Dai,2002;Wang,2005;Da-Chan,2002) including questions on the merger
motivation, benefits, and factors related to merger success or failure. The initial outline was further
revised after having interviewed with two university presidents who had actual merger experiences in
the higher-education level -- Dr.Yang of Chia-Yi University, and Dr. Tsai of Chao-Tung University. The
revised outline for interview questions were then used for interviewing 8 principals of the selected high
schools in the sampled regions.

3.2.2 Questionnaire

After the expert interviews, a self-administering questionnaire was designed as another research
instrumentation taken the results of expert interviews as input. This questionnaire was then reviewed by
additional experts and revised to ensure the representativeness and appropriateness of the questionnaire.
The revised questionnaire was further examined by 40 faculty and staffs of one designated high school
as pretest.

We then employed the Cronbach alpha coefficients method to assure questionnaire

reliability. Only questions with alpha coefficient of greater than 0.90 are used for the final version of
questionnaire. There are 5 categories of issues in the questionnaire, each further divided with
subcategories and single-choice questions. There is also a multi-choice personal information category.
The category, subcategory, and number of questions with alpha coefficient values are shown Table 1
There were 828 questionnaires issued to 40 highs on 26th December, 2005 and 610 were returned
on 9th January, 2006. Among them, 601 were valid.
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Table 1 Categories and subcategories of questions in questionnaire
# of
Category of issues
Subcategory
α value
Questions
Needs of organization change Recognition for change
8
.7785
Attitude toward change
3
.8606
Rules for change

14

.9291

Organizational structure

8

.9685

Resistances to organizational change

.9296

Members of merger groups

5
7

.9298

Duty of merger groups

4

.9654

Plan for manpower
reorganization

manpower requirement

4

.9684

Staff reorganization plan

4

.9268

Integration of merged
resources

Integration of manpower resources

4

.9629

Integration of equipment resources

6

.9807

various

6

.9498

Planning of merger policy

Creation of merger action
committee

Personal Information

3.3 Data Analysis

We use descriptive statistics in this study and quantify the answers in questionnaires by Likter’s
score point system (1 being least agreement and 5 being most agreement) in terms of frequency
distribution and percentage tables.

4. RESULTS AND DISSCUSSIONS
4.1 Summary opinions from interviewed experts

We summarize the collective opinions from interviewed experts as follows:

1.

Financially strapped small-size schools and schools with large over-capacity in school facilities
should consider school merger as a way to gain resource efficiency.

2.

In order for the school merger to be effective, geographical nearness is an important factor for
consideration. If the location of to-be-be-merger schools is too far apart, the school resource
and administration function can not be effectively integrated.

3.

There is no need to consider school merger if a school is well-reputed, with special local
characteristics, and has no issue in student population loss.

4.

When two schools considering merger the newly merged school is better to take the format as
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general high school that offers both comprehensive academic and vocational classes.
5.

Governmental agency in charge of education should consider “equal educational right of
individual” and “social fairness and justice principle” when dealing with school merger issue.
Resource efficiency gain should not be the only overriding factor.

6.

Possible difficulties for school merger include opposition from various sources such as school
faculty and staffs, local community, and alumni, etc.

Most of opposition can be dispersed with

clear communications regarding merger purpose and plan and beneficial gains, especially
concerning individual rights of the affected staffs. In addition, schools with very different
cultural characteristics will have difficult time in integration, therefore is unsuitable as merger
candidate.
7.

To ensure merger success, comprehensive merger planning is a must.

Factors to consider

include student population forecast, school resource inventory, financial budgeting requirement,
local community expectations, manpower reorganization plan, etc.

During execution phase, the

formation of merger action committee with representatives from school staffs for opinion inputs
and frequent communications of progress reports will usually lessen the oppositions from
students, staffs, and local community.
4.2 Questionnaire Analysis

We use descriptive statistics in terms of frequency distribution and percentage tables to analyze the
questionnaire answers regarding perception on category of issues, major concerns about school merger,
as well as merger approval rating.

4.2.1 Analysis regarding the Perception on Category of Issues

As shown in Table 2, “plan for manpower reorganization” earns the highest perception score with
mean value of (4.240) among the 5 categories of issues studied. The mean values of other categories of
issues are “integration of merged resources” (4.156), “creation of merger action committee” (4.147),
“planning of merger policy” (4.068), and “needs of organizational change” (3.923). In general, most
participants held positive views toward each category of issues. For example, every subcategory in
“plan for manpower reorganization” averages above 4, showing that most participants were highly
concerned about the reorganization after merger, especially about “staff reorganization plan” (4.293)
than about “manpower requirement” (4.188). In “integration of merged resources” category,
“integration of manpower resources” (4.243) is a more concerned issue than “integration of equipment
resources” (4.099). In “planning of merging policy” category, “organizational structure” (4.176) is also
a more concerned issue than “resistances to organizational change” (3.896). In “needs for
organizational change” category of issues, “rules for change” (4.050) has higher mean value than
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“attitudes toward change” (3.532), showing that the participants are more concerned about the rules for
school organizational change than the attitude toward change issue.

Table 2 Perception scores of the five categories of issues
Category of issues
Subcategories
Mean
Needs for organization change
Recognition for change
3.847
Attitude toward change
3.532
Rules for change
4.050
Overall
3.923
Planning of merger policy
Organizational structure
4.176
Resistances to organizational change
3.896
Overall
4.068
Creation of merger action committee Members of action committee
4.115
Duty of action committee
4.203
Overall
4.147
Plan for manpower reorganization
Manpower requirements
4.188
Staff reorganization plan
4.293
Overall
4.240
Integration of merged resources
Integration of manpower resources
4.243
Integration of equipment resources
4.099
Overall
4.156

SD
.700
.958
.653
.606
.710
.751
.645
.717
.755
.689
.740
.736
.697
.765
.848
.765

4.2.2 Major concerns about School Merger

Using frequency distribution analysis, this study reveals the top 3 major concerns perceived by the
participants in terms of merger issues as shown in Table 3. In the “issues to communicate about
school merger” issue the top 3 concerns are “educational function,” “school culture,” and “opinions of
the staff.”
Next, the participants perceive “faculty structure,” “teaching facility,” “economical benefits”, and
“geographic nearness” as top concerns when school merger is being engaged, suggesting that
manpower, facilities, and teaching resources are important factors for consideration to reach the
economy scale of efficiency for school merging. Based on this finding, educational authorities should
undertake detailed inventory over the current resources of each school such that a valid baseline
reference can be established.
Furthermore, most participants perceive “staff concerns on their rights,” “difficulty for consensus
due to mutual distrust” and “difficulty for resource sharing due to location distance” to be the problems
when school merges. Those findings point out that the merger planners should place greater attentions
to the protection of individual member’s right, consensus building, and resource integration during
school merging.
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Table 3 The top 3 major concerns of each merger issues
Merger Issues

Major Concerns

Total
frequency

Order

Issues to communicate about

Educational function

440

1

school merger

School culture

399

2

Opinions of the staff

390

3

Factors to consider for school

Faculty organization

431

1

merger

Teaching facilities

329

2

Economical benefits

315

3

Issues to pay attention to on

Teaching resources

476

1

school merger

Geographic nearness

379

2

Complementary nature of merger

321

3

Possible problems for school

Staff concerns on their rights

460

1

merger

Difficulty for consensus due to mutual distrust

437

2

Difficulty for resource sharing due to location

362

3

Comprehensive action plan for Comprehensive merger action plan

513

1

school merger

Merger action committee establishment

457

2

Inducement of government aid package

428

3

4.2.3 Analysis of Merger Approval Rating

Table 4 shows personal background of the participants and their opinions on school merger. In
total, 55.4 % of the participants agreed with the idea of school merger while 32.5% of the participants
disagreed. 12.1% of the participants remained undecided. The undecided voters feel that if merger
benefits were assured, they would agree with merger; but if small-size school could be economically
viable, they would then oppose merger.
Examined from the demographic background of those voters, 58% of male participants agreed
with merger, while 53% of female participants agreed. Also those who agrees more with merger include
participants age over 50 (68%); those who had master degree (59%); who have over 21 work years
(63%); who have administrative responsibilities (67%); who teach at vocational high schools (67%);
who work in Nan-tou County (65%); and who work in the small-sized schools with under 24 classes
(67%). In contrast, the groups with the smallest percentage of agreement with the idea of merger are
those who have high school diplomas (47%); who teach at public high schools (43%); and who work in
Taichung County (46%).
Overall, the approval percentage of the participants working at vocational high schools is higher
than who work at regular high schools, especially those work at private high schools. In addition, the
participants who work at smaller size schools agree more with merger than those who work at larger
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size schools. All of these findings indicate that the participants’ approval of merger is most likely tied
with job security issues.
Table 4 Personal background of the participants and their opinions on school merger
Agree
Disagree
Others
Number of
333
195
73
Respondents
Percentage
55.4%
32.5%
12.1%
Order
1
2
3
frequency
%
frequency
% frequency
%
Gender
Male
186
58%
100
31%
35
11%
Female
147
53%
95
34%
38
13%
Age
Under 25
25
66%
8
21%
5
13%
26-30
60
53%
40
35%
13
12%
31-40
103
51%
73
37%
25
12%
41-50
103
55%
59
32%
25
13%
above 50
42
68%
15
24%
5
8%
Education
High school
8
47%
8
47%
1
6%
College
23
51%
15
33%
7
16%
level
University
173
54%
104
32%
44
14%
Graduate school
129
59%
68
31%
21
10%
Work years
Under 5
80
51%
55
35%
21
14%
6-10
60
56%
39
37%
7
7%
11-15
73
55%
45
34%
14
11%
16-20
48
52%
25
27%
19
21%
over 21
72
63%
31
27%
12
10%
Work position School directors
55
67%
22
27%
5
6%
Section leaders
73
55%
43
32%
17
13%
Teachers
153
52%
95
33%
45
15%
Staffs
52
56%
35
38%
6
6%
School
Public high
82
43%
72
38%
35
19%
Public vocational high
92
56%
57
35%
14
9%
category
Private high
110
62%
47
27%
19
11%
Private vocational high
49
67%
19
26%
5
7%
School district Miao-Li County
40
49%
30
36%
12
15%
Taichung County
129
63%
61
30%
14
7%
Taichung City
67
46%
53
36%
26
18%
Chung-Hwa County
60
53%
40
36%
12
11%
Nan-Tou County
37
65%
11
19%
9
16%
Size of school 24 classes or less
35
67%
9
17%
8
16%
24-47 classes
111
58%
60
31%
20
11%
over 48 classes
187
52%
126
35%
45
13%

5. CONCLUSIONS AND SUGGESTIONS
5.1 Conclusions

Base on our research findings we have drawn the following conclusions.
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1 Most participants had a positive view toward merger

Most participants had a positive view toward school merger provided that the governmental
agency in charge could prepare a comprehensive merger package, clearly communicate the merger plan,
and have reasonable manpower reorganization plan in place.

For those who work in private schools,

in smaller-size schools, and in remote locations had even more positive view towards merger if the
merger plan can better support students’ education opportunities and staff’s job security.

2.

Reasons for school mergers

a.

School merger can effectively resolve school resource waste issue due to the decline in upcoming
student population that results in over-capacity of resources.

But such resolution can only be

achieved with overall comprehensive planning in such a way that can efficiently use the available
resources.
b.

School merger can give school management more effective use of limited financial, equipment,
and manpower resources without sacrificing education quality.

c.

School merger will effectively redistribute school resources in such a way that benefit
disadvantaged smaller-size school in terms of school manpower and financial needs, as well as
curricular and extracurricular offerings

3

High School Merger Guiding Principles

a.

Source of student population and size of school - First priority candidates for school merger
should be those remote small-size schools which have student recruitment issues and ineffective
use of resources;

b.

Education function integrity - Merger proposal should ensure the integrity of overall education
functions and consider the convenience of school location for students who live in remote and
poorer areas first, and then factors of school faculty organization, facilities resources, size of
school campus, and teacher-student ratio.

c.

Geographic nearness – The location distance of the to-be-merged schools has inverse effect on the
integration of school resource and school management effectiveness and should be carefully
considered.

In addition, factors of local community cultural characteristics should also be

considered such that resources sharing and administrative management effectiveness can be
enhanced but not hampered
d.

Synergy of Merger – There are several ways to bring out the synergy of school merger. School
with particular attractive characteristics can merge with another strong candidate school to increase
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attractiveness for upcoming student population; or with one with no particular characteristics and
expand the dominant characteristics. Or two schools with similar curricular offerings and the
weaker one become auxiliary facility; or two schools with different curricular offering for alliance
to increase attractiveness of the merged school.
e.

Comprehensive manpower reorganization plan – Merger plan should clearly devise the manpower
reorganization plan early in advance and with early retirement and job hunting assistance for the
layoff workers and ensure worker’s right is legally protected such that the merger plan can be
accepted without resistance.

4.

High School Merger Implementation Strategies

a.

Pre-merger phase—In selecting the merger candidate school the educational authorities in charge
should base their selection by the forecast of student population, school capacity requirement and
guiding principles; then draft a clearly defined merger action plan for the merger candidate
school so that their staff reorganization can be planned in advance. School authority of merger
candidate should also provide their self-evaluation report as input to merger action plan and guide
their organization and staffs to earlier career planning in face of incoming merger.

b.

During-merger phase—This is the execution phase in which the educational authorities in charge
should provide frequent and clear communications to the merger candidate school in terms of
purpose, project progress, and foreseen benefits of the merger, enabling them to understand the
contents and the necessity of merger.

c.

Post-merger phase—This is the integration phase in which the educational authorities in charge
should assess the result of merger project and provide timely government fund aids to facilitate
the newly-merged school administration team to work effectively and realize the benefit of
merger.

5.2 Implementations and Suggestions for further studies

Although we have drawn some guiding principles and implementation strategies for the high
school merger issue through our present findings, we have not concentrated on the environmental
factors in detail. We suggest the future studies should focus on the data collection about additional
environmental factors, such as existing school facilities, student career planning, and the impact to
local community and industry so that the assessment on the merger candidacy can be more objective.
We believe a more comprehensive research that focus on all aspects of school management efficiency,
educational function and resources efficiency, as well as environmental impact to local community will
be needed to make the high school merger policy more objective and beneficial.
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Abstract

The Vermont Mathematics Initiative (VMI) has been under development and
implementation since 1999. The program's evaluation documents the recruitment of
teachers; collaboration among a university, a state Department of Education, and school
districts; and development of a comprehensive content-rich mathematics curriculum for
teachers. The initial VMI report documented statistically significant and educationally
important gains for students in intervention schools. In this subsequent evaluation, a
third data point over seven years of implementation permits the longitudinal study of
gains observed over a longer period. Findings from the present study indicated that
additional significant effects for the intervention were amplified for students who had
been taught by teachers in the second or third year of the teachers’ enrollment in the VMI
program. In addition, the gap with respect to achievement between low income
intervention students and other students was significantly reduced.

Purpose of this paper
The purpose of the paper presentation is to present findings from Year 8 of an eight
year study of the process and value added effects of a statewide, content rich,
mathematics professional development program known as the Vermont Mathematics
Initiative (VMI).
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The paper presentation will:
•

Describe the purpose, structure, staffing, and content of the instructional program
for teachers; and, describe the logic model that provides the framework for
evaluation of the program.

•

Describe the design and methodology for assessing the value added to student
learning by teacher preparation in mathematics. Also included in this section are
the limitations, reliability and validity of the results.

•

Present findings from a longitudinal analysis of two cohorts of students who were
taught by VMI participants. Each such cohort of students was matched with a
cohort of control students. All student achievement is followed from grade 4 to
grade 8 and grade 10.

•

Discuss the implications of findings and plans for future study of the intervention.

Purpose, Structure, Staffing, and Content of the Instructional Program for
Teachers
The VMI is a mathematics content-intensive, comprehensive statewide
professional development program, focused at the elementary and middle level, whose
mission is to significantly improve the teaching and learning of mathematics in the
elementary schools of Vermont. The program is partially funded by local district sources
and by a state Title IIB Mathematics and Science Partnership grant. In the spring of
2004, the program received national attention from Education Week (Galley, 2004, April
7).

3
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In brief, through their VMI experience, teachers build strong mathematics content
knowledge, develop their ability to conduct action research about their teaching practices,
cultivate leadership skills, and bring all of this acquired knowledge and skill to bear in
their classrooms and at the school or district level. The school leadership component of
the VMI incorporates the collaboration of the VMI teacher and the school principal in
developing their “VMI impact plan” to improve mathematics teaching and learning in the
school. This three-year program leads to a M.Ed. degree from the University of Vermont
with a specialty in K-8 mathematics teaching. The VMI design also calls for training a
cadre of mathematics teacher leaders who in turn will enhance the teaching of other
teachers in the school, and ultimately impact the mathematics learning of all children in
the school. Courses in the program are listed below in the Logic Model.

Logic Model.

The VMI Logic Model. Cicchinelli and Barley (1999) recommend the use of a
logic model to ground and describe the evaluation of Comprehensive School Reform
models. The VMI model is described in the figure below:

4
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Model 1

VMI Vermont Mathematics Initiative
Mission Statement: The mission of the VMI is to significantly improve the teaching and learning of mathematics in grades K-6 across the state
of Vermont. Through their VMI experience teachers build strong mathematics content knowledge, develop the ability to conduct action research
about their teaching practices, cultivate leadership skills, and apply this acquired knowledge and skill in their classrooms and at the school or
district level to improve student learning.

The Need:

STRATEGIES

Greater mathematics content
•Effective Assessment
•Sustained professional development
•Support systems for teachers in
mathematics content
•Teachers with deep understanding of
mathematics

Assets
• Collaboration with mathematics
faculty in higher education
•Trust and respect from educational
administrators
•Funding from local as well as state
and federal sources
•Partnerships with SDE/IHE/PS

Setting
• The nation’s most rural state: Pop
640,000
•270 elementary schools
•70,000 elementary-middle students
•38% poverty average

Values and
Principles:
• Mathematics
content the focus
of the program
•Integration of
mathematics
content with
pedagogy and
curriculum
content
•Leadership
development will
support a ‘trainer
of trainers” model
•Personalized
mentoring
relationships are
essential

GOALS

Develop a Powerful, 3-year Master’s Level Program

Individuals, pairs and
teams of teachers
sign on for a 3-year
commitment to
participate in the
intensive 36-credit
VMI graduate
program.

Course 1: Mathematics as a Second Course 7: Statistics, Action
Language
Research, and Inquiry into
Course 2: Functions and Algebra for Effective Practice
Elementary Teachers
Course 8: Algebra and Geometry
Course 3: Trigonometry for
for Elementary Teachers,
Elementary Teachers and Algebra and
Course 9: Calculus for Elementary
Geometry II
Course 4: Measurement, Geometry, Teachers, I
The VMI coursework occurs during and Probability for Elementary
Course 9: Calculus for Elementary
two weeks in the summer and six Teachers
Teachers, II
weekends during the school year. Course 5: Number Theory for
Course 11: Statistics, Action
It include a full year of intensive Elementary Teachers
Research, and Inquiry into
classroom observations, mentoring Course 6: Statistics, Action Research,
and Inquiry into Effective Practice, I Effective Practice, III
and feedback

Course 12: Capstone VMI
experience

Build Internal and External Supports for Teachers
• Mentor pairs consist of mathematicians and master teachers
•Action research projects focus on the application of new mathematics
content to ongoing instruction and student outcomes of the teachers own
students
•Leadership institute for teams of teachers and their school
administrators
•Released time for teacher participants to practice leadership role

• Teachers, and teachers in
training, who deeply
understand mathematics and
can translate their
knowledge into student
learning.
• School support systems
that are rich with learning
opportunities for both
students and teachers.
•Use of valid and reliable
ongoing assessments and
feedback systems to
continuously improve
mathematics results for all
students.
•Access to curriculum
materials to teach teachers
mathematics, professional
development materials and
protocols, equity strategies
to assure no child is left
behind, and leadership
strategies that enable scaleup of the Partnership's
initiatives throughout
Vermont, and beyond.

OUTCOMES

Develop High Quality Materials

• Increased content
knowledge among teachers

Materials to assist VMI participants and teachers in their schools.
•-- in topics such as algebra, number theory, probability, trigonometry,
statistics, and calculus
•-- which take teacher knowledge far beyond the K-6 mathematics
curriculum in a way that relates higher-level mathematics to the K-6
classroom.
•-- written materials form a foundation for the VMI curriculum itself, and
also serve as resource materials for the teacher leaders as they implement
peer professional development in their schools and districts.

•Increased comfort with and
application of mathematics
content by teachers
•Increased performance in
mathematics by students

Monitoring and Data Collection

Context

Strategies

Goals
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Design of the Evaluation
Prior Years’ Results.
In the 2005 study, despite the varying levels of intervention as indicated by both
school size and number of VMI enrolled teachers, the Grade 8, VMI taught schools
outperformed control schools (Meyers, 2005). Based on the results of the previous year’s
evaluation, new evaluation questions emerged for the current year. When the
intervention group of students was divided according to whether the school had multiple
teachers trained in VMI or just one teacher trained in VMI, we found that the results in
intervention schools were significantly different. Greater concentrations of VMI trained
teachers accounted for higher test scores in schools matched on other variables. This
finding suggested that the extended longitudinal analysis should take into account either
the concentration of teachers in the school participating in the VMI intervention model or
focus on only those students within the schools who were taught by VMI enrolled
teachers for at least one year prior to the baseline measure (Meyers, 2005).
Present Study Intervention.
For the current intervention, 233 students who began with VMI teachers in 19992000 at grade 4 were tracked forward to grade 8 in 2004 and further to grade 10 in 2006
(spring testing). These students were compared with an equivalent number (257) of
students who were in schools matched with the intervention schools at grade 4. Criteria
for matching included, continuous enrollment in the district to grade 8, school size, and
concentration of low income students (Stuart, 2007).
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Research Questions.
This paper presentation, therefore, focuses on the following research questions:
•

Does student achievement differ in subsequent years between groups of
students who were taught by teachers who attended and completed the VMI
training program in either 1999 or 2000 and a random sample of those who
were not taught by VMI teachers?

o

Does student achievement differ between and or among groups of students
formed by the intervention and control and eligibility for free or reduced lunch
with respect to the growth both groups experience over a period of 8 years? Are
these differences reflected in the drop-out rate at the high school level?

o Does student achievement on different types of mathematics tasks, namely skills,
concepts and problem solving differ between and or among groups of students
formed by intervention and control and eligibility for free or reduced lunch?

Methods.
The long term evaluation of the VMI (Meyers & Harris, 2004) employs mixed
methods of both qualitative and quantitative strategies. Qualitative strategies included:
•

measuring teacher knowledge of program content,

•

document analysis of teachers’ work products, including action research project
reports

•

review of course materials developed and implemented in institutes and
mentoring sessions
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•

review of recorded interviews and questionnaires with teachers and
administrators, and

•

direct observation of the summer institutes and mentoring processes that
constitute the delivery of mathematics content and its application in the
classroom.

Quantitative strategies included:
•

a quasi-experimental design wherein Matched groups of students (Stuart, 2007)
are compared for intervention effects Matched groups on gender and SES are
drawn at random from schools in a statewide data set.

•

a longitudinal design wherein individual students are tracked across years at three
data points (grades 4, 8 and 10) and compared for both pre and post differences
within groups and between the intervention and control schools at each data point.
T-tests were employed for scale scores. Chi-square analysis is employed to
determine levels of significance for comparisons of groups formed by both
intervention and control and free-lunch eligibility with respect to performance
levels.
VMI employs a Value Added evaluation design. While there is continuing debate

about the errors inherent in various methodologies (covariate adjustment, gain score, and
multivariate models) McCaffrey and colleagues (McCaffrey, D.F., et al, 2003) conclude
that teacher effects greater than zero are likely and that teachers can and do “differentially
effect student achievement” (p.113). For VMI, slope and intercept comparisons of
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cohorts, over time, have been used to estimate the long term effects of short term teacher
development programs on student achievement with single group time series designs.

Many teacher development programs have sought an evaluation model that
measures teacher effects while controlling for student and school effects (Stuart, 2007).
Such models are problematic in most states because yearly student level data with
vertical scalar measurement is not available. However, new federal requirements for
annual testing in grades three through eight offers the promise of cohort data from
assessments that provides coherent measures of standards within states at each grade
level. Until such assessment data becomes available, states evaluating the Mathematics
and Science Partnership programs funded with Title IIB NCLB resources must
approximate evaluation designs that make the best use of available data.

Recommendations for evaluation of mathematics professional development
programs from the National Academies of Sciences (2004) include the identification of
implementing weak and strong implementing teachers as a strategy to identify the
variation in correlated student achievement. (p 114). The prepublication copy of the
report also recommended the use of multiple outcome measures and measures of levels of
implementation of curriculum as evaluation strategies (p. 2). Raudenbush (2005)
recommends a goal for research on intervention programs “to study why an intervention
works for some children and not others, or why it fails.” A recent RAND report (Le, et
al, 2006) recommends measures that better match interventions and, in particular, the use
of subscales for “a more refined analysis.” (p. 75). Finally, a recent RMC authored
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report, State Mathematics and Science Partnerships Year I Implementation, (2004)
recommends both outcome and process evaluation designs and measures. The evaluation
of the VMI described herein builds on the recommendations of these five sources.

Vermont has had the rare opportunity afforded by an integrated, statewide,
individual student data base. The data base, which has been operational since 1999, is
linked by a unique student identification number that enables longitudinal study of
common student performance measures. The paper described in this proposal illustrates
how it is possible to address goals of both outcome and process evaluation by following
cohorts of students and their teachers over time.
Data Sources.

Program outcomes were tracked over time by:
•

Utilizing state assessment data gathered from the annual administration of the
New Standards Reference Examination (NSRE) mathematics tests at grades 4, 8
and 10. The Vermont Assessment for the years 1999 through 2006 was adapted
from the NSRE developed at the University of Pittsburgh. Questions were added
by the state to measure specific skills, concepts and problem solving as well as
opportunities to learn mathematics and English language arts as reported by
students.

•

Isolating Stanford Achievement Test (SAT9) items and scales that are extracted
from student level NSRE records for each of 2 cohorts of students whose teachers
show varying levels of participation in the program.
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2009 HICE Proceedings
Page 4295

Title: The Vermont Mathematics Initiative:
Student Achievement from Grade 4 to Grade 10
•

Matching student records over time from grade 4 to grade 8 to grade 10 within the
Vermont state student level data set.

Terminology used in this paper: To differentiate among teachers based on their
preparation for mathematics teaching, the term “VMI” Teacher to refer to the
grouping of teachers who have participated in the VMI professional development
intervention at a time when they would have made at least one year of
contribution to a students development in mathematics. Thus, a VMI Teacher
refers to a teacher who has taught a group of students during or one year prior to
the baseline measurement year (spring 2000). This definition resulted in a subset
of 16 teachers and 233 students who had been taught by them for at least one
year.
Limitations, Reliability, and Validity.

The following limitations apply to the design of the study:
•

Sample attrition. Students where selected as a sample of all those taught by VMI
Teachers who formed the 1999 and 2000 cohort, teaching grade 4, by selecting all
students who were so identified by the teacher’s name on the NSRE student
records for the year 2000. About 12 percent of these students withdrew from the
cohort of students prior to 2006. Student scores and performance levels for 2006
were carried forward from 2004 as a method to balance the attrition in both
groups. The same weighting procedure was applied to the control sample.
Control students were selected randomly from the pool of grade 4 students on the
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NSRE 2000 file. Approximately 30 percent of the control sample withdrew. The
substitution of the 2004 performance level for the 2006 level enabled mean
comparisons that represented the performance levels of both groups adjusted for
withdrawal. The resulting sample of students that formed the student VMI and
Control groups is described in Table 1.
•

Validity of the measures. As a standards-based measurement of skills, concepts
and problem solving there has been a tacit assumption that the measures of
mathematics in the NSRE (New Standards Reference Examination), including the
Stanford Achievement (SAT9) items, were appropriate to gauge some
contribution of the VMI program intervention. While an analysis of the match
between the content of the VMI courses and the NSRE measures has yet to be
done, the emphasis on problem solving and topics such as probability and
statistics in the VMI is to some extent reflected in the NSRE measures.

•

Reliability of the scoring from one test form to the next with respect to
constructed response items which form the basis for some of the performance
level measures prevents the use of trend analysis for these measures. The SAT9
scale scores tend to perform in a linear way over time for cohorts of students
while the performance levels are subject to performance level adjustment within
years rather than across years. Hence, longitudinal comparisons are not
appropriate for these measures.
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Results
Table 1 summarizes the VMI and Control Samples as to poverty as defined by Free
Linch Eligibility

Table 1
Tabulation of the VMI and Control Samples by Free Lunch Eligibility
VMI00
Free Lunch
Numeric

Not Eligible

Eligible

Total

Total

Controls
191

VMI
181

% within VMI00

74.3%

77.7%

75.9%

% of Total

39.0%

36.9%

75.9%

66

52

118

% within VMI00

25.7%

22.3%

24.1%

% of Total

13.5%

10.6%

24.1%

Count

Count

Count
% within VMI00
% of Total

372

257

233

490

100.0%

100.0%

100.0%

52.4%

47.6%

100.0%

Research Question 1, Comparison 1:
o Does student achievement differ in subsequent years between groups of students
who were taught by teachers who attended and completed the VMI training
program in either 1999 or 2000 and a random sample of those who were not
taught by VMI teachers.
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In order to evaluate the above question, groups of student scores formed the intervention
and by the pairs of scores at each data point were compared. Figure 1 below indicates the
results of the longitudinal comparison of the SAT9 scale scores.

Figure 1
M atched G ro up C o mp ariso ns fo r Le v el o f E stimated Inte nsity o f Interv entio n
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T est Y ea r

The differences between the VMI and Control groups was not significant in 2000 at the
baseline, but proved to be significant at 2004, t=-3.07 (equal variances not assumed), df
488, p<.002; and significant again at 2006, t=-2.99 (equal variances not assumed) df 488,
p=.003. While statistically significant, the effect size is approximately .32.
Research Question 1, Comparison 2
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A second comparison to determine within group differences over time, compared the
pairs of scores for each group at the subsequent data points of 2004 and 2006. For the
VMI group of students the change from the mean of 661 in 2000 to the mean of 714 in
2004 was significant (t=-21.01, df, 232, p<.001). For the comparison of the VMI taught
students from 2004 to 2006, the difference was also significant (t=-6.85, df 232, p<.001).
For the Control group of students comparisons between the 2000 and 2004 means was
statistically significant (t=-16.24, df 256, p<.001). In the comparison of 2004 to 2006 the
gain of 16 points on the scale score was also significant (t=-8.01, df 256, p<.001).
Research Question 2
o Does student achievement differ between groups of students formed by the
intervention and control and eligibility for free or reduced lunch with respect to
the growth both groups experience over a period of 8 years? Are these differences
reflected in the drop-out rate at the high school level?
In order to evaluate the relationship between intervention and family background groups
of students formed by both the intervention and family background were compared on the
outcome measure of the SAT9 scale scores. Figure 2, below, describes these
relationships.
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Figure 2
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Point in time comparisons among the four groups was performed for each year
with analysis of variance and post-hoc comparisons. Only the Control Frlm (Control
eligible for free or reduced lunch) was significantly different from the VMI (non-eligible)
and Control (eligible) groups in a Bonferroni post-hoc comparison (p<.001). This
pattern of difference was repeated at grade 8 (S904) and, in addition, the Control eligible
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group was then significantly lower from the VMI eligible group (p<.05). The grade 8
pattern was again repeated at grade 10, but this time the Control eligible group was even
lower than the other three groups (p,.001). The effect size for the grade 10 comparisons
was approximately .84. Inspection of the data points for this group revealed that the
leveling effect experienced by the Control eligible group was linked to early withdrawal
from school. At grade 10, 30 percent of the cohort of Control eligible students had
dropped out of school while only 12 percent of the VMI eligible group had dropped out.
These dropout rates compared with 10 percent of the VMI non-eligible and 15 percent of
the non-eligible Controls. These numbers compare favorably with the overall state
graduation rate of 82 percent since the graduation rate is most closely aligned with the
cohort completion rates (Vermont State Department of Education, 2007).
Research Question 3
o Does student achievement on different types of mathematics tasks, namely skills,
concepts and problem solving differ between groups formed by the VMI
intervention and the Control group; and, does performance differ between or
among groups of students formed by intervention and control and eligibility for
free or reduced lunch?
In order to investigate this question students among the various groups were
compared on the performance levels that were dichotomized from a 5 level ranking
scheme to two categories: Below the Standard and At or Above the Standard. The
following figures indicate the relative performance among the 2 comparison groups.
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Figure 3
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Figure 4
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Figure 5
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Patterns of performance between the groups are similar from year to year.
Percentages from year to year, however are not comparable due to differences in scoring
of the constructed response items. Patterns of relationships among the performance
categories are probably a reflection of the particular items within years and the scoring
protocols during each of the years. In the year 2000, the cohort differences were minimal
and not statistically significant. At the 2004 data point, however the VMI group was
significantly different from the Control group on all three measures. Skills: x²=12.83, df
1, p<.001; Concepts: x²=6.36, df1, p<.001; Problem Solving: x²=9.60, df 1, p<.001.
Within the 2006 year comparisons the performance of both the intervention and control
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groups was similar, and the differences which favor the VMI group were not statistically
significant.
The following figures illustrate the performance across years for the VMI and
Control Groups when disaggregated by free or reduced lunch eligibility.

Figure 6
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Figure 7
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Figure 8
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As with the overall performance, patterns of performance among the groups
formed by lunch eligiblity are similar from year to year. In general, the Frlm groups are
significantly lower than their within-group peers. The 2000 matched Frlm group is
significantly lower than the other three groups, a result that is similar to the pattern of the
scale scores above. The 2006 results are among the most interesting because a pattern
which began in 2004 showed that the VMI Frlm group was not significantly different in
performance from the Matched non-eligible group in 2006 at grade 10 ( a 3 percent
difference).

Discussion
Scale score comparisons.
The results of analysis of groups of students formed by their exposure to teachers
who were intensively trained by the VMI program and those who were randomly selected
from a population that was similar in socio-economic background indicated that the VMI
group of students significantly out performed the control group on standard measures of
mathematics achievement taken over an 8 year period. The groups were not statistically
different at the first year of intervention, 2000, but by 2004 in grade 8 they were out
performing their peers on the scale scores. This pattern of performance difference on the
scale scores persisted through grade 10. To some extent the performance difference at
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grade 10 was a reflection of the difference in drop-out incidence between the VMI and
Control groups which favored the VMI group by 20 percent. Both the VMI and Control
groups significantly improved over the 8 year period on scale scores, consistent with the
overall state gain in scores. To some extent the gains may have been mediated by a
ceiling effect whereas the state median scored at the seventy-second national percentile.

Performance Level comparisons.
Expected differences in performance on measures of skills, concepts and problem
solving not present at grade 4, like the scale score differences, emerged at grade 8 but did
not likewise persist to grade 10. Lack of standardization in scoring and scaling of the
three measures make longitudinal comparisons inappropriate. However, the ‘withinyear’ independent group comparisons at grade 10 remain unexplained.

Free Lunch Eligibility comparisons.
An effect that appears to narrow the gap between low-income and other students
who are the beneficiaries of VMI instruction is consistent with previous study of the VMI
1999 to 2005 cohort of students. The 1999 study used schools as a unit of sampling and
defined VMI intervention schools according to whether one or more teachers were
attending the VMI during the first 4 years of the study. VMI schools were then matched
to other schools that shared similar free lunch eligibility distributions. While the 1999
study was not able to achieve the same level of control of the matching across years and
teachers that the present study achieved, the results were similar. The gap between free
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lunch eligible students and others in the VMI schools reduced over time to an
insignificant difference by grade 10.

Summary
The purpose of the paper presentation was to present findings from Year 7 of a seven
year study of the process and value added effects of a statewide, content rich,
mathematics professional development program known as the Vermont Mathematics
Initiative (VMI). Specifically, the purpose of this investigation was to discover whether
or to what extent the outcome measures used by the State of Vermont to report student
achievement in mathematics discriminated between groups of students who were taught
by teachers who attended the VMI coursework. The results of the analysis of student test
scores suggests that students who are taught by VMI trained teachers perform better on
standard measures of mathematics performance; and, these students are less likely to drop
out of school than other students.

Educational or Scientific Importance of the Study.

The National Research Council, (2004) US Department of Education (2004) and
researchers at RAND (2004, 2006) have cited the need for better evaluations of teacher
professional development programs. The combination of mixed method approaches with
multiple strategies such as longitudinal studies of students acting as their own controls
over time is the present attempt to respond to current concerns. In addition, intervention
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students in combination with Control groups at multiple intervals are a further attempt to
provide additional confidence in results.

From the perspective of reform of how mathematics should be taught, the content
of the VMI curriculum may represent the kind of prioritization of content that provides a
focus for teachers that enables them to get beyond what Hiebert, et al (2005) term the
“feature by feature” approach to improving teaching. The intensive focus on how
teachers and students learn the fundamental (as distinguished from “basic”) concepts of
mathematics also may enable the integration of the “what” of mathematics teaching with
the “how” of implementation. The extent to which it can be shown that such a focus is
related to higher levels of achievement will inform a more comprehensive solution to the
problems associated with reform.

Plans for Future Evaluations.

As the VMI begins its ninth year of teacher development in Vermont, plans are
underway for a new evaluation design and new measures of student performance. The
State of Vermont has developed new student assessments with Rhode Island and New
Hampshire. Known as the New England Common Assessment Program (NECAP) the
assessment has been developed to more closely match the grade level expectations that
the three states have published as guidelines for curriculum development for grades K -
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12. Because the design of the VMI depends upon the close association of teacher leaders
and mentors who are focused on classroom work, it is expected that the NECAP will be
more closely aligned to the VMI curriculum than was the New Standards Reference
Examination.
The design for the next phase of the VMI evaluation will emphasize the direct
relationship between the qualitative measures of curriculum implementation and the
outcomes measured by student performance measures, including the NECAP. An
additional feature of the next phase of evaluation is the a priori matching of cohorts of
students at control schools, matched according to Stuart’s (2007) procedures and
followed from grades 3 through 8 and 10, over consecutive periods of seven years. In
addition, comparison of intervention and control groups on sub-scale measures of
NECAP performance which most closely align with VMI curriculum is also being
considered.
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Abstract:
This paper reports the research results from a 2008 study of the social networks of school library
media specialists (SLMS) in north Texas and a 2007/2008 survey of science teacher attitudes
towards SLMS in north Texas. Analytic methodologies include: social network analysis with
accompanying sociograms, statistical analysis, and qualitative content analysis of interviews.
Analyses of the results indicate that opportunities exist to strengthen the collaboration efforts
between SLMS and science teachers in this underserved area. Further research will include
proposals to develop collaboration skills and measure the impact of these efforts on student
science achievement. With a national emphasis on requisite science literacy skills, efforts to
strengthen cross disciplinary collaboration skills and opportunities should yield positive results.
Introduction
School library media specialists (SLMS) and science teachers are responsible for positively
affecting the development of student science literacy skills. Research studies situated in
numerous states (Lance, Hamilton-Pennell, Rodney, Peterson, & Sitter, 2000; Lance, Rodney &
Hamilton-Pennell, 2000a, 2000b, 2001, 2002; Lance, Welborn & Hamilton-Pennell, 1997;
Smith, 2001) have demonstrated the impact of strong school library media programs on student
achievement in reading. A study based on student evaluation of school library media centers
(Todd & Kuhlthau, 2004) further supports the positive role of library media centers in affecting
overall student achievement. However, despite substantial efforts to document the positive
relationship between school library media specialists (SLMS) and student achievement, Mardis
(2007) contends that “the effect of strong school library media programs on science achievement
is largely unreported” (¶ 4).
The role of the school library media specialist evolved with the introduction of learning and
resource technologies. The American Association of School Librarians (1998) states: “the school
library media specialist’s opportunities for cultivating authentic, information-based learning have
never been greater, and the responsibilities are also more crucial than ever before” (p. 47). This
responsibility extends to collaborating with others as a key theme for building relationships that
enable the delivery of information literacy skills to students. In many cases, the skills must also
be delivered to the teachers and administrators within the school’s learning environment.
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The national emphasis on requisite science literacy skills and the opportunity to examine
collaboration efforts in this underserved area inspired two pilot studies for research into
perceptions and a collaborative orientation in the school learning environment. We report the
background, methodology and results from these pilot studies in the following sections.
Background
Professional positions require the skills and abilities to meet specific requirements for success.
Both science teachers and SLMS meet rigorous standards for professional certification.
Science Teachers
In Texas, all teachers are required to have a bachelor’s degree in a content area, along with
specific professional development coursework (State Board of Education, n.d.). The coursework
required for certification includes educational policy, psychology, reading in the content area,
teaching methods, classroom management and student teaching (Teacher Professional
Development Center, n.d.). While the pre-service and in-service science teachers are expected to
be able to use a library and to help their students in research settings (NCSESA & NRC, 1996),
none of the certification classes include specific methods for collaboration with librarians.
School Library Media Specialists
The responsibility to deliver a strong library media program requires the requisite skills. As a
result, most States require that a school library media specialist hold a masters degree, have a
minimum of two years teaching experience, complete a school library program of coursework
from an American Library Association accredited institution, and pass a State exam for school
librarian certification. Within the program of coursework, SLMS focus on the dimensions of a
successful library media program that meet the goal of student achievement. With a variety of
opportunities and responsibilities for meeting the learning needs of students, school library
media specialists must develop and nurture an effective collaboration network to meet learning
goals.
Collaboration is one of the key themes that the American Association of School Librarians
emphasizes for building “partnerships for learning” between the school library media specialist
and other members of the learning community. Yet, as Small (2002) states, “There is no doubt
that the ever-increasing importance of information technologies in schools has increased the need
for librarians and other educators to collaborate and has opened new avenues for collaboration.
But efforts to collaborate are often awkwardly conceived and less than successfully
implemented” (p. 10). Collaboration efforts range from visiting with the classroom teachers in an
effort to establish ways to work together, to creating a unit of study and presenting this unit
together, along with an evaluation component (Asper, 2002).
While some classroom teachers may welcome collaborative efforts, others may be resistant to
establishing a collaborative relationship with the library media specialist (Hylen, 2004; Thomas,
2002). As Lowe (2000) states, “All members of the school community need to understand that
the library media specialist is uniquely qualified, valuable, and able to provide essential
information literacy instruction and valuable information services” (¶ 11). As library media
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specialists work toward the realization of this goal, developing a network of collaborative
partners within and outside the school environment is important.
Identifying and assessing the predisposition of science teachers to collaborate with SLMS and the
collaboration networks of sample SLMS leads to further opportunities to connect the effectiveness
of the library media program to its stakeholders.
Methods
To conduct this research, a mixed methods model was used (Gay, Mills, & Airasian, 2009).
Interviews were conducted with both the science teachers and the school library media
specialists. Data were triangulated by examining the two sets of interviews and the
questionnaires given to the science teachers and SLMS. Quantitative data were examined using
Spearman’s rho to test for correlations among characteristics of teachers and their perceptions of
librarians’ credentialing and importance to student learning/achievement.
Science Teachers
Twenty-four participants were from a graduate level science education research class. All were
pursuing a master’s degree in science education. Half of these students were in an asynchronous,
online class, while the remainder participated in the face-to-face version of the same research
class. Twenty participants were in-service teachers with an average of eight years teaching
experience. Twenty-one were females; their average age was 33 years. Most of the participants
(75%) were Caucasian; 58% teach in suburban schools; 54% of the schools represented are
medium sized (approximately 540 students; TEA, n.d.); and 41% of the participants taught
middle school (grades 6 through 8).
As a part of this research, a questionnaire has been designed to determine what science teachers
know about librarians and their responsibilities. The Teacher - Librarian Collaboration Survey
(TLCS) is based on the Information Literacy Competency Standards for Higher Education
(ALA, 2000). Once the survey was administered, a group interview was conducted with the faceto-face participants (n = 12) to ascertain their reaction to the questionnaire.
The TLCS contains four open-ended, free response questions to determine teachers’ expectations
of the librarian and their level of collaboration with the librarian. One question asks participants
to select librarian credentials from a list of seven possibilities. The survey also has four sections
regarding participants’:
 confidence in conducting research,
 perceptions of the importance of the library and librarians,
 perceptions of the necessity of collaboration with a librarian, and
 perceptions of the necessity of librarian provided instruction to pre-college students.
These sections are measured using a five point Likert scale with a ranking of 1 as least positive
to 5 as most positive.
School Library Media Specialists
The research methods included a survey of contacts for curriculum and library program-related
work, semi-structured interviews, and the use of social network analysis techniques and software to
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identify and illustrate the collaboration network of each of five school library media specialists. The
survey was based on the work of Cross and Parker (2004), an instrument that demonstrates
reliability and validity through its use in a variety of settings.
Demographic data included information regarding length of time as a SLMS and the length of time
in the SLMS position at the school. For the full set of teachers and administrators at the school, by
position and grade level (not name), the survey collected responses to three questions:
 length of time the SLMS has known the person, in years,
 frequency of interaction with each person: daily, once a week, monthly, 2-3 times a month,
never, and
 level of collaboration or interaction: design course content and teach with, provide course
materials, consult on course content, provide books/resources when requested, exchange
information informally, never interact.
The survey was completed by five school library media specialists in two urban centers: Dallas and
Fort Worth, and one suburban center outside of Fort Worth, Texas. One participant is the single
SLMS in a K-6 public school, one participant is the single SLMS in a grade 3-5 public school, and
three participants hold SLMS positions in a K-12 independent school. A follow-up interview with
each participant discussed the results and gathered information on the ways that SLMS collaborate
with teachers in various subject areas, the challenges associated with collaboration and the ways that
student achievement is measured in the library media program. These participants were recruited
through the alumni student base in the School of Library and Information Sciences school library
program of study at the University of North Texas. Participation was voluntary and the appropriate
consent documents were filed and approved by the Institutional Review Board at the University of
North Texas, IRB Number 08-078.
The library media program social network for each participant was mapped using the social network
analysis software program, UCINET and its associated illustration package, NetDraw. These tools
enable visual and statistical analysis of the various roles and positions with the networks. Each
participant was coded for anonymity and the identities of the teachers and administrators they
connect and collaborate with were similarly coded. For example, the participants are SLMS1
through SLMS5. The teachers are coded with the first position T followed by the subject and grade
level they teach: T4sci = teacher of 4th grade science; the K-12 school added US = upper school, MS
= middle school and LS = lower school; administrators coded by position: e.g., APRin = assistant
principal; AS = Assistant Superintendent. When the network diagrams were produced, the subject
areas were additionally color coded for visual recognition: yellow = administration, red = SLMS,
green = science and math, blue = language arts, purple = history/languages, brown = art/music.
Each interview was recorded and transcribed for content analysis. The context provided by these
interviews assisted the social network analysis.
Results
The results from the pilot studies demonstrate the awareness of SLMS credentials on the part of
science teachers, the predisposition of science teachers to collaborate with SLMS, science teacher
preparation for collaboration with SLMS, and the collaboration networks of sample SLMS.
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Science Teachers
Question one on the TLCS asked teachers what credentialing they thought librarians needed to
be certified in Texas. Choices included: (a) two years of teaching experience; (b) a bachelor’s
degree in any subject area; (c) a master’s degree in any subject area; (d) school library program
of coursework; (e) a passing score on TExES school librarianship certification exam; (f) all of
these; (g) none of these. The correct answers were a, c, d, and e. Table 1 shows the percentages
of teachers who chose the correct requirements. Most science teachers were unaware of the
requirements for becoming a librarian in Texas.
Table 1
Percentages of teachers choosing the correct credentialing for librarians.
None correct

One correct

Two correct

Three correct

Four correct

29%

42%

8%

13%

8%

Quantitative data were examined using the Spearman rho test for correlations (StatSoft, 2007).
There were significant correlations among school size and setting, awareness of librarian
credentialing, and age of participants, as well as value of the librarian and assistance with
classes. The larger the school, the more likely participants were to think librarians required
higher credentials (.753; α = 0.01); the suburban participants were more likely to think librarians
required higher credentials (.719; α = 0.01); the younger the participants, the more likely they
were to think that librarians required higher credentials (.616; α = 0.05). The more the
participants valued the library and staff, the more likely they were to believe that it was probable
it was for librarians to be of teaching assistance (.689; α = 0.05).
Open-ended questions asked teachers to tell what they thought librarians do. These four
questions produced emergent categories of responses with participants possibly providing more
than one answer per question. Those categories with the largest total number of total number of
responses are listed in Table 2.
Table 2.
Participants’ responses to open-ended questions through emergent categories (n = 24).
What do you expect PK – 12 school librarians to do?
Categories

Catalog materials

Know about
materials

Retrieve materials

Manage
equipment and
technology

Number of
responses

11

8

8

9

What type of preparation have you had concerning collaborations with librarians?
Categories

No preparation from schools

No preparation in University classes

Number of
responses

13

24
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How do you collaborate with your librarian?
Categories

Never collaborated

Equipment help

Number of
responses

5

6

What would prevent you from collaborating with a librarian?
Categories

Science teachers’ lack of time

Librarians’ lack of time

Number of
responses

7

6

The teachers’ reactions to the TLCS were positive. They commented that the questionnaire was
extensive and wondered if it could be shortened. They stated that the questions were coherent
and clear. Teachers also noted that collaboration with librarians would be welcomed; methods
for engaging in those collaborations are necessary to make collaboration efficient and effective.
School Library Media Specialists
The results of this pilot study indicate that establishing and maintaining a social network within
the school environment is fundamental to the position of a school library media specialist. The
range of experience as a SLMS varied from 1 year to 34 years, as listed in Table 3.
Table 3
Length of service as a SLMS and length of service in current position.
SLMS1

SLMS2

SLMS3

SLMS4

SLMS5

3 years

5 years

30 years

34 years

1 year

For SLMS5, the length of time she knew the teachers and administrators in her school
corresponded to her length of service in the current position. For the other SLMS, the length of
time they knew the teachers and administrators varied in accordance with the turnover of faculty
and staff in those schools.
Since the school size varies, the number of possible contacts varies, as listed in Table 4.
Table 4
Number of possible contacts in the school environment, including teachers and administrators.
SLMS1

SLMS2

SLMS3

SLMS4

SLMS5

16 contacts

25 contacts

110 contacts

110 contacts

110 contacts

Despite the number of possible contacts, all SLMS exhibit a range of interactions with the
teachers and administrators in their schools. These interactions are graphically displayed in the
following network diagrams, Figure 1 through Figure 5. Positions with the highest frequency of
interaction are closest to the center.
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Red: SLMS
Yellow: Administration
Blue: Language Arts/All
Green: Science and Math
Purple: History

Figure 1. Frequency of collaboration for School Library Media Specialist 1

Red: SLMS
Yellow: Administration
Blue: Language Arts/All
Green: Math/Science
Purple: History
Brown: Art/Music

Figure 2 Frequency of collaboration for School Library Media Specialist 2
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Red: SLMS
Yellow: Administration
Blue: Language Arts/All
Green: Science and Math
Purple: History/Languages
Brown: Art/Music
Figure 3 Frequency of collaboration for School Library Media Specialist 3

Red: SLMS
Yellow: Administration
Blue: Language Arts/All
Green: Science and Math
Purple: History/Languages
Brown: Art/Music
Figure 4 Frequency of collaboration for School Library Media Specialist 4
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Red: SLMS
Yellow: Administration
Blue: Language Arts/All
Green: Science and Math
Purple: History/Languages
Brown: Art/Music
Figure 5 Frequency of collaboration for School Library Media Specialist 5

Comments on the frequency of these interactions include:
• Even though ideally you want to get the whole grade level on board, I’ve found that
that’s not always possible and that I actually end up working more with one of the people
in a grade level as opposed to all three of them
• Seeing this in black and white makes me realize there are some areas that I can really
beef up and concentrate on next year.
• My biggest challenge is the math/science teacher. I’ve tried many times to show her
things in the library and get her to come in and do research but I get the distinct
impression that she thinks the library has no value to her
• Over the years there has been a progression in the amount of collaboration
• A lot of teachers think collaboration is going to be a lot of trouble
• My goal this year was actually to go to their grade level meetings. I didn’t get to go to
their grade level meetings last year because I was too busy cataloging books – it takes a
lot to administer a library. But now that we’ve moved to a central cataloging system in
the district, there’s going to be more time for the kids and the teachers.
• It’s a matter of targeting the ones that you know are going to use it first and then
approaching the others further down, especially your math and science. Science is usually
what I have to hit second for trying to collaborate but they’re the first ones that come in
here and want to put their projects up around the library.
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All SLMS exhibit a range of collaboration levels with teachers and administrators in their
schools: design course content and teach with, provide course materials, consult on course content,
provide books/resources when requested, exchange information informally, never interact. These
interactions are graphically displayed in the following network diagrams, Figure 6 through
Figure 10. Positions with the highest level of collaboration are closest to the center; positions
with no interaction are unconnected, or isolated from the SLMS.

Red: SLMS
Yellow: Administration
Blue: Language Arts/All
Green: Science and Math
Purple: History

Figure 6. Collaboration levels for School Library Media Specialist 1

Red: SLMS
Yellow: Administration
Blue: Language Arts/All
Green: Science and Math
Purple: History
Brown: Art/Music

Figure 7. Collaboration levels for School Library Media Specialist 2
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Red: SLMS
Yellow: Administration
Blue: Language Arts/All
Green: Science and Math
Purple: History/Languages
Brown: Art/Music
Figure 8. Collaboration levels for School Library Media Specialist 3

Red: SLMS
Yellow: Administration
Blue: Language Arts/All
Green: Science and Math
Purple: History/Languages
Brown: Art/Music
Figure 9. Collaboration levels for School Library Media Specialist 4
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Red: SLMS
Yellow: Administration
Blue: Language Arts/All
Green: Science and Math
Purple: History/Languages
Brown: Art/Music
Figure 10. Collaboration levels for School Library Media Specialist 5

Collaboration levels for all SLMS seldom included designing course content and teaching
alongside teachers, regardless of subject area. The most frequent levels of collaboration included
providing books/resources when requested and exchanging information informally with teachers
and administrators. Comments on the levels of collaboration include:
• Even though I’m not collaborating to do a lesson or design course content with everyone,
I think it’s important to be available and informally let a teacher know that: “I just found
this new book and I know you’re doing a project on this particular animal so you might
want to check it out”.
• I just ordered a whole set of graphic novels on topics related to the scientific method and
I’m struggling with how to encourage the science teacher to promote them because I’m
afraid she’s going to say “these are just comic books”. Clearly they aren’t and the format
is great for engaging kids. But I need to engage the science teacher first!
• I’ve talked to the technology person about doing a collaborative lesson with the teachers
where I could do the information literacy piece and maybe that would encourage the
teachers to use the library more since I have 12 computers.
• I’m building on my eighteen years of classroom teaching when I bring lessons into the
library and I find that some of the teachers appreciate the templates I have for
incorporating information literacy, but they want to take the templates and not use the
library again. Or, they want to bring the students to the library and leave them so they
don’t realize that I’m doing things that align with the curriculum.
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•
•

The science and math teachers are just afraid to try – what do we do? How do we try?
What are we going to do? So I’ll go, “Hey, we’ve got all this stuff in. Let’s try a lesson
with you teaching this part of it.” Then they’re up for it!
I teach a lot of faculty meetings as a way to demonstrate what the library can do to
support the curriculum. I’ll teach for a whole day and everything I do is through a book,
everything. And it’s just amazing to watch the teachers’ faces and initially they are
looking like, “We’re not going to listen to you today.” And then they find themselves
involved and having fun and we’ll pull a book and do the math, the history, the science or
whatever with it, every time we do it.

Conclusions
The purpose of these pilot studies was to determine if science teachers and librarians
collaborated, what teachers knew about the librarian credentialing, and if they found each other
helpful in teaching students. The mixed methods model used for these studies enabled data
triangulation that provided valuable perspectives on the perceptions of science teachers and
school library media specialists.
From this preliminary research it is apparent that science teachers do not know the extent to
which librarians can assist them and their students in learning the processes of science. It is also
obvious that neither group has much experience in collaboration practices. These pilot studies
indicate that collaborative efforts could be enhanced between SLMS and science teachers in a
number of ways.
Further research needs to be conducted to measure the impact of the teacher/librarian
collaboration on student outcomes. This can be achieved by evaluating the science classroom
learning environment, since previous research has shown that the learning environment is
directly correlated to achievement. Achievement may be measured through standardized testing:
in Texas this occurs at grades 5, 8 and science exit. Also, a new area of research needs to be
launched in the measuring of the learning environments associated with libraries and if these
environments are also correlated to student achievement. Finally, the TLCS must be validated to
determine its reliability with both teachers and librarians. This validation will support the
construction of modules for teaching collaboration techniques to the teachers and the librarians.
Information from this research will inform further study of these interactions.

Note: Design of the Social Network Study of School Library Media Specialists and the data
presented in this paper were supported by a Faculty Research Grant No.34388 from the
University of North Texas, Denton, Texas.
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Abstract
Over the past five years Indiana University of Pennsylvania (IUP) has undertaken
a comprehensive revision of the University’s Liberal Studies Curriculum. Beginning with
the end point in mind, university student learning outcomes were written and approved
by IUP’s University Senate. The approval of these outcomes set the stage for the
development of a curriculum framework drafted by a subcommittee of eight university
representatives. Using a case study approach, the authors will share the process of
ongoing revision including discussion of the obstacles that have impeded change and
the driving forces that have aided progress.

Simultaneously, the university is moving

into developing a systematic plan for student learning outcomes assessment. Both
processes - separate yet intertwined - evoke tensions for faculty.
Problem Statement
The current Liberal Studies curriculum at Indiana University of Pennsylvania is
the result of a major revision during the years 1987-88. Implemented in 1989, it has
remained generally unchanged since that time. Using a distributive model, IUP’s
Liberal Studies program features a common core of courses for all first year students, a
non-western cultures requirement, a senior synthesis course and a two course writing
across the curriculum requirement. Acting on a mandate from the Pennsylvania State
System of Higher Education (PASSHE) in 2002, all University programs were reviewed
and required to reduce total graduation requirements for undergraduate programs to
120 credits, with few exceptions. IUP’s Liberal Studies committee (LSC) was charged
with this responsibility and made the recommendation to reduce credits in the Liberal
Studies program.
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During this review in 2002 and 2003, it became apparent that the current Liberal
Studies program was not meeting the needs of students nor was it effectively measuring
student learning outcomes. Assessment of the current program had relied heavily on
self-reported and satisfaction data rather than a system that directly measures student
learning. Also the curriculum goals of the Liberal Studies program were written without
the notion of measurement in mind. In addition, the curriculum was designed with
defined disciplinary boundaries making even minor changes difficult to initiate.
Background
In the summer of 2003, IUP’s Director of Liberal Studies submitted a successful
proposal for a team of university representatives to participate in the Asheville Institute
on General Education Reform. An eight person team was appointed by the University
Provost and included one representative from each of six academic colleges, one from
administration and one from Student Affairs Division.
During the Asheville Institute the IUP team gained several valuable insights
including an understanding that:
•
•
•
•
•

Higher education should foster “The Intentional Learner, ” empowered, informed
and responsible
Liberal Education is everyone’s responsibility, converging liberal and practical
education
Liberal Education should be purposeful, coherent, engaging and rigorous
Programs should be designed with a focus on student-centered learning and
pedagogy
Liberal Education courses should promote an interdisciplinary approach,
encouraging a collaborative curriculum design (Association of American Colleges
and Universities, 2002)
Upon returning from the Asheville Institute the IUP team began to discuss the

possibilities of revising the University’s Liberal Studies program and what such a
revision would require. The team of eight was named the Liberal Studies Revision
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Steering Committee (LSRSC) and was charged by the University provost with
overseeing the revision process. In a report to the University president, the team
outlined a rationale for revising the program and a series of recommendations, including
a six step plan for undertaking the revision.
Process
Step I: Sharing the Vision
Initial plans and activities in the fall of 2003 focused on university conversations,
publicity and data collection. The major goal at this stage was to engage the university
community in discussions about general education, while identifying available
assessment data on the current Liberal Studies curriculum and finding mechanisms for
obtaining additional information. Actions included the dissemination of information
obtained from the Asheville Institute; articulating the case for Liberal Studies reform
through articles in publications such as IUP’s campus newsletter and making
presentations to various campus groups.
Additionally members of the LSRSC met with decision-making bodies and other
campus groups such as IUP’s University Senate, the faculty union (Association of
Pennsylvania State College and University Faculty), the Division of Student Affairs and
the Student Congress. Academic departments and other divisions of the university
administration were asked to nominate liaisons to the steering committee and student
participants were included. A website that specifically focused on the revision process
was developed and included answers to frequently asked questions, links to relevant
documents and a mechanism for collecting feedback on the process. The Steering
Committee hosted luncheons with faculty and others to discuss trends in general
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education and revision at IUP. Invitations were sent to 110 members of the University
community, representing 38 academic departments, all colleges, Student Affairs and
two regional campuses.
Step 2: Building Consensus
During the second semester (spring 2004) the Steering Committee’s efforts
focused on generating campus-wide discussions and promoting faculty development.
Activities included interacting directly with departments to promote dialogue on goals
and outcomes, sharing ideas for reflection and reaction and reinforcing the rationale for
change. In addition, the Steering Committee created a subcommittee assigned to
develop student learning outcomes. Members of established curriculum bodies, such
as departmental and college curriculum committees and students were asked to
participate on the Student Learning Outcomes work group. The efforts of this
subcommittee would focus on developing a draft of student learning outcomes to
advance for action to IUP’s University Senate.
During this period of time the Liberal Studies website was revised to specifically
address questions about the revision process. Additionally, members of the LSRSC
met with individual academic departments to hear their concerns about revision and
continued to articulate the rationale for revising the Liberal Studies program.
At this same time, IUP was involved in a campus-wide self-study, as mandated
by the university’s regional accrediting body, The Middle States Commission on Higher
Education. This campus priority put the revision of the Liberal Studies curriculum on
hold, as both the Director of Liberal Studies and several members of the Steering
Committee were assigned to work on the self-study report. As part of the self-study, a
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comprehensive review of general education was conducted. A university subcommittee
assigned to review IUP’s general education curriculum in light of the Middle States
Standards (2002) made the recommendation that a revision of the liberal studies
program was timely and relevant.
Members of the LSRSC spent most of the academic year 2004-05 working on
various aspects of the Middle States review. The results of this study helped to inform
the LSRSC about the major revision that needed to occur.
Step 3: Creating the Blueprint
The next semester (fall 2004) was devoted to drafting the student learning
outcomes for the new Liberal Studies curriculum. The Student Learning Outcomes
work group appointed to undertake this task began to work on its charge.
This work of writing the student learning outcomes consumed more time than
anticipated, nearly a year, but a set of “Expected University Student Learning
Outcomes” was developed and presented to the Steering Committee.

The LSRSC

refined the document and disseminated a first draft of the student learning outcomes to
the university community for discussion. This document was advanced through the
approved curriculum process to the University Senate in November 2005. At this point
it became apparent that the LSRSC would need to revisit “Building Consensus.”
Responses and feedback to the various drafts of the “Student Learning Outcomes”
continued through January and February of 2006, delaying the expectation that a
Liberal Studies program revision would be ready to implement in the fall semester of
2008.
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The LSRSC responded to all feedback on the drafts of the student learning
outcomes, keeping track of revisions, comments and concerns. Through this process
the committee indicated where feedback had been incorporated into the learning
outcomes, where it had not and why.
During this same time, the university administration changed drastically, with four
different university presidents in four years. After meeting with the newest university
president in 2006 and the Middle States accreditation team, favorable feedback and
support from these and other groups lead to the unanimous approval of the tenth
version of the “Expected Undergraduate Student Learning Outcomes” by the University
Senate in May 2006.
In reflecting on this process, the LSRSC held firm to its commitment to engage
the university community in discussions about the future of liberal education and the
needs of students.

The process of writing and approving the students learning

outcomes was made transparent. Various campus constituencies were encouraged to
participate in the process and these groups were given ample opportunities to provide
input. Throughout this time, the LSRSC reiterated the rationale for revision and the
benefits for students and the university as a whole. One important aspect in the
process for gaining approval of the student learning outcomes was not advancing drafts
for action to the University Senate until the LSRSC was certain consensus had been
established and that the student learning outcomes had enough support for approval.
Step 4: Designing the Curriculum
Following the adoption of these student learning outcomes for the Liberal Studies
curriculum, the work of developing the curriculum model commenced during the Spring

2009 HICE Proceedings
Page 4335

Term 2004-2005. The curriculum model would incorporate the recommendations from
the American Association of Colleges and Universities (AAC&U) Greater Expectations
report (2002), IUP’s newly approved student learning outcomes, the mission statements
of IUP and the Pennsylvania State System of Higher Education (PASSHE) and the
results of assessments that suggested problems with the current curriculum.
In May 2006, the Liberal Studies Revision Steering Committee held a week long
retreat to conduct the necessary research, to brainstorm and the to draft a curriculum
model that would serve the needs of future students. At least 75 university general
education programs were reviewed and critiqued for quality and relevance to the goals
IUP was trying to achieve. The result of that retreat was the creation of a curriculum
model that represented a radical departure from IUP’s current structure and one that
used conceptual categories rather than discipline based categories. The belief was that
starting with a fresh, innovative framework would reduce disciplinary turf issues. This
proved not to be the case, but that part of thestory emerges later.
Following the retreat, the LSRSC continued its effort to provide an open and
transparent process in the development of a revised Liberal Studies curriculum.
Representatives from all academic departments, regional campuses and the Division of
Student Affairs were invited to participate in focus group sessions. Department
representatives from 36 academic departments included chairpersons, assigned
liaisons, and/or other interested persons selected by the department. An interview
protocol of five questions was used to gather data. To facilitate discussion, participants
were provided with these questions to discuss with their faculty/staff prior to meeting
with the Steering Committee.
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These focus group sessions provided a forum for department and unit
representatives to express their ideas and concerns about the revision and to provide
guidance with the design effort. Approximately 70 hours were invested in the exchange
of ideas with 75 participants. The discussions resulted in approximately 200 pages of
notes. An overall summary of the focus group meetings was written. That summary
and the entire transcript of minutes were posted publicly on the Liberal Studies Revision
web site.
In light of the information gathered from these focus groups, the proposed
curriculum model that was drafted at the retreat was retrieved and reexamined. The
LSRSC adopted a set of guidelines that reflected the current literature on general
education, the committee’s assumptions and feedback from the focus groups. The
following guiding principles were considered as revisions to the proposed curriculum
model were made:
•
•
•
•
•
•
•
•

A need for flexibility of the revised Liberal Studies curriculum
A focus on deficiencies apparent in the current curriculum
Opportunities to build bridges with Student Affairs division
Opportunities to build bridges between Liberal Studies and departmental majors
A desire to provide a liberal education that spans four years
Ease of transferability for students
A user-friendly curriculum for students and faculty
An innovative and attractive curriculum for prospective students and parents
At the commencement of the fall 2006 academic year, members of the university

community were again invited to attend luncheons hosted by members of the LSRSC.
Three-hundred invitations were sent for 17 luncheons. Additionally, the Director of
Liberal Studies was invited to attend meetings with individual departments and a
meeting with the general membership of the faculty union general membership to report
on the revision framework, timeline and process. The LSRSC continued to make
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revisions to the model that addressed the concerns and ideas from these various
meetings
A first draft of the proposed Liberal Studies curriculum framework was distributed
to the University community during the fall 2006 semester and was placed on the
University Senate agenda for information. Throughout that semester the LSRSC
continued to respond to feedback and a new draft of the Liberal Studies framework was
presented to the University Senate at the December 2006 meeting. This draft received
the endorsement of the University Senate acknowledging that it was a work in progress.
Believing that the only means to a successful approval process was to engage as
many members of the university community as possible, the LSRSC utilized numerous
methods of communication including appearances at the University Senate, Student
Congress and an on-line town meeting.
During February and March of 2007, the LSRSC hosted an on-line “town
meeting” during which members of the University community were invited to read
several documents related to the proposed curriculum and post their comments.

All of

the feedback received was considered; much of which was incorporated into the
proposed framework.
During the spring 2007 semester, 13 subcommittees comprised of over 135
university volunteers, were formed to develop the criteria for various components of the
revised Liberal Studies framework. These subcommittees were charged with writing the
guidelines by which new courses and revised Liberal Studies categories would be
reviewed for curriculum approval. The reports of these subcommittees were posted to
the Liberal Studies Revision website and were open for comment from the university
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community. Emails from the Director of Liberal Studies were sent to the IUP faculty and
staff email lists, student email lists and an ad was place in University’s student
newspaper, soliciting input on the subcommittee reports and the recommended criteria.
All comments were posted on a web site for public view.
Also during that semester, approximately 50 members of the campus community
attended a university-wide town meeting.

It was at this town meeting that the LSRSC

heard a call for more direct assessment of the current Liberal Studies curriculum before
any further revision should be considered. While the revision was informed by previous
assessment efforts, that assessment had been indirect and primarily based on self
reported perception data.
At this point the revision process hit several obstacles. Relentless concerns from
a few faculty leaders about assessment, budget, resources and the rationale for change
made it apparent that the University community was not ready to fully embrace the
proposed revision or prepared to acknowledge the need for any revision of the current
Liberal Studies curriculum. In light of this, the LSRSC considered the need to
reconfigure the initial curriculum proposal first developed in the summer of 2006 and to
develop a less radical framework that more closely resembled IUP’s current Liberal
Studies curriculum. While the innovation apparent in the original design was not entirely
abandoned, it was clear to the LSRSC that the University community was not in support
of the framework as designed and endorsed in 2006.

In considering the compromise

that needed to be made the LSRSC considered a phrase prominently posted in a
colleague’s office… apparently a variant of a Voltaire quote… “Don’t let the perfect be
the enemy of the good.”
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Making every attempt to respond to the concerns of University constituencies, a
redesigned proposal written by the Liberal Studies Revision Steering Committee was
forwarded to IUP’s University-wide Undergraduate Curriculum Committee (UWUCC) on
March 31. The UWUCC declined to take action at that time and the proposal was
tabled.
Process Revised
It was decided that the spring 2008 semester would be devoted to assessing the
current Liberal Studies program. Fortunately, since the Middle States accreditation site
visit in March 2006, the University had begun to put into motion a university-wide
assessment plan including the appointment of an assessment coordinator, responsible
for facilitating and coordinating the assessment efforts that had been happening in a
fragmented fashion across campus. Using the Collegiate Learning Assessment (CLA),
items from the National Survey of Student Engagement (NSSE) and a local assessment
measurement, a convenience sample of assignments from the required senior synthesis
course, an independent assessment was conducted. The findings of this assessment
effort will be used to inform the final revisions and to update the rationale for change.
To date the framework for a revised Liberal Studies curriculum at IUP has yet to
be approved. The LSRSC has continued to refine the framework and to meet with
various university groups to answer questions and respond to concerns. The Steering
Committee has revised and restated the rationale for change. The assessment data
gathered in spring 2008 are being reviewed in light of the proposed revision and the
approved student learning outcomes.
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The LSRSC has repeatedly addressed apprehensions about resources and
budget. Uneasiness about the potential loss of faculty complement and dwindling
resources has prompted calls for a complete halt to the revision process. Meetings
with university administrators including the provost and budget director resulted in a
detailed budget analysis indicating that the revised Liberal Studies curriculum would
require as few as three additional faculty members and could, in fact, save resources if
the revised program results in increased student retention rates. However this analysis
has not entirely alleviated resource concerns as departments continue to face budget
cuts even with the current curriculum.
As yet, the LSRSC has not been able to implement the last two steps of the six
step plan. Step 5: Developing the Courses was designed to be a time in which
departments were to be engaged in course development, course revision and program
revisions in planning to implement the new program. Step 6: Approving Courses and
Program Revisions was intended to be the time frame in which courses would be
advanced through the curriculum process for approval and the revised program would
be implemented for incoming students in the fall 2008 semester.
Conclusion
The eight members of IUP’s Liberal Studies Revision Steering Committee
continue their work and have not lost sight of the goal. The Steering Committee now
plans for implementation of a revised Liberal Studies program in the fall 2010 semester,
a full two years beyond the original projected date.

While the current framework

proposal is a compromise, it is one the Steering Committee is able to support and one
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in which the goals of liberal education and the approved student learning outcomes can
be met.
The LSRSC believes 2008-09 is the “do or die” year. With the firm expectation
that the revised framework must be approved during this academic year, the revision
process moves on. The next step in the plan is to resolve the remaining concerns, gain
support from departments for the revision and to advance the oft-revised proposal and
rationale through the University’s curriculum approval process.
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Abstract: How does someone become a good college professor? This research highlights
the importance of a pedagogy course for beginning college teachers as the first step in
that process. The research paper explores the development and design of a pedagogy
course for graduate students and highlights resources available for instructors of a
pedagogy course and for students enrolled in the course. The focus of the course content
reflects specific disciplinary issues in communications and media studies as relevant to
the program for which it is designed.
Introduction and Background
Today's university faculty members must possess a set of skills and
understandings specific to effective teaching in a learner-centered environment. They
have to know how students learn, how to design courses to enhance that learning, how to
interact effectively with students and how to assess teaching and learning. With limited
experience and instruction, graduate assistants, teaching assistants and entry-level college
instructors are expected to manage their classrooms, write course syllabi and provide
assignments that meet student outcomes for assessment purposes. Higher education
institutions should make available to these students, a graduate-level course on pedagogy
to help them develop these skills and abilities.
The teaching experience of many entry level college instructors is limited to
teaching assistant positions, where course syllabi are handed to them having been
prepared by other department faculty. Many graduate students have never stood in front
of a classroom full of students until their first TA position. Typically only students who
have degrees in teaching will have had experience writing student learning objectives,
lesson plans or course syllabi. Additionally, many new faculty are unprepared to mentor,
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advise and supervise students outside the classroom. A search for pedagogy courses in
undergraduate curricula yielded results primarily related to teacher education courses.
A University of Washington study, Re-envisioning the Ph.D., specifically
recommends that doctoral programs aid students in developing their ability to teach using
a variety of pedagogies. “Students need to acquire competence to teach in a very broad
sense in the classroom, in one-on-one settings, as project managers, as motivators and
evaluators of others, etc., as they assume positions in public, non-profit, or corporate
sectors,” (University of Washington, 2003).
To aid in the understanding of course development, teaching skills and
assignment evaluation processes, graduate level pedagogy courses are designed with
emphasis on the primary concepts of teaching and learning as identified in a course titled
Introduction to Pedagogy in Communication and Culture

offered in Indiana University’s

Department of Communication and Culture (Indiana University, 2007). Some academic
institutions may require the completion of a pedagogy course as a condition of
employment for a teaching assistant (Indiana University, 2007, University of
Washington, 2005). Pedagogy courses provide general instruction in the art and science
of teaching. Types of topics covered may include such items as the principles of course
design, assessment and grading and syllabus construction. Class topics frequently
include preparation for leading discussion sections, lecturing, student learning styles and
instructional technology.
Several institutions offer on-line resources through on-campus teaching centers,
with information and advice on such topics as course and syllabus development, class
assignments and assignment evaluation Others offer workshops designed to help graduate
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students prepare to teach their first courses (Cornell University, 2008, Indiana University,
2006, Ohio State University, 2005, Syracuse University, 2005). As an example, the
University of New Hampshire provides The Academic Program in College Teaching, a
faculty development program available to graduate students and university faculty
(University of New Hampshire, 2002). Michigan State University offers students a
Certification in College Teaching, combining teaching experience with facultymentorships (Michigan State University, 2008).
Audience
For this research, the author has designed a course on pedagogy that will be
offered to students enrolled in a doctoral program in Communications Media and
Instructional Technology at Indiana University of Pennsylvania (IUP). In developing the
course content, it was necessary to consider the varied experiences of the students
however these doctoral students are primarily individuals who have recently completed a
master’s degree program or are temporary faculty at an institution of higher education.
Those students hired as teaching assistants in this program will be responsible for
teaching introductory communications courses, relevant to their own education and
professional experience. Most have aspirations to continue working in higher education
either as a faculty member or university administrator.
Course Content
The content of the course is structured to provide as much student interaction as
possible. In a course such as this, the instructor must lead by example. If the intent of
the course is to help students become effective teachers, design useful course syllabi and
develop appropriate assignments and evaluation strategies, then the instructor of a
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pedagogy course must model those behaviors. The beginning of the course will focus on
discussions related to the students’ perceptions of teaching and development of a personal
teaching philosophy. Students will begin the course by reflecting on the question “What
kind of teacher do you want to be?”
Other class discussions will focus on various teaching strategies such as lecturing,
guiding class discussions and using instructional technology. Students in this graduate
pedagogy course will discuss reflective teaching and student-centered learning and
discuss how to develop assignments that aid in building this classroom atmosphere.
Course objectives
The goal of the course is to provide graduate students with a better understanding
of the role and responsibilities of a college instructor. This course will help prepare
students for teaching communications media courses at the college level by introducing
them to the scholarly literature as well as assignments and applications that will help
them think insightfully about teaching.
The specific outcomes of the course are for the student to be able to:
1. Communicate effectively in teaching and learning situations
2. Apply appropriate communication and teaching strategies in a classroom setting,
moving from theory to practice
3. Understand the unique aspects of teaching communications media courses
4. Design appropriate communications media course materials, including syllabi and
assignments
5. Create a teaching portfolio documenting teaching and professional
accomplishments
6. Explain the relationship between scholarship and teaching in communications
media
7. Develop a reflective attitude as an instructor
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Meeting course objectives
Student performance will be based on a number of course assignments. Students
will write a personal teaching philosophy and will begin the development of their
teaching portfolios. In both cases these assignments will be shared with the class to
provide opportunities for feedback from other students and the instructor. Each student
will develop a course syllabus appropriate for an undergraduate course in IUP’s
Department of Communications Media and will do a teaching presentation based on one
component or lesson in that course. The teaching presentations will require students to
utilize appropriate instructional technology, include opportunities for student
participation and provide opportunities for assessment of student learning.
Instructional strategies
The course is designed to be primarily face-to-face instruction, although a blended
course including online instruction, mediated discussions and video conferencing could
easily be used to accommodate graduate students who travelling from outside the
immediate vicinity for course work. Modeling the strategies being discussed in the
course, student responsibility for learning is an important aspect of the course. In
teaching adult students, lecturing is not always an appropriate teaching strategy. Students
will have the opportunity to work collaboratively and to create teaching materials to be
included in their teaching portfolios. Students will be encouraged to complete readings
related to weekly course material, share their knowledge in class discussions and discuss
how changes in higher education will shape their own learning, teaching and scholarship.
An extensive bibliography will be provided as part of the course materials.
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Course Description
The published course description for the special topics course, COMM 881 –
Communications Media: Teaching at the College level is as follows:
“The course introduces graduate students to communication pedagogy
with a particular emphasis on teaching introductory communications
media courses in higher education. The course focuses on helping
students to understand the unique challenges of teaching communications
media courses and to improve their teaching via use of appropriate
communication techniques and reflection upon teaching/learning styles,
motivations, and instructional techniques. Students will also explore the
relationship between scholarship and teaching in communications media.
Assignments may include: writing a statement of teaching philosophy,
designing a communications media course and course syllabus, planning
and presenting a class lecture and create a portfolio of their teaching
experiences.” (Wilson, September 2008)
Conclusion
Universities are realizing the importance of providing graduate students with a
foundational knowledge of teaching strategies as appropriate to a specific discipline.
This research should aid other faculty in development of a similar pedagogy course. The
issues addressed illustrate the importance of teaching graduate students to become
effective teachers and how that interaction and observation of the graduate faculty will
influence students’ aspirations and expectations as college instructors.
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Abstract:

This study explored the association among gender identity, peer and parental
relationships, and substance use in females living in rural environments. Self-reported
data were gathered from females 12 to 15 years of age in two northwestern communities
in the United States. The gender identity of aggressive masculinity had the strongest
association with illegal substance use, whereas peer attachment and parent attachment
offered some protection from illegal substance use. Levels of 30-day alcohol, marijuana,
and cigarette use were consistent with national levels, but respondents' current inhalant
use was more than twice the national level. Study findings suggest that early adolescent
females characterized by strong aggressive masculinity are at high risk for substance use,
and constitute a target for prevention programs.
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#2 Abstract – According to the ETS website – ets.org, within 10 years, the population of
English language learners in Alabama has grown over 300%. This is an example of how
a population can become more diverse in a short period of time. Universities tend to
experience a wide range of changes in their populations. The backgrounds of the
students and their specific needs tend to change over time and every university needs to
be prepared. Universities are seeing the importance of embracing the diversity of their
changing populations and many are developing university diversity plans. In order to be
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Abstract
This paper is to present a case study of a young Chinese student in order
to give audience impetus to overview language-related learning disabilities in Chinese
classrooms. Studies show that dyslexics, like any other disabled learners, happen to be
different in learning, that is, their difficulties and differences are in processing language.
Yet little research has been done on learning disability in the Chinese setting, a language
that is quite different logographically, linguistically and culturally. It has become an
obvious concern how the Chinese learners who have a language-related learning
disability participate in the learning process, what specific difficulties they are facing,
and what treatments are adopted by educators to help. To answer these questions, the
researcher conducted a case study of a student named Kai (pseudonym), who has been
experiencing difficulties in reading and writing throughout his school years. Kai seems
to have many of the characteristics of a dyslexic student although he has not been
diagnosed with dyslexia. Furthermore, he has been facing tremendous difficulties in an
environment which does not welcome learners like him. This paper employs Kai’s case
to exemplify disabled learners in Chinese classrooms while discussing developmental
dyslexia from theoretical and applicative perspectives. The study leads to the
reconsideration of the current educational beliefs and values which reward gifted and top
students while neglecting, or even penalizing lower achievers including disabled learners
in China.
It is urgent that researchers collect data on learning disabilities in Chinese and
their impact on education in general. The learning disabled deserve an equal and
supportive learning environment like anybody else and educators can and should provide
such a learning environment for everyone, including disabled learners.

Researchers and educators in the West have profoundly studied dyslexia,
language-related learning disability, and the results of the studies are impressive.
Students who do not know how to read, spell or express themselves in oral or written
language are unlikely to participate or may withdraw. Research also indicates that many
people with a language-related learning disability have average intelligence. As a matter
of fact, their brains process information differently but most of the current teaching
techniques often do not work for them. Though there is no convincing data on learning
disability collected in the Chinese setting, it is obvious that there are Chinese learners
who are experiencing difficulties in reading and writing. A great concern has been raised
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among Chinese educators and it is urgent for researchers to collect data on learning
disabilities in Chinese and study their impact on education in general. It is equally
important that classroom teachers apply innovative and effective teaching techniques that
work for all students. This paper is to give our fellow educational researchers impetus to
review language-related learning disabilities in Chinese classrooms under current
educational beliefs and values.
Chin Kai’s Case: A Language –Related Leaning Disabled Student
Facing Social and Emotional Problems
Research on dyslexic children indicates that their emotional problems begin to
develop when early reading instruction does not match their learning style. This is true to
our hero, Chin Kai, a thirteen-year-old sixth grader whose reading and writing skills were
still at first grade level. The researcher began to know him when he was in third grade.
Over the years, the frustration mounted as classmates surpassed him in reading and
writing skills. Chin Kai suffered from learning disabilities and encountered social and
emotional problems throughout his school years.
Kai’s frustration with learning disability often centered on his inability to meet
expectations. His parents and teachers saw a bright, normal child who was not learning
to read and write. Time and again, Kai and his parents heard that “He’s such a bright
child if only he would try harder.” Ironically, no one knew exactly how hard he was
trying. During the years in primary school, Chin Kai spent countless nights and
weekends with his parent working on his coursework. He had little time playing with
other kids but seldom had his work finished on time. The fact is that the more he worked,
the less he accomplished as time went by. No matter how hard he tried, he just could not
meet other people’s expectations. His inability to achieve his goals and meet other
people’s expectations made him suffer. Chin Kai grew up believing that it was “terrible”
to make a mistake. However, his learning disability meant making many “careless” or
“stupid” mistakes. This was extremely frustrating to him, as it made him feel chronically
inadequate.
According to Heiervang et al. (2001), the dyslexic frequently has problems with
social relationships. Dyslexic children may be physically and socially immature in
comparison to their peers. This can lead to a poor self-image and less peer acceptance.
Dyslexics’ social immaturity may make them awkward in social situations. Many
dyslexics have difficulty reading social cues. They may be oblivious to personal distance
in social interactions or insensitive to other people’s body language. During my
observation of Chin Kai at different age period starting from 9, I found Kai having no
appropriate way to communicate with his playmates. His words were often considered
offensive by other kids; his friendly pat on somebody’s back would often receive a punch
in return because “he did it first.” He was the victim in a conflict but often was accused
of initiating the trouble.
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Kai’s inability in reading often affects his oral language functioning. He has
trouble finding the right words to answer direct questions. This put him at a disadvantage
as he grew older, when language became more central to their relationships with peers.
Kai’s problem was not his difficulty in understanding words but in remembering them.
For example, he understood meanings of words when reading aloud a text with assistance
but when asked about the text, he could not come up with the story. He even could not
recognize the characters selected from the text just read. In his retelling of the story, he
often reversed the sequence of events. Because of this problem, Kai related a different
sequence of events each time he told the tale. Yet in an informal conversation, Kai was
just fine in expressing himself, such as telling his personal experience, what happened,
and how it ended. In a one-on-one discussion, he made perfect sense in asking or
answering questions. He was able to argue with reasons and sometimes even challenged
the counterparty with his own ideas.
However, Kai’s inconsistencies produced serious challenges in his life. There
was a tremendous variability in this child’s individual abilities. He had strengths and
weaknesses but they were greatly exaggerated. These great variations produced a “roller
coaster” effect for Kai. On the one hand, he could accomplish tasks far beyond the
abilities of his peers, for example, cleaning classroom or gardening. On the other hand,
he could be confronted with a task that he could not accomplish. This inconsistency was
extremely confusing not only to the dyslexic as Kai, but also to others in his environment.
Kai’s performance fluctuated and it was extremely difficult for him to learn to
compensate, because he could not predict the intensity of the symptoms on a given day.
Alexander-Passe (2006) categorizes the frequent emotional symptoms reported by
dyslexics as anxiety, anger, low self-esteem, and depression. Anxiety is the most
frequent emotional symptom reported by dyslexics (Ryan, 1991). The learning disabled,
such as dyslexics, become fearful because of their constant frustration and confusion in
school. These feelings are exacerbated by the inconsistencies of dyslexia. Because they
may anticipate failure, entering new situations can be extremely anxiety provoking.
Anxiety causes human beings to avoid whatever frightens them. The dyslexic is no
exception. However, many teachers and parents misinterpret this avoidance behavior as
laziness. In fact, the dyslexic’s hesitancy to participate in school activities such as
homework is related more to anxiety and confusion than to apathy. Our hero, Kai’s
major problem was participating in any school activities, especially the ones involved
with reading and writing. He would find any possible excuses to avoid them. If
unavoidable, he would keep quiet throughout the whole time. Kai was noticed playing
with kids younger than his age on the playground because he felt secured there.
Many of the emotional problems caused by dyslexia occur due to frustration with
school or social situations and frustration produces anger. This could be clearly seen in
Chin Kai’s case. Kai’s mother told me that her son was seldom seen to vent his anger on
teachers at schools but he did it on his parents. She frequently felt his wrath. Often, he
sat on his anger at school and acted extremely passive. However, once he was in a safe
environment, like home, these very powerful feelings would erupt and were often
directed toward his mother. Ironically, it was the child’s trust of the mother that allowed
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him to vent his anger. However, this became very frustrating and confusing to the poor
mother who was desperately trying to help her child. As he grew older, Kai began to
expel his anger on himself. He punched his head while screaming when he experienced
internal conflicts. Being stopped by his mother, he changed to scratch his own hand to
relieve his anger.
Researchers like Burden & Burdett (2005) find that the dyslexic’s self-image
appears to be extremely vulnerable to frustration and anxiety. If children succeed at
school, they will develop positive feelings towards themselves and believe that they can
succeed in life. If children meet failure and frustration, they learn that they are inferior to
others, and that their effort makes very little difference. Instead of feeling powerful and
productive, they feel powerless and incompetent, because being controlled by their
environment. When typical learners succeed, they credit their own efforts for their
success. When they fail, they tell themselves to try harder. However, when the dyslexic
succeeds, he or she is likely to attribute his success to luck. When he fails, he simply
sees himself as stupid.
According to Kai’s mother, Kai was always excited to go to school on the days
when there was a out-class activity, such as school cleaning. During this time, he became
a totally different person, enthusiastic and active. He was able to finish his assignment
and had time to help others. His classmates liked to work with him and it made him feel
like a star. Yet, he never had such a feeling during the rest of school days.
Depression is also a frequent complication in dyslexia. Although most dyslexics
are not depressed, children with this kind of learning disability are at higher risk for
intense feelings of sorrow and pain. Perhaps because of their low self-esteem, dyslexics
are afraid to turn their anger toward their environment, and instead, turn it toward
themselves. The depressed child is unlikely to talk about feelings. In Kai’s case, he was
very reluctant to tell people about his study and often chose silence when asked. Instead,
he sometime became more active or misbehaved to cover up the painful feelings as his
parents found out. Kai tended to have negative thoughts about himself and it was difficult
for him to have fun. He was quiet and lonely, having no friends to play or study with.
He would rather be penalized for missing homework than asking a classmate for help.
He did not complain but turns his anger towards himself.
Encountering an Unsupportive Learning Environment
Kai’s seven-year schooling experience can be divided into three different stages:
being a normal kid getting necessary assistance, an abnormal kid with little assistance,
and a trouble maker having no place to go. During the first stage, to be exact, the first
year and partially the second year, he was considered a slow learner. He received
additional assistance from his teachers including after school programs, which mainly
helped kids like Kai make up the course work they missed during day time. His language
teacher sometimes gave advices to his parents so they could help him at home. Yet little
progress was made. At the end of the first year, Kai only passed some minor subjects but
failed all the major ones like language and math. However, things were not that bad and
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he demonstrated learning, for example, his average grades were close to pass. When the
second year came, Kai began to show his struggling over the subjects. Contents were
increasing daily but learning was not just happening. He began to receive less school
assistance but more blames and punishments. His parents were often called by the school
for not “taking responsibility” in their child’s education. Kai was falling far behind and
failed all the subjects at the end of the second year. As for reading and writing, he even
could not recognize the words he had learned in the first year. With his parents’ request,
the school allowed him to repeat the second grade but did not see much progress either.
He was considered abnormal owing to “lack of efforts” and was not allowed to come
back to his old school.
Being an “abnormal kid,” Kai was sent to a distant school with poor facility, low
quality and larger class size (50 as normal size). There was no special assistance
provided to struggling kids like Kai. Furthermore, these “bad kids,” as considered by
their teachers and fellow students, were put in the back of the classroom, never called or
checked, as long they behaved themselves. The only time they were called was when
their misbehavior disrupted the class. Then they would be given “a lesson” in the office
or suspended from school. This was the stage when Kai experienced more blames,
travesties, punishments, and even beatings from his fellow students. In words, this was
what a “bad egg,” as called, deserved according to his teachers.
The third stage was the most difficult one for both Kai and his parents. First he
was found no school to go. It was incomprehensible under a system where education was
mandatory! The school district carried out an outcome-based evaluation policy, under
which a teacher’s work was judged based on his/her students’ performance. Obviously,
Kai’s grades would be a detriment to his teacher and it would be secure to turn the kids
like Kai down at first place. Finally, Kai’s parents and a school came out with a
compromise: Kai would receive no grades based on “a voluntary agreement” signed by
his parent. Thus the teacher’s evaluation would not be affected because Kai’s
performance would be not examined. No teacher would spend extra time on Kai and his
learning disabled fellow students. To them, a school day meant physically reporting
himself and staying out of trouble and keeping this way till reaching mandatory age.
During these three stages, Kai turned to “an abnormal kid” from a normal kid and
then to “a bad kid”, he was never assessed or diagnosed by an educational specialist. He
did not receive any special treatment for his learning disability but the names of “lazy”,
“retarded” and “trouble-maker”. In reality, there was no special education program in his
school district (for a mid-size city with over 200,000 people). With my suggestion, his
parents took him to the capital city of the province for assessment when Kai was eleven.
Yet to their disappointment, they did not get any appropriate help because there was no
institution that provided such a service in the provincial city. Kai is currently still in
school, to be exact, he is killing time in the classroom till reaching the mandatory age.
What Studies Say about Language-Related learning Disabilities?
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Language-related learning disability is referred to as dyslexia. The word dyslexia
comes from the Greek language and means poor language. Individuals with dyslexia have
trouble with reading, writing, spelling and/or math although they have the ability and
have had opportunities to learn. Individuals with dyslexia can learn; they just learn in a
different way. Often these individuals, who have talents and productive minds, are told
to have a language learning difference (Shaw & Cullen, 1995; Vellutino, 1995).
Dyslexia is an area that has been profoundly studied and has drawn educators’ attention
in the United States and in other Western countries. Dyslexia is a specific learning
disability that is neurological in origin (Hynd, et al, 1995; Pennington, 1999; Rumsey,
1996). It is characterized by difficulties with accurate and/or fluent word recognition
and by poor spelling and decoding abilities. These difficulties typically result from a
deficit in the phonological component of language that is often unexpected in relation to
other cognitive abilities and the provision of effective classroom instruction (Stothard &
Hulme, 1995). Other consequences of dyslexia may include problems in reading
comprehension and reduced reading experience that can impede the growth of vocabulary
and background knowledge.
Findings show that there is a high percentage (15-20%) of students in American
classrooms that have a language-related learning disability. Seventy-eighty percent of the
students with specific learning disabilities have deficits in reading. Dyslexia is the most
common cause of reading, writing and spelling difficulties. And, 74% of the children
who have poor reading skills in their 3rd grade remain poor readers in the 9th grade and
often after they become adults as well.
Individuals with dyslexia process information in a different area of the brain,
compared to non-dyslexics. Dyslexia affects males, females, and people from different
ethnic and socio-economic backgrounds nearly equally. The causes for dyslexia are
neurobiological and genetic. Individuals inherit the genetic links for dyslexia. Recent
research (Pennington, 1999; Vellutino, et al, 2004) has identified many of the
neurological and cognitive differences that contribute to dyslexia. The vast majority of
these factors appear to be caused by genetics, rather than by poor parenting or childhood
depression and anxiety. If children who are dyslexic get effective phonological training
in the kindergarten and during the first grade, they will have significantly fewer problems
in learning to read at grade level than do children who are not identified or helped until
they become the 3rd graders. It is never too late for individuals with dyslexia to learn to
read, process, and express information more efficiently.
Language-related learning disability has raised a great concern among Chinese
educators and researchers. Cognitive, developmental, and neurobiological studies have
been conducted to explain the phenomenon of dyslexia among the Chinese population
(Ho & Bryant, 1997; Ho, et al., 2002; Joshi & Feng, 2005; Joshi, et. al., 2006; Siok &
Fletcher, 2001; Weekes, Chen, & Yin, 1997). In recent years, there has been a great deal
of progress toward uncovering the brain regions that are involved in Chinese character
recognition and reading (Chee, Weekes, Lee, Soon, Schreiber, Hoon, & Chee, 2000;
Chen, Fu, Iversen, Smith, & Matthews, 2002; Feng & Yang 2005; Tan, Spinks, Gao, Liu,
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Perfetti, Xiong, Stofer, Pu, Liu, & Fox, 2000; Tan, Feng, Fox, & Gao, 2001, Tan, Liu,
Perfetti, Spinks, Fox, & Gao, 2001; Yin & Butterworth, 1992).
Studies in Hong Kong show that a proportion of children with at least an average
IQ struggle to attain literacy in Chinese (Lam, 1999; Leong, 1999; Leong, Cheng, &
Lam, 2000). The prevalence of dyslexia in Hong Kong is about five percent (Leong, et
al., 2000). Developmental studies of children who are learning to read and write in Hong
Kong find that phonological problems can lead to dyslexia in Chinese. In examination of
rapid naming-speed of dyslexic children on character naming tasks and phonological
memory tasks, Ho and Lai (1999) find that naming speed was slower and performance on
memory tasks was poorer for dyslexics than their counterparts. This study suggests that
phonological deficits may be core features of dyslexia across very different language
environments. Similar results were found in Ho’s study on a variety of phonological
processing tasks (Ho et al., 2000). However, these studies have also indicated that
individual dyslexic children can have a variety of deficits, including visual, orthographic,
and phonological deficits, and children with severe reading and writing problems have
multiple deficits, including problems with rapid naming (Eden, et al, 1995; Gross-Glenn,
et al, 1995).
The data from Hong Kong show that dyslexic children have deficiencies in
naming and phonological memory, similar to their peers from Indo-European language
environments. However, there are different causes of dyslexia in Chinese considering
orthographic, phonological, and semantic processing (Ho et al. 2001; Yin, 2003). A
single impairment of these processing routes leads to reading and writing problems.
Instead, it is quite likely that any given child with dyslexia will show one or more deficits
to the processes, which may be different from another child with dyslexia. Despite these
differences, the same consequence, such as poor reading and writing in Chinese, is the
presenting problem.
According to Yin (2003), the progress in understanding dyslexia in Chinese
requires a battery of tests that are tailored for each individual to isolate impairments to
one or more levels of processing. For example, a phonological problem with the units in
the phonological processing system may lead to a failure to acquire monosyllables with
the additional consequence that reading and writing is impaired. This could be detected
by tests of onset-rime awareness. Phonological awareness problems can arise from
impairment to phonological units or to the mappings between speech and phonology.
Note a phonological impairment could lead to reading problems with pinyin words as
well as to dyslexia with Chinese characters. It is possible that awareness of subsyllabic
phonological units will lead to dyslexia in both types of script.
Dyslexia is as much of a concern for Chinese speakers as it is for English
speakers based on data collected in Hong Kong. However, little is known about the
prevalence of dyslexia in Mainland China with limited studies in Chinese (Shu, McBrideChang, Wu, & Liu, 2006; Weekes, Chen, & Yin, 1997; Yin, 2003; Yin & Butterworth,
1992). Yin’s recent study (2003), for example, launched an ongoing survey with over
8,000 elementary school pupils from Beijing. The findings suggest that prevalence of
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reading difficulty is relatively low (1.92 percent), compared with prevalence of 15
percent in American classrooms. The study initiates the dialogue between Chinese
educators and the Western educators in the field of dyslexia while raising the concern of
a language-related learning disability in Chinese classrooms. However, due to lack of
representation of population from social, economical, and regional perspectives, the
findings of the study can hardly characterize the phenomena of dyslexia in Mainland
China. For example, the 8,000 participants who were selected from a relatively affluent
part of Beijing could not represent children from the rest part of the city and the rest parts
of the country, such as in remote mountain regions the west regions. Considering social,
economical, and regional differences, obviously the estimate of less than two percent of
reading disabled has underestimated the true prevalence of dyslexia in Chinese.
Helping Learning Disabled Children to Cope with Learning Difficulties
After presenting Kai’s case, a legitimate question may be asked: what’s wrong
with the school and why Kai has not being appropriately helped during his eight school
years. It has been haunting me since I began to know Kai and his family when Kai
started his third grade. Every year I spent some time (about a month) with Kai during my
fellowship leave, catching up with his school work, observing his behavior, and doing
some reading and writing assessment, and providing his parents with some suggestions
and approaches to help. I have had opportunities to visit his teachers and their
conversations helped me know more about Kai, his fellow students and his school in
general. These teachers are hard working, responsible people. They are good at their
subject areas but none of them has the knowledge of language-related learning disabilities
or dyslexia and special education. The teachers admitted that they had not provided
necessary assistance to students with special needs like Kai because of heavy teaching
load and job evaluation requirements. It was not their fault but kids were obviously
suffering.
Equality of education is still a way of talking but not nationwide application.
Education is not evenly balanced under the national compulsory policy from economical
and philosophical perspectives. Similar to the current economic situation, welldeveloped regions, like the big cities and coastal lines, have good schools with advanced
facility, qualified teachers, and high-standard curriculum while in the countryside, remote
areas or the Western regions, kids are not that lucky, as in Kai’s case. The answer is
simple; there is no money or not enough money to be put in these areas though they all
under the same state system that mandates education to every child. Kids in these remote
areas are extinguished based on various conditions, one of which is grades. Those with
higher grades get into good schools with special funding by the state, or good class with
special treatment within the same school. These “smart kids’ get all the attention from
teachers, administrators, educational officials, and parents because they are highly
regarded as country’s future. On the other hand, those slow learners, struggling students
and disabled learners are taken as “burdens,” and cannot even receive any necessary
assistance from their teachers and schools. I have seen in my own eyes, there were
extracurricular programs in Kai’s school, training top students for city or provincial
contests in particular subjects or prepare promising students for high school or college
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entrance examinations. Such training programs and learning centers are ubiquitous but
there is hardly one for kids like Kai in town. This is not an individual case but a
nationwide situation. There is a nationwide readiness of spending money, energy, and
supports on training prodigies, winners, and champions while there is little attention to
those in need in the process of education. The Chinese saying: planting right seeds to get
right fruits may explain this phenomenon.
It is an issue that needs attention both educationally and socially. Contrast to the
findings from the West, the population of language-related learning disabilities cannot be
small considering its economical, education, and regional backgrounds. Kai, as learning
disabled, could not receive proper treatment due to lack of professionally trained
personnel in addition to the factors mentioned. Most of his teachers did not consider a
learning disability an issue in the process of teaching. They experienced difficulties and
frustrations in dealing with students like Kai but could not figure out what was wrong
with it and had no way to help. Kai’s parents could not find educational specialists or
psychologists from the provincial city. It was not surprising. There are many normal
universities in China today, which are aimed to teacher education and professional
training. They all sound huge and enormous with numerous colleges, schools, centers,
and departments subordinated. While examining the disciplines, one can easily notice
that these normal universities cannot distinguish themselves from other comprehensive
universities with few exceptions in some major cities. Some major areas in education
such as special education, educational psychology, assessment and evaluation, and
educational research are missing from their programs. Certainly their outcome should be
predictable.
Kai’s problem is obvious and serious. It is nobody’s fault but everybody’s
responsibility to help. Disabled learners like Kai are not “stupid” or “lazy” but just
happen to be different in learning. They need educators’ care and support, and above all,
these students deserve equal education. It is important that educators become aware of
their difficulties and differences in processing language. Teaching the learning disabled
is a great challenge, but it is also the most worthwhile endeavor an educator can ever
make in one’s teaching career. The learning disabled deserve an environment with
warmth, in which they feel a sense of belonging and are willing to participate. Classroom
teachers can and should provide such a supportive learning environment for everyone,
including those with learning disabilities.
Dyslexia is not a disease and there is no cure (Merzenich & Jenkins, 1996; Tallal
& Miller, 1996). It is a complicated but a serious issue. Dyslexia is an area that needs to
be studied by researchers and dyslexics need full educational attention both in school and
at home. Individuals with dyslexia have trouble with reading, writing, spelling, or math,
but they have the ability to learn. In other words, these individuals have talents and
productive minds, and they are different because of their language learning process.
Learning takes place when these children are provided with learning opportunities. With
proper diagnosis, appropriate instruction, hard work, and support from family, teachers,
friends, and others, individuals who are dyslexic can succeed in school. Programs
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utilizing multisensory structured language techniques can help children and adults learn
to read.
As a language educator, I have seen challenges dyslexics have faced and
successes they have achieved in learning. My experiences suggest that many things
affect the dyslexic’s chances to succeed, in addition to factors, such as intelligence and
socio-economic status. A child with dyslexia can be supportive and encouraging only
when he/she stays in a supportive and encouraging environment. This child does not
only see his/her learning difficulties, but also areas in which he or she could succeed.
Helping those with learning disabilities like Kai is not as exciting as helping
normal children and sometimes can be very frustrating. Yet, education professionals can
not afford to give up on this group, nor should they neglect them because these are also
their students who happen to be different. Teachers together with parents need to offer
consistent, ongoing encouragement, and support to help youngsters deal with emotional
problems. It is important to note that emotional problems, such as anxiety, anger and
depression are daily companions for dyslexics. Their language problems often make it
difficult for them to express their feelings. Therefore, it is essential for adults to listen to
their children’s feelings and then help them learn to talk about their feelings.
During the learning process, teachers must reward effort, not just “the product.”
For the dyslexic, grades should be considered less important than progress. This should
be a joint effort of all educators including teachers, administrators, and parents. When
confronting unacceptable behaviors, adults must not inadvertently discourage the
dyslexic child. Words such as “lazy” or “hopeless” can seriously damage the child’s selfimage. Instead, conversation should be carried out with respect and patience. Emphasis
should be on specific case with explicit instruction using facts, rather than associating to
the past or blaming.
It is equally important to help students set realistic goals for themselves. By
helping the child set an attainable goal, teachers can change the cycle of failure. Thus
students can gradually develop confidence and self-esteem. More importantly, the child
needs to recognize and celebrate his or her successes. To do so, he or she needs to
achieve success in some area of life. In some cases, the dyslexic’s strengths are obvious,
and many dyslexics’ self-esteem has been enhanced by the competencies in athletics, art,
or mechanics. However, the dyslexic’s strengths are often more subtle and less obvious.
Parents and teachers need to find ways to relate the child’s interests to the demands of
real life. Helping dyslexics feel better about themselves and deal effectively with their
feelings is a complex task. Caring adults must understand the cognitive and affective
problems caused by dyslexia. Then they must design strategies that will help the
dyslexic, like every other child, to find joy and success in academics and personal
relationships.
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6.Abstract:
This presentation is based on the author’s Doctoral dissertation research. The writer
developed a regular schedule of computer classes with preschool students as a strategy to
improve the learning of preacademic skills based on the use of educational software
programs. Literature review supports the use of educational software programs to
increase the learning. The presentation will show which programs were used, which
concepts were studied and how progress was measured. It will also show the results of
the research. The computer classes’ curriculum contained the following concepts: (a)
knowledge of colors, (b) knowledge of numbers and counting, (c) learning of shapes and
spatial relationships, and (d) knowledge of the alphabet and letter recognition. Teachers
and parents also received training on the educational software programs. Teachers were
encouraged to continue using the software programs after the implementation.
This research was designed to provide educational software programs to preschool
students with developmental delays in order to facilitate their readiness for kindergarten.
All of the students were diagnosed with some kind of delay, and they had individualized
educational plans. They lacked essential preacademic skills and knowledge to perform in
a regular kindergarten setting. The students had trouble learning basic concepts such as
colors, numbers, letters, and shapes. They had difficulty understanding information and
storing and retrieving information.
An analysis of the data revealed that preschool students increased their readiness for
kindergarten after the computer classes were implemented on a daily basis. Interaction
with peers improved, and they were able to identify and understand concepts not
mastered previously.
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Articulating the Importance of English Language Learners’ Education
Curtis J. Spencer
Princeton City Schools
Cincinnati, Ohio, USA
There are states in our Union, like Texas, California, and Florida, who have years of experience with
educating English Language Learners, or ELLs; these are students whose first language is not English. There
are other states, like Ohio, who have a relatively new relationship with ELLs. Many educational administrators
have a limited familiarity with English to Speakers of Other Languages (ESOL) education and, therefore, are
not well versed on how to educate ELLs.
Before No Child Left Behind (NCLB), administrators did not put much emphasis on ESOL. It needs to
be noted that there were indeed laws passed which protected ELLs before NCLB was enacted in 2001. The 14th
Amendment of the Constitution of the United States clearly states that citizens, along with non-citizens, must
be treated alike. The Office of Civil Rights in 1970 concluded that the inability to speak English should not
exclude children from receiving a free public education. Lau vs. Nichols in 1974, which berthed the concept of
bilingual education in the US, brought on the idea that supplying the student population with the same materials
and the same curriculum does not equate to equal education. Local education agencies, or LEAs, have to
educate their students in a way that best suits the students’ needs. Castañeda vs. Pickard (1981) helped school
districts with how to plan education for ELLs. As a result of this court trial, it demands that school districts find
out which students are ELLs, establish an ESOL program that is based on theories recognized by ESOL experts,
calculate reasonable practices, and prove that the program produces results. Plyler vs. Doe (1982) revisited the
14th Amendment and expanded on the idea that we cannot withhold an education from those students who are
undocumented citizens and/or immigrant children. Not only must LEAs provide education for these children, it
is illegal to inquire whether or not the children (or their parents) are documented. State education agencies, or
SEAs, have to ensure that language minority students’ educational needs are met according to Gomez vs.
Illinois in 1987.
Post-NCLB, administrators were forced to reexamine the ELLs in their districts. Administrators who
thought that there were no laws that protect ELLs were quickly referred to Chapter III of NCLB. No longer
could ELLs be put at back tables in classrooms to complete busy work, nor whisked off to the responsibility of
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the ESOL tutor. With all previously mentioned laws reflected in Title III, NCLB has brought educating ELLs
to the forefront. Title III mandates SEAs and LEAs must ensure that students who do not speak English attain
English proficiency, develop high levels of academic proficiency, and meet the same challenging state academic
content and student academic achievement standards expected of all students.
NCLB does not advocate one ESOL theory or model over another; however an LEA cannot simply put
ELLs into the mainstream classroom without proper educational guidelines, modifications, and
accommodations in place (please refer to laws previously mentioned). Placing ELLs into the mainstream
classroom without any ESOL support is called submersion, which is the least effective ESOL program due to
its “sink or swim” mentality. A small group of students could succeed in this subtractive language learning
situation (Skuttnab-Kangas, 1988), but the disadvantages outweigh the effectiveness: student frustration, low
motivation, and high anxiety would result in being treated as inferior due to inadequacies (Grant, Meeler, &
Misak, n.d.). A school district must pick an ESOL program that is researched-based on theories by ESOL
experts. This should be based on the needs of the LEA’s students, not the abilities of the school district
personnel.
The “Pull Out” program – one of the least effective, but one of the most popular, is when the ELLs are
“pulled out” of the mainstream classroom to receive ESOL instruction. This is ineffective because ELLs have a
difficult time transferring what they learned in the pull out program to real life situations (Collier, 1995). Also,
a 30-45 minute session of ESOL instruction is not enough time for ELLs to acquire the skills necessary to be
academically successful.
There are many creative ESOL programs developed by experts in the field from which to choose.
Individual tutoring of ELLs may be effective for districts with very small population of ELLs (Ohio
Department of Education, 2007). Bilingual Education involves a curriculum that is taught in the same, native
language of the group of ELLs while transferring knowledge to learning English through ESOL strategies. If an
LEA has a group of ELLs from different language minority groups, immersion may be a possibility of teaching
content in the mainstream classroom with ESOL modifications (Maceri, 1999). Content Based Instruction, or
CBI, is another form of immersion (see Swain & Johnson, 1997 and Crandall and Tucker, 1990). In CBI, all
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students in the class are ELL and learning content through real life experiences and through practical
applications (Traub, 1999.) In the ESOL inclusion model, ELLs are in the mainstream classroom, but
instruction is facilitated with help of an ESOL instructor. Two way bilingual education or dual language
(Christian, 1996; Schauber, 1995; Thomas & Collier, 1996), thought to be the most effective model, is a mixed
classroom: mainstream students with ELLs from same language background (Christian, 1996). Part of the
instructional day is the mainstream students helping the ELLs learn English through the curriculum. A section
of the day is the ELLs teaching their native language to the mainstream students (Lindholm-Leary & Borsato,
2002).
If LEAs do not have the money, curriculum materials, or time to make such an extreme paradigm shift,
there are suggestions for those who would like to better serve their ELLs. To improve the ELL experience,
LEAs should hire ESOL teachers and rely on their expertise to help design and implement programs appropriate
for your ELLs in your district. LEAs can also rely on ESOL teachers to teach classes. It is even suggested to
have ESOL teachers co-teach with the mainstream teachers to encourage unity among staff and students. There
are many innovative ways to help amalgamate ESOL teachers with mainstream teachers. In the “Lead and
Support Model”, the mainstream teacher determines and plans the instruction while the ESOL teacher shares
in instruction delivery, monitoring, and evaluating. In the “Duet Model”, the ESOL teacher and mainstream
teacher “take turns” teaching, planning, and designing instruction. Another way is the “Speak and Add
Model” or “Chart Model” where the mainstream teacher designs and instructs while the ESOL teacher adds
and expands with questions and/or comments while recording elements on charts, transparencies, posters, etc.
Another model in which teachers can divide responsibility is the “Skills Group Model”, where the mainstream
teacher and ESOL teacher split the class and each one takes a group based on ability of skill. In a related
model, both mainstream and ESOL teacher plan and design; class split in half; the group stays with that teacher
for the entire lesson according to the “Parallel Teaching Model”. In the “Station Teaching Model”, the
mainstream teacher provides overall instruction while the ESOL teacher takes over a “station”, or center, of
skills not mastered. With the onset of learning styles, the class is split into intelligence grouping, for example,
the mainstream teacher may teach the auditory and visual learners while the ESOL teacher teaches the tactile
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and kinesthetic learners. “Complimentary Instruction Model” suggests the mainstream teacher deliver the
content meanwhile the ESOL teacher focuses on the instruction in the areas of study and survival skills. Lastly,
the “Adapting Model” the mainstream teacher plans and instructs, while the ESOL teacher determines and
provides adaptations for students who need accommodations/modifications.
NCLB has LEAs seeing ESOL and ELLs in a new light. It is a challenge for all school districts to
assimilate the ELLs into the mainstream classroom. When administrators and teachers are collaborating on
implementing any new program, it is necessary to look at the school district’s population, budget, personnel,
and materials. ESOL teachers across the country are dedicated to educating not only the ELLs in our districts,
but also articulating the importance of ESOL education to the administrators and mainstream teachers who now
must take a part in teaching all students, regardless of their status. Moreover, the strategies listed throughout
this article may help differentiate curriculum for all students, as well as the ELLs.
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Determining the Utilization of Reading Strategies by Illinois High School
Agricultural Education Classroom Teachers
Abstract
The purpose of this study was to describe the use of reading strategies by teachers
in Illinois agricultural education classrooms. Traditionally, students who struggle with
reading have been “discouraged continuously by low grades and criticisms” (Traube,
1934, p. 34). Research has shown that reading strategies, such as pre-reading activities,
guided reading activities, vocabulary based activities; note taking activities and graphic
organizers, can help to remedy this problem. A survey was constructed to question the
use and success of reading strategies in Illinois high school agricultural education
classrooms. The survey was distributed to agricultural education high school teachers.
After evaluation of the survey results, it was determined that Illinois agricultural
education high school teachers use reading strategies in the classroom in various forms.
The most commonly used strategies are note taking activities, vocabulary based activities
and pre-reading activities. The results of the survey also revealed that Illinois
agricultural education high school teachers feel that using reading strategies increases
both reading comprehension and retention of the text.
Introduction
Traditionally, students who struggle with reading have been “discouraged
continuously by low grades and criticisms” (Traube, 1934, p. 34). According to Snow
(2002), a high school graduate’s success is related to their degree of literacy. Because of
the wealth of knowledge available through the Internet and other media, it is important
for students to learn literacy skills (Moore et al., 1999). Although most students realize
their limitations when it comes to reading, they do not have the knowledge of reading
strategies to help build their reading skills (Park & Osborne, 2005). This is why it is
important for reading strategies to be taught in the classroom.
A reading strategy is defined as “a systematic plan consciously adapted and
monitored to improve one’s performance in learning (Harris & Hodges, 1995, p. 244).
Van Keer (2004) states that by teaching reading strategies, comprehension is increased.
This is based entirely on traditional questioning about content of text. It is also stated
that this does not include any data on instruction that teaches students how, when and
where to use the most effective strategy. When referring to data collected in the 1980’s,
Fielding & Pearson (1994) note that “research showed over and over again that
comprehension can in fact be taught”. Griggs, Daane & Campbell (2003) report findings
from the National Assessment of Educational Progress that although students can sound
out words, they are sometimes unable to synthesize, analyze or integrate what they have
read.
In order for students to better comprehend what they read, they must become
involved in the text. For example, when students interact with text before, during and
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after reading, they can better interpret its content (Lenz & Hughes, 1990). When students
have a purpose for reading and can make connections to previous experiences,
comprehension increases (Van Den Broek & Kremer, 2000). Students can be guided to
make these connections and make the reading purposeful by teaching reading strategies.
Although this is true, becoming a proficient reader is not easy for all learners, especially
when the overall goal is comprehension. (Van Keer, 2004).
These same ideas date back to the 17th century when Johann Fedrick Herbart
identified several thoughts for improving education. These ideas included building
background information before reading, stimulating an interest in reading and relating
ideas with the past, present and future (Ediger, 2002).
By using a variety of reading strategies, different reading comprehension goals
are achieved. Some different reading strategies that have been developed and utilized are
anticipation guides, List/Group/Label, QAR (question-answer relationship) and H-map
graphic organizers. Anticipation guides are used to raise reader's expectations about
meaning prior to reading text (Vacca & Vacca, 1986). The strategy List/Group/Label
emphasizes relationships between words and the skills needed to recognize these
relationships (Taba, 1967). QAR (Question-Answer Relationship) is used to increase
students’ ability to answer comprehension questions (Vacca & Vacca, 1986). An H-map
graphic organizer teaches students to record and organize information from a reading
passage (Hadaway & Young, 1994). These listed strategies are only a few of many
strategies that have been used in the classroom.
Theoretical Framework
The theoretical framework was derived from a review of existing literature on
reading strategies. Salinger & Fleischman (2005) report that more than 25 years ago, an
extensively cited study showed that elementary teachers did not teach reading
comprehension, assuming students would learn on their own. Since the 1980’s there has
been an overall agreement that teaching strategies increases comprehension (Dole et al.,
1991). Of the research that has been conducted in the past 25 years, there are common
theoretical backgrounds. The commonality includes: models of self regulated learning
(Boekaerts, 1999), information processing models (Pressley et al., 1989) and cognitive
theories of text comprehension (Kintshe, 1998). When the research is examined as a
whole, it can be summarized that reading strategies can be effective, but they are not
utilized to the full potential. Since vocational teachers are less likely to read text in the
classroom (Forget & Bottoms, 2002) or rely on textbooks for information (Gartin, et al.,
1994) it is important to determine the best reading strategies to utilize.
The current study differs from previous studies in that it focuses on agricultural
education high school classrooms and the description of the use of the reading strategies
in those classrooms. The different types of reading strategies to be examined are prereading activities; which are used before reading, vocabulary based activities; involve
vocabulary terms, guided reading activities; used before or during the reading, note
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taking activities; help outline and organize text, and graphic organizers; give visual
representation of the text.

Pre-reading activities
A pre-reading activity is an activity done with students before the text is read. It
can include predicting the content of the text, eliciting what students know about the
subject of the text, what they don’t know, and what they would like to know. A class
discussion and answering questions about the subject of the text is also included.
An example of a pre-reading activity is an anticipation guide. Text comprehension
can be improved by using reading strategies such as anticipation guides (National
Institute for Literacy, 2001). An anticipation guide consists of a list of statements that are
related to the topic of the text students will be reading. It includes statements that provoke
disagreement and challenge students’ beliefs about the topic. When students interact with
text before, during and after reading, they can better interpret its content (Lenz et al.,
1990). Pre-reading activities are part of a “microdevelopmental” process through which
reading skills are developed through application of previous knowledge (Snow, 2002).
Using pre-reading activities gives students a purpose for the reading, as well as actively
engaging them in learning (Ryder & Graves, 1994).
Vocabulary based activities
A vocabulary-based activity involves a teacher or student generated vocabulary
list in conjunction with brainstorming and identifying known and unknown terms. An
example of a vocabulary based activity is List/Group/Label which emphasizes
relationships between words and the skills needed to recognize these relationships (Taba,
1967).
The first step is to have students brainstorm on a topic and generate a list of
vocabulary terms associated with that topic. Then students are instructed to group those
terms into smaller groups and finally labeling each group appropriately. In separate
studies conducted by Beck, et al. (1982) and Tang & Moore (1992) it was discovered that
vocabulary instruction enhanced text comprehension, but Tang & Moore found that the
enhanced text comprehension was not maintained after the test period.
Vocabulary development is crucial to success in comprehending text in the content area
(Hadaway & Young, 1994).
Guided reading activities
A very commonly used reading strategy is the guided reading activity. When
using a guided reading activity, the teacher acts as a moderator, facilitator and
encourager, using prompts and questioning strategies to guide students to true
comprehension of the text. The teacher also allows for students to generate their own
questions. When students are encouraged to ask questions, they take a greater interest in
reading and discover new ideas (Ryder & Graves, 1994).
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An example of a guided reading activity is the strategy, QtA, (Questioning the
Author). This activity has great potential to increase a student’s understanding of the
material. This strategy includes students struggling with ideas in the text as they
encounter them instead of after reading the text. The teacher uses queries and probes to
encourage students through modeling (Salinger & Fleischman, 2005). When this
modeling is accompanied by explanation, the instructional approach becomes even
stronger (Bereiter & Bird, 1985). Beck et al. (1996) reported that social studies and
English teachers that were trained in QtA changed their questioning strategies to foster
students to construct meaning and have discussion on the text.
Note taking activities
Another strategy that is widely used, but maybe not always considered reading
strategies are note taking activities. Note taking activities include strategies for taking
notes before, during and after reading the text to help outline main ideas that mirror the
organization of the text. Students need good note taking skills because the notes serve
two purposes, to understand text and as a study aid (Putnam et al., 1992).
Note taking can be teacher-directed techniques or student-directed techniques.
Boyle (1996) reports that the most effective student-directed techniques are strategic note
taking and guided notes. Strategic note taking can involve a teacher generated “sheet”
that contains cues which involve the student in note taking. Students are asked to identify
topics and ideas and relate them to their own prior knowledge. Then main points are
detailed with a summary to conclude. Boyle (1996) used this technique and discovered
that it was more effective than traditional note taking with an increase in comprehension.
Guided notes, which are another student directed technique, can be described as
an outline with several main points, with spaces to allow students to fill in information as
they read. These guided notes allow students to structure the main ideas as they read.
Lazarus (1991) found that the use of these guided notes, once students had been trained to
use them, “produced greater gains on tests” then when conventional note taking was
used.
The physical act of taking the notes also engages the student in the learning
process and in turn, increases overall comprehension (Peper & Mayer, 1986). Ruhl &
Surtisky (1995) also state that note taking helps to clarify confusing and complex ideas.
However students of all abilities do not have good note taking skills (Honnert & Bozan,
2005).
Graphic organizers
Graphic organizers are visual representations of information used for constructing
meaning in reading. Most students are visual learners and therefore find graphic
organizers useful.
There are numerous types of graphic organizers including timelines, Venn
diagrams, H-maps, and flowcharts; all of which visually illustrate relationships among
concepts (Hadaway & Young, 1994).
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A timeline can be created by writing events on note cards, arranging those cards
and then transferring that information to a board. A Venn diagram uses circles to help
students view independent and interrelated aspects of concepts (Hadaway & Young,
1994). H-maps are used as a compare and contrast tool, the sides of the H are for
differences and the middle are for comparisons between ideas (Devine, 1989). A flow
chart shows the sequence of events or steps to a procedure.
Lazarus (1991) stated that using a graphic organizer called columnar format is one
of the most useful student directed reading strategy. It is used to visually organize ideas
into columns. It usually consists of two to four columns, according to Saski et al. (1983).
During the reading, students write a topic sentence at the top of the page, and then fill in
columns. Column headings that are commonly used include one for basic ideas, the
second for background information and the third for questions. The first column helps
outline what is important, the second helps students make connections between prior and
new information and the last column allows for clarification of unclear information
(Weishaar & Boyle, 1999). When this technique was used by students as they read a
passage, it was proven to increase comprehension (Horton et al., 1991).
According to research, agriscience teachers may be able to enhance students’
reading performance through implementation of reading strategies in secondary
agriscience (Park & Osborne, 2005).

Purpose and Objectives
The purpose of this study was to describe the use of reading strategies by teachers
in Illinois agricultural education classrooms. Specific objectives that guided this study
were to:
1. Determine if high school agricultural education teachers in Illinois use reading
strategies.
2. Describe what types of reading strategies are used by Illinois high school
agricultural education teachers.
3. Explain if the use of reading strategies by Illinois high school agricultural
education teachers has an impact on reading comprehension.
4. Determine if the use of reading strategies by Illinois high school agricultural
education teachers increases retention of the material.

Methods and Procedures
The purpose of this study was to describe the use of reading strategies in Illinois
high school agricultural education classrooms. The population used in this study
consisted of all high school agricultural education teachers in the state of Illinois. A list
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of 355 Illinois agricultural education high school teachers was generated from the 20052006 Illinois Association of Vocational Agriculture Teachers (IAVAT) directory.
A survey was developed which contained questions that would specifically help
describe the use of reading strategies in Illinois high school agricultural education
classroom. The survey was pilot tested by a panel of experts comprised of agriculture
education teachers and the regional supervision of Facilitating Coordination in
Agricultural Education Coordinators. The panel made suggestions and comments so the
appropriate changes could be made to improve the readability, clarity, reliability and
validity of the survey. The data collection instrument was comprised of 7 sections.
Descriptive statistics were used to describe personal and demographic characteristics.
Sections 2 through 6 of the survey contained brief descriptions, as well as
examples of 5 different reading strategies. These reading strategies were pre-reading
activities, vocabulary based activities, guided reading activities, note taking activities and
graphic organizers, respectively. Following the short description and examples, the
survey contained questions concerning the use and effectiveness of each specific reading
strategy.
The last section of the survey contained two summary questions. Also included in
the last section was a question asking the participants if they had answered the survey
honestly and to the best of their ability. A timeline was established for the return of the
survey. At the conclusion of the allotted time, respondents were contacted through an
additional mailing, by email and/or phone calls. Each survey was assigned a number. All
data from each survey was entered into Microsoft Excel for Windows XP and coupled to
the appropriate number. The information provided by the surveys was tabulated and
analyzed utilizing descriptive statistics of means and percentages.
Results/Findings
A total of 105 surveys (29.5%) of the 355 agricultural teachers were returned to
the researcher. However, only 91 (26%) of these surveys were completed in their
entirety. The remaining 14 surveys were not included in the study. The majority of the
participants who responded were male 64 (71%), Nineteen percent had 0 to 5 years
experience in agricultural education, 16% of the respondents had 6 to 11 years
experience in agricultural education, 14% of the respondents had 12 to 17 years
experience, 22% of the respondents had 18 to 23 years of agricultural education
experience, 18% of the respondents had 24 to 29 year experience in agricultural
education and 11% had more than 29 years of experience in agricultural education.
Forty-one percent (41%) taught in schools with an enrollment of 0 to 300
students, 38% taught in schools with an enrollment of 301 to 700 students, 15% taught in
schools with an enrollment of 701 to 1500 students and 6% taught in schools with an
enrollment of more than 1500. This information is not listed in a table, but was utilized
for demographic information.
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The first research question sought to determine if high school agricultural
education teachers in Illinois uses reading strategies and if years of experience was a
factor that determined the use of reading strategies. Ninety-three percent of all Illinois
agricultural education high school teachers responded to the survey used some type of
reading strategy. Overall, 93% of the female respondents and 92% of male respondents
used some type of reading strategy in the classroom.
All of the Illinois agricultural education high school teachers with 0 to 5 years
teaching experience used some type of reading strategy while, 86% of teachers with 6 to
11 years experience, 92% of teachers with 12 to 17 years experience, 95% of teachers
with 18 to 23 years experience, 94% of teachers with 24 to 29 years experience and 90%
of teachers with more than 29 years of experience used some type of reading strategy.
In schools with populations of 0 to 300 hundred students, 97% of the Illinois
agricultural education high school teachers use some type of reading strategy. Ninetyfour percent of schools with a population of 301 to 700 students, 86% of schools with a
population of 701 to 1500 students and 100% of schools with populations of more than
1500 students all use some type of reading strategy.
The second research question presented the types of reading strategies most used
by Illinois high school agricultural education teachers. Figure 1, illustrates specifically
the types of reading strategies used by male and female high school agricultural
education teachers in Illinois. The majority of male and female teachers considered note
taking as the form of reading strategies they used the most in their classrooms, followed
by vocabulary based.

Types of Reading
Strategies

What Types of Reading Strategies do Female and
Male Vocational Teachers Use?
graphic organizers
note taking
male

guided reading

female

vocabulary based
pre-reading
0

20

40

60

80

100

% Of Vocational Teachers

Figure 1. Reading strategies by gender.
Table 1, presented each of the sub-groups preferences as described by agricultural
education teachers. Teachers with 0 – 5 years of experience preferred note taking
activities, whereas teachers with 6 – 17 years of experience vocabulary based activities.
Teachers with 18 and more years of experience preferred note taking activities as their
teaching strategies.
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Table 1
Percentage of agricultural education teaching using selected reading strategies. (n = 91)
% of Agricultural education Teachers Using
% of years teaching
PR
VB
GRA NT
GO
¾ 29
60
60
30
90
40
24-20
68
75
43
82
43
18-23
70
75
70
84
50
12-17
79
86
38
70
45
6-11
60
80
48
74
68
0-5
83
70
53
96
65
Note: PR = pre-reading; VB = vocabulary based; GRA = guided reading activities; NT =
note taking; and GO = graphic organizers

Figure 2, shows the breakdown of the different reading strategies used by Illinois
agricultural education high school teachers from schools of varying populations. Based
on information received from the 91 respondents, the larger schools utilized vocabulary
based strategies more often than guided reading assignments. Most schools considered
vocabulary based and note taking as their highest form of teaching strategy.

What Type of Reading Strategies doTeachers in
Schools with Different Populations Use?

type of strategy

graphic organizers
>1500

note taking

701 to 1500

guided reading

301 to 700

vocabulary based

0 to 300

pre-reading
0

20

40

60

80

100

120

% of vocational teachers

Figure 2. Different reading strategies according to agricultural education teachers.
Research question three showed how the use of reading strategies by Illinois high
school agricultural education teachers increases reading comprehension. 78% of the
teachers believed that note taking exercises was the most effective reading strategy that
increased reading comprehension for the student, which was closely related to their

2009 HICE Proceedings
Page 4383

responses in Table 1. They also felt that pre-reading activities and guided reading
strategies were also effective (See Figure 3).

What Reading Strategies Increase Reading
Comprehension?

type of strategy

graphic organizers
note taking

no opinion
no

guided reading

yes

vocabulary based
pre-reading
0

20

40

60

80

% of vocational teachers

Figure 3. Reading strategies which increased reading comprehension.
Figure 4, shows how Illinois agricultural education high school teachers from
schools of different populations felt about reading strategies in increasing reading
comprehension. More than eighty percent of all schools responding, regardless of school
size stated that reading strategies can increase reading comprehension. Furthermore,
Table 2 showed how the agricultural education teachers viewed the reading strategies in
reference to reading comprehension as it related to school size. Note taking and
vocabulary based instructions were still considered the highest factors in determining
whether information was retained by the students regardless of the size of the school.

school population

Do Vocational Teachers from Schools of Different
Populations Feel Reading Strategies Increase
Reading Comprehension?
>1500
no opinion

701 to 1500

no
301 to 700

yes

0 to 300
0

20

40

60

80

100

% of Vocational teachers

Figure 4. School population size in reference to reading comprehension
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Table 2. Specific reading strategies by school size

0 to 300 students

pre-reading
vocabulary
based
guided reading
note taking
graphic
organizers

pre-reading
vocabulary
based
guided reading
note taking
graphic
organizers

pre-reading
vocabulary
based
guided reading
note taking
graphic
organizers

pre-reading
vocabulary
based
guided reading

yes
76%

no
no opinion
12%
12%

71%
59%
94%

0%
12%
0%

29%
29%
6%

65%
301 to 700 students

0%

35%

yes
47%

no
no opinion
13%
40%

67%
39%
85%

13%
8%
8%

20%
53%
7%

65%
701 to 1500
students

8%

27%

yes
65%

no
no opinion
12%
23%

77%
38%
69%

8%
8%
0%

15%
54%
31%

54%
> 1500 students

0%

46%

yes
75%

no
no opinion
10%
15%

75%
75%

0%
0%

25%
25%
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note taking
graphic
organizers

85%

0%

15%

55%

0%

45%

The fourth research question showed whether the use of reading strategies by
Illinois high school agricultural education teachers increased retention of the material. In
general, a majority of Illinois agricultural education high school teachers felt that the use
of reading strategies increased retention of text; with note taking being the number one
strategy to determine this factor. The specific strategies are displayed in Figure 5.

What Reading Strategies Increase Retention of
Text?

type of strategy

graphic organizers
note taking

no opinion
no

guided reading

yes

vocabulary based
pre-reading
0

20

40

60

80

% of vocational teachers

Figure 5. Reading strategies and retention rate
Conclusions
Overall, a large majority of high school agricultural education teachers in Illinois did
used reading strategies. The amount of teaching experience had little influence on
whether or not the respondents use reading strategies. The teachers with the least amount
of teaching experience use reading strategies the most (100%). The school enrollment
did not seem to play a role in whether or not the Illinois high school agricultural
education teachers used reading strategies.
The most popular reading strategy used was note taking. Three-quarters of
respondents reported using them currently in the classroom. Two other commonly used
reading strategies were vocabulary based activities and pre-reading activities. When
teachers from schools of varying populations were examined, generally the larger
schools, of more than 1500 students, used a wider variety of reading strategies. The
strategies used by this sub-group were graphic organizers, vocabulary based activities and
pre-reading activities. This might have been due to the fact that the large schools may
have more resources and training in the use of different strategies.
It was determined that the use of reading strategies by Illinois high school agricultural
education teachers increased reading comprehension. Note taking activities and
vocabulary based activities were considered to increase reading comprehension by the
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largest percentage of Illinois agricultural education high school teachers. Illinois
agricultural education high school teachers with varying amounts of teaching experience
also felt reading strategies increased reading comprehension. The number of years of
teaching experience seemed to have no difference in relationship with the type of reading
strategy that was found most useful in increasing reading comprehension.
The use of reading strategies by Illinois high school agricultural education teachers
increased retention of the text. Eighty two percent of the respondents reported this
information. Again, note taking activities and vocabulary based activities were selected
by the largest percentage of teachers to increase retention of the text. These groups felt
that note taking activities and vocabulary based activities were strategies that increased
retention the most.
The survey results revealed that Illinois high school agricultural education teachers
of different years of experience felt differently about specific reading strategies
increasing retention of the text than they did about reading strategies overall. All Illinois
agricultural education high school teachers, except those from schools of 701 to 1500
students, felt that note taking activities achieved the goal of reading material retention.
Recommendations
Based on data gained during this study, the following recommendations are made:
1. Agricultural education high school teachers in Illinois should consider utilizing
more diverse reading strategies. Most high school students are visual learners; and
graphic organizers as a source of reading strategy uses visual representation of text. It
has also been shown through research, that this type of reading strategy increases
comprehension (Horton et al., 1991). Agricultural education high school teachers in
Illinois should consider trying other types of reading strategies. Most respondents had no
opinion about the effectiveness of certain strategies because they were unfamiliar or had
no experience with those strategies. Students learn differently, therefore more thought
should be placed into recreating the learning environment to assess different learning
styles.
2. Agricultural education high school teachers in Illinois should seek out training
in reading strategies. The Illinois agricultural education high school may not have
extensive knowledge of the different types of strategies and how they can be used
effectively, but they tend to inadvertently incorporate them in their lessons. The smaller
schools may not have the resources as readily accessible for this type of training. If this
is the case, those teachers should try to find alternative measures for learning more about
different reading strategies.
3. Teachers should incorporate more assignments that are not centered on note
taking and vocabulary based instructions to achieve a holistic type of knowledge base in
their classrooms.
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Abstract
The purpose of this study was to analyze agriculture teachers’ awareness of
biotechnology and the future of biotechnology education in Illinois. The objectives of the survey
were to analyze the awareness level of biotechnology, benefits, barriers, and the future of
biotechnology education in Illinois and the demographic characteristics of Illinois agricultural
education teachers surveyed in this study. The population for this study consisted of Illinois
Agricultural Educators in secondary schools.
When asked general statements regarding biotechnology, the majority of teachers
answered 73% of the questions correctly. The research also revealed that the teachers were
uncertain of the benefits of biotechnology, barriers to biotechnology and the future of
biotechnology education in Illinois. Generally, Illinois agricultural education teachers were 44
year old Caucasian males with master’s degrees. On average, the teachers had about 17 years of
teaching experience. However, the respondents stated that they had no experience with
biotechnology. Some respondents (n=13) did have practice with biotechnology, besides teaching.
These respondents accounted for 6.38 years of biotechnology related experience.
Recommendations from this study include incorporation of more biotechnology related curricula
into the Illinois State Learning Standards, in-service training for teachers, and partnering
between educational institutions and private industry to improve awareness of biotechnology.
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Introduction
Biotechnology is defined as the use of living organisms to develop products (Keener &
Hoban, 2000). In 2000, Fernandez-Cornejo and McBride, of the Economic Research Service,
defined agricultural biotechnology as a collection of scientific techniques, including genetic
engineering, to create, improve, or modify plants, animals, and microorganisms. Recently, the
public has turned their attention to biotechnology due to new developments in molecular biology
(Keener, Hoban, & Balasubramanian, 2000). Many people find biotechnology to be beneficial
from an economic and biological perspective (Conko, 2003; McGloughlin, 1999). Additionally,
while there are many benefits to biotechnology, there are many barriers to its implementation
(Van der Sluis, Diersen, & Dobbs, 2002).
Many people use biotechnology on a regular basis without even realizing it. It is used
when completing such simple tasks as baking bread, wine making and gardening. Biotechnology
is a field which was greatly influenced by scientists such as Gregor Mendel and Louis Pasteur
(Rhee, 1999a; Rhee, 1999b). Mendel utilized biotechnology when completing research about
inheritance. During this experiment, he crossbred pea plants to determine which traits were
inherited from the parent plant (Rhee, 1999). Pasteur also utilized biotechnology in many
different areas. Perhaps, he is most widely known for his work on vaccinations against rabies and
developing pasteurization. Pasteur’s work has been very beneficial to mankind and for that, the
world has changed and countless lives have been saved (Rhee, 1999). The work of these two
researchers has inspired other scientists and geneticists to further their research. Their work has
also been presented to students in introductory biology courses.
Economically, biotechnology has been adopted by American farmers. The Biotechnology
Industry Organization (2004) stated that farmers have adopted products which have been
modified utilizing biotechnology because these products decrease operating costs, input
expenses, and boost yields. Farmers have boosted their incomes by $1.9 billion utilizing canola,
corn, cotton, papaya, soybeans, and squash that were modified utilizing biotechnology. In 2003,
the aforementioned crop yields were boosted by 5.3 billion and pesticide use decreased by 46.4
million pounds due to advances in biotechnology. These savings have resulted from reduced
inputs of labor, capital, and depreciation on equipment. It also helps the economy because the
world’s food production must increase, to meet the higher demands, by 75% over the course of
the next 25 years. The safest and most effective way to achieve this goal is to utilize agricultural
biotechnology (US Soybean Board, 2004.)
Biologically, biotechnology has been utilized to protect water quality, strengthen crop
resistance to pesticides, and produce healthier foods (US Soybean Board, 2004.) These are
beneficial because the nation’s water supply is vital for survival. Americans are more concerned
about their health and are therefore skeptical about the amount of herbicides and pesticides used
on their foods. In the same respect, they are also skeptical about the utilization of biotechnology
to improve foods, though many are eating genetically modified crops when eating organic foods.
Biotechnology is especially beneficial to food scientists and farmers. Food biotechnology allows
for consumption products and their packaging to be improved either by taste, freshness,
nutritional value, fat content, and or biodegradability of packaging (Keener & Hoban, 2000).
Farmers benefit from biotechnology because crop land can remain fertile as a result of a
reduction in the amount of chemicals used to produce crops. This allows the farmland to be used
longer without using conservation practices such as no-till farming or crop rotation. According to
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the US Soybean Board (2004), biotechnology is used when developing edible vaccines which are
administered through bananas, tomatoes and potatoes. Allergies are very prevalent in the
American community. By utilizing biotechnology, the gene within the food which causes the
allergy can be removed (Keener, Hoban, 2000).
Barriers to biotechnology include public reactions, lack of education and labeling. The
public is concerned that scientists will cross ethical boundaries, like those related to human
cloning. Consumers are also concerned with the foods that they are eating and are requesting that
foods created utilizing biotechnology ingredients be labeled (Keener and Hoban, 2000.) The
consumer’s lack of acceptance of biotechnologically derived products is a concern for industry,
but they recognize that these concerns stem from a lack of education. Consumers express
confidence in the science involved, as well as the regulatory processes used to ensure safety
(Keener, Hoban, & Balasubramanian, 2000.)
In the State of Illinois Agricultural Education programs, biotechnology is included in the
curriculum. According to the Illinois State Board of Education (2003), biotechnology is included
in State Goals 12 and 13. According to State Goal 12, “students should have an understanding of
the fundamental concepts, principles and interconnections of the life, physical and earth/space
sciences.” State Goal 13 encourages “students to have an understanding of the relationships
among science, technology and society in historical and contemporary contexts.” Teachers are
responsible for making sure that students understand these goals and can present the information
to them in a clear, concise manner. Biotechnology standards needed by teachers for presentation
to students are also included in Science – A Common Core of Standards (Illinois State Board of
Education, 2003). An example of this is the Guidebook for Science Safety (Illinois State Board
of Education, 2003) which has dedicated Section 13.4 to Biotechnology. It lists procedures for
ensuring the safety of those conducting experiments related to microorganisms, DNA and
biogenetic experimentation.
In 2005, the biotechnology industry contributed 50.7 billion dollars in revenue to the
United States economy. There are over 1,400 biotechnology companies, in which about 330 of
them are private (Biotechnology Industry Organization, 2007). As a result of the great impact
that biotechnology has had in the past, and will have on the future economy, it is imperative that
it remain incorporated in the curriculum. With the economic and biological implications that the
biotechnology industry as a whole has for the United States, America’s public education system
will be a major player in preparing its future workforce and promoting biotechnological literacy
among its future consumer base. Given the aforementioned concerns about the benefits and
barriers related to biotechnology, it is imperative that public school educators, grades K-12, are
knowledgeable and informed about the biotechnology discipline and industry. Teachers have a
great impact on the future leaders of this country. Therefore, their attitudes about biotechnology
need to be researched.
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Theoretical Framework
General Awareness of Biotechnology
Influences on awareness and acceptance are influenced by cultures and socioeconomic
status. Fritz, Husmann, Wingenbach, Rutherford, Egger, and Wadhwa (2003) stated that
perceptions are influenced by family, friends, class and culture. They further stated that cultural
attitudes may result in limited understanding of biotechnology.
Hoban (1998) conducted a study in which respondents were asked to indicate their
awareness and understanding as it related to biotechnology. From 1992 to 1996, Hoban’s results
showed no change in the awareness levels among United States consumers. In 1997, however,
there was a significant increase. This increase was attributed to the media attention about a
sheep, which was cloned. It was also stated that other countries, in 1995, were more aware than
the United States.
Wilson, Kirby and Flowers (2001) conducted a study in which respondents were asked
about their personal perceived levels of science competencies. They indicated that they were
fairly knowledgeable, especially when it related to basic genetics and the agriculturebiotechnology relationship. About half of the educators in this study, when given a multiple
choice test about “Biotechnology and Agriscience Research,” answered 70% of the items
accurately.
Benefits of Biotechnology
Many benefits from biotechnology exist. Numerous authors across disciplines have
addressed these benefits. Hoban (1998) stated that the promise of agricultural biotechnology is
becoming a reality. It was a notion that has been presented for the past two decades. Farmers are
raising crops that are protected from insects and require the use of fewer pesticides. Advocates of
biotechnology argue the benefits by stating that it reduces herbicide use, increases yields,
produces healthier foods, decreases disease, and causes plants to adapt to their environments
(Trexler & Meischen, 2001).
Kalaitzandonakes (1999) stated plants, that are insect resistant, have improved yields,
utilized fewer pesticides and were also tolerant to extreme conditions, are being developed to
battle input shortfalls. Bioengineered crops can also be a means of administering
pharmaceuticals and vaccinations. By utilizing crops in this manner, it expands the range of other
benefits.
McGloughlin (1999) authored an article entitled Ten Reasons Why Biotechnology Will Be
Important to the Developing World. In this article, McGloughlin (1999) challenged
misconceptions about biotechnology as addressed by Altieri and Rosset (1999). The
misconceptions addressed by Altieri and Rosset (1999) include the application of genetic
engineering in the development of transgenic crops, the enhancement of food security, and
moving agriculture away from its dependence on chemicals to lessen environmental problems.
McGloughlin (1999) include lower returns for the farmer due to the integration of chemical
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pesticides and seed usage, risks associated with eating bioengineered foods, and that
bioengineered varieties of seeds will eventually fail as pests develop resistance to the toxins.
In an article by Datta (2004), the emphasis of the importance of rice was discussed. Datta
stressed that rice feeds more thm,an two billion people worldwide. Additionally, it was stated
that rice provides 40-70% of total calories consumed in Asia. Rice is also beneficial in Asia
economically for the income of rural people and serves as a means of feeding animals.
Engineered rice contains genes for β-carotene biosynthesis, pmi (phosphomannose isomerase)
which can reduce deficiency of Vitamin A.
Other benefits of biotechnology are addressed by Conko (2003). Conko (2003) stated that
farmers are allowed to grow significantly more food on less land due to biotechnological
advances. Productivity could also be increased as a result of crop plants being modified to resist
plant diseases and tolerate extreme environmental conditions. Conko (2003) included
information about Monsanto’s Roundup Ready soybean. This soybean is resistant to the
herbicide Roundup. Other varieties of plants, such as canola, corn, cotton, flax, rice and sugar
beets, have also been genetically engineered to be resistant to herbicides. Reduced pesticide use
is also beneficial to farmers who practice conservation tillage (Conko, 2003). The practice of
conservation tillage is defined as the growth of crops on soil that has been minimally cultivated.
Weeds, therefore, are controlled by utilizing cover crops (Peet, 2001). Without added worry of
damaging crops, production agriculturalists are more apt to adopt varieties of herbicide tolerant
crops in an effort to compliment their conservation practices (Conko, 2003).
Van der Sluis, Diersen and Dobbs (2002) stated that the benefits and costs related to
agricultural biotechnology is limited. The majority of the technology is related to the
environment and food safety, while industrial structure has yet to be seen. Agricultural
productivity, as a result of new technology, could increase relative to non-land inputs and result
in production cost decreases.
Barriers to Biotechnology
Although biotechnology has many different benefits, it also faces many barriers.
Opponents believe that it is a threat to the environment (Trexler & Meischen, 2001). Datta
(2004) said that intellectual property rights should not be a barrier for advancing biotechnology
because it is beneficial for all human beings.
Hoban (1998) stated that labeling plays a large role in being a barrier to biotechnology. It
was stated that the end consumer was not willing to pay an additional amount for foods that are a
result of biotechnology. This is due in part to the fact that consumers are not aware of what
products are direct results of biotechnology. The article suggested labeling products, such as
fresh fruits and vegetables, with biotech labels and those that are blended or mixed should be left
alone. Items that could be left alone were items like ketchup.
While Van der Sluis, Diersen and Dobbs (2002) stated several benefits in their article,
they also listed barriers. They stated that risks which can be associated with health, food safety,
and environment are major concerns. These risks can be associated with the potential costs of
genetically modified technologies.
Curriculum
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Wilson, Kirby and Flowers (2002) conducted a study identifying and describing factors
related to the intent of agricultural educators to adopt biotechnology curriculum and assist them
in curriculum adoption. Their study surveyed 173 North Carolina teachers. The researchers
stated that the lack of support for educational reform is a contributing barrier to the integration of
a new curriculum. The researchers concluded that teachers’ lack of the perceived knowledge of
biotechnology, lack of training, and external factors were prevalent barriers to biotechnology
education. External factors, as identified by teachers, were funding, equipment, and instructor
knowledge.
Wilson (2003) examined the attitudes of high school agricultural and science educators
about biotechnology. Wilson compared the responses of teachers who had attended a
biotechnology-related training to the responses of teachers who had not attended the training.
The researcher stated that although many high school agricultural education programs
encompass biotechnology instruction, the level of instruction is not keeping up with the advances
being made in biotechnology. Others still believe that they are not teaching biotechnology related
concepts, even after the definition of biotechnology has been explained to them.
Wilson (2000), as cited by Wilson and Flowers (2002), stated that teachers are more apt
to adopt biotechnology curriculum if they have had training. They are also likely to adopt the
curriculum if it is perceived as beneficial to their program.
Training
Wilson’s study (2003) also revealed that as a result of training, the attendees were
extremely aware of biotechnology, in comparison to their counterparts who had not attended the
training. The respondents indicated that while the utilization of biotechnology is acceptable for
the improvement of plants and animals in agriculture, it is unacceptable for use in the
improvement of foods and recreational wildlife. The respondents also did not approve of the use
of biotechnology for the transferring of genes from humans to animals. The respondents who
attended the training, however, were more tolerant of the gene transfer from humans to animals.
Thompson and Balschweid (1999) conducted a study to determine Oregon agricultural
science and technology teachers’ attitudes about the integration of science into their curriculum.
They found that teachers’ antagonistic attitudes towards integration with agricultural education
programs as being a major barrier. The barrier with the highest level of agreement was lack of
equipment, followed by lack of adequate funding.
Future of Biotechnology Education
In a study conducted by Rudd and Hillison (1995), which sought to determine Virginia
middle school teachers’ attitudes, knowledge and expectations toward agriscience and to
determine a predictive model for curriculum adoption related to agriscience. It was determined
that the teachers had high positive attitudes towards biotechnology and were knowledgeable
about the agriscience curriculum. The researchers also determined that these predictors were
significant as it related to the adoption of curriculum about agriscience.
Wilson, Kirby and Flowers (2001) also posed questions related to the adoption of
biotechnology related courses. In this study, respondents indicated that about half would adopt
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the curriculum and about thirty percent were not sure. The remainder of the population would not
adopt the course, even if no barriers were present.

Purpose and Objectives
The purpose of this study was to analyze agriculture teachers’ awareness of
biotechnology and the future of biotechnology education in Illinois. In order to accomplish the
aforementioned purpose, the following objectives were developed:
1. To determine the awareness level of Illinois agriculture teachers in relation to
biotechnology.
2. To determine the benefits and barriers to biotechnology as perceived by Illinois
agricultural education teachers.
3. To determine the future of biotechnology education in Illinois as perceived by
Illinois agricultural teachers.
4. List the demographic characteristics of Illinois agricultural education teachers.

Significance of the Problem
The significance of this study was the provision of baseline data regarding the knowledge
level of agricultural educators in relation to biotechnology, and their attitudes towards the future
of biotechnology education in Illinois’ agricultural education curriculum. By conducting this
study, agricultural education stakeholders and policy makers will be able to gauge the potential
impact that teachers’ knowledge and attitudes could have on the biotechnology career aspirations
and biotechnology consumer decisions of their students.

Methods
The design of this research was descriptive in nature, utilizing a researcher-designed mail
survey. Descriptive statistics provide information about variable distributions. It includes
measures of central tendency, variability around the mean and normal deviation (George and
Mallery, 2006). Glass and Hopkins (1996) stated that descriptive statistics is a tool for
summarizing, describing and reducing the data to a manageable format. The mailing of the
survey was conducted based upon methodology designed by Dillman (2000).
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The population of this study consisted of Illinois agricultural education teachers as
identified by the 2006 Illinois Association of Vocational Agricultural Teachers (IAVAT)
Directory (N=377). However, in an effort to obtain an optimal representation of the population, a
stratified random sample was used (N=100). The IAVAT Directory has divided their directory
into sections which are grouped into five (5) districts. Each respective district is represented by
the percentage of the state’s IAVAT population that they comprise. Therefore, District 1
represented 15.7% (n=15) of the population of the study, District 2 represented 23.6% (n=24) of
the population of the study, District 3 represented 18.8% (n=19) of the population of the study,
District 4 represented 18% (n=18) of the population of the study and District 5 represented
23.9% (n=24) of the population of the study. The overall response rate for the study was 38%
(N=38). However, District 1 returned 28.571% (n=4) of the surveys sent to their district. District
2 returned 37.5% (n=9) of the surveys sent to their district. District 3 returned 42.105% (n=8) of
the surveys sent to their district. District 4 returned 33.333% (n=6) of the surveys sent to their
district. District 5 returned 45.833% (n=11) of the surveys sent to their district.
Table 1. Return Rate
District
I
II
III
IV
V
Total

Participants
15
24
19
18
24
100

Respondents
4
9
8
6
11
38

%
28.571
37.500
42.105
33.333
45.833

Thirty-eight of the original 100 surveys were returned for a final return rate of 38%.
Data Collection Instrument
A previous version of this survey instrument was jointly developed by the researcher and
her undergraduate advisor at North Carolina Agricultural and Technical State University,
Department of Agribusiness, Applied Economics and Agriscience Education in order to
accomplish objectives of a similar study. In order to accomplish the objectives of this study,
questions from the aforementioned survey instrument were combined with new variables. Based
upon the results of the previous study, a new instrument was created to accomplish the objectives
of this new research venture. The new instrument and variables were developed after an
exhaustive review of literature. The survey instrument utilized in this study can be found in
Appendix D, beginning on page 41.
Brown (1983) defined content validity as “the degree to which items on a test
representatively sample the underlying content domain” (p 487). Brown recommended using
expert judges as one means of establishing content validity. A panel of experts at Southern
Illinois University Carbondale and North Carolina Agricultural and Technical State University,
reviewed the instrument for content validity. These experts consisted of one professor of
agricultural education at North Carolina A&T, and two professors of agricultural education at
Southern Illinois University Carbondale. In order to test the reliability of this instrument, a pilot
study was conducted upon a similar group of agricultural teachers in a neighboring state.
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The survey instrument for this study consisted of five sections. The sections are entitled:
Section I: General Awareness of Biotechnology, Section II: Benefits of Biotechnology, Section
III: Barriers to Biotechnology, Section IV: Future of Biotechnology Education in Illinois, and
Section V: Demographics. Sections one and two have fifteen questions, section three consists of
ten questions and four consists of twenty questions. The questions in section one are multiple
choice in nature. Respondents were given the opportunity to, using given answers, choose which
item best represented the answer. Section two questions were posed in a manner which would
allow for each question to be assigned a level of importance, from 1-10. One was listed as being
of least importance while ten was seen as very important. Sections three and four utilized a fivepoint Likert-type scale with the following responses: 1=Strongly Disagree, 2=Disagree,
3=Uncertain, 4=Agree and 5=Strongly Agree. Section five utilized a combination of closed and
open-ended responses to eight questions concerning demographics.
Data Collection
Elements of Dillman’s Total Design Method (2000) were utilized to achieve an optimal
return rate. The first round consisted of Illinois secondary agricultural education teachers
receiving a cover letter, consent form, survey, and a return self-addressed stamped envelope from
the researcher and the researcher’s major professor outlining the purpose of the research.
Utilizing three one-week intervals, teachers were given the opportunity to respond. The second
round consisted of all non-respondents receiving a follow-up email stressing to them the
importance of returning the survey for data analysis purposes and to strengthen the study. The
third round consisted of all nonrespondents receiving all of the items received in the first round,
with another week to respond.
In order to control for nonresponse error, Miller and Smith (1983) recommended
comparing early to late respondents. Research has shown that late respondents are often similar
to nonrespondents. Thus, one way to eliminate the nature of the replies of nonrespondents is
through late respondents. Late respondents were statistically compared to early respondents
using the evaluation data to justify generalizing from the respondents to the sample.
In an effort to test the reliability of the instrument, a post hoc reliability test was
conducted upon conclusion of the research study. Brown (1983) defined reliability as “how
consistently a test measures over time, occasions, or samples of items; the degree to which test
scores are influenced by measurement errors. Indices include reliability coefficients and the
standard error of measurement” (p. 494). The reliability of each section was completed. The
reliability test assures the dependability or precision of the instrument. In this study, a
Chronbach’s alpha was used as the measure of reliability. Nunnally (1967) recommended that an
alpha of 0.5 to 0.6 is high enough in early stages of research. The 0.8 measurement is commonly
utilized. If precision is needed, measurements of 0.9 may not be high enough. The alpha’s for the
previous survey instrument, in sections which were only slightly modified were, Section Three =
.9096 and Section Four = .9500. For this study, Chronbach’s alpha reliability coefficients were
as follows: Section Two = .881, Section Three = .612 and Section Four = .889.
Data Analysis
The data collected from the participants was coded, entered, and analyzed using the
researcher’s personal computer. Data was analyzed using the Statistical Package for Social
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Science (SPSS), Personal Computer Version 10.0. The analysis of data included frequencies,
means, and standard deviations.
Results/Findings
The purpose of this study was to analyze agriculture teachers’ awareness of
biotechnology and the future of biotechnology education in Illinois. Therefore, it is important to
gauge the public school teachers’ knowledge and perceptions of biotechnology and the impact
that it will have on the future of the country. Knowing the teachers perceptions and knowledge is
vital to the success of this subject because they are the ones who have to teach the subject. If they
are not knowledgeable or have adverse feelings about biotechnology, it could be detrimental to
children’s education.
To accomplish the aforementioned purpose, four research objectives were developed. The
objectives were as follows:
1. To determine the awareness level of Illinois agriculture teachers in relation to
biotechnology.
2. To determine the benefits and barriers to biotechnology as perceived by Illinois
agricultural education teachers.
3. To determine the future of biotechnology education in Illinois as perceived by Illinois
agriculture teachers.
4. To identify the demographic characteristics of Illinois agricultural education teachers.
Response Rate
Table two shows the districts and number of participants from each that were surveyed. It
gives the number of initial participants as well as the actual respondents for the survey.
Participants were randomly selected from the predefined districts within the state.
Table 2. Return Rate
District
I
II
III
IV
V
Total

Participants
15
24
19
18
24
100

Respondents
4
9
8
6
11
38

%
28.571
37.500
42.105
33.333
45.833

Thirty-eight of the original 100 surveys were returned for usable response rate of 38%. In
order to control for nonresponse error, Miller and Smith (1983) recommended comparing early
to late respondents. Research has shown that late respondents are often similar to
nonrespondents. Thus, one way to eliminate the nature of the replies of nonrespondents is
through late respondents. Using the Method 1, for comparing early and late responders,
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established by Linder and Wingenbach (2002), late respondents were statistically compared to
early respondents using the evaluation data to justify generalizing from the respondents to the
sample. Thirty three early responders and five late responders were analyzed for differences. The
analysis confirmed no significant differences existed between early and late respondents and the
data of the two groups were combined to obtain the 38% response rate.
Research Objective One and Discussion
Respondents were asked questions designed to gauge the awareness level of agricultural
education teachers regarding biotechnology. Table 3 shows the biotechnology statement posed,
percentages, and frequencies of how many respondents answered the question correctly for each
of the fifteen questions posed. Each column, A, B, and C, represent the answer choices given.
The columns display the frequencies and percentages of responses for each statement. Responses
in the “D” column represent the questions that were left blank and by how many respondents.
The frequencies and percentages of the respondents who correctly answered the questions are
shaded in gray.
Table 3. General Awareness of Biotechnology (N=38)
A
Biotechnology Statement
1. Biotechnology is defined as the use of
molecules and cells from living
organisms to _____________.
2. Biotechnology makes it possible for
scientists to ________ plants and
animals by taking parts of the genes of
one plant or animal and inserting them
into another.
3. Human, animal, plant and microbial
genes can be altered with __________
biotechnology techniques.
4. _______ control visible and invisible
characteristics of living organisms.
5. A ____is a specific sequence of DNA
that serves as a unit of inheritance.
6. Most consumers in the United States
have ________ products created
through biotechnology.
7. Forensic ___________ allows the
analysis of DNA to help solve crimes.
8. ______________ currently market
drugs developed using biotechnology.
9. ______________ can regenerate whole
plants from individual plant cells.

ƒ

B
%

ƒ

C

D

%

ƒ

%

ƒ

%

7

18.4 26 68.4

3

7.9

2

5.3

3

7.9

32 84.2

2

5.3

1

2.6

35 92.1

1

2.6

2

5.3

0

0

33 86.8

3

7.9

2

5.3

0

0

63 94.7

1

2.6

1

2.6

0

0

28 73.7

5

13.2

1

2.6

4

10.5

2

5.3

32 84.2

4

10.5

0

0

2

5.3

33 86.8

1

2.6

2

5.3

15 39.5 19 50.0

4

10.5

0

0
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10. Cloning of a plant or animal creates a(n) 33 86.8 4 10.5 0
0
___________copy.
11. Genetically-modified animals are
12 31.6 3 7.9 22 57.9
______________ normal.
12. The ______________________
3 7.9 15 39.5 20 52.6
regulates all biotechnology products.
24 63.2 13 34.2 1 2.6
13. Biotechnology products are _______
based on their use rather than on the
method by which they were produced.
Table 3. General Awareness of Biotechnology (N=38) (Continued)
A
Biotechnology Statement
14. Genetically-modified bacteria, fungi,
and plants can clean up toxic waste sites
in a process called _____________.
15. Pesticide-producing genes can be
directly incorporated into crop plants so
the need for additional pesticide
application _____________.

ƒ

B

1

2.6

1

2.6

0

0

0

0

C

%

ƒ

%

26 68.4

1

35 92.1

1

ƒ

D
%

ƒ

%

2.6

11 28.9

0

0

2.6

2

0

0

5.3

Objective one sought to determine the awareness level of Illinois agriculture teachers in
relation to biotechnology. The respondents answered seventy-three percent (73%) or 11 of the 15
questions correctly. The percentage of correct responses means that the teachers, on average, are
somewhat knowledgeable about biotechnology. On individual questions, there was a wide range
of responses. The researcher assumed that the variation in responses could be attributed to the
question being too easy or the respondents being extremely confident in a particular answer
choice.
Research Objective Two and Discussion
Respondents were asked questions regarding their perceived benefits of biotechnology.
Table 4 shows the means, standard deviations, and rankings for the fifteen statements regarding
the benefits of biotechnology. For the purpose of data analysis, readers should utilize the
following specifications when interpreting the scale for table three: 1=Lowest Importance and
10=Highest Importance. Table 4 also shows the rank of each response to show the importance of
each statement to the agricultural education teacher in Illinois. The rank of each item was
determined based on the means of each statement.
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Table 4. Benefits of Biotechnology (N=38)
Benefits of Biotechnology
1.
2.

Reduced need for chemical pesticides.
Protection of groundwater supplies and more effective waste treatment
techniques.
3. Economic savings for consumers and new fuel sources.
4. Better animal health management.
5. More nutritious, better tasting foods and alleviation of malnutrition.
6. Improved human medical care.
7. Development of unique products from aquatic sources.
8. Reduced environmental impact of industrial activities and improved
soil conservation.
9. Improved fabrics.
10. More effective pharmaceuticals.
11. More accurate criminal investigations.
12. Increased crop yields that can be realized on less land and greater
economic profitability for farmers.
13. Improved methods to fight bioterrorism.
14. Valuable technology for the citizens of the United States.
15. Increased quality of life for people in developing countries.

Mean
7.24
8.03

SD
3.392
2.802

Rank
6
1

6.84
6.39
7.05
7.63
4.95
7.41

2.968
2.498
2.667
2.627
3.079
2.900

11
13
8
3
14
5

4.83
6.97
6.81
7.42

3.116
2.667
2.614
2.832

15
9
12
4

7.65
6.97
7.23

2.783
2.618
2.095

2
10
7

Respondents view the protection of groundwater supplies and more effective waste
treatment techniques as the most important to them as it related to the benefits of biotechnology.
This is followed by improved methods of fighting bioterrorism. The variable of least importance
to the teachers as a benefit of biotechnology was the improved fabrics.
Respondents were asked questions regarding the barriers of/to biotechnology education in
Illinois. Table 5 shows the means and standard deviations for the ten statements regarding the
future of biotechnology education in Illinois. For purpose of data analysis, readers should utilize
the following specifications when interpreting the scale for table four: 1-1.49=Strongly Disagree,
1.50-2.49=Disagree, 2.50-3.49=Uncertain, 3.50-4.49=Agree, and 4.50-5=Strongly Agree.
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Table 5: Barriers of/to Biotechnology (N=38)
Barriers of/to Biotechnology
1.

The perception regarding the safety of genetically engineered foods is a major
barrier to biotechnology.
2. Biotechnology can have negative ecological impacts which reduce its acceptance.
3. The economic cost of biotechnology research is a barrier to its widespread
practical daily implementation.
4. Lack of education leads to resistance toward biotechnology products.
5. Issues concerning the labeling of genetically modified foods can have a major
impact upon the agricultural industry.
6. Ethical issues regarding biotechnology are a major barrier to its extensive use on a
global scale.
7. Religious concerns are a major barrier to biotechnology acceptance.
8. From a socio-economic perspective, biotechnology can affect the relationship
between, and relative power of, different groups in society.
9. Equal access to the benefits of biotechnology will not be realized by all sectors of
society.
10. Legislation is a major barrier to broad biotechnology implementation throughout
society.

Mean

SD

4.24

.751

2.81

1.050

3.24

1.101

4.39

.823

4.08

.712

3.97

.726

3.16

.916

3.45

.860

3.50

1.059

3.68

1.016

Scale: 1=Strongly Disagree, 2=Disagree, 3=Uncertain, 4=Agree, 5=Strongly Agree
In the section about the barriers of/to biotechnology, the means of all responses ranged
from uncertain (M=2.81) to agree (M=4.39). The teachers agreed that the major barriers to
biotechnology, were that a lack of education leads to resistance toward biotechnology products
(M=4.39) and that the perception regarding the safety of genetically engineered foods is a major
barrier to biotechnology (M=4.24). The teachers were uncertain that biotechnology can have
negative ecological impacts which reduce its acceptance (M=2.81). Generally, the teachers
agreed (M=3.652) that the barriers from the study were barriers of/to biotechnology.
Research Objective Three and Discussion
Respondents were asked questions regarding the future of biotechnology education in
Illinois. Table 6 shows the means and standard deviations for the twenty statements regarding the
future of biotechnology education in Illinois. For the purpose of data analysis, readers should
utilize the following specifications when interpreting the scale for table five: 1-1.49=Strongly
Disagree, 1.50-2.49=Disagree, 2.50-3.49=Uncertain, 3.50-4.49=Agree, and 4.50-5=Strongly
Agree.
Table 6: Future of Biotechnology Education in Illinois (N=38)
Future of Biotechnology Education in Illinois

Mean

SD

1. Industry leaders should aid in biotechnology curriculum
development in Illinois’ public schools.
2. Biotechnology education can help alleviate negative public
perceptions regarding the industry.
3. The Illinois General Assembly should provide funding to develop
and infuse biotechnology curriculum into the public school system.

4.18

.563

4.34

.534

3.76

1.065
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4. Illinois’ universities should have a major impact on the infusion of
biotechnology at the secondary level of education.
5. The infusion of biotechnology into Illinois’ State Learning
Standards will require teacher education programs to revise and
plan more rigorous baccalaureate degree programs.
6. Universities should offer advanced placement courses concerning
biotechnology at the secondary level.
7. Programs should be developed to link secondary level education in
biotechnology with current community college biotechnology
programs.
8. Internships should be provided in biotechnology-related
organizations as an option for “College Tech Prep” work-based
experience requirements.
9. Public schools should increase their curriculum offerings in this
area.
10. Biotechnology should be offered as a general science option for the
core curriculum.
11. Special programs concerning biotechnology should be implemented
for students hoping to enter the biomanufacturing workforce after
high school graduation.
12. Industry and university biotechnology specialists should be utilized
to teach special biotechnology topics in the public school systems.
13. The supply of qualified teachers to teach biotechnology will be
very low.
14. In service workshops concerning biotechnology, curriculum should
be provided for teachers.
15. Illinois students will be interested in enrolling in biotechnology
courses and programs.

3.89

.727

3.61

1.028

3.50

.980

3.82

.766

3.79

.741

3.74

.795

3.87

.875

3.61

.755

3.46

.836

3.55

1.132

4.26

.554

3.47

.922

Table 6: Future of Biotechnology Education in Illinois (N=38) (Continued)
Future of Biotechnology Education in Illinois
16. Biotechnology, which is currently a part of the secondary
agricultural education curriculum in Illinois, should be integrated
into other subject matter areas.
17. Public school administration, overall, should be supportive of
biotechnology education.
18. Industry grants should be provided to public school systems to
infuse biotechnology education into their respective curricula.
19. There will be great public support for biotechnology education at
the secondary level in Illinois.
20. Biotechnology education can help enhance public perceptions
regarding the industry.

Mean

SD

3.71

.867

4.11

.559

3.89

.667

3.13

.963

4.24

.675
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Scale: 1=Strongly Disagree, 2=Disagree, 3=Uncertain, 4=Agree, 5=Strongly Agree
Objective three sought to determine the future of biotechnology education in Illinois as
perceived by Illinois agriculture teachers. The responses in this section ranged from uncertain
(M=3.13) to agree (M=4.34). Generally, the teachers agreed (M=3.7965) with the statements of
the study regarding the future of biotechnology education in Illinois. The teachers agreed that
biotechnology education can help alleviate negative public perceptions regarding the industry
(M=4.34). The teachers were uncertain if there will be great public support for biotechnology
education at the secondary level in Illinois (M=3.13).
Research Objective Four and Discussion
The respondents in this study were asked to complete demographic characteristics. Table
7 presents the means and percentages for the demographics.
Table 7: Demographic Characteristics of Illinois Agricultural Education Teachers (N=38)
1.
2.

3.
4.
5.

6.
7.

Demographics
Age
Highest Degree Earned
Bachelor’s
Master’s
Specialist
Doctorate
Years of professional experience in public education
Gender
Male
Female
Race/Ethnicity
Asian
Black
Caucasian
Latino(a)
Native American
Other ________
Teaching experience besides biotechnology
Yes
No
Years of experience with biotechnology

N
33

Mean or Percent
44.7

16
19
1
1
36

42.1%
50.0%
2.6%
2.6%
17.2 years

28
8

73.7%
21.1%

3
33

7.9%
86.8%

13
23
13

34.2%
60.5%
6.4 years

The mean age for the respondents was about 44 years old. In terms of explaining the level
of education of the participants in this study, approximately 42% had obtained a bachelor’s
degree, 50% had obtained a master’s degree, about three percent had become specialists in a
field and about three percent had obtained a doctorate degree. The mean year of experience for
the teachers was seventeen years. Regarding the gender in this study, about 74% were male and
approximately 21% were female. Regarding the race/ethnicity of the respondents, about eight
percent of the respondents were Black and 89% were Caucasian. The respondents were also
asked a question about their teaching experience with biotechnology and 34.2% stated that they
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had some teaching experience and 60.5% said that they did not have any teaching experience
with the subject. The respondents (n=13) who indicated that they have had experience teaching
biotechnology accounted for 6.38 years of biotechnology related experience. In question eight,
respondents with such experience were asked an open-ended question about the type of
experience that they had with biotechnology. Responses included farming, coursework, research,
tech support, field trips to and employment with Monsanto™, utilizing GMO seeds, plant
genetics, plant breeding experience, plant genetics, planting biotech corn and soybeans, personal
interests, readings, ag science, and participation in the state task force for chemical training.
Conclusions
The purpose of this study was to analyze agriculture teachers’ awareness of
biotechnology and the future of biotechnology education in Illinois. Therefore, it is important to
gauge the public school teachers’ knowledge and perceptions of biotechnology and the impact
that it will have on the future of the country. Knowing the teachers’ perceptions and knowledge
is vital to the success of this subject because they are the ones who have to teach the subject. If
they are not knowledgeable or have adverse feelings about biotechnology, it could be detrimental
to students’ education. The data from this research yielded many interesting findings that have
implications not only for Illinois secondary agricultural education programs, but also for
agricultural education and the biotechnology industry as a whole throughout the United States.
Objective one sought to determine the awareness level of Illinois agriculture teachers in
relation to biotechnology. The respondents answered seventy-three percent (73%) or 11 of the 15
questions correctly. The percentage of correct responses means that the teachers, on average, are
somewhat knowledgeable about biotechnology. On individual questions, there was a wide range
of responses. The researcher assumed that the variation in responses could be attributed to the
question being too easy or the respondents being extremely confident in a particular answer
choice.
Objective two sought to determine the benefits and barriers as perceived by Illinois
agricultural education teachers. Respondents view the protection of groundwater supplies and
more effective waste treatment techniques as the most important to them as it related to the
benefits of biotechnology. This is followed by improved methods of fighting bioterrorism. The
variable of least importance to the teachers as a benefit of biotechnology was the improved
fabrics.
In the section about the barriers of/to biotechnology, the means of all responses ranged
from uncertain (M=2.81) to agree (M=4.39). The teachers agreed that the major barriers to
biotechnology, were that a lack of education leads to resistance toward biotechnology products
(M=4.39) and that the perception regarding the safety of genetically engineered foods is a major
barrier to biotechnology (M=4.24). The teachers were uncertain that biotechnology can have
negative ecological impacts which reduce its acceptance (M=2.81). Generally, the teachers
agreed (M=3.65) that the barriers from the study were barriers of/to biotechnology.
Objective three sought to determine the future of biotechnology education in Illinois as
perceived by Illinois agriculture teachers. The responses in this section ranged from uncertain
(M=3.13) to agree (M=4.34). Generally, the teachers agreed (M=3.80) with the statements of the
study regarding the future of biotechnology education in Illinois. The teachers agreed that
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biotechnology education can help alleviate negative public perceptions regarding the industry
(M=4.34). The teachers were uncertain if there will be great public support for biotechnology
education at the secondary level in Illinois (M=3.13).
Objective four listed the demographic characteristics of Illinois agricultural education
teachers. Generally, Illinois agricultural education teachers were 44 year-old Caucasian males
with Master’s degrees. On average, the teachers had about 17 years of teaching experience.
However, the respondents stated that they had no experience with biotechnology. Some
respondents (n=13) did have practice with biotechnology, besides teaching. These respondents
accounted for 6.38 years of biotechnology related experience.
After conducting this study, the researcher drew one main conclusion. In the state of
Illinois, biotechnology and related curricula need to be incorporated into the Illinois State
Learning Standards. This would be in addition to what is currently required by the Illinois State
Board of Education through State Goals 12 and 13. These goals require that “students have an
understanding of the fundamental concepts, principles and interconnections of the life, physical
and earth/space sciences” and “have an understanding of the relationships among science,
technology and society in historical and contemporary contexts.”
Recommendations and Implications
Although the teachers answered the majority of the questions about General Awareness
of Biotechnology, it does not mean that they are knowledgeable about the subject. The teachers,
because the survey was conducted away from the researcher, had the opportunity to research the
answers to the questions in an effort to obtain the correct answer. Given the aforementioned
information, it is recommended that the current teachers receive in-service training about
biotechnology. This way, they will be more informed about the subject. Teachers would, as a
result of training, be more confident in the benefits of biotechnology, barriers of/to
biotechnology and the future of biotechnology education.
Pre-service teachers, i.e. student teachers, should also be required to enroll in
biotechnology related courses, regardless of their discipline. Biotechnology spreads across
disciplines and the subject can be incorporated into lessons taught by each teacher.
The final recommendation would be to foster partnerships between educational
institutions and public and private industry. These relationships need to be established as early as
possible at the primary levels. This partnership would allow for improved awareness of
biotechnology and would allow the future workforce to be better prepared. Teachers would
benefit from this partnership because industry professionals would be able to assist them with
classroom instruction in areas where their knowledge base is not as strong. With outside
assistance in instructing courses, the teacher would become a student and would become
knowledgeable enough to teach the subject without assistance.
This study can be used in future research and educational ventures to encourage
biotechnology education. It serves as a method of improving the education that America’s future
workforce would receive. Biotechnology is important to the world, and it therefore is critical that
the educational emphasis is not diminished, but heightened.
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Future Plans
In the future, the researcher plans to replicate this study in other states to see if the
responses differ. Once the replications are complete, the researcher will compile the data and
make recommendations to the United States Department of Education and the individual state
Departments of Education to encourage biotechnology instruction. Along with
recommendations, the researcher will design a biotechnology curriculum that can be easily
incorporated into all subjects due the increasing impact of the biotechnology industry.
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Parents’ reactions before and after interacting with their children on mathematics tasks

Parents’ reactions before and after interacting
with their children on mathematics tasks
Introduction
There is often conflicting relationships involving interactions among parents,
teachers, children and school when it comes to mathematics education. Parents are often
frustrated when children bring home mathematics work that does not resemble what the
parents studied in school. Today many teachers teach from mathematics materials that
ask children to think, reason, solve problems, and communicate. This is quite unlike what
parents faced in their mathematics education. Through a grant, The Role of Gender in
Language Used by Children and Parents Working on Mathematical Tasks funded by the
National Science Foundation, researchers at the Curriculum Research & Development
Group (CRDG) at the University of Hawai‘i have observed that many parents do engage
in behaviour that is conducive to and in line with pedagogy that aligns with the curricular
materials that children bring home, even those materials with which parents are not
familiar. Parents expressed a desire to work with their children so the children would do
well in learning the mathematics they were taught. Many were pleasantly surprised at the
ability of their children to think, reason, problem-solve, and communicate in mathematics
investigations when given the opportunity.
The gender of parents and children has been reported to be an important factor in
how parents’ beliefs about their children’s academic competencies influence academic
performance (Eccles, Frome, Yoon, Freedman-Doan, & Jacobs, 2000). Previous research
has also found that there are gender differences in parents’ teaching language, in
particular with science and non-science tasks. For example, fathers used more cognitively
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demanding speech with sons than with daughters when working with their children on a
physics task, however not with a biology task (Tenenbaum and Leaper, 2003). Crowley,
Callanan, Tenenbaum and Allen (2001) videotaped parent-child conversations while
using interactive science exhibits in a museum. They found regardless of gender, children
took an active role in choosing and using the interactive science exhibits. However, girls
were one-third as likely to hear explanations from their parents and of the explanations
given, 22% of the explanations given to boys were causal connections, compared to only
4% for girls. This difference was not explained because boys asked more questions, since
children who heard explanations rarely asked questions of any kind.
In addition, by using surveys and check lists about how parents helped their
children do their mathematics and English homework, Bhanot (2005) found that parents
provided more support with homework for their sons than for their daughters. Research
also showed that boys appeared to receive more parental support with homework, while
girls appeared more sensitive to these intrusions, specifically when they involved
mathematics.
Gender gaps in term of self-confidence in the mathematics learning of fourth
graders were found by Meelissen and Luyten (2008). Boys with higher confidence levels
performed better on a test of academic achievement than girls. Girls from higher socioeconomic backgrounds performed better than girls from lower socio-economic
backgrounds. However, girls with similar confidence levels outperformed boys with the
same levels of confidence. The researchers suggested that confidence factors are
developed outside of school, suggesting that confidence is influenced by socio-economic
backgrounds, parental education and gender-stereotyped viewpoints of parents.
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This paper will discuss findings based on parents’ feedback before and after
working with their children on three mathematical tasks. We will first summarize
parents’ comments based on gender and type of dyad. Parents’ attitudes about
participating in the study, their beliefs about their child’s mathematical abilities and their
perceived benefits from their participation will be discussed in terms of parents’
comments before engaging in the tasks and after completion of the tasks.
Methodology
Data for the paper were collected from April 2006 through September 2008. Over
110 parent-child dyads (mother-daughter, mother-son, father-daughter or father-son)
from schools with low socio-economic status voluntarily participated in the project
(Olson, Olson, & Okazaki, 2008). The children were either in the third or fourth grade.
Dyads were videotaped as they explored three tasks, one each in number, algebra and
geometry. The tasks were exemplars of questions prepared to elicit discussions and to
promote thinking. They were presented on cards with suggested questions for the dyads
to discuss and a maximum of 10 minutes was given for each task. A sample for each task
is presented below.
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Parents were asked to express their feelings in writing before working on the tasks
and how they felt after completing the three tasks with their children. The comments
from the parents before and after completion were examined looking for common themes
and then identified by gender dyads.
Results and Discussion
The comments expressed by parents before and after completing the mathematical
tasks were categorized into 10 themes and an example given for each theme is provided
(Table 1). The number of comments related to the themes for each type of dyad was
recorded as a percentage of the number of dyads of that type. Of the 90 dyads for which
we have data, the total per type is 27 MD (Mother and Daughter), 30 MS (Mother and
Son), 18 FD (Father and Daughter), and 15 FS (Father and Son).

5
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Table 1: Parent comments based on gender and dyad make-up
Themes of Parent Comments
1
2
3
4
5
6
7
8
9
10

Confidence in child’s math ability
e.g. “My son does real well in math.”
Child performed beyond parent expectations
e.g.. “ She understood more than I expected.”
Child’s effort and/or attitude toward math
e.g.. “That my child can do good in math when she puts her heart
in to it.”
Child’s creativity
e.g. “He was very creative and really liked the lessons.”
Child’s independence in performing tasks
e.g.. “Happy that my daughter can work through a lot of the
problem with her own ideas.”
Child’s need for improvement and/or help
e.g.. “I sometimes think he takes much longer time to finish the
tasks.”
Enjoyment and/or value of spending time together
e.g.. “That math could be a fun thing to do.” And “It was nice
shaking out our thought together.”
Benefit of the experience for future math learning together
e.g.. “It makes me think create more ideas with my child.”
Own confidence/positive feelings towards mathematics
e.g.. “I’ve always enjoyed math.”
Limitations in their own background with mathematics or lack of
confidence with mathematics
e.g.. “Regret that I slacked off and didn’t do enough math
earlier.”

MD
(27)
0

MS
(30)
16%

FD
(18)
5%

FS
(15)
20%

7%

3%

16%

0%

25%

3%

5%

7%

0%

6%

0

7%

14%

10%

16%

0%

25%

20%

11%

28%

25%

40%

38%

14%

33%

30%

16%

35%

14%

13%

5%

0%

14%

16%

16%

14%

An examination of the data from Table 1 indicates:
• Theme 1: The comments suggest parents believed in their children’s inherent
mathematics abilities. The data suggest parents were more inclined to
compliment their sons’ mathematical abilities than daughters’.
• Theme 2: Parents complimented daughters for performing beyond their
expectations on mathematics tasks more than they did sons. This appears more
than twice as often for fathers than for mothers.
• Theme 3: Mothers complimented daughters for their efforts and attitudes toward
mathematics than they did sons. The data also shows that fathers were less
likely to comment on the efforts and attitudes of their children in relation to
learning mathematics.
• Theme 4: Parents complimented sons for being creative more than daughters.
• Theme 5: Fathers praised their daughters for their abilities to perform the
mathematics tasks independently, whereas mothers praised sons and daughters
equally.
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• Theme 6: Fathers mentioned their sons’ need to improve more than their
daughters’. Mothers mentioned the need for improvement about equally for sons
and daughters.
• Theme 7: Mothers provided more comments in relation to the enjoyment and the
value of spending time with their sons; while fathers provided more comments
about their daughters in this regard.
• Theme 8: Fathers commented on the benefit of the experience for future
mathematics learning for their sons more than for their daughters.
• Theme 9: Mothers commented on their own mathematics abilities and feelings
toward mathematics in association with their children’s mathematics learning
more than fathers.
• Theme 10: The percentages for all dyads were roughly equivalent regarding
parents’ expressions of limitations in their own mathematics background or lack
of confidence. However, when comparing results in themes 9 and 10, when
fathers commented on their own math abilities or attitudes toward math, they
expressed limitations rather than positive feelings.
Of the 90 parents, three parents had no comments before doing the tasks. After
completing the tasks, however, all wrote comments and seemed willing to share more
about their feelings related to participating in this research activity and their beliefs about
their children’s mathematical abilities. The comments before and after the tasks indicate a
change in parents’ feelings and thinking in relation to mathematical tasks. Their
experiences reinforced their knowledge about mathematics learning and many expressed
how they might be able to help their children learn math better. Table 2 summarizes their
attitudes about participation in the study.

7
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Table 2: Parents’ attitude about participating in study
Themes of Parent Attitudes
1
2

Felt very good, eager or comfortable about participating
Felt very motivated, hopeful and positive that they could help their
child learn math better
Felt nervous and somewhat frustrated, as they do not know what to
expect
Enjoyed the tasks and found it very helpful

3
4

Number
commenting
before task

Number
commenting
after task

24
9

30
21

23

2

0

7

An examination of the data from Table 2 indicates:
• Before completing the tasks, approximately an equal number of parents felt
positive and nervous. One parent commented, “Happy about it cause I know I
need more materials in order for me to help all my children through math
problems.” Another said, “Uneducated in mathematics that there are math that I
don’t know. I requested that the teacher at school could help her with her math.”
• After completing the tasks, parents expressed feeling more comfortable and
positive. One parent commented, “More encouraged to participate in her school
math activities. Feel more challenge to do the best I can to help her and make
her happy to understand and enjoy her math activities if not all her school
subjects if ever possible. Thank you.”
The data in Table 3 describe what parents related about their beliefs of the
mathematical abilities of their children.
Table 3: Parents’ beliefs about their children’s mathematical abilities
Themes of parents’ beliefs
1
2
3
4
5

Need for improvement in their child’s mathematics ability
Felt negative about their child mathematics ability
Praised their children’s mathematical ability and performance
Belief in children’s mathematical abilities and motivation
Belief on gender and mathematics learning

8

Number
commenting
before task

Number
commenting
after task

4
4
10
3
0

16
7
23
7
2
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An examination of the data from Table 3 indicates:
• After working though the mathematical tasks, parents commented on the
importance of knowing their children’s strengths and weaknesses in
mathematics. More parents thought that their children needed help in doing
mathematics on a one-on-one level and indicated that even if their children
knew an answer, they should learn there are more ways to solve a problem.
Although indicating that their children will meet the benchmarks at their
schools, parents believed that their children needed to rethink the work, work on
the mathematics logic and not only learn how to solve problems but to also learn
to present their solution verbally. One parent commented, “My child needs more
talking skills than anything else. She knows what she’s doing, but doesn’t know
how to explain it in words, or even write it down. She needs to slow down and
take it in and then maybe she can write it or explain it in words.” Parents also
suggested that if a child was interested in math, she or he would do much better.
As one mother put it, “That my child can do good in math when she puts her
heart in to it. Also, I feel that with this program, I’m sure I can help her reach
her goal, and I know she can and will do good.”
• A few parents were negative about their children’s mathematics learning
abilities.
• After completing the tasks, many parents praised their children’s mathematics
abilities and performance and indicated their confidence about their children’s
mathematics learning. Specifically, parents praised their children for being
smart, creative, and having self-study abilities. One parent commented, “Great; I
think T is very clever, has ideas and is a great thinker. T is a fun and good
student; T and I had fun”.
• Regarding parents’ beliefs in their children’s’ mathematical abilities, a few
parents thought that their children were better than they were in solving math
problems and did better than they had expected. Parents believed that patience
and encouragement were helpful to motivate their children in learning math.
One parent remarked, “It is fun to do math with my boy. He is very fast for the
solution, but he needs to work on instruction. I feel my boy is very good with
math. I need to spend more time with him. Be patient with him on math and
make the math interesting for him to learn. I feel very comfortable to do this.”
Another parent commented, “I had fun working with my daughter. There were
moments when she actually thought of an answer quicker than I did because she
had one way to solve it in my mind where I was thinking along a different line.
She also surprised me by quickly figuring out as answer in her head (with the
patterns) while at other times she used her fingers (24’s). This was truly an eyeopening experience.”
• A small number of parents shared their beliefs on gender in relation to
mathematics ability. One parent thought that both boys and girls need to be good
at math, yet another parent thought that boys like math more than girls even
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though they are not necessarily good at it. The parent commented, “There are so
many different components to math – each individual may be better in one or
another. I’ve always felt that boys tend to like math better than girls but may not
necessarily be better at it. This was fun. Both my son and I enjoyed working
together on the math tasks. Thank you.”
Table 4 shows data related to parents’ views on the benefits of their participation
in the study.
Table 4: Parents’ viewpoints on the benefits from their participation in the study

1
2
3

Parents’ viewpoints on benefits of the study

Number
commenting
before task

Number
commenting
after task

Participating in this research is helpful for their child in learning
mathematics
Tasks help to foster their thinking and be more creative in helping
their child learn mathematics
Tasks are interesting and fun and a good way to expose children to
different mathematics learning.

19

17

0

13

2

12

An examination of the data from Table 4 indicates:
• Parents, both before and after completing the tasks, expressed that it was helpful
to participate in this study because it benefits their children’s math learning
opportunities. The study allowed them to have some special time with their
children. Moreover, parents perceived that participating in this study helped
them build relationships and enabled them to be good first teachers of their
children. One parent commented, “More comfortable to work and help my child,
to build my good relationship with my child than doing something. As a parent,
I am the first teacher in my child’s life. Thank you for this wonderful program.”
• Parents commented that the tasks helped them to foster their own thinking and
to be more creative in helping their children learn math. One parent commented,
“It makes me think create more ideas with my child. It forces your mind to think
faster, and while working you encounter things that you never know that is
possible to do and even do it in different ways.”
• Parents found that math is interesting and fun to do. They perceived that the
study is a good opportunity to expose children to different types of mathematics.
They value having their children explore new ideas related to mathematics. One
comment included, “That math should be expressed more to children. Parents
should get involved educationally with their child, because math does involve
everyday life situations.”
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Summary
The information gathered show that parents valued participating in the study as
their participation helped them realize the importance of mathematics and the need to
foster children’s interest in learning mathematics. Parents also became more aware of the
reasoning abilities of their children when working on non-traditional mathematics tasks
that allow for diversity in thinking. When schools and teachers prepare programs that
encourage families to participate in helping children learn mathematics, based on the data
presented in this paper, the authors suggest there are several commonalities upon which
to build a solid program.
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ABSTRACT
Lights…Camera…Grade Inflation: When shining the spotlight on grading practices, who
is the hero and who is the villain?
The American Film Institute released a list of the top 100 heroes and villains of all
time. Soldiers, spies, and a boxer are featured for heroes while businessmen, witches,
and a mama’s boy are featured for villains. Each side is represented by doctors,
coinciding with professors and course requirements in education. A professor can be a
“hero” or “villain” depending on a desired outcome. The same can also be said of
students whose classification depends on intention and work ethic. So the question is
while producing a movie about grade inflation, who gets cast as the hero and who gets
cast as the villain?
Grade inflation has been shown to be a consistent and growing problem for educators.
The process involves students receiving grades that are not equivalent to their
knowledge and expertise of the course material within the classroom environment.
Grades are increased to a level beyond actuality in order to produce a happier student
and a favorable course evaluation. Students have taken on a consumer’s mentality in
shopping around not only for the best buy, but also for the easiest “A.” Technology
serves as an ally in the student’s quest by giving them outlets to voice their opinions
and share their experiences for others to see. Professors do not escape blame in the
grade inflation phenomenon due to an acceptance of the practice in order to secure
promotion, or to focus on their own outside interests.
In a national electronic survey of students and educators to be conducted in the fall of
2008, ten questions will be asked regarding the opinions of grade inflation. The primary
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objective is to establish a strategy of correcting grade inflation by focusing on a main
problem area. Are students to blame, or has the system been corrupted? Have
educators allowed themselves to be dictated by an un silent majority who are more than
willing to give them a negative review? Does the answer lie within the system, or does
it lie within the educator to maintain their standards? Is the changing face of today’s
student too much to try and predict? An expected outcome is that educators will be the
primary “villain,” but educators will not be solely accountable due to the constraints held
on them by administration and society.
Today’s movie going audience finds themselves responding to a layered character
within a feature film. The days of white and black hats have given way to shades of
gray with people recognizing the hero is not completely right and wholesome and the
villain is not completely wrong and evil. But in the future of grade inflation where a
future mean grade point average is estimated to be 3.8, who ultimately has to ride in
and save the day?
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A comparative study of values and attitudes of Chine and Korean parents of young
children living in the US
Abstract
Research Objective: This study compared 610 Chinese and Korean mothers and fathers
regarding their thoughts on values and goals for their young preschool age children, as
compared to values and goals that were imposed upon them by their own parents from
the previous generation. More specifically, we compared social and religious goals,
Confucius/traditional values, and intrapersonal and personal goals between generations,
and their concerns for conformity and control for their preschool age
children. Methodology:
Rokeach Value Survey was used which included instrumental and terminal (means and
end) values, first created by Rokeach (1973) and used by Minton, Shell, & Solomon
(2004), addressing modes of conduct and states of existence in the social context of
mainstream values.
Findings and implications: The study addresses the process of Asians’ social adjustments,
parental discipline, Confucius wisdom and acculturation, values and attitudes, and
generational change. Implications of acculturation were discussed as we traced changes
and formations of life patterns as perceived by mothers and fathers raising their children
in the United States through these processes. Chinese and Koreans are also compared,
against the backdrop of years of stay in the US and Social Economic Status.
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Using a Developmental Discussion Rubric to Guide Inquiry in an Online Ethics Course
in Educational Leadership
The pedagogy of inquiry in an online learning environment can present unique challenges
to instructors. High levels of learner interaction are needed to enable students to construct their
own knowledge as part of a learning community (Senge, 1990). The need for the instructor to
move to a role of moderator, with the skills and tools to guide dialogue to deeper levels as online
discussions progress, is central to establishing guided inquiry in an online learning environment
(Collison, Elbaum, Haavind, & Tinker, 2000).
According to Collinson et al. (2000), “Inquiry in dialogue emerges from a course design
that enables them [students] to construct their own knowledge together. The facilitated online
discussion is the container for this construction of meaning and useful outcomes” (p. 3). This
study explored how to sustain the pedagogy of inquiry while guiding students to higher levels of
ethical reasoning using online discussions in a doctoral course for students in educational
leadership.
The course in this study, Ethics for Educational Leaders, was offered in a blended format
with monthly face-to-face sessions, but the majority of the coursework and student interchange
taking place online. The central learning strategy consisted of student-generated online
discussions moderated by the instructor. These discussions focused on the identification and
analysis of complex ethical dilemmas faced by educational leaders in both K-12 and higher
education administration, as presented in case studies by Shapiro and Stefkovich (2005). The
problem studied in this research was how to most effectively guide students to reach deeper
levels of inquiry required for ethical reasoning in an online course format.
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Purpose
The process resulting in an instructional tool--a developmental discussion rubric--and its
application were the primary purpose of this work. The initial rubric, which emerged after an
examination of students’ discussions, was applied and tested within the course to determine its
relevance and effectiveness; it was then adjusted to refine its levels and methods of application.
The current rubric and its levels with representative examples of student work, as well as the
benchmarking system within the course, illustrate the instructional structures needed to facilitate
students’ development in ethical reasoning.
Theoretical Frameworks
The pedagogical foundation for this study was guided inquiry (Senge, 2000) to engage
students in ethical reasoning. According to Paul and Elder (2005), ethical reasoning results from
depth of understanding as applied to the identification and interpretation of relevant facts, often
in complex situations. The application of ethical reasoning requires thinking that “entails doing
what is right even in the face of powerful selfish desires” (p. 5). A model of viewing complex
dilemmas through multiple ethical paradigms, applying the work of Shapiro and Stefkovich
(2005), was used to facilitate the development of ethical reasoning in students of educational
leadership.
Modes of Inquiry
The mode of inquiry in this study was action research aimed at improving practice. This
study followed the dialectic action research spiral developed by Mills (2000), in which a problem
was identified as an area of focus through data collection and analysis. This process then cycled
back to the area of focus and progressed through additional data collection and analysis. This
formed the action plan for the research.
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As the action plan was implemented in this study, levels of reasoning emerged from the
discussion data, consistent with the methodology used to study the problem (Mills, 2000). This
methodology enabled the levels of reasoning applied by the students to be formulated and later
validated in subsequent semester offerings of the course. The rubric that resulted was then
incorporated into the course, thereby enabling students to engage in self-assessments of their
discussions at set points in the course termed benchmarks.
Data Sources
Data sources included the students’ online discussions over four semesters with
representative examples of discussions presented to illustrate each level of ethical reasoning
within the course structure. The rubric construction followed the model of competency-based
assessment developed by Loacker and Rogers (2005) with established benchmarks to enable
students to move to higher levels of learning, and in this case, more complex levels of ethical
reasoning through the application of multiple ethical paradigms in case study analysis. The
ethical paradigms applied by students in the course corresponded to those presented in the work
of Shapiro and Stefkovich (2005) related to the ethics of justice, care, critique, and the
profession.
Results and Conclusions
This research identified five levels of ethical reasoning through which students typically
progressed in their online discussions of the cases assigned throughout the course. While some
students began at higher levels of reasoning in their discussions, this was not the norm for the
majority of students. The rubric resulting from this study was indicative of the typical student’s
development to reach the higher levels of ethical reasoning identified as learning outcomes for
students at the doctoral level in educational leadership.
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In students’ initial discussions, it was found that students identified some of the key
issues in a case, often dependent upon the students’ values that evoked an emotional response, as
evidenced in discussions that were largely framed in students’ personal ethical codes. This
discussion was often reflective of an exploration of the students’ values against those presented
in the case and was identified as Level 1 or exploring.
After instructor feedback using the rubric, students’ next series of discussions typically
reflected connecting key issues in a case to their own ethical codes with an analysis framed in at
least one of the ethical paradigms--justice, caring, critique, or the profession. The feedback on
the rubric served as a guide so students were prompted to relate their inquiry to somewhat
broader applications of ethical reasoning beyond reactions framed solely in personal ethical
codes. This level of discussion was identified as Level 2, connecting.
The next category of discussion found students analyzing, identified as Level 3. At this
level, students’ discussions moved toward a more focused analysis of the issues and values
presented in the case using one or more of the ethical paradigms--justice, caring, critique, or the
profession. Their use of personal ethical codes to analyze and frame their discussions often
decreased significantly at this level.
As students’ reasoning developed and moved toward a more cohesive and comprehensive
analysis of the issues presented in a case, their discussions were identified as synthesizing,
indicative of Level 4. At this level, students often delved into the more subtle issues and values
within a case through the application of the four ethical paradigms of justice, caring, critique,
profession. The resulting discussion often reflected a more interconnected view of the issues
after students stepped into other frames of reference. This enabled students’ reasoning to develop
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to a higher level by considering the multiple perspectives present in the case, usually putting
aside their own perspective, to consider those of others.
At the final level, students reached a resolution for the case as a result of their analysis
and synthesis of the issues; this marked Level 5 or resolving. In discussions reaching this level of
ethical reasoning, students considered multiple perspectives through an analysis that
encompassed applying all the ethical paradigms--justice, caring, critique, profession--to
synthesize their thinking in a manner that took into account diverse perspectives and values to
reach a resolution. This resolution was typically framed in one or more of the ethical paradigms
and transcended personal motivations and beliefs to address the well-being of others (Paul &
Elder, 2005).
After incorporating the developmental discussion rubric in the course, students were able
to refer to the rubric to guide their inquiry and measure their level of reasoning on the cases. As
students progressed through the course, they were made aware of critical points at which
discussions were benchmarked enabling them to work toward a slightly higher level of reasoning
guided by instructor feedback using the rubric. This facilitated their development to progress to
higher levels of reasoning, as indicated at the benchmark points. The use of the rubric as a guide
by the students, and as a formative self-assessment tool by the instructor, allowed the instructor
to serve as a moderator or “guide on the side,” rather than as an evaluator or “sage on the virtual
stage,” promoting inquiry-based learning (Collison et al., 2000).
Educational Significance
This work has significance in online learning and in the development of ethical reasoning
in the preparation of leaders. As courses and programs move toward blended and fully online
modes of delivery, the method of teaching and learning developed as a result of this study could
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Developmental Discussion Rubric
be applied in other courses to facilitate inquiry in online learning environments and in other
disciplines to promote the development of ethical reasoning using case-based discussions. The
tools and practices that emerged from this study could guide other instructors in the development
of online courses and instruction based on the premise of guided inquiry.
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Abstract
The Ohio Integrated Systems Model (OISM) provides a framework for meeting current
federal accountability mandates of No Child Left Behind Act (NCLB) of 2002 and the
Individuals with Disabilities Education Act (IDEA, 2004). This comprehensive model
provides three-tiers of support systems, addresses both academic and behavior needs of all
students, and uses a collaborative strategic planning process to address school-wide and
individual student needs. School districts use OISM within their response to intervention
(RTI) process to integrate data collection systems to inform instructional decision-making
and create research-based interventions. The proactive and strategic implementation of OISM
increases achievement and social-emotional growth. The authors will describe results
reported from focus groups of P-12 and higher education partnerships during the Northeast
Ohio OISM Consortium (NOOC) on the use of OISM-related knowledge, skills and
dispositions identified as necessary for successful impact on academics and behavior. The
authors will further share recommended strategies for implementing an improvement process
for academics and behavior in college pre-service professional educator programs.
Content Expertise of the Presenters:
Dr. Sylvia Imler, assistant professor in the Department of Counseling and Special Education
at Youngstown State University, is principal investigator of a grant entitled, Reducing the
Achievement Gap in Ohio: Implementing OISM to Prepare Graduates of Youngstown State
University to Meet the Needs of All Student: Phase II. Dr. Sally Lewis is an assistant
professor in the same department and grant co-author. Presenters have extensive experience
working with children and parents in school and community agency settings to assess and
address students’ academic and behavioral needs.
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Effects of Computer Use on the Social Interaction Behaviour of Malaysian
Children in the Pre-School Classroom
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Abstract—The purpose of this research was to study peer interactions
at the computer and to explore teacher’s beliefs, views and
knowledge about computers use in four Malaysian pre-schools.
Qualitative research was employed using a multiple case study
approach based on constructivism. Data were obtained primarily
through non-participant observations, interviews with principals,
teachers and documentations. The results indicated that children
exhibited a considerable amount of positive social interaction
behaviour while playing with the computer. A variety of patterns can
be seen within the peer interactions indicating that children exhibit a
vast range of social interactions at the computer and they varied each
day. The findings of this study guide us to certain conclusions, which
have implications in understanding the phenomena of how computers
were used and how its relationship to the children’s social
interactions emerge in the Malaysian preschools. Studies suggest that
computer use can provide a context for collaboration, co-operation,
and positive learning experiences between children, or between
children and adults.
Keywords-Children, social interactions behaviour,
use.

computer

I.
INTRODUCTION
In recent years, ICT has rapidly acquired a place in society.
Without doubt, this is also true of education. After the initial
emphasis on learning about ICT, it is now increasingly used as
a learning tool in all forms and all levels of education from preschool to higher education. Today’s technologies have come to
offer children important ways to socialise that were not
previously possible. Through email, the World Wide Web,
playing computer games, and more, children are enjoying the
company of other children who live in far away places or the
other end of town. Through the Internet, children can be
connected to others, to think, share, express, laugh and
experience new ideas. What technology can offer children is
access to new people and cultures.
The ICT-driven revolution that is commonplace both in
Malaysia and overseas has placed increasing emphasis on the
need for governments to produce more highly educated and
hence, more flexible workforces that can capitalise on new
opportunities as they arise. In Malaysia, national policies
promoting a ‘knowledge society’ encourage the use of
technology to support learning and teaching. The Ministry of
Education (MoE) have established strategic plans for
integrating and updating technology in schools and classrooms.
The Departments have also provided the infrastructure to
support resources, with access to and delivery of ICT in all
schools being coordinated through a range of state agencies.

Further, each state in Malaysia has provided a commitment to
increasing access to computers, a reduction in studentcomputer ratios, Internet access for schools, increased
networking opportunities to link schools and classrooms to
educational and community interest sites, and professional
development programmes for teachers (Bank, Cresswell, &
Ainley, 2003). The dramatic changes over the past decade have
prompted the Malaysian Prime Minister to state that it is
incumbent upon the public school system to prepare all
students to use technology in ways that will allow them to
compete in the increasingly complex technological workplace.
In Malaysia, information technology is becoming a regular
feature of the secondary and primary school classroom
generally in the form of the microcomputer. This development
has been accelerated by the introduction of the Malaysia
National Curriculum which has resulted in a legal requirement
for schools to deliver a certain level of IT competence to their
pupils aged seven years onwards. However, whilst there is no
legal requirement for children under six or pre-schools to use
IT, more and more nurseries in Malaysia are incorporating the
microcomputer into their classroom.
The used of microtechnology into the early years
environment has raised a lot of issues which have been hotly
debated among the researchers and academics. For example,
questions have been raised as to whether there is a stage of
‘computer-readiness’ and whether early use of computers will
inhibit social development. Therefore the purpose of this
research is to investigate the issue of whether early use of
computers will inhibit children’s social development
2. Research Aims/Objectives and Questions
The purpose of the study is to explore how computer
technology is integrated into pre-school activities and its
relationship with children’s social interaction behaviour in four
different pre-school classrooms. The major question of interest
in the present study is to investigate the social interaction
behaviour of children when using computers in the Malaysian
pre-school classroom. Thus, the aims and objectives of the
research are to gain a better picture and understanding of
children’s social interaction during computer use. The overall
aims of the study are: 1) To examine the impact of computer
play on the social interaction behaviour of pre-schoolers. 2) To
examine and describe pre-school teachers’ views and
conceptions of the use of computers in the pre-school
classroom.
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3. Research methodology
This study focuses on in-depth descriptions of children
using computers in pre-school classrooms in Malaysia. It
“seeks answers to questions that stress how social experience is
created and given meaning” (Denzin & Lincoln, 2003, p.13),
and establishes “in depth how things were at a particular place
at a particular time” (Stake, 1995, p.38).
The principle data collection technique for this study was
observation. The particular style of observations in this study
was the systematic (structured) observation where the observer
is systematically observing the behaviour of individuals in
terms of a schedule of categories (Bryman 2004). The aim of
the observation schedule is to ensure that each participant’s
behaviour is systematically recorded so that it is possible to
aggregate the behaviour for all those in the sample in respect of
each type being recorded.
A time sampling technique was used to observe children’s
peer interaction during computer play. Every 15 seconds, the
child’s social interaction behaviour was identified and was
coded based on the scale which consisted of 5 categories, for a
total of 14 samples in 10 minute observation intervals. The 15second observations included 10 seconds for observation and 5
seconds for recording. Fifteen second observations allowed
enough time for the observer to decide which type of play was
occurring but also brief enough to be unlikely that two different
types of behaviour to be observed (Johnson et al., 1999). When
two types of social interactions behaviour occured within the
15-second interval observation period, the researcher selected
the behaviour that lasted longest. Although other children were
present during the computer use, the observer only observed
one target child at a time. Another data collection method used
in this study was interviews. Patton (1990) reveals that, ‘no
single source of information can be trusted to provide a
comprehensive perspective on the program’ (p.244). Therefore,
to cross check findings reported in observations, interviews
with teachers and children were also conducted
This study gathers data from different participants and at
different points in time. The participants involved were from
four pre-schools.
The researcher selected four pre-schools, wanting to provide
“information-rich cases” where one can “learn a great deal
about issues of central importance to the purpose of the
research” (Patton, 1990, p.169). All pre-schools are
government sponsored and the schools are administratively
organised the same way. It should be noted, however, that the
schools should not be thought of as representative of all preschools in terms of the computing resources available and their
placement in classrooms, nor should the teachers who have
participated in the study be considered representative of all
teachers in these schools or of teachers in general.
4. Results
The major question of interest in the present study is to
investigate the social interaction behaviour of children when
using computers in the Malaysian pre-school classroom. The
questions that address these conditions are revisited. As

mentioned in earlier, the aims and objectives of the research are
to gain a better picture and understanding of children’s social
interaction during computer use. The responses to these
questions are based on the findings of the analyses of the
qualitative data sources.
1) What kind of social interaction is demonstrated by
children when engaged in computer play activity?
Children are involved in complex social interactions
behaviour as they work with peers on the computer screen.In
early childhood, friendships are first established through
mutual interests, as children interact with others (Hartup,
1992). In addition, when children collaborate with friends,
information is transmitted from one person to another, which
fosters mastery of specific tasks. Such interactions provide
opportunities for conflict resolution, which enables children to
develop social skills. Free play activities provide opportunities
for greater peer interaction, enabling young children to express
their feelings (Pavri, 2001).
The findings showed that the children were involved in
complex social interactions as they composed on the computer
screen with peers. Children sought to gain attention and
approval from peers, mark their uniqueness, and manipulate
and/or maintain their relationships with others. Their talk and
interactions with the computer reflected distinct social agendas.
These agendas ranged from maintaining equality and fairness
among peers, to assertion of power and personal control over
others. Individual social goals were equally diverse, including
placing oneself in the roles of director, information provider,
evaluator, teacher, student, peer, and protester. All of these
social purposes acted as guiding forces in children's composing
talk and actions.
In this study, children interact with peers more effectively
when they had agreed upon a system for turn-taking and
sharing control of the tool. When children had a mutual
understanding of the content of their composition including a
general conceptual framework for determining appropriate
story content, their interactions were often more task focused
than when centring on one another's abilities and competences.
In addition, when partners had the skills to build upon and
incorporate one another's ideas, and did not differ
tremendously in relative status, the affective tone of the
interaction was observed to be more positive. The range of
social behaviours that children engaged in was less important
for the success of the interaction than the qualitative dimension
of those social behaviours.
Furthermore, the findings also showed that the children
fluently engaged in helping peers by showing or pointing out
directions and using a limited number of simple words to
explore software programmes, for example, “Look at this”
when pointing at an error sign to change pages; “Click this,
click this” when touching the arrow symbol on the screen.
What was striking about the findings was that the
unequivocal negation of the concerns expressed by the Alliance
for Childhood Report (Cordes & Miller, 2000) of the negative
effects of computer use on children’s development. According
to classroom teachers, the computer energised children’s play.
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Children were active participants in the computer learning
environment. From the observations, the researcher noticed
that they could control the content, the difficulty level, and the
pace of the skill they were attempting to master. The success
they experienced with the computer encouraged them to use it
frequently. In addition the children became more patient and
displayed more control of impulsive behaviour. The children
learned to share and take turns. Opportunities for peer to peer
mentoring encouraged a sense of competence and cooperation.
Peer relationships improved. In terms of their emotional
development, children’s self confidence and self esteem
increased noticeably.
The findings of the study also revealed that social
relationships are important in the context for learning. Each
child has strengths or interests that contribute to the overall
functioning of the group. When children have opportunities to
play together, work on projects in a small group, and talk with
other children and adults, their own development and learning
are enhanced. Interacting with other children in a small group
provides a context for children to operate on the edge of their
developing capacities. The learning environment enables
children to construct understanding through interactions with
adults and other children (NAEYC, 1996, p.10)
Socio-cultural theory emphasises that development requires
interaction and the presence of support from a more skilled
partner. My findings suggest that even with minimal adult
involvement, children exhibit many constructive patterns of
interaction while composing collaboratively on computers .
Young children interact while composing together in a highly
task-focused manner, rarely digressing from conversation
related to their composing activity. They also rely on each
other as resources when they have questions about content,
writing mechanics, or tool use. Thus, within their collaboration,
the children in this study did provide each other with the
scaffolding that is considered critical for development. Yet the
children's support often consisted of direction rather than
instruction, with explanations and elaborations seldom
provided.
As computers are becoming more common place in early
childhood classrooms, and teachers are increasingly
incorporating technology into their literacy curricula, the need
to understand how to optimise children's collaborative
interactions around computer activities is becoming more
important. The ratio of children to computers within
classrooms and across schools often makes it necessary for
teachers to group children when involving them in computer
activities. Additionally, many teachers view the social
interaction of group work as important in computer use. My
findings suggest that in order for teachers to support all
children's success within these activity settings, they need to be
aware of both the positive and negative peer discussion and
behaviours that often accompany young children's
collaborative interactions. Recognising this full range of
possibilities up front empowers teachers carefully to structure
these collaborative activity settings for success.
With regard to the children’s interviews about their
preference of “playing with a partner” or “playing alone”, most
children responded that they prefer to work with peers than to

work alone. The result is consistent with the NAEYC’s
statement on computer environments in early childhood
education, which stated that children choose to work with peers
at a computer centre. When asked the reason why they
preferred working with a partner, a large percentage of the
children perceived the partner as a helper. They said that the
partner provides the assistance they need. One of the children
said, “Nobody will help me and give me some ideas, if I play
alone”. On the other hand, some children preferred to work
alone because they saw a partner as a competitor. They
preferred working in a quiet computer environment without
being bothered. Meanwhile, the child’s relationship with the
peer determined whether or not they like to work with the
partner. Many children seemed to like to play with a good
friend instead of a person whom they could not get along with.
These impressions show some consistency with Medvin et al.
(2003) who reported that the children seemed to enjoy working
at the computer together and gradually needed less guidance
from an adult. The computer became a “peer-led centre”.
Children spontaneously offered assistance to their friends in
changing the game and exploring the programmes. The
children helped each other play new games as well. Some
students had the same games at home and were able to assist
their peers. At other times they simply problem solved until
they found the solution (Medvin et al., 2003, p. 16).
The teachers' comments about the children’s social
interactions suggest that the children were unconcerned about
who was using the computer with them, and that usually they
were cooperative when waiting for turns. These impressions
show some consistency with Muller and Perlmutter's (1985)
finding that active sharing and turn taking occurred among 4
and 5 year old children using computers. It is likely that adult
involvement and initial planning helped here. The baseline
phase of the study allowed the teachers some time to think
about management strategies. Furthermore, the higher
incidence of the children asking an adult for help suggests that
there is an increased need for teacher involvement and support
when microcomputers are introduced to early education
settings, in order to help children learn to solve problems and
develop cooperative learning strategies. The teachers'
comments imply too, that ongoing teacher intervention may be
necessary if girls and boys are to have equal access to the
computing experience.
Each individual child’s working style can affect his/her
peer interaction at the computers as well. For example, boys
are more likely to explore and experiment while using
computers, while girls were found to be more supportive of
each other (Deutscher, 1999). The individual working styles
can also be seen in the children’s perception of working with a
peer. Some children who are more independent prefer to play
alone on the other hand, some children prefer to work with a
peer to provide support or to give assistance to the other.
Overall, the results tend to support views that working with
computers can have a positive influence on young children's
socialisation. With the creative and dynamic use of computers
in the classroom, researchers have consistently observed high
levels of spoken communication and cooperation as young
children interact on the computer (Clements, Nastasi, &

2009 HICE Proceedings
Page 4442

Swaminathan, 1993). The tendency to talk to peers more about
the task was consistent across the settings (Four pre-school A,
B, C and D). Asking adults for help was also observed
frequently for all the children, although this trend was
especially strong among the children who have less computing
skill. Looking at/manipulating equipment occurred less
frequently for the children in all cases. In addition negative
behaviour such as aggression occurred relatively rarely in this
study. The findings of the study also tend to support Linderoth
et al. (2002), which indicated that young children prefer to play
computer games with their friends than on their own, or that
children show more interest in using computers when there is
an adult available to support and scaffold their computer
interactions (Graham & Banks, 2000).
The results of the study suggest that, in order for teachers to
support all children's success within these activity settings, they
need to be aware of both the positive and negative peer
discussion and behaviours that often accompany young
children's collaborative interactions in computer use.
Recognising this full range of possibilities up front empowers
teachers carefully to structure these computer use activity
settings for success. Watchful facilitation of collaborative
activities during computer use provides opportunities for
teachers to support constructive behaviours while preventing
unfavourable actions from taking place, thereby reaping the
fuller benefits of using technology to support children's literacy
development.
2. How do pre-school teachers think the computers are
being integrated into pre-school classroom?
It is almost impossible for teachers to integrate computers
successfully without acknowledging the potential benefits of
computers for children’s learning and development, and
dedicating time and effort to this cause. Teacher’s willingness
and positive attitudes are key elements in the computer
integration process (Bredekamp & Rosegrant, 1994).Inthis
study, all the teachers pointed out that lack of training,
resources and time were the main reasons for their failure to
use the computer in their daily activities in their classroom.
Along with this issue, teachers’ limited knowledge about
computers played an important role for not integrating
computers into their daily activities.
Although all teachers’ beliefs about computers varied
across classrooms, they all had limited knowledge and
understanding about the potential contributions of computers to
children’s learning and development. For example, one of the
teachers recognised computers as a beneficial tool for
children’s academic learning, claiming that children needed to
learn basic computer skills before entering formal education
For this reason, she focused on teaching children the basic
computer skills such as turning the computer on or off and
loading or ejecting the CD. On the other hand, the teachers in
Classroom C conception of computers focused on the
children’s emotional interests. They believed that the computer
was part of their programme because children were interested
and loved to play with it. They rarely had an academic agenda
for the children’s computer usage. Another teachers
emphasised that she was against the idea of using computers

only for academic enrichment purposes. Exclusive academic
use of computers was also found inappropriate by NAEYC,
(1996).
The findings in the current study reveal that educators in
childcare settings need training in the provision of
developmentally appropriate use of technology for pre-school
children. As Darling-Hammond, Chung, and Frelow (2002)
demonstrated, teachers who received their education in a high
quality teacher education programme had higher efficacy in
instructional design, lesson delivery, classroom management,
and understanding the diverse needs of learners. However, the
study by Darling-Hammond et al. also demonstrated that all
teachers, regardless of the type of preparation programme they
completed, felt a low level of efficacy regarding the application
of technology in the classroom. Therefore, teacher-training
programmes are neither introducing nor adequately preparing
educators to implement various types of developmentally
appropriate technology in learning.
These classrooms exemplified the common problems
related to computer use in the early childhood classroom. The
fact of simply placing a computer in the classroom has not
ensured the integration of computers into the classroom The
computer integration and use by the teacher and the children
will require teacher dedication and training, adequate
equipment and support.
The findings of the study found that, all the teachers point
out there is a lack of time for both teachers and children to
learn and experience the computers. They complained most
about lack of time to experiment with the computer in the
classroom. Haugland (2000) believed that children should be
provided with plenty of time to experiment and explore on the
computer and that teachers should intervene only when
children appear frustrated or reach an impasse with the
programme or with each other (Haugland, 1999). Besides that,
finding the time to keep abreast of the rapid growth of
computer technologies and effective strategies to use them was
mentioned frequently by teachers. The newer computer
products are more complex and sophisticated and often require
more time for teachers to use them effectively. For example,
one teacher noted, "I need time to explore programmes
myself."
A teacher’s philosophical resistance to using computers can
be an important issue for not introducing computers into their
daily activities. Although all the teachers recognised some of
the positive effects they were overwhelmed by the technical
problems of the computers. They also noted that they were
frustrated about the computers’ problems and watching the
children in other centres was more important than fixing the
computers.
Another respondent expressed concerns that they did not
have enough training in how to use technology with young
children as well as how to integrate the computer into the
curriculum. As one teacher stated, "We need assistance and
training in teaching and adapting the software for the children."
Another teacher noted, "My computer skills are limited. It
would be nice to have some help in using my resources to their
full potential." Others expressed a desire to have more
experience in integrating the computer into daily lesson plans
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and more training in the use of adaptive equipment.
Appropriate use of these tools in turn depends on the skill and
knowledge of the teachers, and the “developmental
appropriateness” of the technologies (or applications of those
technologies) for the children in question.
The findings in the current study reveal that educators in
these pre-school settings need training in the provision of
developmentally appropriate use of technology for pre-school
children.The findings of the study also indicated that all the
teachers in the four case studies have limited support to assist
them in the selection of appropriate software, or for
consultation regarding the integration of technology into their
classrooms. All the teachers noted that they have little or no
access to external support that could facilitate the selection,
maintenance, and trouble-shooting of computers on site.
This study has clearly shown the need to have technical
assistance or support staff in each case All the teachers
identified the need for technical assistance as well as more time
to obtain knowledge, skills, and information about computers.
This could be due to the fact that technical assistance often is
not readily available at their schools. Even though many of the
respondents reported that their school districts had a
technology specialist to assist them, backlog of referrals,
multiple tasks, and little follow-up due to time constraints may
place limitations on the accessibility of the specialist. As one
teacher reported, "When computers go down or software locks
up when children are on the computer, there is no one available
at this school to remedy the problem and this leads to
frustration on our and the children's part.” Therefore, it is
important for the technical support to work closely with those
providing professional development as they see, first hand, the
skills and knowledge of the staff they are working with and
know the professional development needs required.
5.Conclusion:
Vygotsky (1978) tells us children learn in order to
communicate with and become members of their culture. In the
present culture, facility in ICT environments is necessary for
optimum communication. Indeed, computer communication is
an important aspect of "social discourse" through which
children come to understand the values and beliefs of their
culture (Bowman & Beyer, 1994, p. 20). Computers have the
potential to serve as "catalysts of social interaction" (Clements
& Sarama, 2002, p. 1), thus supporting social development of
children if used properly. This study has highlighted some
significant issues in relation to the links between young
children's social behaviours (exhibited through their interaction
patterns) and the factors that appear to facilitate or inhibit such
behaviours. Scaffolding is a term that is most often applied to
Vygotsky's (1978) theory of learning, in which it is believed
that cognitive development in children occurs through the
interaction of a child with more capable members of the same
culture, such as adults or more knowledgeable peers. The
results of the research are intended for all concerned with
preschool education to reflect and look into the existing
practice and see ways in which it can be improved, not for the
sake of adults but for the benefit of the children. It is also
intended especially for education officers in charge of

preschools to look further into the problems faced by teachers
in preschools in carrying out ‘learning through play with a
computer’ as envisaged in the curriculum guidelines. Finally it
is intended for policy makers to provide adequate training for
preschool teachers. It is also hoped that as a result of this study,
the policy makers would review the curriculum guidelines for
preschools in order to incorporate explicitly how ‘learning
though play’ can be carried out to assist teachers, especially
when it is in a new phenomenon in preschool education.
Furthermore,if the Malaysian Department of Education is
serious about the importance of embedding computers into the
preschool curriculum then it must take on board the findings of
this study with regard to the following critical prerequisites to
ensure that the use of these computers result in improved
outcomes for the children’s learning and development. The
Department needs to employ a workforce of teachers who have
the knowledge and skills to organise the classroom and
structure appropriate learning or activity task so that the
computer can become an integral and valuable part of learning.
This means giving teachers and support staff adequate and
appropriate professional development time allocation in their
work loads to develop the skills and knowledge to prepare
technology rich learning environments. It means that the
teacher training programmes need to prepare beginning
teachers adequately with the same skills. The researcher would
go as far to say that the selection criteria for preschool teachers
should also include one based on ICT or computer skills
essential to teaching and learning.
Malaysian Preschool classrooms require adequate
hardware, software, infrastructure and bandwidth to run the
programmes essential to the children’s activity programmes. In
addition to this they need technical support that is able to
maintain the infrastructure to a standard that allows teachers to
get on with the job without being concerned whether the
equipment is working or not. This study has shown very clearly
that if teachers cannot rely on the equipment they will opt not
to use the computers. A final recommendation is that the need
for the preschool curriculum documents to specify a
technological requirement. The Malaysian Preschool
Curriculum Developer needs to develop policies to ensure that
the above are met to at least minimum standards in all
preschools.
The present study is just the beginning and should be
considered as an invitation to other researchers to join in the
investigation. The scope and potential for future research are
great, and very necessary for the benefit of preschool teachers
and preschool children in Malaysia and further afield. Some
future research that could be considered includes: The
incorporation of the research in the framework of computer use
limited this study to four preschool school sites.; however, this
proved to be beneficial by focusing the research on thick
descriptions (Geertz, 1973) of the use of computers in these
classrooms. Using only Government preschools for this study
meant that the implementation of computer use and the
investigation of preschool children’s social interaction
behaviour was restricted to the range of sociocultural school
sites considered. A larger scale study is needed to cover
variables such as the context across Government and non-
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Government preschools; and the socio-economic status profile
of preschools and preschool culture.
Another area where further Malaysian research could focus
is on children’s and families’ views and experiences in relation
to computer use in early childhood education. Further
Malaysian research to investigate the role and use of computers
in strengthening relationships between home and school could
demonstrate useful practical approaches and also raise any
issues specific to the Malaysian context. Research in this area
should include investigation of children’s and families’
perceptions and experiences, as well as those of practitioners.
Research is also needed to identify what differences in
Malaysian children’s home and family experiences might be
significant for planning for the use of computers in early
childhood education settings. While there is some international
literature in this area (Brooker & Siraj-Blatchford, 2002),
research in the Malaysian context would be useful.
The findings of this study also lay the groundwork for future
research to investigate gender differences among computer
experts in preschool settings, patterns of computer use when
programmes are explicitly related to classroom instructional
themes, and the effect of giving children opportunities to
choose among a variety of developmentally appropriate
programmes on their progression through the identified stages
of computer competence.
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Title of Presentation: Let’s Talk about Discussion™ Use of an Interactive Game in
small group learning
Educators involved in teaching adults in face to face class settings frequently use
discussion as a learning strategy. The quality of discussion in small groups can vary
widely affecting the learning experience for students. If discussion is ineffective, learning
outcomes may not be reached.
In an effort to improve the quality of discussion in small groups, a game was created and
developed. Let’s Talk about Discussion™ is an interactive game designed to promote
the development of specific skills that enhance the quality of class discussion. The game
makes use of experiential learning in the small group learning environment.
Four topics are addressed by the game: Creating a Supportive Learning Environment;
Critical Thinking; Sharing Information and Evaluating Your Group. Adult learners are
randomly assigned a discussion-related task which is performed within the context of the
learning content. At the end of the class, de-briefing occurs where the group evaluates the
use of the game and its impact on the quality of discussion.
The game was pilot tested in an undergraduate Bachelor of Science in Nursing (BScN)
program that uses in-class small group problem-based learning as a major teachinglearning strategy. Eight groups of students informally evaluated the game and provided
written feedback. Learners reported that using the game had positively influenced the
quality of discussion. Many reported experiencing fun or enjoyment and almost all
respondents recommended the game for future use. As a result of the positive findings,
educators are employing the game in small group classes across the four years of the
BScN program.
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Abstract

This research is about parental choice in the active preschool education market in
Taiwan. Most research into parental choice of school has been conducted in
quasi-markets; markets that are highly regulated by government policy. The
Taiwanese preschool market is a true market, operating through supply and demand
and regulated by price. How parents operate in such markets and how their choice
influences what is offered, is less explored. The research consisted of following
eighteen parents through the choice process. Data collection methods involved diaries
completed before the child started preschool and two in-depth interviews; one at the
beginning of the school year and one nine months later. The parents had different
educational backgrounds, social status and family structures. For most it was their
first experience of choosing an educational setting for their children.

The findings showed that parents chose a preschool relationally and expect a
preschool to be both caring and educative in order to promote children’s social
development and academic capabilities prior to starting primary school. The research
concludes by arguing that the market created by parental choice impacts on pre-school
provision in Taiwan through their lack of knowledge of pre-school education and a
confused understanding of pre-school registration which thus affects the quality of the
provision. One implication is that the quality of pre-school provision is not likely to
be improved if it is purely dependent on preschools responding to the initial criteria
used by parents but ignoring the contextual criteria. Therefore, the evidence of the
research indicates that the Taiwanese Government has to reconceptualize pre-school
policy in order to improve the quality of preschools.
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Introduction

The assumption behind introducing parental choice in education is that schools have
to pay attention to the demands of students and parents in order to survive in a
competitive market. By giving parents consumer rights in their choice teachers’
motivation and school quality can be improved. The idea is that in a competitive
market, educational providers will attempt to improve their standards in order to meet
consumers’ criteria (Gorard, 1997; Woods et al, 1998). If they fail to recruit enough
pupils, they will be unable to compete in the market and go out of business. Therefore,
introducing parental choice plans to educational market is a way to promote
competition and increase the accountability of schools to parents (Maddaus 1990,
Wikeley, 1998; Woods et al, 1998). It can also improve student performance
(Murnane 1984 cited in Maddaus 1990).

Bridge (1978 cited in Maddaus 1990) lists several optimal conditions for choice plans,
including:
•

individuals have incentives to shop aggressively;

•

individuals are well informed about marketed conditions;

•

there are many competing suppliers of the goods and services people want;

•

there is some excess capacity in the system so that people have true choices;

•

the quality of goods and services is easily measured; and

•

the product or service is relatively inexpensive and purchased frequently.

However, these are optimal conditions. Parents may not have a pure choice if they
lack one or more conditions. Information imperfections involving inadequate sources
of information, the difficulty of measuring educational quality and the infrequency of
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educational choices appear in the process of parental choice and need to be considered
by policy analysts (Maddaus, 1990).

From the 1990s, parental choice has been of increased interest in academic research
and has focused on policy concerns, particularly in Western research. Many studies
have concentrated on researching parents’ reasons for choice and the issues of equity.
However, most research (such as Brain and Klein, 1994; Gewirtz et al., 1995; Hou,
2002; Hughes et al., 1994; Martin, 1995; Woods et al., 1998) into parental choice of
schools has been conducted in quasi-markets which are strongly politically regulated.
Their research looked at parental choice in secondary schools (Brain and Kelin’s
study, Gewirtz, Ball and Bowe’s study; Hou’s study and Martin’s study; Woods,
Bagley and Glatter’s study) or primary schools (Hughes, Wikeley and Nash’s study)
which are compulsory education. The standards of secondary and primary schools
have been under the control of central Government. Parents make their choice under a
certain range of qualities and conditions. Thus, parents do not have true choices
because it is highly regulated under certain conditions. If policy-makers and
administrators have different views on educational goals, with the limited choices,
parental choice may not have a significant influence on school provision. In this
situation, the government still has the main influence on the quality of school
provision.

However, pre-school education in Taiwan is not compulsory and only one third of
preschools are public schools. The provisions of preschools in Taiwan are diverse and
parents can choose different teaching approaches or physical facilities depending on
their preferences. They have the right and freedom to decide where to send their
children for preschool education. When they have various choices, the process of
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making their decision may be difficult and complex. The parents’ role and parents’
actions during the process of choosing preschools in Taiwan may be different from
other research (such as Brain and Klein, 1994; Gewirtz et al., 1995; Hughes et al.,
1994; Martin, 1995). Their expectations of pre-school education, or alternatively the
kind of pre-school education on offer to them (that influences their expectations), may
influence the kind of preschools they choose in the market. In the conditions of the
competitive market, their criteria for choosing preschools may shape preschool
provision and affect the preschool quality in Taiwan. The rationale for this research is
that if we can better understand the criteria parents use when choosing a preschool,
we may become aware of the influences on pre-school provision in Taiwan; if
pre-school practitioners understand parental perspectives of pre-school education
better, they can work with parents in order to meet the parents’ expectations as well as
benefiting their children’s needs.

Methods of Data Collection

In order to probe parents’ criteria for choice and their behaviour in choosing a
preschool the research employs a case study approach. A case study is an exploration
which uses in-depth data collection to gather rich information in context (Creswell,
1997). It provides unique examples of real people in real situations (in this case, real
parents choosing preschools in a Taiwanese context), in order to understand the
choice process more clearly (Cohen et al, 2000). By looking at individuals’ reasons
for choosing a particular preschool, the research aims to expand an understanding of
parents’ beliefs and values about preschool education. This is accomplished by
investigating what criteria parents use to select a preschool; their definition of quality
and how their choice influence the pre-school provision in Taiwan. The research
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questions addressed were:
1) What are the parents’ expectations of preschool education?
2) What are their criteria for choosing a preschool?

The research consisted of following eighteen parents through the choice process.
Parents were from Taipei and Miaoli. Taipei and Miaoli have different characteristics.
Taipei is the capital city in Taiwan and has been strongly influenced by Western
culture. On the other hand, Miaoli is a provincial city which may have a more
traditional Chinese culture. It was thought that having parents from two different
types of city would be helpful in exploring the background influences of the parents.
Seventeen parents were all mothers, except one parent, because in Taiwan mothers
take the main responsibility for choosing schools for their children. This is similar to
other parts of the world. David et al’s study (1997: 404) found that ‘mothers had
greater responsibility for organizing the education for young children’. In addition, in
the study ‘Gender Issues in Parental Involvement in Student Choices of Higher
Education’, it was also found that mothers had the major and regular responsibility for
their children (David et al., 2003).

Data collection methods involved diaries completed before the child started preschool
and two in-depth interviews; one at the beginning of the school year and one nine
months later. A diary can be an appropriate instrument for getting information when
the researcher is particularly interested in accessing thoughts and actions that occur
when the researcher cannot be presented (Bryman, 2004). In order to understand the
processes of choosing preschools, parents were asked to record the general
information about any preschools that they visited and note their opinions of the
school’s quality. If a parent did not visit any preschools before she made her decision,
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she was asked to write down what she knew about the preschool that she chose. The
information in each diary was the reference point for planning individual interview
guides for the second stage of this research.

Two phases of interviews were adopted to encompass the development of decision
making and action. Interviewing parents provided a platform for them to express
themselves (Wellington, 2000) and gave the researcher insight into how the parents
identify the issues of pre-school quality (Bryman, 2004). Each interview had an
individual interview guide. The first phase focused on the parents’ expectation of
preschool quality and the second on their satisfaction with preschool provision.
Fontana and Frey (1994) point out that interviews can be used to understand an
individual perspective. In-depth interviews were conducted with parents to explore
their expectations of pre-school education and the processes by which they chose a
preschool. The first phase of interviews was conducted at the beginning of the child’s
first school semester. Interview questions were based on the information given in the
diaries completed during the selection process and investigated the parents’
perspectives of preschool quality as well as the process of choice. The second phase
of interviews was developed from the first interviews.

Findings of this research

The findings are presented through cross-case analysis by comparing and synthesizing
eighteen case studies and focus on addressing research questions to provide a whole
understanding of the research.
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Parental expectations of pre-school education

It is common practice for young children to be raised by their parents and their
grandparents in Taiwan (Yunus, 2005). Grandparents provide an excellent support for
young mothers in terms of child care. However, most parents decide to send their
children to a preschool from the age of three before attending compulsory education
(Lin, 2002). From an analysis of data collected here, the reasons parents send their
children to a preschool can be grouped into two themes: personal social development
and academic learning.

Personal social development

The findings showed that parents expected pre-school life improving their children’s
personal social development. Dowling (2000:18) points out ‘Being good with people
has always been recognized as strength in people’s work and personal lives’. Dowling
suggests that the first six or seven years of development are critical for the
development of social skills. Many parents in this research had similar concerns to
Dowling’s concept. The analysis found that many parents (except one parent) sent
their children to preschools because they wanted their children to cooperate with other
children, to learn behaviour that was acceptable to their peers. This would benefit
children’s future development. They believed that an appropriate preschool will
provide children, maybe for the first time, with the opportunities to argue, cooperate
and socialize with peers naturally.

I hope she can have opportunities to get in touch with children because she is alone and
doesn’t know how to mix with others …. I don’t know how to teach her to play with
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other children so I hope teachers can use their skills to teach my daughter and help her
to interact with other children. I know that the weakness of an only child is that she
doesn’t know how to share with others because everyone in the family always supports
her and gives her what she wants. I don’t want her to have this negative behaviour
when she grows up (A parent’s statement in the first interview).

Academic learning

In Taiwan, Children are expected to have high academic achievements (Hou, 2002;
Wu and Qi, 2004). Nine parents in this research believed that in a preschool children
could learn basic cognitive knowledge, including literacy, numeric and other subjects,
as well as self- management. They would expect pre-school teachers to teach their
children reading and writing, as also noted by Chen (1998). Parents were worried that
their children would fall behind their peers if they did not have a pre-school education.
Three parents assumed that primary school teachers would not spend much time
teaching Chinese phonetic symbols or arithmetic which they would expect to have
been covered in preschool. In addition, thirteen parents in this research expected their
children to learn English in preschool. According to these parents, therefore,
pre-school education had to cover basic academic skills such as simple English and
Chinese reading, writing and calculating skills.

Parental criteria for choosing a preschool

Parents’ rationales for choosing a preschool may come from their perceptions of
pre-school quality and this in turn may influence the facilities provided by preschools
in Taiwan. Coding the interview data showed parents’ criteria for choosing a school
included distance, physical environment, teachers’ qualities, pre-school curricula and
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the quality of school meals. This paper discusses four issues related the quality of
pre-school provision in Taiwan.

Physical environment

Marsh (1994) found that the physical environment gives parent the first impression
when they visit a preschool. It helps us understand why many parents mentioned the
physical environment of preschools in this research when they talked about their
impressions of a preschool. Parents would visit different preschools in order to make a
clear comparison between each pre-school environment. They felt confident in
expressing their opinions of the pre-school environment and the impression it made
strongly influenced their choice. Most parents visited different preschools and
compared the quality of physical environment. According to their responses, the
environmental factors they considered included cleanliness, safety and security, space,
facilities and child-teacher ratios.

However, outdoor space did not appear in most of parents’ criteria when they chose
preschools. Curtis (1998) argues that there should be enough space, both indoors and
outdoors, for children to move around freely. Only two parents in this research
wanted a large outdoor space when choosing preschools. Many parents chose the
preschools which did not have outdoor space.

Teacher

Preschool teachers play critical roles in young children’s learning. A good teacher
offers children appropriate learning experiences and supports parents' involvement in
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their children’s education (Curtis, 1998). However, parents appeared unclear in their
preferences for the quality of teachers when they chose preschools. Most parents
talked of their preference of teachers’ character but they did not know who would be
their children’s teacher when they made their decisions. Only three parents in this
research spent time to observe the interaction between the teachers and children to
judge the teachers’ character. Therefore, parents had their preferences for teachers’
characters but it was difficult for them to determine teachers’ characters or
teacher-child interactions during the short visits.

In addition, another concern is the lack of reference to teachers’ qualifications in the
parents’ criteria. The parents did not pay attention to teachers’ qualifications when
they chose preschools. As discussed in the research (Roseman, 1999; Sylva et al, 2003;
Wood and Attfield, 1996), teachers must be qualified as pre-school teachers in order
to have appropriate and relevant knowledge about the care and education of young
children. Roseman (1999) and Sylva et al (2003) believe that teachers’ qualifications
have a strong influence on pre-school quality; however, this was not an important
concern for parents in this research. Only two parents assumed teachers’ qualification
influenced the quality of children’s pre-school experience and requested the
information about those qualifications when they visited preschools. Eight parents
chose a preschool which had foreign teachers to teach their children English because
they were concerned about their children’s English language learning. However, none
of them knew about the foreign teachers’ backgrounds or qualifications.

Curriculum

Academic learning was an important part of the pre-school curriculum for many

2009 HICE Proceedings
Page 4483

parents. However, for the pre-school curriculum, parents also appeared unclear about
standards. It was the first experience for most of the parents in this research in
choosing a preschool for their children. They were aware of their lack knowledge of
young children’s learning and preschool curricula. As one parent said "To be honest, I
am a beginner as a mother and I don’t know anything about curricula for young
children".

Because they lacked knowledge of young children learning, they had different
preferences for preschool curricula from early childhood professionals. Many of them
expected the pre-school curriculum would form the foundation of primary curricula in
order to prepare academic skills for primary school education, especially for the five
year-old class. Learning academic skills in preschools, such as Chinese literacy and
arithmetic, was important for nine parents. Thirteen parents were concerned about
their children’s English language learning because English is a global language and a
formal subject in primary curricula. In order to have better achievement in English
language learning, six parents preferred a school using a bilingual approach. Chang et
al. (2002) found that although English language is not part of the national curriculum
for preschool education in Taiwan, 97.2 % of private and one third of public
preschools provided English lessons for children. Parents are concerned about
children’s academic learning in preschool and many preschools focus on English and
Chinese literacy learning especially for four and five year old children in Taiwan, as
noted by Lin (2002) and Huang (2001).

Whilst it is understood elsewhere that young children learn effectively in a number of
ways including exploring, observing and listening, playing and talking (DES 1990),
this was not acknowledged by manyb Taiwanese parents. For example, three parents
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did not agree that “play” was a part of learning for young children. As one parent’s
complaint “There was no curriculum. Children did not learn anything in the
preschool. They only play, draw pictures and do craft works”. Another parent said
“preschool curriculum should more focus on children’s academic learning such as
writing, reading and calculating skills”. This finding was similar to the finding in
Chen’s (1998) research. Chen found that parents in Taiwan value books were the most
important material for learning rather than other materials, such as toys, sand and
water; hence they believed the only strategy for children to learn was reading books.
It is different from the Western early childhood professionals (Abbott, 1994; Curtis,
1998; Nutbrown 1999). Learning through play appears more accepted in the West.

Two parents preferred a preschool to have fixed timetable for different subjects,
curriculum structure and textbooks. Three parents were please that their children did
worksheets everyday. From the conversations with several parents it seems that such a
strict plan gives parents the impression of sound preparation in the school curriculum
and also helps them to have clear ideas about what their children will be taught in the
preschools and assess their progress. These different concepts of children’s learning
led to parents having different preferences and expectations of pre-school education
from those widely held in Western society (Kwon, 2002). Drury et al. (2000)
suggested a high quality pre-school curriculum must be focused on children’s
development rather than on academic subject areas and the acquisition of knowledge.
Pre-school education has to provide broad areas of curriculum to meet young
children’s needs of development (DES, 1990; Nutbrown, 1999; Siraj-Blatchford,
1998). Compartmentalization of learning into subjects is inappropriate and sometime
against the ways in which children think and learn. Early childhood educators in
Taiwan (Huang, 2001; Lin, 2002; Tsai, 2002; Wei, 2002; Yang et al, 2002) are
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concerned that subject based teaching and teacher-centred curriculum are not an
appropriate approach for young children. Huang (2001) points out that when parents
give a lot of attention to the learning outcome, they neglect the learning and
investigating process. How to help parents understand their children’s development
and processes of learning is an import and necessary task for policymakers and all
pre-school practitioners.

Pre-school registration

Most parents in this research did not ask about the registration of preschools when
they chose preschools and assumed the preschools that they chose were legally
registered. Taiwanese preschool provision is mainly composed of kindergartens and
nurseries. Each of them is regulated by a different authority and has different
standards of registration with different criteria but most parents did not know the
difference between a nursery and a kindergarten. Therefore, most of them did not
know the official registration of the preschools they chose. Some of them did not even
know whether the preschool was legally registered. Consequently, when asked about
registration, the answer was "I think it was a nursery" or "I guess it could be a
kindergarten". Their reasons were diverse but unsure. Only one parent paid attention
on the registration of the preschool. Whether or not the preschool was legally
registered was not important for other parents in this research and did not affect their
decisions. Parents trust reputation and other people’s recommendation. The finding
may explain why many unregistered preschools still survive in the competitive world
of the pre-school market.
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Conclusion

As this research only involved a small number of cases, it is difficult to assert any
definitive conclusions at this time about the pre-school market in Taiwan. But it does
raise questions about policy development and further research aiming to improve the
quality of pre-school provision.

First of all, parents used different criteria and actions to choose preschools. Their
preferences depended on their personal values. However, their values did not always
meet children’s needs. The Taiwanese Government should have clear regulations
based on the children’s development and their needs, and be willing to enforce them
in preschools. Currently the preschool provision involves two different systems,
kindergartens and nurseries, which confuses parents. The findings showed that parents
did not know the differences between kindergartens and nurseries; especially with
regard to teachers’ qualifications, outdoor space and curriculum. A policy initiative
for combining kindergartens and nurseries has been discussed since 1999 but it has
not been put into practice in Taiwan. If kindergartens and nurseries were combined,
similar standards of care and education could be applied to both. This would make it
easier for parents to understand the regulations and therefore use them to choose
preschools. This would encourage unregistered preschools to be registered.

In addition, the regulations relating to the pre-school curriculum have to reconsider
English language teaching. The finding of this research showed that the parents
wanted their children to learn English in preschool, even though English language
teaching in preschools is not recommended by the Ministry of Education in Taiwan
(Wu, 2004). This demand remains constant. If preschool providers want to survive in
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the pre-school market, they have to provide the curriculum which meets parents’
criteria for choice.

However, in meeting parents’ expectations they do not necessarily meet the needs of
children. The regulations for the preschool curriculum do not support teaching
English to preschool children nor does they give clear directions about English
teaching to preschool practitioners. The Taiwanese Government and early childhood
educators should not only debate whether pre-school children should learn English
but they have to discuss and formulate an appropriate curriculum for English teaching
and learning which matches the needs of children’s development. All teachers of
English in preschools should have the appropriate training relating to preschool
practice. As many parents preferred a foreign teacher to teach English in preschools
there is a demand for foreign teachers in the pre-school market. However, the
regulations for preschool registration state that a preschool provider cannot legally
employ a foreign teacher to be a formal teacher in a preschool. The situation is that
foreign teachers are employed by private England language institutions who then
provide preschool classes (Wu, 2004). Therefore, a clear regulation for the
employment of foreign teachers in preschools is necessary in order to ensure that
preschool providers employ high quality foreign teachers trained to teach preschool
children.

Moreover, this research found that Taiwanese parents may not have the same criteria
of quality as Western professionals. Western early childhood professionals suggest
that teaching and learning through ‘play’ and a children-centred approach is the most
appropriate pedagogy for young children (Abbott 1994, Curtis 1998, Nutbrown 1999).
This concept assumes that children are motivated learners (Curtis, 1998; Rodger,
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1994). Therefore, teachers need to provide children with a wide range of materials
which are freely available for children to use (Curtis, 1998). This is not the way that
Taiwanese parents would traditionally interact with their children. Traditional
pedagogy in Taiwan is subject-based and teacher-directed. It provides parents with
clear guidelines about what their children will be taught in preschool; what
achievements are expected and what parents can do at home to help their children
achieve better. Parents can clearly understand their children’s progress in academic
learning and this meets their expectation for ‘education’. High quality ‘play’ may
provide children with a positive learning experience but it needs teachers with
abundant knowledge and capabilities to plan the curriculum and organize the
activities. Although Western pedagogy has influenced Taiwanese preschool education
for many years, using ‘play’ in teaching is still a big challenge for many Taiwanese
preschool practitioners. Taiwanese practitioners were educated by using subject-based
and teacher-directed approaches when they were students. They lack the knowledge,
experiences, confidence and skills to use “play’ for their teaching. If teachers lack
knowledge or the capability to do this (Cheng, 2003) and if they have pressure from
parents’ perspectives of preschool pedagogy, there is a question as to whether
children can enjoy learning or effectively learn through play. In the Taiwanese
context, how to help pre-school practitioners to use ‘play’ and child-centred approach
confidently and how teaching pedagogy can be improved in Taiwanese preschools
need further research to explore.
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Abstract
The demographics of America’s schools are increasingly changing in regards to the number of
diverse school age children enrolled in public schools. Over the past few years, the increase in
educational enrollment of ethnic groups grew significantly from previous years (Snyder, Tan, &
Hoffman, 2004). As such, teachers are required to work in progressively more diverse settings and
must have a greater awareness of the cultural differences represented by the students and their
families.
Despite the growing school population of culturally diverse students, a large portion of teachers
continue to be ill prepared to address the CLD student population (Diller & Moule, 2005).
Considering these challenges facing educators, teacher preparation programs must effectively prepare
teachers to work with a diverse student population. Advocates of culturally responsive pedagogy are
advocating that pre-service teacher curricula prepare teachers with the knowledge, skills, and
dispositions to help all children learn (NCATE, 2002). Furthermore, experts suggest that preparation
programs must find avenues to support preservice teachers’ development of culturally responsive
skills that will demonstrate their sound competencies addressing the needs of all students (Lindsey,
Robins, & Terrell, 2003).
According to Schmidt (1998), the “ABC’s Model” reflects a promising effective approach to
preparing culturally proficient teachers. The model can assist in-service and preservice teachers to
become culturally sensitive so they can develop strategies to connect with families from diverse
backgrounds. The ABC’s Model requires preservice teachers to write an autobiography, write a
biography about a person from a different culture, compare cultures, then study the differences and
plan strategies for interacting with culturally diverse individuals.
The beginning step of preparation programs when using the ABC’s Model fosters the assurance that
candidates are being prepared to be culturally proficient teachers and provides each candidate
authentic avenues to assess their own cultures. A culturally proficient teacher is “aware of her own
culture and the effect it may have on the people in her work setting” (Lindsey, Robins, & Terrell,
2003, p. 25). It is also important that the teacher explore the culture of the school system and the
cultures of the families of students in the schools.
In view of these recommendations, this session will foster a dialogue based on ongoing action
research and applications of how:
a) ABC’s Model affects the disposition and proposed teaching practices of preservice
educators;
HICE 2009 Proceedings Submission Fuller&Pikes.doc
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b) to implement the ABC’s Model for preparing culturally competent preservice educators;
c) to develop and implement teaching strategies for preparing cultural responsive
practitioners and;
d) to provide authentic samples of the results of preservice teachers experiences of
becoming culturally competent.
This session provides a detailed explanation of the “ABC’s of Cultural Understanding and
Communication Model” and how it can enhance practitioners’ ability to successfully teach culturally
and linguistically diverse (CLD) students. In addition, this session presents a promising practice
based on action research designed to increase preservice teachers’ cultural self-awareness.

HICE 2009 Proceedings Submission Fuller&Pikes.doc

2009 HICE Proceedings
Page 4496

Exploring Dimensions of Diversity
David P. Fuller, Ph.D., Associate Professor
School of Education, Macon State College
100 College Station Drive, Macon, GA 31206-5145
david.fuller@maconstate.edu
Abstract
The shift in demographics of our society emphasizes the importance of addressing diversity
within our systems. When addressing diversity, educational institutions generally focus training
on six specific (internal) dimensions: race, age, gender, sexual orientation, abilities/disabilities,
and ethnicity. During specific diversity training at a major metropolitan university, the
“Diversity Wheel” facilitates the diversity dialogue. The “Diversity Wheel” is a survey
instrument that focuses on four dimensions of diversity: personality (core), internal, external,
and institutional. Anecdotal findings indicated that when individuals identified which aspects of
diversity had the greatest impact (negative or positive) on their lives, the majority of aspects
chosen were from the external dimensions of the diversity wheel. Questions raised from its use
include, “Have educational institutions been focusing diversity training on the wrong dimensions
of diversity?” “Should we expand diversity training to include more of what is actually affecting
the lives of others?”
This session will describe a research project using the “Diversity Wheel” exploring four
dimensions of diversity. This session will also present research results on response patterns of
the aspects of diversity having the greatest impact on individuals from various diverse groups.
At the end of the session, participants will be able to:
1. Describe the various dimensions of diversity from the “Diversity Wheel”;
2. Develop a better understanding of the importance of diversity and its impact in the lives
of others;
3. Engage in a dialogue about the expansion of dimensions of diversity addressed in higher
education.
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The “Virtual” Restaurant Simulation takes Experiential Learning
to a New Level.

Abstract The simulation for profitable restaurant operations creates a “virtual”
restaurant environment with the objective of taking experiential learning to a new
level by enabling student/participants to master higher level cognitive skills in a
“dynamic”, “hands-on” setting. Taking advantage of 21st century computer
technology and prior service sector simulation experiences, the simulation was
developed using the higher level learning skills of Bloom’s Taxonomy of Learning
Objectives as a benchmark. This paper focuses on the development of the “virtual”
restaurant simulation in this context and examines the key role of the
teacher/instructor in this educational process. It is expected that the implementation
of this “action-oriented” approach to education, and the transmission of
knowledge, will provide a “deep learning” tool that will be a significant resource in
the business education field, specifically in the service sector.

Introduction and Overview
From the mid 1950’s through to the end of the 1980’s there were tremendous
developments in the field of experiential learning in general and of business
simulations in particular. From the 1955 RAND Corporation simulation game that
focused on US Air Force logistics systems, through the Top Management Decision
simulation, developed by the American Management Association (Faria,1990) to
the Cornel Hotel Administration Exercise (CHASE) and Cornel Restaurant
Administration Exercise (CRASE) specific service industry simulations
concentrating on hospitality and tourism (Curland & Fawcett, 2001). At the same
time there was considerable research into the usefulness of these learning systems
to experiential education.
The movement continued through the 1990’s and right up to 2003 with the
developments in technology enabling simulations to become stronger and more
proficient at replicating the systems they were designed to mimic. Simulations
such as Capstone Business Simulation, Hotcalc Business Simulator and Hotel
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Operations Tactics & Strategy (HOTS) Simulation were able to take advantage of
these developments and their contributions to the experiential learning field is still
being researched and evaluated, and the reviews are generally favorable. (Bergman
2003, Edelheim & Ueda 2007, Hall 2008, Martin &McEvoy, 2003)
The developments in the discrete event simulation field meant that by 2003 it was
possible to take a further step to “organize the reality” of management concepts as
Keys (1989) puts it. This paper discusses the development of the simulation for
profitable restaurant operations (PRO Simulation) and how recent developments in
technology allowed the “virtual” restaurant simulation to be created and take
experiential learning to the next, and possibly the ultimate level. It further supports
the role of simulations as excellent vehicles for developing the higher level skills
identified in Bloom’s Taxonomy of Educational Objectives (Bloom 1956) and the
key role of the teacher/instructor in this process.

Education Paradigm, Experiential Learning and Simulations
The traditional education paradigm considers education to be primarily concerned
with the transmission of knowledge (Larreche, 1987), with learning stages
developing from knowledge to action, and the methods from readings and lectures
to case studies and simulations. Readings and lectures were considered to be the
“traditional” approaches while case studies and simulations were considered the
“action-oriented” approaches. When we couple this paradigm with the hierarchy of
educational objectives referred to as Bloom’s Taxonomy the importance and
significance of simulations can begin to be understood.
The intent of this paper is not to evaluate the various pros and cons of the
“traditional” or “action-oriented” approaches to education, and the transmission of
knowledge, (there is, and continues to be, a wealth of research in this area with
pros and cons to both approaches), but to concentrate on the simulation component
of the “action-oriented” approach and to outline the strengths of the simulation for
profitable restaurant operation’s (PRO simulation’s) “virtual restaurant” as a “deep
learning” tool and a significant resource in the business education field,
specifically in the service sector.
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Bowen’s (1987) review of experiential learning theory suggests that learning has a
greater impact when it is accompanied by an optimal amount of emotional arousal,
takes place within an environment of safety and is accompanied by adequate
processing time and a clear summary providing a cognitive map for understanding
the experience.
Focusing largely on gaming and simulation experiences Keys (1977, 1989)
developed an experiential teaching model called the “Management of Learning
Grid”. This model is based on the premise that an effective instructional style
requires the balance of three factors considered essential to effective learning in
simulations (games); The dissemination of new ideas, principles, or concepts
(defined as “content”); an opportunity to apply content in an experiential
environment (defined as “experience”) and the result of actions taken and the
relationship between performance at each chronological phase in experience and
the subsequent result (defined as “feedback”).
“The Management of Learning Grid” has been used in the design and development
of experiential environments, and was used in the development of the simulation
for profitable restaurant operations. The complex experiential learning
environment of management simulations (games) involves such a variety of stimuli
that it is difficult to determine the exact stimuli to which learners are responding,
and the learning cycle (or learning curve) for simulation game participants is much
longer, and steeper, than other forms of learning.
In this environment the importance of the teacher/instructor cannot be overestimated. The “manager of learning” in Keys (1977, 1989) words.. “should be
well educated in content; familiar with many methodologies for creating
experience; perceptive in drawing out feedback information which clarifies student
misunderstandings and validates content….the chief difference between this
teacher/instructor and all others is the organic way in which he/she moves back and
forth comfortably from content, to experience to feedback and back again. It is
essential then that the simulation is operated or facilitated by a “manager of
learning” if the educational learning objectives are to be fulfilled using
simulations.
In the operation of the simulated environment, particularly the simulation for
profitable restaurant operations, the teacher/instructor plays many roles. He/she is
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the “storyteller” and “administrator”, setting the scene and creating the “virtual”
atmosphere of reality. In addition the teacher/instructor represents the shareholders
of the restaurant company, the bank financing the restaurant, as well offering
restaurant consulting services. The “dynamism” and “life” infused into the
simulation is directly related to the skill, and strengths of the teacher/instructor.

Simulations and the Entire Organization
Simulations that deal with the entire organization, provide a balanced number of
decision variables in marketing, production (operations) and finance, and thus
require the strategic integration of several subunits for organizational performance.
These are termed “total enterprise” or “top management games”. These simulations
use manuals, computer scoring, and print outs to convey the nature of the
environments in which participants operate (Keys & Wolfe, 1990). Since a
business simulation is an abstraction of reality, the degree of abstraction and
theoretical sophistication contained in the simulation’s algorithms should have an
effect on the learning results that can be derived from business simulation (game)
play. The degree of functional breadth or environmental scope contained in the
simulation should also have an effect on learning outcomes (Keys & Wolfe, 1990).
The simulation for profitable restaurant operations is a “total enterprise”
simulation. It is designed to replicate the operation of a restaurant over a six year
time period. By networking up to ten teams in one of five scenario cities it focuses
on the competitive nature of the restaurant business, emphasizing profitability. A
year may take from 25 minutes to 2 hours to process and teams (usually groups of
2 or 3) operate the restaurant in competition with the computer and the other
participating teams. The simulation is turn based and written in the Microsoft
visual studio program based on an excel blueprint. The “virtual” restaurant
provides the illusion of running a “real” restaurant with full menu and operating
control, as well as complete integrated results and financial statement output. The
“unique” restaurant data dashboard rates and ranks each restaurant on an annual
basis and leads the participant/students to the high level learning outlined in
Bloom’s Taxonomy of Educational Objectives.
Total enterprise simulations emphasize the application of concepts in an “actionoriented” approach. Participants/students have to make decisions over a number of
iterations composed of simulated weeks, months and years. They analyze
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situations, identify problems and opportunities, make decisions and implement
them. The rapid feedback on the value of these decisions, together with the
motivating nature of the competitive situation, provides the context and the means
for an effective learning experience. The objective of the simulation is to develop
skills to effectively apply concepts through making decisions and taking
appropriate courses of action. It complements other pedagogical approaches that
focus simply on the transmission of knowledge as an objective (Neider, 1981).
Simulations therefore provide a natural setting to analyze decision-making
processes. By bringing a simulation to life the teacher/instructor creates the
environment where higher learning skills can best be developed.

Learning Theory and Simulations
Butler et al. (1988) suggested Bloom’s Taxonomy of Educational Objectives as a
framework “to bring together existing knowledge and/or serve as a guide to
inquiry” in the field of simulation. The developers of the simulation for profitable
restaurant operations (PRO Simulation) used the Taxonomy of Learning
Objectives as a guide in the development of the “virtual” restaurant simulation.
Bloom’s Taxonomy (Bloom, 1956) was developed in the late 1950’s as a tool to
assist evaluators in classifying test items and testing outcomes. The taxonomy was
broken down into three domains of behavior: cognitive; affective and
psychomotor. Cognitive behavior represented the use of knowledge or intellectual
ability. Bloom believed that the majority of educational outcomes come from this
domain. The cognitive domain was divided into major classifications,
hierarchically organized from simple to complex.
Knowledge, comprehension and application are low level cognitive abilities.
Learners typically rely on inert knowledge such as single memory, interpretation,
and rules to evoke these types of responses. These low level abilities are also
identified as memorization, understanding and using. Analysis, synthesis and
evaluation are high level cognitive abilities. Questions framed by any one of these
classifications require the learner to invoke multiple memories, interpretations and
rules. Furthermore learners have to place these thoughts into a new contextual
environment. Therefore, these cognitive abilities require knowledge that is
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dynamic. These high level abilities are also known as taking apart, putting together
and judging.
Simulations allow for the immersion of students in a game-like environment and
rely heavily on experiential activities as a mode of instruction (Feinstein, 2001). In
Feinstein’s Foodservice Instructional Simulation Technique (FIST) study he
developed, implemented and assessed a technique that attempted to increase
learners’ dynamic knowledge as evidenced through their problem solving skills
and judgmental ability. Essentially exploring the effectiveness of simulations in
relation to the Bloom Taxonomy’s high level cognitive knowledge skills.
Feinstein cited several studies in simulation modeling that have revealed
inconclusive and contradictory findings regarding the effectiveness of simulation
models as instructional systems (many of which cite problems in either the
appropriateness of the particular simulation or the teaching/instruction for the lack
of effectiveness)…Yet he concludes the findings of his study support simulation as
an effective instructional system for providing learners with dynamic knowledge
and higher order cognitive abilities. This conclusion was further supported by
Martin and McEvoy (2003). In their research participant/students felt strongly that
the simulation provided a good hands-on learning experience, was challenging and
dynamic, demonstrated their understanding of strategic thinking and provided a
good test of decision making and problem solving ability. They also indicated the
simulation was most effective as a teaching vehicle and as a test of their analytical
thinking ability, supporting the usefulness of the simulation in relation to Bloom’s
high level cognitive knowledge skills.
Feinstein’s foodservice instructional simulation technique (FIST) drew its
conclusions from a “simulated cafeteria line”. Imagine the effect from immersing
participant/students in a total enterprise or “virtual” restaurant environment, where
they are responsible for all aspects of the restaurant’s operations. The “virtual”
restaurant is the perfect vehicle for providing learners with dynamic knowledge
and higher order cognitive abilities. This is essentially what it does.
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Rationale for the development of the “Virtual” Restaurant Simulation
When Martin and McEvoy (2003) wrote their paper on business simulations they
stated that “the rapid developments in, and sophistication of, computer technology
have made it increasingly possible to simulate real-world situations in a training
program”. Little did they realize that they were about to embark on a five year
project that would ride the wave of the next developmental stage and lead to the
birth of the simulation for profitable restaurant operations (PRO Simulation), the
“virtual” restaurant simulation.
In the context of the literature, research and teaching in the area of simulations;
experiential learning and the hospitality and tourism industry; there appeared to be
a “gap” in the restaurant learning sector, and the need for a fully integrated
simulation learning tool for restaurants and foodservice operations. The hotel
operations and training strategy (HOTS) appeared to be filling this “gap” for the
hotel sector, while the cornel restaurant administration exercise (CRASE) was still
the simulation of choice in the foodservice/restaurant sector.
Curland and Fawcett (2001) and Fawcett (1996) “discuss(es) the application of
CRASE as a vehicle to illustrate the relevance of finance, accounting, and
operations management theory to practical situations. This programme is now in
use, under franchise, in over 100 hospitality management schools worldwide.”
The results of this assessment and other research in the use of CRASE…
“indicated that restaurant business simulations are efficacious in breaking down the
fears and barriers exhibited by hospitality students when dealing with accounting
and financial issues…. (the research) also indicated a very high level of enthusiasm
and commitment exhibited by students when involved in the highly competitive
and realistic simulation.”
This dynamic aspect of simulations directly relates to the Bloom Taxonomy higher
level cognitive knowledge skills of analysis, synthesis and evaluation, and
provided the impetus for the development of the “virtual” restaurant simulation.
Blaiwes and Regan (1986) believed that in simulation the goal is to provide a
learning environment, not a vehicle for trainees to exhibit perfect performance, and
Feinstein and Cannon (2002) concluded that the desired output from an educational
simulation is not an accurate replication of what would happen in the real world,
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but rather a set of skills that will help students/participants make real world
decisions. In this context the demonstration that a simulation teaches key business
skills(validation as a method of teaching) or that key business skills are needed in
order to perform well in a business simulation/game (validation as an assessment
instrument) is all that is required. The author successfully used CRASE at the
fourth year undergraduate level for almost 20 years, however the developments of
technology by 2003 meant that it was possible to achieve these objectives at the
same time replicating reality and providing a simulation that moved much closer to
a real world environment.
The batch processing model of CRASE was built on a platform from the late
1960’s with good user updates through to the 1990’s. The HOTS simulation was
built on a platform of the 1990’s and the turn based nature of the model added an
interactive layer, and the illusion of reality (from a participant/student perspective)
that was missing in CRASE. The developers of the simulation for profitable
restaurant operations (PRO Simulation) were able to take a platform from 2003,
updated to 2008 to build an extremely dynamic and interactive simulation that
accomplishes the desired educational objectives while adding a further element of
reality. The “virtual” restaurant simulation was born.

Discrete Event Simulations and the Development of the “Virtual” Restaurant
Simulation
Discrete-Event Simulation is an excellent way to get a handle on a complex
system. It works by taking a set of variables and by playing them out to logical
ends. It is a powerful computing technique for understanding the behavior of a
system or collection of entities that change over time. The availability of the Visual
Studio platform in 2003 meant that the complexities of a “full service” restaurant
could be captured in a discrete event simulation model and the illusion of reality
infused into a fully integrated restaurant operating system.
The development of the discrete event model for the “virtual” restaurant simulation
using the Microsoft Visual Studio.NET platform began in the fall of 2003. During
development the platform has gone through three versions and on completion the
Visual Studio.NET (2008) platform was used. In discrete event simulation the
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operation of a system is represented as a chronological sequence of events with
each event occurring in an instant in time and marking a change of state in the
system.
One of the major components of a discrete-event simulation is the “clock,” where
the simulation keeps track of current simulation time. Time “hops” because events
are instantaneous. The clock skips to the next event start time as the simulation
proceeds. In the simulation world clock-driven and activity- driven timing
mechanisms are difficult to program. Their best use lies with computer-assisted
simulations, which by coupling high participant-participant interaction with high
participant control or high computer control requires the most demanding
programming. The “virtual” restaurant includes high levels of participantparticipant interaction as well as high levels of computer control.
Another major component of a discrete event simulation is the “events list,” where
the simulation maintains at least one list of simulation events. An event must have
a start time, some kind of code that constitutes the performance of the event itself,
and possibly an end time. There are separate lists for current and future events.
Events in their lists are sorted by event start time and are typically “bootstrapped”,
that is they are scheduled dynamically as the simulation proceeds.
A “scoring system” is essential, in a discrete event simulation, even though the
business gaming simulation pioneers did not think an explicit scoring system was
necessary or even desirable(Thavikulwat, 2004). When the author was running the
first five day executive seminar in June 1999 using the hotel operations tactics &
strategy simulation (HOTS) it became apparent, by the end of the second day, that
a scoring and evaluation system was necessary. The seminar leaders developed
“the hotel data dashboard” which was the scoring system that allowed simulation
teams to be evaluated and ranked. The scoring system was very well received, was
very successful and became an integral part of the simulation evaluation process.
“To the extent that a gaming simulation will be used for assessment an explicit
scoring function is needed, but the function must not engender confusion and
contradiction. For this reason the scoring function should be simple” (Thavikulwat,
2004). In the “virtual” restaurant simulation a “balanced scorecard” restaurant
dashboard is computer- generated at the end of each year to rate and rank each
restaurant
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Every discrete event simulation has an “ending condition”. Since events are
bootstrapped, theoretically a simulation could run forever. The simulation for
profitable restaurant operations (PRO Simulation) and the “virtual” restaurant “end
time” is at the discretion of the teacher/instructor, but the designed maximum is six
years.
The design of a computerized business gaming simulation is part art and part
science. The art of designing a simulation is individual and situation specific,
accordingly difficult to analyze. The science is general, thus easier to analyze.
(Thavikulwat, 2004). Simulations have been called “exercises involving reality of
function in an artificial environment…..essentially case studies but with
participants on the inside” (Jones 1998a, 1998b). Business simulations are
invariably presented as tools that enhance learning so it should be expected that the
developer clearly “know beforehand what has to be learned by the participants: in
other words, the desired output (knowledge and skills) of the simulation/game is
known and so are the standards that must be met by the participants” (Peters, et al.,
1998). This was true of the “virtual” restaurant simulation development. The
educational outcomes, particularly the high level cognitive skills of analysis,
synthesis and evaluation as outlined in Bloom’s taxonomy of educational
objectives, were paramount in the simulation developmental process. In the five
year process of building the “virtual” restaurant simulation the developers called
on all of their more than twenty five years experience in the consulting, operating
and teaching end of restaurants and simulations
The gaming simulation’s core is its representational system, which is the method
used to simulate the everyday-world processes it embodies. (Thavikulwat, 2004).
The object of the restaurant simulation model was to represent the restaurant
operating process in the simplest most elegant way so that the likelihood of
conceptual deficiencies and programming errors was minimized. In the “virtual”
restaurant simulation, for example the development of the labour module and the
impact of workload on the morale of employees and productivity went through
many stages of complexity over that component’s three year development period
culminating, on completion, with a much simpler more elegant workload morale
model. Simple models have the generally desirable advantage of allowing
participants to see more clearly cause-and-effect relationships. The complete
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model was “blueprinted” in the excel spreadsheet program of the Microsoft office
suite and then programmed in the visual studio.net environment.

What the “Virtual” Restaurant Simulation Represents
The “virtual” restaurant simulation places the student/participants in management
teams with a management contract to operate their assigned restaurant over a
period of years, from a minimum of three years in a short course to the
recommended maximum of six years in the full executive seminar mode or
undergraduate/graduate course mode. The scenarios, at the discretion of the
teacher/instructor set the scene in one of five locations and one of three restaurant
situations – new restaurant, losing restaurant or profitable restaurant. Each
management team begins with the identical restaurant and is required to develop a
business plan including a budget for the duration of the simulated period. This
“horse race” starting position leads to the analogy that if all the horses (i.e.
restaurants) are the same then it is the skill of the rider (i.e. the management team)
that determines who wins the race (achieves the most successful restaurant). This
approach has proven very successful in the application of other simulations (e.g.
HOTS, CRASE).
The learning curve pre-supposes some knowledge or interest in restaurant (or
service sector) operations by participant/students, and a well briefed
teacher/instructor. Providing each restaurant management team with a participant
manual in hard copy, as well as on line, the teacher/instructor will lead the
management teams through the operating rules and procedures of the simulation.
The “virtual” restaurant provides a broad set of “team” or participant/student
screens (Figure 1). The series of “Input” screens allow the participant/students to
select, cost and price their menus, covering three meal periods of breakfast, lunch
and dinner as well as alcoholic beverages. Management teams must also make the
essential operating decisions for staffing, atmosphere (operating expenses,
maintenance, entertainment) and marketing. They may add seats to the restaurant
undertake refurbishment and to complete the decisions of a “fully integrated”
restaurant make decisions concerning the financing of the operation. They have the
ability to transfer surplus funds from an operating bank account to an investment
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bank account, to pay off loans or declare dividends when the restaurant becomes
profitable. The simulation is truly a “virtual” restaurant

Figure 1 – Team Main Menu – Inputs: Dinner Menu Pricing

This is where the skill of the teacher/instructor is critical and he/she must be a true
“manager of learning”. The simulation is completely “hands-on” with all decisions
inputted directly into the computer and the participant/students experiencing the
“dynamism” of a fully integrated simulation, as time passes. In Figure 1, the hourglass timer at the bottom left of the screen denotes the passage of time. When the
hour-glass “turns” all of the “virtual” restaurants in the simulated environment
move forward a period (either a week or a month, at the discretion of the
teacher/instructor).
The nature of the model that drives the simulation is itself “dynamic”, in that
before any processing takes place, or output is generated, the inputs of all
restaurant management teams are considered and a “dynamic” model is generated
against which all restaurant team inputs and the static computer model are
compared. In this way the direction the simulation takes is highly dependent on the
decisions made by the participant restaurant teams.
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When a week or month is concluded various outputs are available to the
management teams. The “results” screens (Figure 2) when accessed display the
quantities of menu items sold as well as the revenues generated. This information
is displayed on a weekly and monthly basis. In addition a full financial statement
display is generated at each month-end for Balance Sheet, Income Statement and
Cash Flow.

Figure 2 – Team Main Menu – Results: Summary Weekly Results

The simulator additionally displays customer comments (Figure 3) from the
previous and two prior months collected from customers dining in the restaurant.
Management teams can also access the results of customer surveys posted on the
internet in the Pro-Rater survey (Figure 4).
It does not take the teams long, however, to realize that without a business plan it
will not be possible to operate a successful restaurant. This is the opportunity for
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Figure 3 – Team Main Menu – Customer Comments

the teacher/instructor to provide some quality coaching on business planning and
the essential steps in the planning process.
The simulation is fully integrated and built on a model using the uniform system of
accounts for restaurants, standardized by the National Restaurant Association of
USA, as the basis for the fully functioning financial model. In seminar mode the
simulation is designed for a three to five day offering, while in undergraduate or
graduate mode it is designed for a six week delivery period where the groups work
in a computer laboratory setting for three hours per week, with all the planning and
analysis done between sessions.
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Figure 4 – Team Main Menu – ProRater - On Line Survey

Critical Role of the Teacher/Instructor
For the learning to succeed and for the high level learning outlined in Bloom’s
taxonomy of learning objectives to be achieved the impact of the teacher/instructor
cannot be over-emphasized. The “manager of learning” role begins before the
simulation commences. The “virtual” restaurant simulation is highly planned, and
highly scripted at various stages in the process, whether in seminar or classroom
mode. At other stages it is highly unscripted and free flowing.
The key to successful implementation lies in the hands of the teacher/instructor.
The more scripted stages tend to be the introductory and “learning curve” sessions
where the participant/student teams are put at ease in the simulated environment
and learn how to operate in the world of the “virtual” restaurant. Simulation
operating sessions are interspersed with instructional sessions on business
planning, financial statement operation and analysis, restaurant marketing and
positioning and the impact on the restaurant operating process of such techniques
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as cost volume profit analysis and menu engineering. Other topics of interest or
instruction can be inserted at the discretion of the teacher/instructor. The more
unscripted and “dynamic” stages tend to be when the simulation is in full operation
and the direction of the simulation is being heavily influenced by the decisions
made by the various management teams.
The teacher/instructor acts as a catalyst for the “dynamic” process and can be
considered to have succeeded when the “virtual” restaurant in the simulated
environment takes on a life of its own. This happens when the participant/students
become so absorbed in the process that the simulated environment becomes a
“real” or “virtual” environment. When this stage is reached the “dynamic” nature
of the simulation model takes over and true high level learning takes place.

Conclusion and the Future:
Much of the research and literature over the last 30 years has extolled the virtues of
simulations as an experiential learning vehicle and concentrated on “learning by
doing” in dynamic environments. The “virtual” restaurant simulation was built on
the underpinnings of previous simulations with a view to achieving the higher level
learning skills of Bloom’s Taxonomy of Educational Objectives. Analysis,
synthesis and evaluation are always in evidence during the simulation experience
and student/participants are constantly invoking multiple memories, interpretations
and rules as they respond to the “dynamic” situations encountered in the simulated
environment. It is critical in this setting that the teacher/instructor has the ability
and experience to provide the essential feedback that permits the
student/participant to learn and thrive in this “dynamic” environment.
Five years in creation, the “virtual” restaurant simulation was designed to be an
effective experiential learning tool to enable the high level cognitive skills of
Bloom’s Taxonomy to be mastered. The simulation is in full implementation and a
study has been initiated to evaluate the learning outcomes and to assess the
effectiveness of the “virtual” restaurant simulation as an experiential tool.
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Abstract
Students who enroll in adult education courses typically arrive with a backpack
full of academic failures and a general sense of anxiety about their ability to succeed in a
classroom environment. Patterns of poor performance and irregular school attendance
quickly reappear, and these learners, who left traditional academic settings without a
diploma, frequently drop out of adult education courses without earning the high school
equivalency credentials that can make the difference between a living wage and a life
defined by poverty. In order to deter frustrated and often overwhelmed adult learners
from repeating these patterns of educational failure, researchers at Paxen Learning
Corporation (Paxen) have developed an instructional strategy using a hybrid Response to
Intervention (RTI) model that incorporates (1) frequent assessments and individually
tailored interventions for targeted skill building, and (2) an accelerated approach to
instruction. Using RTI, 88.9 percent of students who enter Paxen’s adult education GED
preparation programs successfully earn their GED credential after three weeks of
instruction. Although RTI emerged from work in multiple research areas (e.g., applied
behavior analysis, precision teaching) and includes a variety of implementation models
(e.g., functional assessment, standard protocol), Paxen has developed a hybrid RTI model
for adult learners that identifies and remediates missing skills, resulting in essential gains
in reading, the development of educational self-efficacy, and GED success, even among
adult learners who have experienced chronic educational failure.
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The Problem
Experts estimate that 1.23 million American students fail to graduate from high
school each year (GED Statistical Report, 2007). Overall, just 71 percent of ninth
graders graduate, but nearly half of all Hispanic, African American, and Native American
students, and over half of all students in the main school systems of this country’s 50
largest cities, will leave school without a diploma (Executive Summary, 2008; Maxwell,
2008). Every nine seconds, a student in America becomes a dropout (Lehr et al, 2004),
and unless those students find a strategy to reverse their academic failures and obtain a
high school diploma or its equivalent, they face a future defined by poverty and, in many
cases, crime: 75 percent of state prison inmates and 59 percent of federal inmates are
dropouts (Coalition for Juvenile Justice, 2001).
Unfortunately, many dropouts who enroll in adult basic education (ABE)
programs face enormous academic (and social) hurdles, and, as a result, these students
typically drop out of ABE programs, too, often within the first three weeks (Quigley,
1998). In California, for example, state-funded adult school programs have an overall
completion rate of just 60 percent (California Postsecondary Education Commission,
2008). Only one out of every 100 adults who lack a high school diploma attempts and
passes the GED Tests (GED Statistical Report, 2006; 2007), even though obtaining the
General Education Development (GED) credential has the potential, at the very least, to
increase their income-earning potential (by an estimated $4000 per year) and to increase
their chances for employment (Greene, 2002; Song & Hsu, 2008).
Why, then, do so many undereducated individuals fail to acquire this opportunityexpanding credential? GED Tests are intimidating: earning a passing score on a seven
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and one-half hour battery of five tests, covering ninth through twelfth grade content in
writing, reading, social studies, science, and mathematics, is not easy for learners whose
academic abilities often fall below ninth grade skills – particularly in the area of reading
(GED Learners, 2006).
For many without a diploma, deficient reading skills represent the biggest barrier
to educational success, especially since most of the GED Tests consist of reading
comprehension items. The Adult Reading Component Study determined that “many
ABE students below the GED level have reading skills similar to those of children at risk
for reading difficulty” (Strucker & Davidson, 2003). These students often have word
recognition or decoding problems that result in reading skills below the eighth grade
level.
Lacking strategic reading skills, when these students enroll in ABE classes that
rely on the same models of instructional delivery used in traditional classrooms (where
these students have frequently failed repeatedly), they encounter the same obstacles to
learning. Typically, linear models for adult instruction provide basic academic exercises
for test preparation practice; however, if the fundamental skill acquisition problems that
caused these students to leave school initially are not addressed, even with the best
materials, these learners are not likely to succeed.
How, then, to modify instructional delivery in ABE programs to maximize skill
acquisition for students who have not succeeded in traditional academic environments?
While numerous studies have assessed the multifarious academic and social needs of atrisk student populations (from instruction in English as a second language to child care –
see Martin & Halperin, 2006), this discussion examines two ABE programs, developed
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and delivered by Paxen Learning Corporation, which combine a hybrid Response to
Intervention (RTI) model of instructional delivery with a student-centered, goal-oriented
philosophy and a highly structured, accelerated GED preparation curriculum.
Response to Intervention
Response to Intervention (RTI) is a multi-tiered approach to identification and
support of students with learning and behavior needs. According to the National Research
Center on Learning Disabilities, RTI is an assessment and intervention process for
systematically monitoring student progress and making decisions about the need for
instructional modifications or intensified services by monitoring student progress data
(www.nrcld.org). The fundamental question guiding the use of an RTI model is “Under
what conditions will a student demonstrate a successful response to the curriculum?”
In general, RTI consists of an integrated system of instruction and intervention
guided by student outcome data. Teachers provide instruction and interventions
matched to a student's needs, based on initial assessments and observations, then
gather and monitor performance data, which guide decisions about instructional
changes or modifications to student goals (“What is this thing called RTI?”).
For example, in a typical general education classroom, Tier 1 of the RTI
process involves administering student assessments to establish an academic baseline
and to identify learners who need support. In Tier 2, students who are not making
progress participate in increasingly intensive small-group instruction matched to their
performance and progress. At the Tier 3 level, individualized, intensive interventions
target a student’s skill deficits; for some students, Tier 3 may include placement in
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specialized classrooms. A variety of RTI models have been categorized based on the
targeted goals and strategies employed in each (see Table 1).
Response to Intervention
models
Problem solving models

Characteristics

School-based teams consider performance data to
develop interventions and evaluate effectiveness
Functional assessment
Instructors assess performance before
models
interventions and implement a range of
interventions, testing the effectiveness of each
Standard protocol models
Consist of comprehensive interventions for
reading
Hybrid or blended models
Combine elements drawn from the other models
Table 1 Response to Intervention models
The RTI approach is conceptually connected to federal statutes regarding the
identification of students with specific learning disabilities (SLD), including evaluation of
whether learning experiences provided in a general classroom environment are
appropriate. Students with SLD have a disorder in one (or more) of the basic
psychological processes involved in understanding or using spoken or written language,
which may affect their ability to listen, think, speak, read, write, spell, or do mathematical
calculations. RTI models are often used to assist in early identification of SLD students,
who may be at risk for academic failure (RTI Manual, 2006).
In response to changes in federal law, many states are implementing RTI as an
alternative to the IQ-achievement discrepancy model formerly used to identify students
with learning disabilities (“Response to Intervention”, 2008). When Congress
reauthorized the Individuals with Disabilities Education Act (IDEA), the law changed in
regard to identification of specific learning disabilities. According to the IDEA 2004
regulations (Sec 641(b)6B, “...a local educational agency may use a process that
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determines if the child responds to scientific research-based intervention as a part of the
evaluation procedures...” (Larson & Mellard, 2006).
Instead of waiting for students to fail before seeking special services, with RTI
struggling students can be identified and provided appropriate, targeted instruction to
increase their chances for success; current research literature, however, provides scant
scientific evidence for how RTI applies in curricular areas beyond primary or elementary
school-age children (RTI Manual, 2006), which is why Paxen’s use of RTI as a strategy
for adult students is of particular interest.
Paxen’s Hybrid Model
The RTI model developed by Paxen for its adult education GED preparation
programs is a hybrid or blended model that uses components of the problem-solving
model to define learning problems, elements of the functional assessment model to
identify appropriate interventions, and elements of the standard protocol model to address
critical skill deficits in reading. In this hybrid model, Paxen Instructors and Program
Managers utilize a series of responses and interventions designed to provide academic
structure, frequent assessments, individually tailored instruction, detailed feedback, and
rapid skill attainment for adult learners in an accelerated GED preparation classroom
environment. Progress is closely monitored to assess the learning rate and the
performance level of individual students. Struggling learners receive interventions at
increasing levels of intensity to accelerate rates of learning; decisions about the intensity
and duration of interventions are made based on individual student responses to
instruction.
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Use of this RTI model shifts the focus from content-based instruction to studentfocused, skill-based instruction, and frequent assessments maximize the accountability
and efficiency of instruction. An examination of instructional practices in two Paxen
adult education GED preparation programs highlights the benefits of RTI for adult
learners and raises questions about its impact that might be explored in more structured
research settings.
Paxen Programs
Paxen Learning Corporation, a private, for-profit company incorporated in 1984,
publishes educational curricula and develops, delivers, and manages numerous education
and training programs. Headquartered in Melbourne, Florida, Paxen also maintains
corporate offices in Tallahassee, Florida, and Maui, Hawaii.
Paxen programs, including GED Xcelerator, delivered for Workforce Investment
Associations (WIA) in community settings at several sites within the state of Georgia,
and GED Plus®, delivered in partnership with the National Guard Bureau at Fort
Robinson, in Little Rock, Arkansas, feature a three-week accelerated GED completion
curriculum. Both programs offer small student/teacher ratios (~1/12) and serve a diverse
student population (see Table 2).
Male Female Caucasian African- Hispanic Native
Pacific Other
GED
American
American Islander
Program
Location
88% 12%
67%
13%
10%
2%
2%
6%
Little
Rock
56% 44%
20%
77%
3%
0
0
0
Middle
Flint
Table 2 Demographic Composition of Paxen GED Preparation Programs 2007 to 2008
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Although the GED Plus® program includes a residential component and a
military setting, instructional times are equivalent to those of the GED Xcelerator
program, and the same curriculum and RTI models are employed. In both programs, the
majority of students are between 18 and 21 years of age, although, as might be predicted,
more males enroll in the National Guard program than in the Middle Flint program. All
students who complete one of Paxen’s intense, skill-based, non-traditional three-week
GED preparation programs take the GED Tests; no minimum practice test score is
required to qualify for testing. If students do not pass all sections of the GED Tests on
their first try, they receive focused remediation in preparation for re-testing on those
sections.
GED Xcelerator
Since 2007, the GED Xcelerator program, a three-week course designed and
delivered by Paxen Learning Corporation in partnership with Workforce Investment
Associations in the state of Georgia, has provided disadvantaged adult students with the
opportunity to earn their GED credential. One of those sites, known locally as “The
Zone,” operates in Middle Flint, Georgia, and serves low-income out-of-school youth and
adults, including ex-offenders, runaways, disabled students, and pregnant/parenting
youth. Nearly all participants lack educational support at home, and, at the time of
enrollment, all lack confidence in their academic abilities. About half of the students in
the Middle Flint program report that they tried traditional adult literacy preparation
studies prior to coming to The Zone, but did not complete the programs. Approximately
one-quarter of the students have taken parts of the GED Tests prior to enrolling in the
program, but have not been able to pass.
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All applicants are assessed using the Test of Adult Basic Education (TABE) to
determine appropriate placement. Adult Literacy and Remediation programs are
recommended to participants whose TABE scores fall below established benchmarks for
entry into the accelerated GED program. Because these students are easily overwhelmed
and frustrated by the enormity of the task of preparing for the GED Tests, instructors in
Paxen programs are trained to break the material into small steps, based on assessment
results and GED subject areas, so that students don’t feel as intimidated by the amount of
the material they need to cover. Each time a student masters one small step, one new
skill, a sense of achievement and success nurtures positive expectations for the next
challenge. Building this scaffolding for knowledge acquisition empowers students to
connect each new skill set to those recently completed, leading to a quicker grasp of new
concepts.
Paxen provides the accelerated curriculum and trains instructors to use the RTI
method to monitor student performance and to adjust instruction to meet each student’s
abilities. Driven by program accountability and a genuine concern for participants, staff
members take a personal interest in each student’s success, providing a structured, caring
environment while maintaining the expectation that students will rise to the challenge of
the hard work that needs to be done.
Follow-up services are another factor of the program’s success; staff members
monitor students’ progress even after they obtain their GED credential, assisting them
with job placement, job interviews, and career counseling. Because of this sustained
relationship, program graduates refer friends to the program, and this reputation for
success, coupled with a culture of trust, brings even reluctant students through the door.
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The promise of a monetary incentive, ranging from $250 to $400 (depending upon
agency funding), paid directly to a student who receives his or her GED credential,
provides a tangible short-term goal that helps keep students focused and committed to
success.
In addition, most WIA programs cover the cost of the GED Tests, and some
provide assistance with transportation and child care costs. During the first year of the
Middle Flint GED Xcelerator program (2007), 75 percent of enrolled students earned
their GEDs, and pass rates for 2008 are projected to be more than 82 percent (See Table
3). These numbers reflect the fact that the first year of the Middle Flint program entailed
a Beta test of the civilian model of Paxen’s GED Plus® program. Given Paxen’s
detailed, responsive monitoring and quality improvement procedures, by year three,
Middle Flint pass rates are expected to be at or near those of the GED Plus® program at
Camp Robinson, which is currently in its fourth year of operation.
GED Plus®
GED Plus ®, an accelerated program for potential National Guard recruits who
wish to obtain the GED credential, was conceived, developed, and implemented by Paxen
Learning Corporation in 2005 and is operated in partnership with the United States
National Guard Bureau at Camp Robinson in Little Rock, Arkansas. To be eligible to
attend, students must qualify for enlistment and achieve a minimum score on the Armed
Forces Qualification Test (AFQT). The results of that placement test determine whether
students attend a two- or three-week program. As of August 2008, Camp Robinson’s
GED Plus ® program had achieved passing GED scores for 95 percent of students who
took the GED Tests (see Table 3).
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2006 + 2007

National
(GED Test Stats)

Little Rock
(GED Plus)

Completers
Passers

1,214,144
848,503

2008
(Jan - August)
-----

% Pass Rate

70%

---

Test Takers
Passers

3911
3235

2137
2030

% Pass Rate

83%

95%

Test Takers
53
17
Passers
40
14
% Pass Rate
75%
82%
Table 3 GED Plus® Student Success Rates Compared to National Pass Rates
Middle Flint

(GED Xcelerator)

Team Teaching
According to internal Paxen data, student success rates improved dramatically
after the GED Plus® program restructured instructional delivery in October of 2007.
Before restructuring, Paxen instructors had been teaching in classes comprised of one
instructor, with groups of 12 to 15 students rotating into that classroom for a two-hour
instructional block. Each instructor was responsible for one of the GED subject areas.
There were four instructors for each class of students, and those students were organized
into four cells. Seeking to increase students’ focus and eliminate distractions, Paxen’s
Program Manager modified instructional delivery.
Under the new program design, two instructors teamed up to cover all five
subjects, instead of each instructor teaching one subject. These two instructors now teamteach the same 15 to 20 students the entire duration of the students' stay in the program.
This team-teaching approach, which allows students to become more comfortable with
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each other and with their instructors, also gives instructors much more responsibility (and
control) over the use of RTI to monitor student performance. After approximately nine
months of team-teaching, GED pass results continue to climb.
Additional Program Elements
Both the GED Plus® and GED Xcelerator programs incorporate many elements
that have been identified as critical to ABE student success. Paxen’s GED preparation
programs 1) create self-efficacy by building on student strengths; 2) provide
individualized instruction and accommodate diverse learning styles; 3) engage the
support of mentors with whom students can relate (members of the National Guard, peers
in the community, instructors, and staff); 4) emphasize the practical relevance of the
curriculum in students’ lives; 5) focus on goals (National Guard eligibility, monetary
incentives, employment); 6) reflect a sense of urgency that increases student productivity
and discourages time-wasting; 7) foster group bonds through collaboration among
learners and instructors; and, for students in the GED Plus® program 8) minimize the
potential interference of work and home by offering instruction in a residential setting.
Combined, these elements create a sense of individual value and group membership in a
structured, supportive, yet demanding academic culture.
Upon entry into Paxen’s GED preparation programs, students’ academic skills are
assessed via analysis of performance on individual test items, followed by stimulating,
rigorous, active instruction that targets specific areas of need. Students take practice
tests, the results of which frame instruction in the form of individually tailored
remediation. GED Plus® and GED Xcelerator feature a classroom curriculum that breaks
the five areas (writing, reading, social studies, science, and mathematics) of the GED
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exam into achievable benchmarks. Instead of telling students that to earn the GED they
need to accumulate 2,250 points, instructors focus on the five areas of the test.
After assessment, instructors help students identify areas of strength and
weakness, and the need for remediation does not seem as daunting when phrased as “You
already have two strong areas; you only need to work on three more.” For students who
have heard a litany of negatives throughout their educational careers, phrasing goals in a
positive context helps build self-efficacy and motivation. Initial and midterm
examinations allow students to record and monitor their progress as they build and
develop skills.
Accelerated Instruction
Rather than dwelling on a given concept or subject area, as often happens in other
programs, Paxen instructors tell students that they are going to get through every part of
the material in a set amount of time. Along the way, one-on-one and small group
instruction is provided for students who need interventions, but overall, the pace of
instruction remains brisk. Paxen instructors foster student awareness that “every minute
matters” by pressing forward and reviewing challenging concepts in the final two days
leading to the test. Paxen programs accelerate instead of slowing the instructional pace,
making it a priority for students to amalgamate what they previously knew and what they
are learning for the first time.
A comparison of average practice test scores for a representative group of 30
Paxen students who tested on the first day of the GED Plus® program and after 6 days of
program participation (48 hours of instruction and 5 hours of study hall), reveals that
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average Reading and Math scores both increased well above the passing score of 410
required in each area. (See Table 4).
Practice Test
Scores

Day 1
(averages)

Day 6
(averages)

Change

Reading

354.29

560

+ 205.71

380.71
480
Math
Table 4 Average gains in GED Practice test scores

+ 99.29

Specifically, Paxen GED preparation programs incorporate the following
strategies:
•

Instructors work closely and collaboratively with students to identify strengths

and remediate weaknesses through an approach that emphasizes individualized learning
based on frequent assessment.
•

The program opens with practice tests half the length of the actual GED

examinations. These practice tests reflect the composition and tone of actual GED exams,
but are not as intimidating as a full-length exam.
•

Results from practice tests serve as a baseline for subsequent instruction and aid

in the development of a comprehensive prescription plan that provides an individualized
breakdown of content areas and thinking skills for efficient, focused study. A midterm,
full-length practice GED exam is administered at the program’s halfway point.
(See the Appendix for an outline of a typical three-week progression within a
GED Plus® program.)
Conclusion
Breaking the cycle of educational failure for undereducated adults requires
rethinking instructional delivery. As these successful programs demonstrate, using RTI
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strategies to identify and specifically target student strengths and weaknesses in an
accelerated, highly structured, supportive, individually tailored GED preparation program
may help eliminate the three-week “show up and leave” cycle of educational failure
experienced by many undereducated students; however, Paxen recognizes that further
study is needed to determine exactly how much student success may be attributed to RTI
and how much may be influenced by other instructional elements, such as team teaching
or military discipline. These programs also demonstrate that community partnerships,
like those developed by Paxen, local WIAs, and the National Guard, can successfully
address the broad range of academic and personal challenges faced by adult learners so
that they might realize their full potential as productive, successful citizens.
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Appendix

Typical GED Plus® three-week progression

¾ Day 1: Following an introductory team-building session with program staff, students
begin by taking practice tests half the length of the GED to provide an initial baseline
that frames subsequent learning and instruction and results in academic plans tailored
to map individual student ability, achievement, and learning styles.
¾ Days 2 through 9: Multiple classrooms operate concurrently – mirroring the hours of
a typical school day – using a team-teaching philosophy that provides comprehensive
classroom coverage and enables students to consistently build their knowledge and
command of the GED Tests. Pre-test scores guide initial student placement and
instruction in the five areas of the GED Tests. Expert training analysts and
instructors help students target their studies – and assess and interpret progress – by
constantly identifying areas in need of improvement and skill-building across learning
categories and subcategories via the use of Paxen’s hybrid RTI model.
¾ Day 10: Students take mid-cycle assessments that, as with the pre-tests, are half the
length but reflect the overall composition of actual GED Tests. Training analysts and
instructors then compare students’ pre-test and mid-cycle scores to determine
instructional areas of need for successful completion of the GED Tests.
¾ Days 11 through 18: Results from the mid-cycle assessments further shape and refine
instruction, with an increased emphasis on the administration and execution of
various subject-area practice tests.
¾ Days 19 and 20: A third-party proctor administers the actual GED Tests.
¾ Day 21: Students who pass all of the GED Tests graduate in an on-site
commencement ceremony.

18

2009 HICE Proceedings
Page 4535

Title – The Importance of Art to the Autistic Child
Format – Poster
Topic Area – Special Education
Names of Authors – S. Suzanne Duvall Zurinsky, Ph.D.(Lead Author) & Joy L.M.
Brown, Ph.D.
Department and Affiliation – Department of Art – University of North Alabama/
Department of Secondary Education – University of North Alabama
Mailing address – (Brown) University of North Alabama, UNA Box 5129, Florence,
Alabama 35632-0001, (Zurinsky)UNA Box 5214, Florence, Alabama 35632-0001
E-mail address – sszurinsky@una.edu , jmbrown@una.edu
Phone number – Dr. Zurinsky – 256-765-4513
Dr. Brown - 256-765-4837
Corresponding Author – Dr. Brown
Abstract
Art is extremely important for all children. For the autistic child, it is even more
valuable. The use of art can be a therapy, a teaching tool, and an enjoyable experience
for these children. Many autistic children see the world in a different way. They may be
hypersensitive or hypo sensitive to lights, sounds, smells, and textures. Some textures are
very enjoyable while some other textures are very difficult to tolerate. Textures that are
difficult to tolerate may be introduced slowly to desensitize the child. Textures that are
enjoyable may help the child to feel more focused and calmer.
Some autistic children are very picture oriented and will see small details that a
non-autistic person does not see. With these visual skills, they may excel at photography,
technical drawing, or computer graphics. Training in these area while the children are in
school might possibly lead to a career in these areas as an adult.
Some autistic students have difficulty with fine motor skills. The use of
paintbrushes, crayons, chalk, pens, etc… helps to build these skills in a fun way.
Threading macaroni and beads, sewing, and working with play dough (if the child will
touch it) are also examples of fine motor skills in art. The practice with fine motor skills
in the environment of the art classroom can carry over into other academic areas.
Social interaction tends to be difficult for these children. While creating art,
autistic students can communicate their ideas in a non-verbal way. The art can also
provide a concrete topic for a child to discuss to help build social skills. Students with
autism can work on artistic creations with other students and learn team building and
social skills.
This presentation focuses on the benefits of using creative arts with the autistic child.
The presenters will give examples of their experiences as parents and as educators.
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The Importance of Art to the Autistic Child
S. Suzanne Duvall-Zurinsky, Ph. D. and Joy Lynn Muse Brown, Ph.D.
University of North Alabama

Today, 1 in 150 children born will later be diagnosed with autism (Autism
Research Institute). Knowing that so many individuals will face this terrifying
neurological disorder makes it critical for teachers to understand the special challenges
that these children will face and to find ways to help them connect with the world around
them. Art can play a vital role in this process.
Art is extremely important for all children, but for the autistic child, it may be of
even greater value. Art can serve as a therapeutic teaching tool, as well as providing a
means of communication and an outlet for the expression of emotions or ideas--especially
for non-verbal autistic children. Many autistic children love creating art, just as their
typical peers do, but art teachers must understand the difference between them and their
peers in order for more autistic children to be able to enjoy and engage in art activities in
the classroom.
Most autistic children see the world in an entirely different way than their typical
peers do. One of the critical differences is that autistic children are often hypersensitive
or hyposensitive to lights, sounds, smells, and textures. Hypersensitivity means that the
child is extremely sensitive to the stimuli in the environment around them. Bright lights,
sudden loud or high-pitched sounds, the smells of certain objects or materials, or even the
texture of certain things may produce stress, which can lead to emotional “melt-downs”
in the autistic child. An example of this would be an autistic child who has to wear
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sunglasses almost all the time to protect his eyes from painful exposure to light, or a child
who is terrified by the sound of the fire drill or dismissal bells at school.
Autistic children may be hyposensitive as well. Hyposensitivity means that
lights, sounds, smells, or textures that feel extremely unpleasant to an ordinary person,
might feel good to the hyposensitive child. An example of this would be a hyposensitive
child who had a habit of constantly putting his fingers in his mouth. In an effort to break
this habit, his parents applied an anti-nail chewing product from the pharmacy that had an
extremely bitter taste. This hyposensitive child enjoyed the taste of this product so much
that he put his fingers in his mouth even more.
To make matters even more confusing for parents and teachers, hypersensitivity
and hyposensitivity may be present concurrently in autistic children. This strange
hypersensitivity and hyposensitivity can leave teachers baffled if they don’t understand
what is taking place or how to help autistic children gradually become acclimated to
stressors which produce high levels of anxiety.
For the art educator, some of the materials used to create art may pose a particular
challenge for students with autism. Texture can be of special significance as autistic
children may find some textures extremely enjoyable and others very difficult to tolerate.
Glue, clay, yarn, paint, paper, glitter, and chalk are just a few of the materials used in art
that have very distinctive textures. Some children with autism may find these textures
pleasurable and feel calmer and more focused when using them. Other autistic children
may find these textures difficult to tolerate and must be slowly introduced to them in
order to be desensitized to their unpleasant feel, allowing them to later enjoy using these
materials.
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Some examples of hypersensitivity and hyposensitivity in the art classroom would
be an autistic child who loves clay (and may even want to eat it), contrasted with an
autistic child who screams hysterically if he gets even a tiny speck of dirt on his hands.
In the case of the second child, he must be slowly desensitized to the feel of clay. One
parent, whose autistic child had an extreme reaction to sticky or gritty textures, bought a
combination sand and water table for her son. At first she filled both sides of the table
with water (which the child enjoyed pouring and splashing). Over a period of weeks, the
parent began to add sand to one side of the table (without replacing the water on that
side) until eventually one side was entirely filled with sand. The parent would
occasionally put the child’s water toys in the sand section, first on top of the sand, then
partially and fully buried so that the child had to retrieve them himself in order to use the
toys to play in the water. Over time, the child became desensitized to the unpleasantness
of the sand and began to enjoy playing in it, especially after the mother added some new
toys to this side and demonstrated how they could be used to scoop and pour sand. In
order to get this same child to use Playdough, therapists recommended that the mother
stick several pieces of dried macaroni (which the child liked to play with and count) into
a small ball of Playdough, eventually burying them entirely, so that the child was forced
to retrieve the macaroni if he wanted to play with it. It took a period of several months
before the child was desensitized to the Playdough enough for the parents and therapists
to show him how to squish, roll, and shape the dough to make interesting shapes. To
encourage a greater interest in the clay, the child’s mother bought a box of brightly
colored plastic cookie cutters (in the shape of alphabet letters since the child was
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obsessively interested in letters) and showed him how to roll out the Playdough, and then
cut out the letters and arrange them in patterns that he liked.
In art classes, taste, texture, and smell often work together in art projects and this
can be very therapeutic for autistic children who are hypersensitive or hyposensitive. For
young children, a therapeutic sensory-related project could be rolling out cookie dough,
cutting out cookies, decorating the cookies after baking, and then eating the cookies or
taking them home. Another therapeutic project could involve making birdfeeders with a
pinecone (which has a strong acidic smell) filled with peanut butter (a very sticky
substance) and then rolled in birdseed. Children can then hang the birdfeeders outside,
observe the birds enjoying the feeder, and make a drawing of the birds that they see as an
art project. One note of caution when incorporating edible substances into art projects
centers around the food allergies (like peanuts, dairy, or wheat) that some children
experience. Many autistic children have multiple food sensitivities and often parents may
have the child on a special gluten-free and/or casein-free diet in order to reduce the
child’s sometimes severely adverse behaviors that may be triggered by reactions to food
allergens. Always check with the parents of autistic children about their diet before
planning any activity that involves food. Additional food-related materials that have
therapeutic value include dried beans, rice, and corn. These are inexpensive and can be
used by the autistic child to create mosaics glued on a cardboard backing. If the child is
not yet able to touch the glue, they can drop the materials from their fingers to make
patterns and designs on glue that the teacher has spread on the background for them. If
the child is yet unable to touch the textured seeds and grains, these can be transferred to
the background by using a spoon.
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Another good sensory project for autistic children is making scented candles. Prepackaged kits can be purchased that the child can use to build colorful scented candles
from powdered wax. The smell of the candles combined with the texture of the
powdered wax on the hands is a good sensory activity, while using small scoops and
spoons to move the powder to the jars is excellent for the development of fine motor
skills. Different colors and scents (autistic children often have strong preferences in color
and fragrance) can be used to create beautiful candles that may later be used at home.
Candles should only be lighted under adult supervision.
Many autistic children have difficulty imitating the actions of others unless they
are prompted to do so. If an autistic child is sitting in front of an easel doing nothing, the
teacher may need to demonstrate how to dip the brush in paint and apply it to the paper.
If the child still does not imitate this behavior after the brief demonstration, the teacher
can place the brush in the autistic child’s hand and gently guide their hand to the paint
and then to the paper so that they can feel the motion of how this is done. If necessary,
the teacher might briefly guide (without forcing) the child’s hand with the paintbrush so
that it makes shapes or dots of color to give the student an idea of what the paintbrush can
do. It is imperative that autistic students are never forced to create art.
The movements and control required in creating some types of art may be
especially hard for autistic children, as many of them have great difficulty with fine
motor skills. These children often struggle with daily living skills such as tying their
shoes, fastening buttons and snaps, writing, and coloring. The art teacher can be an
invaluable part of the therapeutic process when assisting the autistic child in improving
his fine motor skills by using art materials (paintbrushes, crayons, chalk, markers, pens,
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scissors, modeling clay, etc…) in fun and exciting ways. A good example would be
threading large wooden beads (and later smaller beads or macaroni) onto a string to make
colorful necklaces or patterns. Art projects that incorporate lacing the edges of art works
with large plastic needles and yarn are another example. For art activities which involve
cutting, spring-action safety scissors may be used to assist the autistic child with cutting
until they are able to use regular safety scissors. Even tearing paper is an important skill,
and both cut and torn pieces of paper can be incorporated into collages. If the child is
unwilling to handle liquid glue, try using large, blue-tinted glue sticks and demonstrate
for the child how to apply the glue by holding the stick and pressing down. Using a
colored glue stick will allow the child to track where the glue is going, and teachers can
demonstrate how paper will stick to the glued areas but not the unglued areas of the
picture.
Improving fine motor skills in the art classroom can lead to improvement in
academic areas as well. For example, art often uses an easel format for drawing and
painting. The use of a pencil on an easel creates a better position for the pencil in the
hand and can make writing and drawing easier. Plastic finger grips may also be applied
to pencils and slender paintbrush handles to help the autistic child learn to grasp these
objects more correctly. After practicing drawing with a pencil at an easel, the autistic
child may be more comfortable with holding the pencil correctly at a desk when they are
engaged in writing activities. Stringing colorful beads in a particular sequence can help
children recognize visual patterns that may later assist them in math. Using Playdough to
create or cut out letters may be therapeutic in the vision process of autistic children,
which may be radically different or distorted from that of typical peers.
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Many autistic children are highly visual and picture-oriented. These children see
and focus upon small details that a non-autistic person might not notice. They often
appear to see the world in terms of minutia instead of seeing the bigger picture. Some
autistic children are fascinated with systems (letters of the alphabet, numbers, traffic
lights, electrical poles, street arrangements, and the placement of things such as sewer
systems beneath the street) and structures that are used for imposing order within our
environment. Children with autism may produce incredibly detailed drawings of
buildings, floor plans, highway or street maps, and similar subject matter. Perhaps these
subjects are of particular interest to autistic children who are seeking to grasp and
understand the organization of the world around them. To gain insight into how some
autistic persons see their environment, one can read books (such as Thinking in Pictures:
My Life with Autism) by Dr. Temple Grandin who describes what her visual process is
like. Now famous within the autistic community, as a child Temple was diagnosed with
autism but later went on to earn her Ph.D. and become a successful designer of livestock
handling facilities. Dr. Grandin explains that she designs the equipment in her head, and
she can easily judge how each piece of equipment will function by using this
visualization process. She believes that seeing the pictures in her mind allows her to
successfully design the equipment (Grandin, 2000).
While incredible attention to detail can sometimes cause problems for the autistic
child (such as spinning the wheel of a toy dump truck over and over instead of exploring
what the toy is capable of doing), it is also possible that these extreme visual skills may
eventually translate into the ability to excel at computer graphics, drawing, design,
photography, architecture, mechanical or structural engineering, cartography, and a host
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of other future career possibilities. Skills gained through art activities help provide a
foundation that may later assist autistic children in pursuing a career which capitalizes
upon their strengths and may lead to greater success within their chosen field.
Another area in which art is of particular significance is that of communication.
Many non-verbal or partially verbal autistic children communicate through the use of
Picture Exchange Communication System (PECS) cards which provide visual symbols of
common items and requests, as well as depicting activities that the child engages in. In
the classroom, PECS cards are often arranged sequentially on the child’s daily schedule
so that he may see the order in which his activities will take place. This visual schedule
helps ease the anxiety of transition (from one activity to another) that most autistic
children experience. Creating art is wonderful because it can allow many autistic
students to communicate their ideas in a non-verbal way. This is very important since
social interaction is especially difficult for many autistic children. The art being created
can provide a concrete topic for a child to show, discuss (if they are verbal), or display
with their peers. Autistic students who are capable of working on group projects or
creations with typical peers may also gain a greater understanding of team building and
cooperative skills. In an effort to encourage speech in her non-verbal autistic child, an art
professor at the University of North Alabama drew pictures for her son, pointing to
objects, discussing them, and often drawing a sequential story board for him as she told
him stories that she had made up or which depicted events from his daily life. As time
progressed, the child would point to objects or visual portions of the pictures that he
wanted his mother to talk more about. As he began to speak at around 3 ½ years of age,
he began to request that certain people or objects be drawn into pictures that his mother
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created for him. Over a period of time, this child was able to begin creating his own
stories and illustrating them himself. In third grade, he even won a prize in a national art
competition for an interesting stamp that he designed. Clearly, this child benefited
greatly from engaging in therapeutic art activities with his mother, teachers, and
therapists.
Art activities that are especially beneficial for autistic children are as close as your
local bookstore. For example, The Out-of-Sync Child Has Fun by Carol Stock
Kranowitz has wonderful ideas for working with children who have sensory issues (as
most autistic children do). But any good text on arts and crafts for children can provide
ideas that can be used in the art classroom. After determining the autistic child’s
strengths and weaknesses, the teacher can then adapt the lesson plan to meet the child’s
specific needs. While the world of autism can be extremely confusing for all teachers to
navigate, the art teacher in particular has a tremendous opportunity to help improve the
skills, communication, and lives of autistic children through the use of fun and creative
art activities. Art can help autistic children work through sensory issues, and may
increase their ability to communicate and interact with typical peers more successfully.
For the autistic child, art can become a creative outlet which encourages self-expression
and may provide a positive foundation for future employment. As more is understood
about autism, teachers can do even more to help these children reach their fullest
potential and hopefully live lives that bring them satisfaction and joy. Art seems like one
of the best places to start!
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Introduction
Crucial to students’ development of deep content understanding is the need for teachers to
identify and teach toward clear learning goals (cite a few resources). Without such learning
goals in mind, teachers may fall into one of two traps: activity-focused teaching in which
engaging or interesting tasks are used but the big ideas and important skills to be learned are not
identified or coverage-focused teaching in which a course proceeds quickly through the textbook
without attention to content priorities, desired learning results, or apt assessment evidence.
Understanding by Design (UbD), developed by Williams and McTighe (2005), is a framework
intended to help teachers of all subjects and grade levels to avoid these two traps and to ensure
that instruction focuses on and leads to meaningful learning of big ideas. The framework is built
around the assumption of thinking upfront about the desired understandings, knowledge, and
skills sought and how evidence of these understandings will be obtained before thinking about
what the teacher will do during instruction.
When a local school district contacted us this past year about partnering to enhance mathematics
instruction in the district and we learned of some issues they were hoping to address, we
collectively decided that UbD would serve as a useful framework for doing so. More
specifically, after receiving their 2007 standardized-test data, the district found that the grade
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level and the students’ test scores were inversely proportional. The district also identified
mathematical problem solving as a desired area of improvement. As such, we decided to use
UbD as a framework to enhance grades 6-12 mathematics instruction and to share this
framework with teachers through professional development sessions during Spring 2008,
Summer 2009, and the upcoming 2008/2009 school year. 1
Understanding by Design
The essence of Understanding by Design is “How do we make it more likely – by our design –
that more students really understand what they are asked to learn?” (Wiggins & McTighe, 2005,
p. 4). To achieve this aim, UbD strives for designing curriculum and instruction that engages
students in inquiry of a discipline. Doing so promotes student transfer of learning and helps
students develop conceptual frameworks that link and make sense of discrete facts and skills.
Instruction designed according to the framework of UbD uncovers the big ideas of a subject
rather than presenting a series of unrelated topics. Assessment plays a key role, as a variety of
assessment methods are used to evaluate students’ understandings, knowledge, and skills. In
addition, teachers are encouraged to take into account and address common student
misconceptions. With regard to instructional planning, UbD utilizes a backward design approach
of determining learning goals and appropriate assessments before instructional planning. In
particular, UbD stresses 3 stages in developing an instructional unit. Stage 1 is to determine
what students should understand, know, and be able to do at the conclusion of the unit. Stage 2
is to determine assessments that will reveal whether students have achieved the desired learning
results. With the clearly identified learning goals and associated assessments in mind, Stage 3 is
to plan the learning experiences and instruction.
While working on Stage 1, teachers are encouraged to ask themselves, “What should students
know, understand, and be able to do as a result of this unit? What content is worth
understanding? What enduring understandings are desired?” (Wiggins & McTighe, 2005, p. 17).
To answer these questions, teachers take into account their learning goals, district and/or state
content standards, and curriculum expectations. Usually, teachers have more content than they
have time to cover, so Stage 1 is also about identifying the content priorities and planning
accordingly. UbD recommends framing these learning goals in terms of Essential Questions
which are questions that help students inquire about the heart or the essence of a topic. To
evaluate the quality of Stage 1, UbD provides the following design standard, “To what extent
does the [instructional] design focus on the big ideas of the targeted content?” (p. 28).
The probing questions for Stage 2 include “How will we know if students have achieved the
desired results? What will we accept as evidence of student understanding and proficiency?”
(Wiggins & McTighe, 2005, p. 18). In other words, the teacher identifies what assessment
evidence will be needed to document that learning has occurred. As mentioned previously, UbD
advocates using a continuum of assessments from informal assessments to homework and
quizzes to tests to performance tasks. Assessments on the previous end of this continuum, such
as homework, quizzes, and tests, are often used in a classroom. However, since UbD is striving
for transfer, performance tasks are also important to include as they provide students with the
1

The district also chose to work on grades K-5 mathematics instruction, but chose to do so using a different
framework: MathAdvantage.
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opportunity to apply their learning in various situations. While determining such assessments,
teachers also want to take into account the criteria, rubrics, and exemplars they will use to ensure
that the assessments reveal the type of learning desired. The design standard against which to
evaluate Stage 2 asks, “To what extent do the assessments provide fair, valid, reliable, and
sufficient measures of the desired results?”
In Stage 3, teachers are planning the learning experiences and their instruction. The driving
questions for this stage include “What enabling knowledge and skills will students need in order
to perform effectively and achieve desired results? What activities will equip students with the
needed knowledge and skills? What will need to be taught and coached and how should it best
be taught, in light of performance goals? What materials and resources are best suited to
accomplish these goals?” (Wiggins & McTighe, 2005, p. 19). During this stage, teachers make
choices about teaching methods, sequence of lessons, and resource materials. The intent is to
design instruction that is engaging as well as effective. UbD provides an acronym to help
instructional designers take multiple factors into account. The acronym is WHERETO and each
letter signifies a factor to consider as follows.
• W: Ensure that students understand WHERE the unit is headed and WHY;
• H: HOOK students in the beginning and HOLD their attention throughout;
• E: EQUIP students with necessary experiences, tools, and knowledge, and know-how
to meet performance goals;
• R: Provide students with numerous opportunities to RETHINK big ideas, REFLECT
on progress, and REVISE their work;
• E: Build in opportunities for students to EVALUATE progress and self-assess;
• T: Be TAILORED to reflect individual talents, interests, styles, and needs; and
• O: Be ORGANIZED to optimize deep understanding as opposed to superficial
coverage. (p. 197-198)
Upon completing all three stages, teachers can evaluate their overall unit by asking, “To what
extent is the entire unit coherent with the elements of all three stages aligned?” (p. 28).
Understanding by Design is largely based on principles of Cognitive Science and aligns with
findings described in How People Learn (National Research Council [NRC], 2000). The first
volume of this work was published in 1999 and was the product of a 2-year study by the NRC
Committee on Developments in the Science of Learning. The present volume was created to
better link findings of research on learning with classroom practice. It was written by the
Committee on Learning Research and Educational Practice and expands on the findings,
conclusions, and research agenda presented in the first volume. A primary statement of the
present volume is that a major goal of schooling is to help students transfer their knowledge from
past learning situations to future situations. To be competent in a subject, students need to learn
with understanding; simply knowing a large set of disconnected facts is not enough. Helping
students organize information into conceptual frameworks and learning for understanding allows
for better transfer than might otherwise be achieved if procedures are the sole focus of
mathematics instruction. To this end, classroom activities should focus on themes of causes and
consequences rather than isolated facts and details. Students need to learn in multiple contexts,
and superficial coverage of multiple topics should be replaced with in-depth coverage of the key
concepts of a discipline.
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UbD is also supported by international findings, including the Third International Mathematics
and Science Teaching Study (TIMSS) (Martin, Mullis, Gregory, Hoyle, & Shen, 2000; Stigler &
Hiebert, 1999). Conducted in 1995, the TIMSS teaching study tested the mathematics and
science achievement of students in 42 countries in grades 4, 8, and 12 in addition to analyzing
classroom teaching in the United States, Japan, and Germany through the use of videotapes and
surveys. Results showed that teaching for student understanding while following a problem
based approach and covering fewer topics led to better student achievement than instruction
driven by a textbook overloaded with topics. Furthermore, United States’ teachers addressed far
more topics in mathematics and science than their international counterparts did. These results
support UbD’s emphasis on promoting understanding rather than coverage of a subject and rote
learning.
Through three research studies, Newmann and his colleagues have found that many of the
principles of UbD generate positive effects in schools. First, in the mid-1990s, Newmann (1996)
studied 24 restructured elementary, middle, and high schools for the degree to which these
schools effectively implemented authentic pedagogy and authentic academic performance
approaches in mathematics and social studies. The standards for authentic pedagogy and
performance included higher-order thinking, deep-knowledge approaches, and connections to the
world outside the classroom. As part of the study, Newmann observed selected classes four
times during the school year in each school. In total, he observed 504 lessons and analyzed 234
assessment tasks. He also analyzed associated samples of students’ work. The results
demonstrated that low-achieving and high-achieving students in classrooms with authentic
pedagogy and performance approaches experienced improved academic achievement compared
to students that did not receive authentic pedagogy and performance approaches. Furthermore,
gaps between high and low-performing students were greatly decreased. These results support
UbD which stresses authentic performance tasks and pedagogy that focuses on enduring
understandings and active and reflective teaching.
The second study, conducted by Smith, Lee, and Newmann (2001), examined factors that
influenced student achievement in Chicago Public Schools. In particular, the researchers
investigated the link between different forms of instruction and learning in elementary schools.
They collected test scores from over 100,000 students in grades 2-8 in reading and mathematics
and surveys from over 5,000 teachers from 384 Chicago elementary schools. They found that
interactive teaching methods were associated with more learning in both subjects. They defined
interactive teaching to be: teachers serving as guides or coaches; students explaining their
answers and conclusions; teachers assessing mastery through discussions, projects or tests that
demand explanation and extensive writing; students discussing ideas and answers; and teachers’
differentiating student work. Such instructional and assessment approaches parallel the methods
advocated by UbD.
Newmann’s third study examined the relationship between classroom assignments and
standardized test performance (Newmann, Bryk, & Nagaoka, 2001). He and his colleagues
collected and analyzed classroom writing and mathematics assignments in grades 3, 6, and 8
from randomly selected schools over three years. They also evaluated student work on various
assignments. The purpose of the study was to investigate correlations between the nature of
classroom assignments, quality of student work, and scores on standardized tests. Not
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surprisingly, students who completed assignments with more intellectually challenging work
achieved greater on standardized tests and demonstrated higher performance in reading,
mathematics, and writing. Furthermore, these results held in some very disadvantaged Chicago
classrooms. This third study supports UbD’s emphasis on the use of authentic performance
tasks.
In addition to these empirical results, several school districts throughout the United States have
used UbD as a framework to promote improvement in their schools (Brown, 2004; Tomlinson &
McTighe, 2006). As such, using UbD as a framework for professional development of educators
is not new and is well-supported by the literature. For these reasons, we felt it would be helpful
to adopt UbD as our framework in working with the local district that contacted us about their
mathematics scores. In working with this district, our approach to using UbD has some unique
aspects however. In particular, we begin by having teachers experience being a math learner
during a UbD unit and then springboard from their experiences as learners to discuss the
pedagogy involved in the UbD unit.
Our Unique Approach to Using UbD
Our approach progressed as follows: We have been working with 13 grade 5-12 mathematics
teachers. During the spring, we held four half-day sessions with the teachers. These sessions
were focused on developing learning communities among the teachers, identifying mathematics
areas of high need according to student achievement data, and introducing the core ideas of UbD.
The bulk of the professional development occurred in the summer, during three 20-hour sessions,
each held over two days. The first session emphasized Stage 1 of UbD, the second session
emphasized Stage 2, and the third session emphasized Stage 3. Throughout these sessions, we
implemented, with the teachers serving as mathematics students, units designed according to the
principles of UbD. We implemented units associated with the topics of probability, geometry,
and algebra. After the teachers experienced each UbD unit, we then debriefed on the
pedagogical aspects of UbD used to develop and implement the unit.
To elaborate, the probability unit was implemented with the teachers during the second summer
workshop. Prior to implementing the unit, we explained the purpose of asking them to
experience the unit as students. We informed the teachers that we wanted them to take off their
teacher hats for awhile and just to wear student hats as we implemented the probability unit with
them. Then, after the unit, we explained that we would ask the teachers to put their teacher hats
back on and we would debrief on the unit and the associated principles of UbD. We then
implemented with the teachers the two lessons associated with the probability unit (see Appendix
A and B) as well as the associated performance task (See Appendix C). Due to time constraints
within the summer workshop, we only had time to implement two lessons associated with this
unit. Typically, UbD units consist of 5-12 lessons.
After implementing the two lesson plans with the teachers, we began debriefing on the lessons
by asking the teachers to reflect on their experience. We asked them to reflect individually and
then as a whole class on two prompts:
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1. Put on your student hat and think about the probability lessons that you just experienced.
What about the lessons supported your learning? What about the lessons hindered your
learning?
2. Now, put on your teacher hat. Based on what you just experienced as a student learning
about probability, what might you take from this lesson and use in your teaching
practice?
In the whole class discussion, the teachers mentioned several factors that they felt were helpful
about the lessons and that they wanted to incorporate into their classroom practice, including the
experience of collecting data, the effective treatment of vocabulary, the use of different games
for different groups in the performance task, and the opportunity for students to receive feedback
and learn from fellow students before having to prepare their final write-up on the performance
task. In addition, the teachers had some suggestions on how to improve the lessons such as
making sure activities were available for students that finished early with collecting data.
Next, as one of the purposes of this summer workshop was to review Stage 1 of UbD, we asked
the teachers to identify the desired results for the probability unit, i.e. the enduring
understandings, knowledge, and skills. The teachers did so and we discussed their desired
results as a whole class. Then, we provided them with a copy of the Stage 1 Desired Results that
we had determined for the probability unit prior to implementing the unit with the teachers (see
Appendix D). The teachers identified most of the desired results that we had included in Stage 1
for the Probability Unit in addition to identifying a few desired results that we might want to add
– Students will know how to conduct a probability experiment, will be able to draw graphs on
the Cartesian plane, and will be able to collect and organize data. To conclude the discussion of
Stage 1 in regards to the Probability Unit, we shared how we developed Stage 1, answering
questions from the teachers as they arose. One lesson learned that we shared with the teachers
was that although UbD is broken down into three stages, developing a unit is not a strictly linear
process. Stages are developed as one works back and forth between the different stages. We
also talked about how Stage 1 proceeded through several revision cycles. We began by writing
down initial ideas, then re-organizing those ideas, and finally revising and refining our ideas.
We acknowledged with the teachers that developing a unit is time-consuming. However, we
stated that developing one unit was a good exercise in learning how to use UbD to enhance
instruction. We explained that as the teachers became more comfortable with using UbD, they
would be able to draw upon several existing resources and would become more efficient at
designing such units.
As the second purpose of this summer workshop was to introduce Stage 2, we then presented
some of the key ideas of Stage 2. We then asked the teachers to discuss how the ideas were
related to or present in the probability unit. We discussed their thoughts and answered remaining
questions that the teachers had about designing Stage 2. We discussed several assessment ideas
including the need to use a continuum of assessments, to have a rubric for the performance task,
to allow students opportunities to revise their work on some assessments, and to provide the
students with information about the performance task and the associated criteria early in the unit.
We then shared with the teachers our write-up of Stage 2 for the Probability Unit (see Appendix
E). Finally, we provided the teachers with a copy of the two probability lessons and explained
that we would be further discussing Stage 3, planning the instruction, at the third summer
workshop.
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Preliminary Results
We believe that providing the teachers with learning experiences based in UbD helps them better
understand the principles of UbD, how it works, and why it is beneficial for students. First, since
UbD is a framework that can be used with all subjects, we felt it was helpful to supplement the
examples of the units provided in the UbD text with additional mathematical examples. We feel
it can be easier to appreciate the emphasis on enduring understandings and essential questions
when teachers are reviewing units in the content area they more clearly understand. Second,
experiencing a UbD unit allows teachers to see a UbD unit in action. Reading example units can
illuminate UbD principles, but seeing such write-ups in action is even more revealing. Finally,
we believe that when teachers experience a lesson that supports their own learning, they are more
likely to translate similar approaches into their own practice. We feel this is more powerful than
others testifying that this approach supports’ student learning. Personal experience is often the
most powerful motivator.
Our beliefs in allowing the teachers to experience UbD units appear to be reflected in feedback
that we have received thus far from teachers. Some of the teachers commented on experiencing
the UbD units as students and how that enhanced their understanding of the UbD process:
• “I learned the importance of stepping back and reflecting on a lesson through
students’ eyes.”
• “Thank you, thank you, thank you!! . . . Analyzing what I have learned over the last
two days was hard because I’ve learned so much! You have really cleared up what I
previously knew about UbD.”
• “Great two days. I came into this weekend with a lot of questions about the
development of units. Thanks for taking the time to guide us through the whole
process.”
Other teachers commented on how they hoped to incorporate UbD principles into their
instruction or described what they had learned about UbD:
• “I think I am finally getting more comfortable with the Understanding by Design
concept. . . . I think I know how to implement it better. I doubt that I will use it for
every lesson in every class, but I do think that the enduring understandings and how
to assess will be in the back of my mind for every lesson.”
• “I feel that the steps we used for UbD is a viable way for me to develop unit plans
that will lead to cumulative performance tasks that will enhance learning.”
• “In the past, I have listed objectives much more as skills, that is ‘the students will be
able to…’. With UbD, I am trying to make the big ideas apparent, rather than just the
skills.”
• “I learned what enduring understandings and essential questions are and what they
feel like.”
• “What I learned about teaching: Unit design will add interest, structure, a variety of
assessments, and a better picture of what students know about a concept; performance
tasks are truly beneficial no matter how time consuming they are to develop; and I
now have a clear understanding between Enduring Understandings and Essential
Questions.”
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Thus, the summer workshops were focused on the teachers learning about the three stages of
UbD. In addition, we provided time within the workshops for teachers to work on developing
their own UbD unit. We held another workshop in September where the teachers peer reviewed
each other’s UbD templates and performance tasks. Our future plan is for teachers to implement
their units sometime between October and early December, 2008 when we plan to have a followup workshop. When the teachers implement their units, they are being asked to a.) have at least
one fellow teacher observe one of the lessons in that unit and conduct a peer observation, b.)
observe at least one other teacher instructing one lesson from their unit, c.) videotape and
complete a self-reflection on their teaching during the unit, and d.) collect samples of their
students’ work in the unit. At the workshop in December, we plan to have the teachers discuss
how things went with their UbD units and to analyze examples of students’ work, including preassessments and performance tasks. Additional school-year follow-ups will be determined and
incorporated in response to how progress proceeds during this fall.
We are looking forward to this December workshop, as the discussions and associated data
collected will be analyzed to further determine the teachers’ progress in learning to incorporate
UbD in their classrooms and the associated impact on students’ learning. In addition, we feel
such analyses will provide feedback on our unique approach to familiarizing teachers with UbD
– allowing them to experience as mathematical students UbD units, which provide the
foundation for pedagogical discussions about the UbD approach.
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Appendix A: First Lesson Plan in the Probability Unit
Topic: Law of Large Numbers and Theoretical & Experimental Probability
Materials:
• Electronic copy of Overarching Essential Questions
• 14 copies and overhead of Tossing a Die Table
• 14 copies and overhead of Tossing a Hair Clip Table
• 14 Dice
• Hairclips
• 7 overheads of the axes for graphing the die data
• 7 overheads of the axes for graphing the hairclip data
• Overhead of Hairclip Questions
• 14 copies of Probability with Single-Stage Experiments
• My notes on Probability with Single-Stage Experiments
• Cards – overhead version
• Calculator
• Applet to simulate probability experiments over a large number of trials
• Electronic copy of first two Topical Questions
Procedure:
• Place teachers in pairs
• Put up the Overarching Essential Questions and give teachers 2-3 minutes to briefly
discuss in their pairs; comment that these are some of the overarching questions that we
will be addressing in this probability unit
• Collect data on tossing a die and hairclip - Teachers should complete this in their groups.
o Show teachers on the overhead how to complete the table with the die.
o Show teachers on the overhead how to complete the table with the hairclip.
Define the various sides of the hairclip – side, bottom (prongs), top (spring), and
ends.
o Have teachers collect their data and fill in the tables.
o When teachers are done collecting the data, they should complete their associated
graph on the provided overhead.
o I’ll collect all of the graphs and place all of the graphs for the die on top of each
other on the overhead. Ask them to consider the following question in their
groups for a minute: What are the graphs showing us about what happens when
you toss a die?
o Talk about what the graphs seem to be leveling off to.
o Get the final experimental probability for each group and put it on the board.
Find our class totals for Results divisible by 3 over total tosses.
o Explain that this is the experimental probability and write up the definition: When
you perform an experiment a number of times and calculate the fraction of times
that a given outcome occurs over the total number of trials, i.e., the experimental
probability of an event is the number of desired results obtained divided by the
number of trials.
o Also introduce and define the following terms; use the die experiment to illustrate
each of the following:
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o

o
o

o
o
o
o
o
o

o
o

o

A probability experiment is a situation involving chance or probability that
leads to results called outcomes.
 The sample space for a probability experiment is the list of all possible
outcomes.
 An event is one or more outcomes of an experiment.
 Probability is the measure of how likely an event is.
Ask the teachers in their group to talk about the physical shape of a die and to
determine what they think the probability should be. Ask some groups to share.
Hopefully, they will point out that 3 and 6 are the numbers divisible by 6 so we
have 2/6 or 1/3 chances of getting a number divisible by 3 when tossing a die.
Explain that this is the theoretical probability and write up definition: Determined
by thinking about the associated scenario and finding the number of ways for a
given outcome to occur over the number of possible outcomes; i.e., The
theoretical probability of an event is the number of ways of achieving the desired
result divided by the total number of different outcomes.
Compare the theoretical and experimental probability. Note that the experimental
probability approximates the theoretical probability as more tosses are completed.
State the Law of Large Numbers:
 For a given event, the experimental probability will approximate the
theoretical probability as the number of trials is increased.
Put up overhead of Hairclip Questions and have teachers discuss them in their
pairs.
When teachers are done discussing the Hairclip Questions, go over their answers.
Put up overheads of their graphs of the hairclip data to illustrate LLN again
Ask teachers what they expect for the experimental probability for Top, Bottom,
Side, and End.
Collect each group’s results to find the class experimental probability: Use Top,
Bottom, Side, and End.
Remind teachers of Law of Large Numbers: For a given event, the experimental
probability will approximate the theoretical probability as the number of trials is
increased.
In this case, can’t compute the theoretical probability, so just have to do the best
we can by using a large number of trials.
Conclusion: For some objects (often irregularly shaped 3D objects when you
don’t know how the various sides are weighted) cannot compute the theoretical
probability. So we use the experimental probability with a large number of trials
as our best estimate.
Show Applet
 Go back to die experiment, i.e., event of getting a result divisible by 3.
 Talk about how applet works – simulates tossing the die several times;
 Enter 0.333 as the probability
 Run with 8 groups and 50 trials; before entering ask them what they
expect; repeat this process using larger and larger number of trials
 Use the applet to reinforce the Law of Large Numbers and the fact that
you can have a large number of trials and still have some deviation
between the experimental and theoretical probability
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•

•

Teaching note for the teachers: in class, have your students do a lot of
trials – put together results from several groups or individuals; know
though that you can still get experimental probabilities that differ some
from theoretical probability
Single Stage Probability
o Have teachers work on worksheet entitled Probability with Single-Stage
Experiments
 Explain to them what is meant by single-stage experiments: the
experiment is over after just one step, i.e., tossing a coin, tossing a die,
selecting an item from a collection of objects
 Put up selected cards on overhead
o Discuss their answers.
Project the first two Topical Questions for the lesson
o Give teachers some time to discuss in their pairs and then discuss as a whole
class.

Overarching Essential Questions
1. How can we predict the future?
2. To what extent can we reliably predict the future?
3. Under what conditions are we more likely to see expected results? Unexpected results?

Hairclip Questions
Answer the following questions after collecting your hairclip data:
1. Determine the experimental probability for the hairclip landing on its side or explain why
you cannot do so.
2. Determine the theoretical probability for the hairclip landing on its side or explain why
you cannot do so.

Topical Questions
1. How can we predict the likelihood of a probabilistic event?
2. What is the relationship between the theoretical probability and the experimental
probability for an event after conducting a probability experiment a given number of
times?
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Toss Number

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.

Number on Die

Tossing a Die
Cumulative
Number of
Results Divisible
by 3

Ratio As a
Fraction:
Desired Results
Total Tosses

Ratio As a
Decimal
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Toss Number

21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.

Number on Die

Cumulative
Number of
Results Divisible
by 3

Ratio As a
Fraction:
Desired Results
Total Tosses

Ratio As a
Decimal
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Toss Number

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.

Result (Side,
End, Bottom, or
Top)

Tossing a Hairclip
Cumulative
Number of Sides

Ratio As a
Fraction:
Desired Results
Total Tosses

Ratio As a
Decimal
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Toss Number

21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.

Result (Side,
End, Bottom, or
Top)

Cumulative
Number of Sides

Ratio As a
Fraction:
Desired Results
Total Tosses

Ratio As a
Decimal
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Probability with Single-Stage Experiments
Suppose that I have seven cards in my hand: 3 of hearts, queen of hearts, 5 of diamonds, king of
diamonds, 4 of spades, jack of spades, and queen of spades. If I draw one card at random,
1. What is the probability that it is a heart?
2. What definition of probability did you use to answer part a.?
3. Would you use experimental probability to determine part a.? If so, how? If not, why
not?
4. If I repeat this experiment (drawing one card from these seven) 700 times, how many
times would I expect to get a heart?
5. What is the probability that it is a face card?
6. If I repeat this experiment 84 times, how many times would I expect to get a face card?
7. If all I care about is what suit the card is, what is the sample space?
8. What is the probability of each of the outcomes in the sample space?
9. If I repeat this experiment 100 times, how many times would I expect each of these
outcomes to occur?
10. If all I care about is what color the card is, what is the sample space?
11. What is the probability of each of the outcomes in the sample space?
12. If I repeat this experiment 100 times, how many times would I expect each of these
outcomes to occur?
13. What is the probability that the card is both a diamond and a spade? (Yes, this is a trick
question, but an important one.)
14. What is the probability that the card is either a diamond, a spade, or a heart?
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Appendix B: Second Lesson Plan for Probability Unit
Topic: Two Stage Probability
Materials:
• Calculator
• Animal picture
• Electronic copy of Overarching Essential Questions
• 14 coins (need in pairs of same coin)
• 14 copies of Examining Another Two-Stage Experiment and my solutions
• Electronic copy of first two Topical Essential Questions
• Lots of dice
• Poster Sheets
• Poster Markers
• 14 copies of Two Dice Games Performance Assessment Task
• 14 copies of Performance Assessment Rubric
• My notes on Two Dice Games
• Timer
• Electronic copy of Topical Essential Questions
Procedure:
• Project animal picture and then return to Overarching Essential Questions
o Explain that we have addressed these questions with regard to something we call
a single-stage experiment; now going to consider these questions with multi-stage
experiments. Define these two terms
 A single-stage experiment is a probability experiment that is over after one
step.
 A multi-stage experiment is a combination of single-stage probability
experiments.
• Tell teachers we’re going to consider the two-stage experiment of tossing two coins
o Ask teachers in their groups to find the sample space for tossing two coins, i.e. what
kind of outcomes can we get?
 Get teachers ideas on outcomes and put them on the board
o Ask teachers to determine in their groups the theoretical probability for each of the
outcomes. Get their ideas and record on the board next to their outcomes. Note: It’s
okay if different groups have different outcomes – record everything on the board,
then through experimentation, we’ll eventually show that the outcomes are HH, TT,
HT, TH and that each has a theoretical probability of ¼.
 If none of the teachers use the sample space of two heads, two tails, one of
each and say the probability is 1/3 for each, share with them that this is often
what students will do.
o If we need to do this, tell teachers in pairs or groups of three, to find the experimental
probability for each of their outcomes. Ask them how many times they think they
should toss the coin – hopefully, they will suggest a large number of times. Suggest
that each small group toss their coins at least 40 times.
o After groups have found their experimental probabilities, get them from them.
Also combine the results from the groups to find the class experimental
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probabilities as possible. Use this to drive a discussion about the correct way to
interpret the results and their associated probabilities (see above).
o Things to be sure to bring out in the conversation:
 Use of organized list, table, and tree diagram to find the sample space for a
multi-stage experiment. In all of these, be sure to include the possible
outcomes and the theoretical probability for each
o Ask teachers the following question:
 If the following three students played this game, would it be a fair game?
Define fair game: equal chance of winning or losing
• Susie, Carrie, and Jane repeatedly toss two coins. Susie scores a
point if the result is two heads. Carrie scores a point if the result is
two tails, and Jane scores a point if the result is one of each.
 Discuss as a whole class.
o Have teachers in pairs complete the worksheet Examining Another Two-Stage
Experiment.
 When most teachers are done, discuss their results. If it doesn’t
automatically come out in the discussion, be sure to show how you can
find the sample space using an organized list, a table, and a tree diagram
(show both approaches to the tree diagram).
• Project the Overarching and Topical Essential Questions and discuss how we have answered
them. Inform teachers that this is the end of the probability unit for our purposes. If doing
with real students, would have several more lessons as I explained previously – don’t think
this is enough instructional time on probability to master the desired outcomes.
• Now going to have them complete the Performance Assessment.
o Place teachers in new groups of 3.
o Handout the task and the rubric. Go over the directions; explain that we’re only
going to go through the part about the poster
o Give each group one of the games to analyze. Games to be sure to give out in
order of preference: 4, 5, 7, 2, 8, 6, 1, 3
o Have teachers work on their posters. If any groups finish before the other groups
are done, have them work on the other games.
o When groups are done, discuss. As teachers present, make sure they draw out the
ideas of theoretical probability, sample space, tree diagram, table, and
experimental probability. May not need every group to mention every single one
of these things, but a bulk of the groups should be using each of these. If not,
after presentations, have them look back at their work and think about how any of
these missing ideas relates. Then discuss.
Topical Questions
1. How can we predict the likelihood of a probabilistic event?
2. What is the relationship between the theoretical probability and the experimental
probability for an event after conducting a probability experiment a given number of
times?
3. Given information about a probability experiment, what can you infer about the fairness
of the experiment?
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Examining Another Two-Stage Experiment
Imagine that you have 5 cards. Two cards are hearts, two cards are diamonds, and 1 card is a
spade. In this experiment, you only care about the suit of the cards that you draw. To conduct
the experiment, you do the following: shuffle the cards, draw one card, make note of its suit,
return the card, shuffle the cards again, draw another card, and make note of its suit. In the space
below, determine the sample space using an organized list, a table, or a tree diagram. Then, list
the theoretical probabilities associated with each outcome.
1. What is the probability of getting a heart and then a spade? We often write this as P(HS).
2. What is the P(DD)?
3. What is the P(at least one diamond)?
4. What is the P(exactly one diamond)?
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Appendix C: Performance Task and Rubric for the Probability Unit
Two Dice Games
The Situation: Your school is planning to have a carnival and wants to include some games that
students and their families can play. Your class has been asked to examine possible games that
use two dice. The carnival committee, which consists of teachers and students, has brainstormed
some possible games that involve two dice – please see below. They have also decided that they
want to be sure to include in the carnival only games that are fair, meaning there is an equal
chance of winning or of losing the game.
Your Goal, Audience, and Product: Your group will be given one of the following games to
examine. Your job is to determine whether the game is fair or not and to convince the carnival
committee of your decision. First, you will create a poster describing whether the game is fair or
not and how you arrived at your decision. To support your decision about fairness, be sure to do
so in MULTIPLE ways and to draw upon as many ideas about probability as possible. This
poster will be shared with our class. During and after each group shares their poster, we will
discuss as a whole class the various games and whether they are fair or not and how we know so.
Then, you will be provided some time to refine your results and ultimately prepare a written
report for the carnival committee to convince them of your decision about your game.
Expectations for the Written Report: Your written report needs to explain the rules for your
game, state your decision of whether the game is fair or not, and provide evidence supporting
your decision about the fairness of the game. It also needs to be organized and written clearly
without grammatical errors that detract from the meaning of the report. Your report will be
judged on its clarity, the number of different ways that you support your decision, and your
accurate and convincing use of probability ideas.
Game 1: Suppose two dice are tossed and the resulting sum is found (i.e. the two numbers on the
dice are added together). Player A wins a point if the sum is 6 or less and Player B wins a point
if the sum is 7 or more.
Game 2: Suppose two dice are tossed. The smaller number is subtracted from the larger
number. Player A wins a point if the difference is 2 or less and Player B wins a point if the
difference is 3 or more.
Game 3: Suppose two dice are tossed and the two values are multiplied. Player A wins a point if
the product is 9 or less and Player B wins a point if the product is 10 or more.
Game 4: Suppose two dice are tossed and the larger number is divided by the smaller number. If
the result is a whole number, Player A scores a point. If the result is a decimal number, Player B
scores a point.
Game 5: Suppose two dice are tossed and the resulting sum is found (i.e. the two numbers on the
dice are added together). Player A wins a point if the sum is prime and Player B wins a point if
the sum is composite.
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Game 6: Suppose two dice are tossed and the resulting sum is found (i.e. the two numbers on the
dice are added together). Player A wins a point if the sum is even and Player B wins a point if
the sum is odd.
Game 7: Suppose two dice are tossed and the two values are multiplied. Player A wins a point if
the product is even and Player B wins a point if the product is odd.
Game 8: Suppose two dice are tossed and the smaller number is placed in the numerator of a
fraction and the larger number is placed in the denominator of the fraction. Player A wins a
point if the fraction is equal to or less than ½ and Player B earns a point if the fraction is greater
than ½.
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Analytic Scoring Rubric for Two Dice Games
Traits
4

3

2

1

Clarity
The report is highly
effective. The ideas are
presented in an engaging,
clear, and thorough manner,
mindful of the audience,
context, and purpose. The
report is free of grammatical
errors.
The report is effective. The
ideas are presented in a clear
and thorough manner,
showing awareness of the
audience, context, and
purpose. The report has a
few grammatical errors.
The report is somewhat
effective. There are some
problems with clarity,
thoroughness, delivery, and
polish. It is unclear whether
audience, context, and
purpose have been
considered. The report has
some grammatical errors.
The report is ineffective. It
is unpolished, providing
little evidence of prior
planning, practice, or
consideration of purpose and
audience or the report is so
unclear and confusing as to
make it difficult to
determine the key points.
Several grammatical errors
are present.

Support
The report includes several
appropriate methods to justify
the decision made about
fairness.

Explanation
Includes a thorough, elegant,
or inventive explanation
about the fairness of the
game. The explanation is
deep and broad and goes
beyond the information
given.

Understanding
Shows a sophisticated
understanding of probability
concepts. The methods used are
advanced and the understanding
goes beyond the grasp of the
subject typically found at this
grade level.

The report includes some
appropriate methods to justify
the decision made about
fairness.

Includes a thorough
explanation about the fairness
of the game.

Shows a solid understanding of
probability concepts. The methods
used are appropriate for addressing
the issue of fairness. There are no
misunderstandings of key ideas or
overly simplistic approaches.

The report only uses one
appropriate method to justify
the decision about fairness.

Includes an incomplete
explanation about the fairness
of the game. The reader has
to read between the lines or
generalizations are made
without explanation.

Shows a somewhat naïve or
limited understanding of
probability concepts. The methods
used are somewhat simple or are
not all adequate for addressing the
issue of fairness. Response
reveals some misunderstandings of
key ideas.

The report does not justify the
decision about fairness or the
methods used are
inappropriate.

No explanation is provided
about the fairness of the
game.

Shows little apparent
understanding of probability
concepts. The methods used are
inadequate for addressing the issue
of fairness. Response reveals
major misunderstandings of key
ideas.
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Appendix D: Stage 1 Desired Results for the Probability Unit
ESTABLISHED GOALS:
Wyoming Mathematics Content and Performance Standards - Data Analysis and Probability: Students use probability to analyze given situations
and the results of experiments.
• Benchmark for Grade 8: Students predict, compare, and calculate probable outcomes of experiments or simulations using concepts from
probability.
WHAT UNDERSTANDINGS ARE DESIRED?
WHAT ESSENTIAL QUESTIONS WILL BE CONSIDERED?
Overarching Questions:
Overarching Understandings:
1. How can we predict the future?
1. For probabilistic events, we can use experimental and theoretical
2. To what extent can we reliably predict the future?
probability to determine the likelihood of an event occurring.
2. When we can compute the theoretical probability for an event, we can
3. Under what conditions are we more likely to see expected
results? Unexpected results?
reasonably predict the likelihood of that event occurring. Alternatively,
Topical Questions:
if we can observe the chance of the desired event occurring over several
3. How can we predict the likelihood of a probabilistic
iterations under the same circumstances, we can reasonably predict the
likelihood of the event occurring.
event?
3. Expected results are more likely to transpire over several opportunities
4. What is the relationship between the theoretical
probability and the experimental probability for an event
for the event to occur whereas unexpected results are more likely to
after conducting a probability experiment a given number
transpire over fewer opportunities for the event to occur.
of times?
Topical Understandings:
5. Given information about a probability experiment, what
1. Identifying the sample space provides information one needs to
can you infer about the fairness of the experiment?
determine the theoretical probability for an event (especially helpful for
multi-stage experiments). Also, repeating an experiment a large number
of times and computing the experimental probability will provide an
approximation of the theoretical probability of an event (even when the
theoretical probability cannot be determined easily or at all).
2. The Law of Large Numbers: As the number of trials tends toward
infinity, the experimental probability of an event will approximate the
theoretical probability of that event. As the number of trials is
decreased, the likelihood of unexpected results increases, i.e., the
experimental probability will more likely differ from the theoretical
probability of an event.
3. Under a large number of trials, unexpected results likely indicate an
experiment that is not fair. Under a small number of trials, unexpected
results do not necessarily indicate that an experiment is not fair.
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WHAT KEY KNOWLEDGE AND SKILLS WILL STUDENTS ACQUIRE AS A RESULT OF THIS UNIT?
Students will know . . .
Students will be able to . . .
• A probability experiment is a situation involving chance or
• Use organized lists, tables, and tree diagrams to determine the sample space
probability that leads to results called outcomes.
for single-stage and multi-stage experiments.
• A fair probability experiment is one in which the outcomes
• Compute theoretical and experimental probabilities for events associated
are random, without bias, and equally likely.
with single-stage and multi-stage experiments.
• A single-stage experiment is a probability experiment that is
over after one step.
• A multi-stage experiment is a combination of single-stage
probability experiments.
• The sample space for a probability experiment is the list of all
possible outcomes.
• An event is one or more outcomes of an experiment.
• Probability is the measure of how likely an event is.
• The experimental probability of an event is the number of
desired results obtained divided by the number of trials.
• The theoretical probability of an event is the number of ways
of achieving the desired result divided by the total number of
different outcomes.
• The probability of an event can be represented by a number
from 0 to 1.
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Appendix E: Stage 2 Assessment Evidence for the Probability Unit
WHAT EVIDENCE WILL SHOW THAT STUDENTS’ UNDERSTAND?
Performance Task: Students will determine whether a game involving two dice is fair and support their decision with multiple
probability ideas. They will prepare a written report that will be provided to the Carnival Committee in charge of selecting games to
have available at the school carnival.
WHAT OTHER EVIDENCE NEEDS TO BE COLLECTED IN LIGHT OF STAGE 1 DESIRED RESULTS?
Other Evidence Needed of Students’ Abilities
Know that one can use theoretical and/or experimental probabilities
to describe the likelihood of an event
Recognize when the probability of an event can be computed using
theoretical probability and/or when it can be computed using
experimental probability
Find the sample space for single-stage and multi-stage experiments.
In finding the sample space for multi-stage experiments, be able to
utilize organized lists, tables, and tree diagrams.
Use the sample space to compute the theoretical probability for
events associated with single-stage and multi-stage experiments.
Be able to compute the experimental probability for events
associated with single-stage and multi-stage experiments.
Recognize the need for a large number of trials in using the
experimental probability to predict the likelihood of an event
Realize that expected results are more likely to be seen under
several trials whereas unexpected results are more likely to be seen
under few trials, i.e., the experimental probability will better
approximate the theoretical probability as the number of trials is
increased (The Law of Large Numbers)
If one achieves unexpected results from a few trials, the experiment
may or may not be fair. If one achieves unexpected results over a
large number of trials, then the experiment is likely unfair.
Evaluate whether a game or probability experiment is fair or not.

Acceptable Evidence
Performance Task and Questions 1, 3, 8, and 9
Performance Task and Questions 1, 2, and 3

Performance Task and Questions 3, 4, 5, 6, 7, 8, 9, and 14

Performance Task and Questions 1, 3, 4, 5, 6, 7, 8, 9, and 14
Performance Task and Questions 1 and 3
Performance Task and Questions 1, 3, 10, and 11
Performance Task and Questions 10, 11, 12, and 13

Questions 10, 12, and 13

Performance Task and Questions 10, 12, and 14
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Examples of Possible Homework, Quiz, Test, or Academic Prompt Questions
for the Probability Unit
1. For each of the following situations, decide if the probability could be computed using a
theoretical probability, using an experimental probability, or both. For each fashion in
which the probability could be computed, explain how one would do so.
a. The chance of randomly selecting a female student from students attending a
university
b. The chance of selecting a heart from a deck of cards
c. The chance of drawing a red M&M from a package of M&Ms
d. The chance of the following shape landing on any one of its sides.

e. The chance that a small cylinder would land on its top.
f. The chance of rolling a 2 on a four-sided die.
2. Marvin Mathwhiz shows you a hairclip. He says that there are six sides and the top is
one of the six sides, so if you role the hairclip, the probability of it landing on its top is
one-sixth. How would you respond to him in a way that would correct or reinforce his
thinking?
3. A box has 4 green chips, 3 yellow chips, and 5 blue chips. Suppose the experiment is
randomly selecting one chip from these twelve.
a. Describe the sample space in terms of color.
b. Find the probability of each outcome in the sample space.
c. What type of probability did you use to answer part b?
d. Could you use experimental probability to determine the probabilities you found
in part b? If so, how? If not, why not?
e. If I repeat this experiment 1,000 times, how many times would I expect to draw
each color?
4. Consider the following eight cards: 3 of clubs, 5 of clubs, jack of clubs, 4 of hearts, ace of
hearts, 6 of spades, 7 of spades, king of spades.
a. If all I care about is what suit the card is, what is the sample space?
b. Find the probability of each possible outcome in the sample space.
5. Imagine that you are flipping a coin three times. In the space below, determine the
sample space using an organized list, a table, or a tree diagram. Then, list the theoretical
probabilities associated with each outcome. Finally, use the probabilities associated with
each outcome to find the theoretical probability for each of the following events.
a. What is the probability of getting three heads, i.e., P(HHH)?
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b.
c.
d.
e.

What is the probability of getting no heads, i.e., P(no heads)?
What is the probability of getting at least 1 head, i.e., P(at least 1 head)?
What is the probability of getting exactly 2 heads, i.e., P(exactly 2 heads)?
What is the probability of getting more than 1 head, i.e., P(more than 1 head)?

6. You have a bag with 18 yellow cubes, 1 green cube, and 1 blue cube. The experiment is
to draw one cube, replace it, and then draw a second cube. In the space below, determine
the sample space using an organized list, a table, or a tree diagram. Then, list the
theoretical probabilities associated with each outcome. Finally, use the probabilities
associated with each outcome to find the theoretical probability for each of the following
events.
a. What is the P(YY)?
b. What is the P(at least one yellow)?
c. What is the P(exactly one yellow)?
d. What is the P(exactly one blue)?
e. What is the P(exactly one yellow or exactly one blue)?
7. Suppose you have the two spinners below and you spin the one on the left and then the
one on the right and record what you got in order. Using an organized list, a table or a
tree diagram, determine the sample space and the associated theoretical probabilities for
each outcome.

a.
c.
d.
e.

What is the P(YY)?
What is the P(at least 1 B)?
What is the P(GG)?
What is the P(exactly 1 R)?

8. Suppose that you are in a group of 3 people in my class. On Tuesday and then again on
Thursday, I randomly pick one of you to work a problem on the board.
a. Using an organized list, a table, or a tree diagram, determine the sample space and
the associated theoretical probabilities for each outcome.
b. What is the probability that you will be picked on at least one of the given days?
9. Suppose that you have 8 calculators in a drawer and that 2 of them have dead batteries.
a. If you grab two calculators without replacing the first one, what is the probability
that both of them are dead?
b. If you grab two calculators without replacing the first one, what is the probability
that at least one of them works?
10. Describe the Law of Large Numbers. As needed, use specific example(s).
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11. When both an experimental probability and a theoretical probability are possible to
determine for some event, will the two probabilities be equal? Explain.
12. Suppose that you are rolling a normal die (this is the singular of “dice”).
a. If you roll it 6 times and do not get any 1’s, does this mean that the die is not fair?
Why or why not?
b. If you roll it 600 times and do not get any 1’s, does this mean that the die is not
fair? Why or why not?
13. Half of all newborns are girls and half are boys. Hospital A records an average of 50
births a day. Hospital B records an average of 10 births per day. On a particular day,
which hospital is more likely to record 80% or more female births? Explain.
14. Consider the following game: The two spinners shown below are spun and the two
resulting values are multiplied together. Player A receives a point if the product is 7 or
less and Player B receives a point if the product is 8 or greater. Is this a fair game?
Explain. In your explanation, be sure to use the theoretical probability for Player A and
for Player B.

1
3

2
4

1
3

2
4
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6. Paper Abstract
The College of Education and Health Sciences from a private, independent Midwestern
university has had a 13-year relationship with several early childhood through high
school level public schools and developed an exemplar professional development school
(PDS) partnership. The relationship has been funded for all these years by a private
foundation. Four major goals of the PDS are:
-To promote student learning
-To prepare professionals in education and health care
-To promote professional development
-To promote inquiry and research to improve practice
The major focus of most PDS models has been on partnering teacher education programs
with public schools for the benefit of faculty and students at both institutions. This
university’s model integrates or blends the preparation of professionals in teacher
education, educational administration, counseling, physical therapy and health science,
family and consumer sciences and nursing with the schools in developing a holistic
learning community. This holistic learning community then becomes the focus for the
inquiry, research and scholarship among these professionals and develops a rich, living
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laboratory for students and faculty to research, study, and develop solutions to real world
situations in schools and universities. The resulting environment fosters innovation and
scholarship.
Much has been learned from this project and the resulting research, scholarship and
innovative practices will be highlighted and will be the focus of the presentation. Also,
an overview of the scope and significance of the project to the schools and professions
will be provided to assist others with similar PDS projects.

2009 HICE Proceedings
Page 4576

Title: Ameino D’aisima Panta: The Archetypal Spiral Pattern of Plot, Character, and
Imagery in Serious Comedy and Its application to Education
Author: Joseph M. Faulds, Ph.D.
Institution: Northeastern State University
Address: 609 N. Grand; Tahlequah, OK 74464
E-mail: faulds@nsuok.edu
Date: 17 October 20078
Rooted in the earth and yet shaped by human art, expressive of male and female
complementarity and the balance of desire, with divine wisdom (Athena) shining over all:
the powerful image and secret of the marriage bed of Odysseus and Penelopeia in the
penultimate book of Homer’s epic homecoming story presents the reader both the literal
goal and the symbolic fulfillment of the journey of the son of Laertes. In medias res of
his journey home to Ithaka, the great hero Odysseus, having become first a pirate and
then No One (Outis) in his encounter with the uncontrolled appetite of the Kuklops
whose eye he destroys, and having made the archetypal journey to the realm of the dead
and back to the living after his sojourn with the witch-goddess Kirke, is presently held
captive for seven years on an isolated island, mired in the love of the immortal Kalypso;
then he must reestablish his identity in a series of cyclic stories and actions: first, a
castaway on the shores of the sea-going Phaiekes, a shipwrecked nobody pitied by lovely
Nausikaa, a man whose identity has been effaced who must become Odysseus again; and
second, returning home as a beggar in disguise who is transformed back into Odysseus
through a series of revelatory encounters and moments of mutual recognition with all his
loyal relations, building to the climactic moment of the evil suitors’ own horrified
recognition, and the purge which follows. So the ancient Homeric hero of the Odyssey
must return home to his Penelopeia and the secret of their marriage bed, rooted in the
earth but shaped by human art, in order to regain the balance (aisima) of his desire and
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his mortal human identity, which, as an ancient, is inextricably shaped and substantiated
by all his relationships. For as noble Kings Menelaus and Alkinoos both know: Ameino
D’Aisima Panta (better the essential human balance in all things).
Mitakuye Oyasin: Lakota prayers often finish with this phrase (All My Relations).
Rabbit Boy (We Ota Wicasa), the great mythic hero from Lakota oral tradition, is a
miraculous child empowered by Takuskanskan, the mysterious sacred power that moves
the universe, and he is adopted at his uncanny birth of emergence from a dynamic ball of
blood by an elderly rabbit couple. Informed by his rabbit-person father that he is human,
and guided by his vision of the sun, Rabbit Boy, like Odysseus, also seeks his human
home and identity in a place faraway, though his own particular odyssey takes place in
the primeval dawning of all human history. His encounter in the human village with wily
Iktome, the Trickster with disordered appetite, who resents his sacred power and denies
his relationship to the people, and who objects to his marrying a beautiful girl from the
village, will send him also into the archetypal realm of death and rebirth, but he will
return to his winyan, his “penelopeia,” when he comes back reborn from his journey to
the sun to give the people the gift of his sacred power. The image of the slaughtered
Rabbit Boy rising toward heaven in his rebirth on bright rays of sunlight brings earth and
sky mythopoeically together and affirms that in the spiral cycles of life’s seasons, death is
incorporated and transcended, as the force of Iktome’s deadly antagonism itself is
transformed into merely part of the variation flow of the affirming sacred power in the
cycle of life, death, and rebirth. Rabbit Boy’s odyssey from divine mystery to life, from
life to the quest for identity and relationship, to bloody death in a boiling pot of water, to
a rebirth into the divine mystery, to a return to the people and the good maiden who loves
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him, brings the essential human balance and sacred power to the world that transcends a
tragic view of life. (For a fine example of a written form of the Rabbit Boy story, see
Jenny Leading Cloud’s version in the following anthology: Erdoes, Richard, and Alfonso
Ortiz, eds. American Indian Myths and Legends. New York: Pantheon, 1985.)
The Prodigal Son portrayed in the parable of Jesus preserved in the Lukan gospel also
makes the archetypal journey of life, death and rebirth, of suffering his way to the
balance of desire and the reestablishment of all his relations, as he first leaves his father
and family to go out into a distant country where he wastes his life away indulging in his
unbalanced appetites; there he is enmeshed in moral error and mired among the pigs,
becoming a “no one,” and dead to his family while falling into a sort of living death from
which he must find a rebirth; and he too must regain his identity and his human life in
returning to his familial relationship with his forgiving father in spite of his self-righteous
older brother, and the father’s ring gift and recognition is fulfilled in the celebration
among his people that he is reborn; for as his forgiving father tells the angry older
brother, the younger son was lost and now is found, was dead and now lives anew. The
images are hauntingly powerful archetypal signifiers too in this parable of life, death, and
rebirth: the prodigal child coming to himself in recognition of his spiritual death, a Jew
reduced to living destitute among the unclean pigs; and his forgiving father seeing him
coming homeward in the distance and running to embrace his son, reestablishing their
relationship and restoring both life and identity to his son. So affirmation and rebirth
through repentance and forgiveness here too moves in spiral cycles of repetition and
significant variation, shaping desire into a fitting human balance; and the tension of the
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plot purposively flows toward enlightenment in the life of both the Prodigal Son and in
the empathic experience available to the audience.
All three mythic heroes, Odysseus, Rabbit Boy, and the Prodigal Son, are heroes in
search of their identity, and each becomes “someone” in the quest for homecoming in
relationship to the people. Each one must experience the archetypal journey of life,
death, and rebirth, and each one must gain or regain life with the people to fulfill the
hero’s quest. But in addition to engaging the archetypal pattern of life, death, and rebirth
with its purposive tension moving toward a reborn “Ithaka” of life and identity shaped in
relationship, each hero embodies in his odyssey a spiral pattern of repetition with
variation which is a resonance of that archetypal pattern of life, death, and rebirth, and
which moves with purposive plot tension toward a balance true to human nature, and
toward an experience of enlightenment offered to the audience of the hero’s journey
through the empathic pathway of storytelling. And this is the storytelling pattern which I
call serious comedy, a mode of interpreting life as profound as tragedy and yet comic in
its inherent hope. Like the dynamic pattern of a metaphor which first creates tension in
the difference of the two things in contrast and then instantly leads to a moment of
enlightenment in the realization of the comparison, serious comedy creates a spiral bridge
of purposive tension that leads to understanding, preservation, and affirmation. “She
walks in beauty like the night” (Byron): she is not the night and the night cannot be she;
ah—but her beauty and the night’s beauty are then one in the bridge of comparison. She
walks forever in the beauty of the night in the poem, and we understand her beauty in
every generation of readers. Signifiers and the signified are analogously intertwined in
the very dynamic of human language itself, transcending via purposive tension the
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potentially tragic difference with serious comic bridges of meaning and the continuing
spirals of communal repetitions of meaning amidst the variations of meaning in our
mortal linguistic context.
Serious comedy as a genre affirms that identity is relational, that the significance of
life transcends death, and that the experience of our mortal limitations and frailties, when
understood as serious comedy, embodies a purposive tension in the heart of the story
which implies an essential balance; we can see as well that this imaginative experience is
essentially educational, and that life itself, understood properly, is a learning journey, an
odyssey of education. The imagery of this true mimesis resonates in our life experience
and makes us aware of the significance of the imagery of our lives in the life-stories we
live. The character development and plot tension of serious comedy which leads to
enlightenment in the experience of both characters and audience is pedagogically
applicable to teaching. When topics and specifics are presented in spiral cycles of
repetition with variation, when varying modes of teaching method are employed in an
integrated spiral pattern of purposive learning tension, when the classroom becomes a
cohesive community of individual scholars, students tend to move in a plot of purposive
tension toward personal recognition and deepening understanding of the subject matter in
particular, yet also of the communal context of knowledge in which individual insight
may flourish, and then in turn tend to add to the richness of the communal context,
affirming both the significance of each mortal life beyond its mortal limitations, and also
the value of the common good to which each individual life contributes in the classroom
of life. Serious comedy is the noblest and most human narrative archetype; in content
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and form this interpretive shaping of storytelling desire is central to the very hope
embodied in essence in the enterprise and purpose of education.

6
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THROUGH DIFFERENTIATED INSTRUCTION
Michelle T. Chamberlin
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1000 E. University Ave.
Laramie, WY 82071
mchambe5@uwyo.edu
Alisa Breitstein
University of Northern Colorado
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Introduction
K-12 and higher education instructors must respond to diverse needs of individual
students, including different abilities, interests, learning styles, and cultural
backgrounds. To do so, K-12 teachers have been using differentiated instruction, a
process of proactively modifying instruction based on students’ needs. It is supported
by literature on learning and has resulted in the improvement of K-12 students’ learning.
Yet, there is no research literature that reports work on differentiated instruction at the
undergraduate level for meeting the diverse needs of college students, particularly in
mathematics courses. Students frequently report their college mathematics classes to
be unstimulating, boring, irrelevant, poorly taught, and transmissive.
The objective of this proposed research is to use quantitative and qualitative research
methods to examine the use of differentiated instruction in an undergraduate
mathematics course for meeting students’ diverse needs and improving their
mathematical learning.
Relevant Literature
Students in grades K-12 have many diverse needs (Tomlinson, 2005; Tomlinson et al.,
2003) to which teachers have responded by using differentiated instruction.
Differentiated instruction is a process of proactively modifying teaching methods,
learning activities, and assessments (Tomlinson, 1999; Subban, 2006). These changes
are based on students’ readiness (current abilities and understandings), interests, and
learning profiles (learning styles, culture, and gender) (Tomlinson et al., 2003).
Effective characteristics of differentiated instruction include clear learning goals,
ongoing and diagnostic assessments that modify instruction, challenging tasks for all
students, student involvement in the learning process, and an emphasis on individual
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growth (Tomlinson, 2001; Tomlinson & Eidson, 2003a; 2003b; 2005; Wormeli, 2005).
Differentiated instruction is supported by theoretical literature on learning and empirical
research (Batts & Lewis, 2005; Brimijoin, 2002; Tomlinson et al., 2003; Tomlinson &
Kalbfleisch, 1998; Tomlinson & McTighe, 2006). However, it has not been examined for
meeting the diverse needs of college students, who differ by academic preparation,
interests, age, learning styles, and cultural and economic backgrounds (Hussar &
Bailey, 2007; National Survey of Student Engagement, 2006; Snyder, Dillow, &
Hoffman, 2007). Such differences are often not addressed in college mathematics
classes. College students report their mathematics classes to be impersonal, irrelevant
to their interests, and intellectually unstimulating (Anthony, 2000; Gainen, 1995;
Treisman, 1992). They also report the classes to rely solely on lecture and to
emphasize rote rather than active learning (Seymour, 1995; Strenta et al., 1994).
Differentiated instruction is expected to have promise for meeting these diverse needs
of college students because of its basis in implementing challenging tasks and
responding to students’ interests.
Research Questions and Methods
A concurrent mixed-methods research study will triangulate quantitative and qualitative
data on the central research question: What impact does differentiated instruction in a
college mathematics class have on students’ mathematical understandings? A quasiexperimental pre-test and post-test control-group research design will measure the
relationship between the differentiated instruction in the course and the students’
mathematical understandings. Simultaneously, the impact of the differentiated
instruction on the students’ mathematical understandings will be explored using
interviews and analyses of students’ work.
The quantitative research question is: What are the differences in the mathematical
understandings of students who learn using differentiated instruction and those who do
not, controlling for students’ understandings at the beginning of the course? The
participants will include approximately 400 elementary education majors that enroll
during the 2008-2009 school year in multiple sections of a mathematics course covering
the topic of number and operations. This course was chosen to enhance the
mathematical understandings of these future elementary teachers as well as to provide
them with a vision of differentiated instruction. A non-random selection process will be
used, since students register themselves for courses. The causal-comparative research
(Gall, Gall, & Borg, 2003) will be conducted in fall 2008 and repeated in spring 2009.
The independent variable is instruction. Instruction will be differentiated in
approximately half of the sections for the course (including our sections) while nondifferentiated instruction will be used in the remaining sections, which will comprise the
control group. The dependent variable is students’ mathematical understandings, which
will be measured using the pre- and post-test. A two-way multivariate analysis of
covariance (MANCOVA) will be used to analyze the data. Post-test scores will be
analyzed using the corresponding pre-test scores as covariates to compare the
experimental and control groups.
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The qualitative research question is: What impact does differentiated instruction have
on mathematical understandings of elementary education majors in a course on number
and operations? The conceptual framework is a socio-cultural theory of learning, which
emphasizes the role of social interaction and culture in the development of the learner
(Vygotsky, 1987; Wertsch, 1991). The qualitative strategy of inquiry will combine
structured task-based interviews (Goldin, 2000) with document analysis of students’
work (Patton, 2001). The task-based interviews will consist of mathematical questions
the students answer while verbally expressing their thinking. We will interview 6-12
students at the beginning and the end of each semester, including students from the
experimental class and the control class. For the document analysis, each semester we
will collect work from several students in the experimental classes. The work will
include pre-assessments, summative assessments, and projects. The interviews and
examples of students’ work will be used to provide in-depth information about the
students’ mathematical understandings, complementing the quantitative results. Data
analysis will be an inductive process (Patton, 2001) in which patterns and trends
emerge from the data. The analytic procedures will consist of organizing the data,
generating possible categories and themes, coding the data, testing for emergent
understandings, searching for alternative explanations, and writing about the results
(Marshall & Rossman, 1999).
Differentiating Instruction
Differentiation in the course will focus on five enduring understandings (Wiggins &
McTighe, 2005): meaning of numbers, meaning of operations with whole numbers and
integers, extension of operations to rational numbers, properties of number systems,
and elementary number theory. Several pre-assessments and formative assessments
along with interest and learning style inventories will be used to proactively modify
instruction based on students’ readiness, interests, and learning profiles (Bender, 2005;
Hamm & Adams, 2008). Specific strategies will include flexible groupings (a
combination of individual, small group, and whole class instruction with varying uses of
heterogeneous and homogeneous groups), tiered activities (two to four activities that all
address a key concept but vary to meet students’ needs) (Kettler & Curliss, 2005;
Pierce & Adams, 2005), and different learning modalities and multiple intelligences
(Gardner, 1993).
Significance of the Project
Students’ concerns about their college mathematics classes are important, as they
affect students’ learning of mathematics and their life choices about mathematically
intensive majors and careers. The proposed research is significant in utilizing
differentiated instruction to address diverse needs of college students in a mathematics
course. This research in turn will lead to resources for using differentiation to meet
students’ needs in other college mathematics classes. By meeting students’ needs,
their mathematical understandings are expected to be increased as well as their
dispositions towards mathematics. The expectation is that better meeting students’
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needs in college mathematics classes will increase the retention of students, especially
women and minorities, in mathematically intensive majors and careers.
This project is innovative in using differentiated instruction in an undergraduate setting
and is expected to result in two project outcomes. First, knowledge will be generated
about differentiating instruction in a college mathematics course, information that will be
shared with other college mathematics instructors. Second, elementary education
majors’ mathematical understandings will be enhanced, improving their abilities to teach
mathematics at the elementary level.
Plans for HICE Presentation
The presentation will begin with a brief overview of differentiated instruction. Second,
we will share preliminary results from the fall semester. Finally, we will share and ask
for feedback from the attendees on the project and any possible changes to the
research design for the spring semester. Attendees will benefit from the presentation by
learning more about differentiated instruction, including possible ways to incorporate it
into their instruction, as well as receive examples of differentiated instruction units from
the number and operations course.
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Abstract
Firestone and Louis (1999) noted “students learn more in school where their peers and teachers make
academics the number one priority and hold high expectations for all students (p. 297). Using Kuh and
Whitt’s (1988) framework for analysis of culture (i.e., focusing on the: external environment, organizational
culture, competing subcultures, and roles of individual actors in the organization) in a school, this paper
explores conceptions of distributed leadership (Spillane, 2006) and earlier notions of facilitative leadership
as they relate to an inner-city school staff’s efforts to improve academic achievement. Observational,
focus group interview, and individual interview data were gathered from teachers, parents, students,
support staff, and the school administrator in this case-study. The findings suggest the internal
organization’s members who accept core institutional values as their own along with members of the
external environment (e.g., agencies, groups, individuals – such as parents) with interest in and influence
on the school are key allies in initiating organizational change. Furthermore, the findings suggest
countercultural members, those who subscribe to values in direct conflict with those of the institution, are
best moved out of the school to other more fitting settings or out of education entirely since they are likely
to sabotage change initiatives.
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Building an Academically Focused Culture in an Inner City Elementary School
Background
While educational governance bodies often talk about accountability to parents and the general
public and educators more typically bemoan compliance, most people would agree that schools exist
primarily to educate youth to prepare them to function meaningfully in society. In order to do so, our youth
need to be conversant with a broad variety of topics and areas of expertise. The most fundamental of
these building blocks are literacy and numeracy. Almost ten years ago, Firestone and Louis (1999) noted:
“students learn more in schools where their peers and teachers make academics the number one priority
and hold high expectations for all students” (p. 297).
This paper will focus on the results of a case study research project, situated in a multi-ethnic
inner city elementary school, exploring the establishment and features of school culture focused on
supporting students academically and socially. Through this examination, I will propose an extension and
refinement to the understanding of the elements of organizational culture proposed by Kuh and Whitt
(1988) as understood from the context of a school attempting to better meet the academic and social
needs of low SES children. While there are many lessons to be learned through this case study, it is
important to keep in mind Osborne and Plastrik’s observation that changing an organizational culture is
not a science (1997).
School Culture
In this paper will consider the establishment of distributed leadership practice in an inner city
school whose purpose is to enhance students’ learning and social experiences. To understand the kind of
place this school is, it is useful to consider the underlying components of organizational culture. Schein,
1992, defined culture as:
A pattern of shared basic assumptions that the group learned as it solved its problems of external
adaptation and internal integration. That has worked well enough to be considered valid and,
therefore to be taught to new members as the correct way to perceive, think, and feel in relation
to those problems. (p. 12)
Schein goes on to describe culture as comprising artifacts (e.g., rituals, rites, ceremonies), values (which
give rise to the artifacts and are less easily identifiable), and basic assumptions and beliefs (which
underpin values and artifacts and are extremely difficult to discover) (this view of culture is also adopted
by Firestone & Louis, 1999). While this definition of organizational culture may be a good one for
reflecting on how culture is perpetuated in organizations it does little to inform us of how to go about
effecting change, it fails to identify the elements necessary for changing the culture of an organization.
Schein’s definition also presumes the existence of a single desirable culture to which new members of the
organization are assimilated. Morgan (1998) offers some insight to this problem; he suggests, “in any
organization there may be different and competing value systems that create a mosaic of organizational
realities rather than a uniform corporate structure” (p. 130). This view of organizational culture makes
using culture as a metaphor for analyzing organizations, particularly those as complex as schools,
somewhat problematic unless an organizing framework enabling the identification of the organizational
realities is available.
Drawing on Schein’s work, Kuh and Whitt (1988), in their research focusing on the culture of
American colleges and universities, have found it useful to organize their framework for studying culture
in layers, namely: (a) the external environment, (b) the institution itself, (c) the subcultures within the
institution and the subcultures within the subcultures, and (d) the individual participants and their roles
(see figure 1).
The first layer, the external environment, includes every outside agency, group, or association
having an interest in and influence on the educational organization: the school in this case. External
environmental forces can vary in strength and in kind (e.g., economic influence, political influence, and
social influence).
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Figure 1. Kuh and Whitt’s (1988) framework for analysis of culture.
External Environment
agencies and groups with interest in and influence on the school
-

Economic influence

-

Political influence

-

Social influence

Organizational Culture
Publicly portrayed culture of the organization
Artifacts

Values

Assumptions and beliefs

Competing Sub-Cultures
Enhancing
-

Members accept core
institutional values as
their own

Orthogonal
-

Members accept
institutional values but
have their own
commensurate set

Countercultural
-

Members’ set of values
are in direct conflict with
those of the institution

Individual Actors in the Organization
Any individual can contribute to and shape meaning given to an event

The second layer of cultural analysis proposed by Kuh and Whitt concentrates on the
organization itself. Kuh and Whitt maintain that understanding an organization’s culture requires familiarity
with its history, its organizational characteristics, its programs, its personnel, and, if it exists, its ethos. The
authors describe ethos as “an underlying attitude … comprised of the moral and aesthetic aspects of
culture that reflect and set the tone, character, and quality of institutional life … [describing] how faculty
[or staff] and students feel about themselves” (p. 47). Kuh and Whitt argue that such an ethos often does
not exist in an organization because of the wide variety of subcultures simultaneously existing in any
organization.
It is the competing subcultures that form the third layer of Kuh and Whitt’s framework; these are
classified as (a) enhancing, (b) orthogonal, and (c) countercultural. Members of enhancing subcultures
accept the core values of the institution most fervently. Members of orthogonal subcultures accept the
core institutional values but they also have a separate set of values peculiar to themselves but consistent
with the institutional set. Finally, countercultural subgroup members ascribe to a set of values in direct
opposition to those of the core institutional culture.
The fourth layer of Kuh and Whitt’s cultural framework focuses on the individuals within the
organization. Kuh and Whitt recognize that “any individual can contribute to and shape the meaning given
to an event…” (p. 52).
This framework has three crucial strengths often overlooked in others. The first strength of this
framework lies in the fact that the authors recognize that although they have described four discrete
layers in their framework, the boundaries between the layers are permeable: “it is not always obvious
where one layer ends and the next begins” (p. 41). A second strength exists because of its recognition of
the existence of competing subcultures. Finally, Kuh and Whitt’s framework recognizes that while external
factors can and do influence the organization, it is possible for the organization to alter the impact of
influence on its own culture. This suggests that as the culture of a school is shaped by external
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environment factors, those same external environment factors are themselves being reshaped by the
school’s response.
Leadership as a Vehicle for Transforming School Culture
Leadership has been conceptualized from almost as many points of view as authors have chosen
to write about the topic. In this paper I will draw on Spillane’s (2006) conception of distributed leadership
which focuses on how leadership practice takes shape in the interactions of people and their situation (p.
1). Similarly, earlier notions of facilitative leadership (e.g., Conley & Goldman, 1994; Rees, 2001;
Schwarz, 2002) were described as a transformative approach involving all members of an organisation as
a means to change its culture. This approach fits well with Kuh and Whitt’s cultural framework in that it
recognizes the roles of external agencies, the role of the organization itself, the cultures and subcultures
within the organization, and the role of individuals in the creation of organizational culture. In fact,
according to Firestone and Louis,
It emphasizes tactics such as team building, coordination and feedback, conflict resolution,
articulation of visions, and provisions of resources – as contrasted with decision-making – as
means to foster a cohesive, change-oriented school culture. This model emphasizes that the core
of facilitative leadership is the creation and management of tensions that keep the school in
motion, or keep the culture actively reflective.
Firestone and Wilson (1989) go so far as to argue that good leaders initiate change in organizational
culture by manipulating the formal organizational structure (e.g., creating interdisciplinary groups who
plan curriculum, assigning leadership roles to teachers) and the symbols underlying the goals behind the
organizational changes (e.g., providing newly created teams with special privileges such meeting times
and places as well as decision making authority, providing teacher leaders with fiscal and decisionmaking authority in their specialized area). Organizational changes need to support the desired cultural
changes in order for the changes to become a more permanent part of the school culture tapestry.
Firestone and Louis argue that school leaders need to “manage the relationship between the internal
culture of the school and the external environment that is often unpredictable, intrusive, and even hostile.
The public school cannot afford to reject or isolate the external environment because it provides political
as well as financial resources
With this backdrop, layers of culture and facilitative leadership, we are ready to address the
central issues of this paper: How was the culture of a school changed to enable a literacy-based
mentorship program to flourish?
Method
The findings provided in this paper are drawn from three sources. The first data source consists
of an interview study exploring the development of a professional learning community in an inner city
school during the 1997/98 school year. The second data source originates from a set of interrelated
mentorship studies carried out in the same school between December of 2000 and June of 2001.
Surveys, focus group interviews and individual interviews were used to collect data from three categories
of participants: students, mentors, and teachers (e.g., classroom teachers, mentorship program
coordinator, principal). The last data source consists of information gained from interviews with the school
administrator and public documents (e.g., school newsletters) collected from the school in 2001/02 and
2002/03.
Professional School Learning Community Study
The data were collected through semi-structured interviews with all of the administrative,
instructional, and support staff in the school (n = 15). Prior to conducting the professional learning
community interviews, the researcher was given a tour of the school and introduced to staff as well as
many of the students. Each participant attended two interviews, ranging from 30 to 60 minutes in
duration, approximately five months apart during the school year. Questions addressed included:
1.
What’s it like working at this school?
2.
I hear there have been some changes here, tell me about them. How did these changes
come about? What sort of input did you have?
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3.
4.
5.
6.
7.

What was it like before? What does it feel like to work here now?
I understand team-work is a big part of what is going on here, can we talk a little about
that?
What are your perceptions of others you’re working with?
What are you doing differently now as a teacher?
How would you change what is going on here if you had your druthers? Why?

Mentorship Studies
Teachers. Total in school: 10
• Number in focus group (January): 9
Sample focus group question: What has been required of you and others in order to develop and
sustain such a program?”
• Number participating in one-hour individual interviews (March): 6
Sample interview question: “What was it like for you when the mentorship program started in this
school?”
• Number completing survey (May, June): 9
Sample survey question: “Please describe the level and kinds of support you have received to
assist you in your work with mentors.”
Mentors. Total in school: approximately 165 at the time of data collection.
• Number in two focus groups (December): 11 and 17
Sample question: “What is it like to be a mentor in this school?”
• Number participating in individual interviews (March): 14
Sample question: “How and why did you get involved with this mentorship program?”
• Number completing survey (May, June): 42
Sample question: “What do you find most challenging in your role as mentor?”
Children. Total with mentors (out of 180 children in the school): 165
• Number in individual and small group interviews: 43
Sample interview questions: “Do you remember the very first day you met your mentor? What
was it like?”
• Number completing survey; (May, June): 129
Sample survey questions: “What do you like best about the (mentorship) sessions? What would
you change about the program if you could?”
Findings: School Setting
Demographically, the school serves a high needs, low socio-economic area of the city. Children
typically come from educationally and socially disadvantaged homes. Almost half of the students at the
school have special needs designations and are provided with provincial funding to help address those
needs. Economically, slightly more than half of the households sending children to this school have
incomes below the federal poverty line. The principal has reported a very large proportion of children
attending the school live in single adult households. Transience rates for students attending the school
have ranged between 42.5 percent to 71.8 percent since the 1996/97 school year.
Several visits to the school in 1996, prior to the establishment of the mentorship program,
revealed a building (originally constructed in the early 1900s) that was dirty and run down. The school
had poor lighting in hallways, was missing balusters in all of its stairwells, was missing floor tiles
throughout, had broken windows throughout, and displayed considerable graffiti on the inside and outside
of the building. Classrooms contained damaged blackboards and bulletin boards (throughout the school,
bulletin boards had stains and graffiti written on them), students’ desks were old, written upon, and falling
apart. The school contained no functional computers for student use, although there were approximately
a dozen non-functional donated computers in a room adjoining a library space. The library contained very
few books, those on the shelves were old, tattered, and out of date. Visitors to the main office first saw a
stained and quite dirty carpet on the floor and office equipment that had been rescued from refuse
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disposal (one of the desks used by the secretary in the main office was an old door laid across two
double drawer filing cabinets). The front entrance to the school had been barricaded for years following
the condemnation of the granite steps that had shifted over time rendering them unsafe. The heating
system was antiquated and could not serve the heating demands of the school on most cold winter days
(i.e., in outside temperatures below –20 degrees Celsius).
Teachers preferred to teach with their classroom doors closed. With few exceptions, staff
preferred to work in isolation and, in some cases, had lost their enthusiasm for teaching children. In short,
this facility was not inviting to teaching staff, students, their parents (or guardians), nor for the community
at large.
A principal, new to the school, arrived in fall of 1996 and began a concerted effort to change the
“feel” of the school for students, their parents, staff, and the community at large. “Freshening” of the
facility through cleaning and painting was started immediately. Secretarial staff were “changed” to bring in
one administrative assistant having excellent interpersonal and organizational skills to meet the needs of
the principal, staff, and students. In addition to attracting a particularly excellent teacher to teach in the
school and serve as a model for others, the principal spent half of her school workdays in classrooms with
teachers and pupils, often modeling good teaching practices. The principal had very high expectations of
all staff, both teaching staff and support staff. There was also an expectation that teachers would teach
with their doors open whenever possible. Teachers who had lost their passion for teaching were assisted
to leave the school and, even, the profession. With few exceptions, the new principal was not widely liked
nor trusted by teaching staff.
By the end of the 1996/97 school year staff had started work on redeveloping the school’s
mission statement. Teaching staff had also begun to work in instructional development groups, each of
which spanned three grade levels (e.g., grades k-2, 2-4, and 4-6) to address pedagogical concerns
related to specific students included in those grades and to develop multi-grade instructional units in
language arts and mathematics. Teaching staff were also working in small “study groups” to review
current research on teaching and learning. To facilitate the additional time required to meet in
instructional development groups and in study groups, students were dismissed 30 minutes early
regularly once per week. When teachers were not meeting in their groups on these “early dismissal days”
they were encouraged to visit other teachers’ classrooms throughout the school jurisdiction. All staff
members were also expected to run at least one club or activity for students at all times throughout the
school year. A systematic building of the school library resources had also commenced in 1996/97 by the
half-time school librarian. To help provide support to the large Aboriginal student population, an Aboriginal
staff member was hired.
The principal and staff at the school had decided that the school needed to be more accessible to
the community, in particular to parents (and guardians) whose own school experiences had not been
particularly positive. Monthly school newsletters, with columns written by the principal, librarian, and all of
the teachers became the norm. The purpose of these letters was to let the community know what was
happening at the school and to celebrate student successes in the classrooms and the school. Teachers
also began writing monthly classroom newsletters to enable parents to know what their children were
doing at school. Parents were encouraged to attend monthly Parent Advisory Counsel meetings so they
could hear about what was taking place at the school and even be part of the decision making process
(parents were also enticed to attend by being offered prizes). Steps had also been taken acquire
necessary funding to completely renovate the school physical plant. The 2.5 million dollar renovation
commenced in 1998/99 and was completed early in the 2000/01 school year (the school building was
designated an historical site making the renovation much more costly).
In addition to the re-organization work done by staff during the 1996/97 school year, the principal
began to actively seek out partnerships with the United Way, local Masonic Lodge, Rotary Club, the local
university, the local health authority, the Family Centre, and several local businesses. These partnerships
allowed the establishment of a recess snack program and a hot lunch program for all students in the
school. A half-time psychologist was also brought into the school to work with children experiencing social
and emotional difficulties. The partnership with the local university allowed the small scale establishment
of a mentorship program. In January 1997, a School-Based Literacy Mentorship Program was initiated as
a pilot project at a city centre school in Edmonton, Alberta. Teacher education students at university and
college served as mentors for 13 of the 17 Kindergarten children. Each week, for 30 to 60 minutes,
mentors met with the children to visit, develop a relationship, and engage in literacy support activities.
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In June 1997, with support from the United Way, the principal was able to make the mentorship
program a more permanent feature of the school by hiring a full-time coordinator to further develop and
run the program. Thereafter, the program coordinator endeavoured to recruit mentors for all children in
the school. The large majority of mentors were recruited from the business sector. As part of major school
renovations, a mentor room was created and, with support of United Way and various other donors, a
library of mentorship materials was compiled. A partnership with Big Sisters Big Brothers (BSBB)
provided support for screening and in-servicing mentors. This ongoing partnership among the three
organizations has enabled the program to prosper over six years. In December 2003 BSBB took over
from the United Way providing funding for the program coordinator while continuing to provide all of the
services it had previously provided to the school and its mentoring program. From its inception, the
central goals of the program have been to provide students with (a) support for literacy development, and
(b) one-on-one caring relationships with adults. Every year the coordinator attempts to recruit mentors for
the children at this inner city school (matches are attempted for all students with stable attendance
patterns). Approximately 90 percent of students (the school served approximately 200 students in
2002/03 and, over the past 6 years has experienced enrolment growth of approximately 7 to 8 students
per year) are matched with mentors over the academic year. Once they start, mentors must be willing to
remain in the program for the duration of the academic year.
School Culture
As Schein (1992) points out, artifacts of school culture are most easily observed in schools.
These, along with espoused values held by administrative, teaching, and support staff are described in
this section.
Changes occurring between the beginning of the 1997/98 school year and the end of the 2002/03
school year include radical staff changes as well as having to cope, as a school, with reduced
programming funding. Presently only three of the original 12 teachers remain at the school. In 2000/01,
the principal who initiated the changes at the school was appointed by the school jurisdiction to
coordinate a group of schools to work together in the form of a consortium (this school is a member of the
consortium). The incoming principal has continued the cultural transformation work started by the first
principal.
The renovation to the school physical plant included (a) establishing office space for community
partners (e.g., school nurse, family therapist) to utilize, (b) all new furniture, white boards, and bulletin
boards for classrooms, (c) installation of a computer lab with 30 “up to date” computers connected to
intranet and internet, (d) further revitalizing of the library and its book collection, (e) creation of a special
purpose mentorship resource room. Special programs available in the school for students include:
1. Full day kindergarten programming,
2. Junior kindergarten programming,
3. Reading recovery programming,
4. Balanced literacy programming,
5. Small class size at the grade one level,
6. Extra professional development for teachers in literacy,
7. Additional print and technology resources to support literacy and numeracy instruction,
8. Teacher-librarian to support curriculum instruction,
9. Teacher-technology support to help teachers to integrate technology into their teaching
practice,
10. Enrichment programming for gifted children,
11. Specialist teachers for core and enrichment courses (e.g., specialist music teacher, French
language teacher),
12. Mentors from the surrounding communities to support academic and social development of
all students in the school (mentors commit to meeting a minimum of 30 minutes per week for
the entire school year),
13. Expansion of the range of extra-curricular activities available to students,
14. Improved access to scholarship opportunities,
15. School-sponsored family events and parent information sessions,
16. Partnership with Aboriginal Elders,
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17. Collaborative planning among all city centre schools and among subject and grade level
specialists,
18. School lunch program,
19. Regular access to a school nurse (1.5 days per week),
20. Part-time family therapist.
In the school, evidence of school pride is everywhere. Student work (e.g., artwork and written work) is
displayed throughout the school hallways, library, and classrooms. Pictures of children performing
different school activities are displayed. The school is immaculately clean and everyone – staff, students,
and guests – helps to keep it that way. One mentor wrote in a survey “Not only is the building a nice place
to be, but all the people in it make the school welcoming.”
Both the past principal and the current principal displayed consistently high expectations of staff.
In her last year at the school, the principal was seconded half-time from the school to begin work on the
school consortium project, noting how the principal’s absence affected the school, one teacher
commented,
The principal just keeps pushing everybody. That’s the thing about working here, is the principal,
is that she just really drives things. Even this year, she’s only here half-time, but it feels like she’s
here all the time. You can feel her presence, because it goes through your mind when you’re
doing things, “What would [my principal] think? How would she react? Or, what’s she going to
say?” But there’s a whole positive atmosphere in here, and I think the teachers love to be here;
the teachers are happy. When we’re in the staff room we’re happy, we’re having a good time. If
somebody’s having a bad day, you can talk about it and you’ll get encouragement. Or if you’re
having a problem, the staff here are just so supportive, and I love that. I know I’ve been on the
receiving end as well as the giving end, and I know how much I appreciate it. (Individual teacher
interview, May 2001).

Discussion
The elementary school case presented in this paper is an almost perfect textbook example for
demonstrating the notions of facilitative leadership as a transformative approach for changing the
organizational culture in a school. In this case, a principal was placed in a school needing radical change
in its student educational focus, assuming of course that schools exist for the benefit of students and their
learning. This principal had a vision of the direction needed to be taken by the school as an organization;
this vision was predicated on having a group of teachers, with as much support from the local community
as possible, work together to provide the best possible learning opportunities to students as they
interacted with each other and with curriculum.
The principal began her school transformation, in 1996/97, by addressing the needed changes to
the school simultaneously at all levels of Kuh and Whitt’s culture framework.
Individual actors and their subcultures. At the individual actor level, the principal began
working intimately with all staff for two reasons. First, she needed to ensure that teachers and support
staff knew they would have support from the principal as the school was transformed into a student
centred organization. Second, she needed to gauge the skills (i.e., competence), attitudes, and even the
underlying values held by the individual staff members in the school. Knowing the individual staff
members’ values allowed her to quickly identify the competing subcultures within the school. More
importantly, knowing the values held by staff at the school allowed her to effectively organize
interdisciplinary and study groups who would explore different ways and state of the art ways of
developing and delivering curriculum to students. People falling into enhancing or orthogonal subcultures
relative to the principal’s vision for a desirable school culture were distributed across all groups. These
people easily became informal leaders in the groups as their ideas were rewarded with access to and
control of fiscal resources to achieve their and the groups’ goals. People belonging to countercultural
subgroups, for any reason, quickly began to feel pressure to move out of the school as their views would
not be well received, and in some cases not tolerated, in the culture being created for the school. As
people from the countercultural subgroups choose to leave the school or were forced out, new staff
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(support staff, teaching staff, mentorship coordinator) were hired whose values aligned with those of the
school organization, these people naturally became parts of the enhancing or orthogonal subcultures.
Organizational level. At the level of the school’s organizational culture the approach taken was
to ensure that a school vision 1 was developed by staff. Teachers and the principal guided the formulation
of what the school organization stood for: its public face. It must be remembered however, that schools
do not operate as independent entities, they are part of larger organizations having mission statements
and, usually, cultures reflecting those mission statements; consequently, the school’s mission statement
had to align with that of the larger organization. As a district sub-culture the school culture had to be
enhancing or orthogonal to that of the district, a countercultural school subculture would simply not be
tolerated by the district. This vision shaped the values acceptable for the school (e.g., people interact
with respect for each other, teachers are professionally accountable to each other, student learning is of
primary concern, teachers do everything in their power to make learning excellent for students, etc.). In
terms of artifacts, the most visible changes to the school occurred through the massive renovation of the
school building – staff and students were given the message that their work was as important as that of
schools in any socio-economic area within the district. Public celebrations (e.g., at school assemblies, on
school bulletin boards, in the school newsletter, daily over the public address system) within the school
reward students for reading, writing, mathematics, sports, and a variety of other accomplishments.
External environment. Interestingly, the culture literature described the external environment as
those organizations or groups having economic, political, and social influence on an organization and
even though the membranes between the culture framework layers are permeable, there was no
suggestion of the educative power of purposely integrating the external environment into the school. At
this school educators purposely integrated subcultural aspects of the external environment that were
enhancing or orthogonal to the that of the school’s desired culture. Educators have long known the value
of establishing partnerships with the home in order to best address the learning needs of students,
however, at this school parents offered opportunities to become more educated about the skills they need
to help their children learn. Parents are also encouraged to volunteer in the school, to participate in
school governance (to the point of offering prizes for attending parent advisory counsel meetings), and
even in district governance (in what the district calls “key communicators”). Partnerships have also been
forged between the school and the region’s health board thereby providing a school nurse on a regular
basis. Another partnership with the city’s “Family Centre” provides the school with the regular part-time
services of a family therapist. Yet another partnership with Aboriginal Elders provides support to
Aboriginal children attending the school. One of the most powerful partnerships for the school with the
external environment has been realized through mentorship program. Not only does this program forge
relationships – primarily economic ones – with United Way and Big Sisters Big Brothers, but it also brings
in social capital from the wide variety of mentors and the organizations that allow or even encourage
employees to leave work in the middle of the day to spend an hour, once per week with a child at school.
This broad based social capital helps to raise the levels of literacy in communities having only functional
literacy levels – an educational benefit for children. The success of such widespread integration of
members of external agencies in a school is best attributed to the work of the mentorship coordinator. In
fact, without a coordinator, whose values align so closely with those of the school, it would be impossible
to recruit and match so successfully all of the mentors and mentees. As the school developed an ethos,
which according to Kuh and Whitt (1988) can only occur when there is a limited variety of subcultures, it
was better able to influence what the external partners were doing in the school for students. This was
evident in the shift of the mentorship coordinator’s criteria for selecting and matching mentors. Initially,
anyone who would volunteer for one hour per week (and met the security clearance requirements) was
accepted. Presently, only people who meet the aforementioned criteria and are willing to commit to
working with a child for an entire school year will be matched.
A Revised Culture Conceptual Framework
Given the work of Kuh and Whitt (1988), the notions of facilitative leadership, and the present
findings, it appears that a revision to the conceptual framework emerging from the literature is useful for
1

School’s mission statement: “At _______ School, in an atmosphere of support, respect, collaboration
and challenge, we are committed to establishing caring relationships which facilitate, accelerate, and
celebrate each individual’s learning journey.”
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application in schools. The most prominent aspect is the need for school staffs to integrate enhancing and
orthogonal subcultures of the external environment agencies as fully as possible into the culture of the
school, as was the case here with regards to the mentorship program bringing approximately 165 adults
into the school. The benefits of doing so for the school are economic, political, social, and educational.
Limiting such integration serves to limit these benefits also.
School administrators and staffs wanting to make real cultural shifts in their schools are advised
to identify and examine carefully the competing subcultures within the school. People whose basic
assumptions and beliefs do not support the values and artifacts desired in the long-term vision of the
school, those people belonging to countercultural subcultures need to be provided avenues to leave the
school to find more suitable working environments; environments more in line with the basic assumptions
and beliefs they hold, where they will be seen as members of orthogonal or enhancing subcultures.
Members of enhancing and orthogonal subcultures must be provided opportunities to emerge as formal
and informal leaders with not only decision-making responsibilities but also with resource allocation
authority
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Abstract
The objective of this paper is to describe an ethnographic study on an inner-city school,
with the pseudonym, Downtown Elementary School (DES), highlighting the intersubjective nature of the study. The author begins by describing the unique nature of the
school in its juxtaposition of two innovative programs, namely, magnet and professional
development school (PDS) programs. Subsequently, an outline of the type of
ethnography that was undertaken is presented with an emphasis on the role of the
subjective self in the study. The paper is intended to show how important intersubjectivity is in the process and outcome of a qualitative research such as the
ethnography DES. It is argued that the researcher is one of the principal instruments of
the ethnographic research.
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Abstract
The objective of this paper is to explore the operation of magnet and professional
development school (PDS) programs in a real life situation using an ethnographic study
of Downtown Elementary School (DES- a pseudonym) that simultaneously operates as a
PDS and a magnet school. The author spent almost three years at DES collecting data
through participant observation, interviewing, and document collection. The purpose is to
provide answers to compelling questions such as: What does it mean to have both magnet
and PDS programs operating simultaneously in the same school as is the case of DES?
What can be learned from the experiences of the unique school – DES? The paper
provides an outline of both magnet and PDS programs and their operations at DES and
analyzes how these programs are interrelated and intertwined. Some of the outcomes
indicate that DES is about the only school in its locality that juxtaposes two innovative
school reform programs. These programs impede each other’s progress sometimes and in
some cases feed off each other. There is a lot to be learned from the unique experiences
of DES. Coupled with other conclusions, the author concludes that, PDSs, as school
restructuring projects are intertwined with magnet schools’ reform activity which is
motivated by the drive to provide equity of opportunity to learn, particularly for poor,
minority and black students in mostly urban areas who are at a disadvantage for various
reasons. The final section of the paper takes a critical look at the issues at stake through
the lens of critical multiculturalism.
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Abstract
This paper reports on an investigation into the washback effect (the phenomenon
of high-stakes tests’ influence on teaching and learning) on aspects of teachers’ and
students’ perceptions in Taiwan within the context of the examination change. A
questionnaire was constructed based on a model derived from washback literature to find
out whether or not any washback effect could be observed on teaching and learning of
English in Taiwan colleges as a result of a graduation requirement change to its English
education system. The questionnaire, administered in parallel to 9 teachers and their 218
students, aimed to answer three research questions: 1) what teachers’ perceptions of the
impact of the GEPT on their teaching attitudes towards tests are, 2) what the students’
perceptions of the impact of the GEPT on their learning attitudes towards tests are, 3)
what the similarities and differences between the teachers’ and students’ perceptions of
the impact of the GEPT on their attitudes and beliefs are. The findings revealed the
washback effect on teachers’ perceptions of current college English teaching and
learning environment. One main factor affects teachers’ attitudes toward the high-stakes
test are their perceptions of the validity and reliability of this GEPT exam as
measurement. The main factor causes students’ negative perceptions of this graduation
requirement policy are the prohibitive registering fee for taking the test. The findings also
echo with previous studies, demonstrating the insufficient teaching resources and
preparation; it proves the needs of a training program and professional development
opportunities for teachers.

Keywords: High-stakes tests; washback; perceptions
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I. Introduction
This study is focused to find out whether any washback effect could be observed
on teaching and learning of English in Taiwan colleges as a result of a graduation
requirement change to its English education system and to explore the washback effect
on aspects of teachers’ and students’ perceptions within the context of the exam change.
There are likely to be washback effects within the specific context of the General
English Proficiency Test (GEPT) in Taiwan. In the past decade, there is a trend now in
Taiwan that more and more universities are encouraged by government to evaluate
students’ English proficiency by means of the standardized GEPT test. According to the
Ministry of Education, thirteen colleges have set up the graduation requirements in 2002,
and most of those colleges have adapted GEPT test as their instrument among many local
standardized exams. The GEPT test needs to be taken in students’ final year of college,
and a pass is a requirement for their graduation. The GEPT test was designed for national
use in 1994 by the most credible local institution known as The Language Training and
Testing Center (LTTC) which was first established in 1951, and constantly sponsored by
the Ministry of Education to arrange standardized public exams. As noted, it’s worth
exploring the washback effect of this graduation requirement trend.
II. Literature review
1. Research in Taiwan context
Most previous studies analyzed the format and content of the GEPT test itself and
investigated the changes of teachers’ behaviors in classroom followed by this new GEPT
policy (Wu 2002; Dwan 2001; Chang 2006). Wu (2002) used a case study to verify the
reliability of the GEPT test and indicated the lexical and grammatical difficulties of
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spoken parts of GEPT test from test-takers. Dwan (2001) analyzed the passing rate and
the common mistakes made by test-takers in the GEPT speaking test, suggesting that EFL
teachers should bring more authentic materials and using target languages more
frequently in classroom. Few studies investigate teachers’ or students’ perceptions of
their changes after this GEPT policy and there is no study comparing teachers’ and
students’ perceptions. Shifting the focus to examine the GEPT instrument only, this study
provides the perspectives from insiders (teachers and students), who are directly
influenced by this GEPT policy. By knowing both teachers and students perceptions of
their changes in the classroom and examining if there is any gap between teachers’ and
students’ perceptions, it’s possible to better evaluate the effect of the GEPT graduation
requirement policy. Also it’s a need to investigate the washback effect of the GEPT
graduation requirement in various contexts. Chang (2006) stated that with the GEPT
graduation requirement, National Taiwan University (NTU) promoted students’ English
proficiency to an upper level. However, same positive outcomes can’t be promised in
other universities. Chang (2006) suggested that studying washback effects in different
contexts (i.e. private universities, technological institutes) helps better understand this
GEPT graduation policy’s influences.
Few researches explore the perceptions of this GEPT graduation requirement
policy and those studies related to the perceptions of GEPT test only looked at the
perceptions either only teachers’ perceptions or only students’ perceptions. Su (2005)
tested the perceptions of GEPT graduation requirement from the perspective of
Technological Institute students. 55% students in her study agreed with the GEPT
graduation requirement, mainly because they believe that the GEPT graduation policy
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can promote their English competence, which relates to future jobs’ capability. But, 43%
students disagreed with the GEPT graduation requirement, because the lacking
orientations toward the policy and toward formats of the test. Low motivation and
deficient self-confidence to pass the GEPT test was viewed as the biggest concerns for
students to embrace the policy. In Su’s study, it might be clearer to know why those
students had low motivation and deficient self-confidence if data would have been
gathered also from those students’ teachers. Because data from teachers through
interviews or surveys may confirm if students truly have low English proficiency and the
reasons why students were less motivated. Thus, studying both teachers’ and students’
perceptions concurrently can reveal and confirm more realities in the classroom and
increases the reliability of results. Also, the high and stated as “unaffordable” registration
fee for taking GEPT test was one of students concerns for the GEPT policy. Through
studying subjects and washback effect in diverse contexts and gathering data from both
teachers and students, the washback effect of this GEPT policy could be discovered.
2. Washback effect
The phenomenon of high-stakes tests’ influence on teaching and learning is called
“washback”. Gates (1995) stated that washback is mostly defined as the influence of
testing on teaching and learning. According to Shohamy, Donitsa-Schmidt and Ferman
(1996), they regarded washback as the relationships between testing and learning.
Washback effect influences on teaching
-Influences on Teacher belief and identity
It’s noted the crucial role of teacher education, but limited research studied
teacher’s perceptions of how standardized assessment impacts on teaching in the field.
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Both teacher’s self-perceptions and the washback effect of tests constantly shape and
change teachers’ identity and belief, which character teaching behaviors and teachers’
decision-making processes. Primary teachers in Taiwan, particularly high school
teachers, normally confessed that being influenced by the power of the public exams
(Tai, 1999). Some teachers claimed the success of a course came from the progress on
students’ exam scores, which give teachers superior reputation both from students and
parents. Fish (1988) found out that relatively inexperienced teachers feel more anxiety
and accountability pressure than experienced teachers did. So washback effect is rooted
from the power of the standardized exams and it can positively affect how teachers
accomplish their teaching success; all together, it can negatively cause teachers’ pressure.
-Influences on teaching methods and curriculum
Eempirical studies evident that washback effects change teaching methods,
curriculum, materials; the complexities of washback effects occur in various contexts.
Not only positive washback such as promoting students’ motivation, but also negative
one such as the narrowing of the curriculum might happen. Washback effect changes
From 1993-2003, Spratt (2005) reviewed 12 empirical studies on “washback” effect and
those studies indicated that “rather than being a direct, automatic and blanket effect of
exams, washback is more complex and elusive”(p.21). So the washback effect is contextoriented and complex, which should be investigated in many perspectives. Smith et al
(1990) pointed out that to improve students’ test scores caused some teachers to neglect
teaching materials which are not included in tests. Some studies (Cannell, 1987; Linn,
Grave & Sanders, 1989; Shepard, 1990) questioned about if improvements in test scores
performance indicated learning. Mathison (1987) claimed that teachers transformed their
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instructional materials to resemble the format of mandated tests. When negative
washback effects happen, teachers’ teaching and curriculum are restricted. So washback
effects should be carefully evaluated to benefit teachers’ curriculum development.
-The importance of instrument’s validity
How teachers perceive the reliability and fairness of the test influences the
frequencies and the amount of time that teachers teach the test in the classroom. So
teachers’ attitudes toward tests and how they determine the value of tests should be
exposed. Dorr-Bremme and Herman (1983) found that teachers paid less attention to
standardized test when they regarded the test as relatively unreliable instrument to help
their students. Chen (2002) asserted that “teachers’ perceived levels of awareness of
public exams and perceived students’ learning attitudes were diverse and teachers’
perceptions of the impact of public exams changed their curricular planning and
instruction” (p.6). Teachers’ beliefs about the reliability and fairness of the test may also
influence washback effects Smith (1991). To assist teachers’ teaching and to eliminate
students’ concerns, it’s a need to know how both parties view instruments’ credibility.
-Professional development opportunities
From teachers’ perspectives, under the school policies, they need to understand
both the format and content of exams and the GEPT policy itself. Regardless of gaps
between exam developers and teachers, or between policy-makers and teachers; lacking
of well prepared teachers or overload of teachers’ work seem to cause more pressure on
teachers. Chen (2002) investigated washback of a public exam on Taiwan junior high
school English teaching and the findings indicated the absent professional development
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opportunities. So the role of professional development opportunities in the washback
effects of the GEPT policy should be noticed.
-Measurement driven instruction
Washback effects may also explain innovative modified English teaching
methods and learning trends. Measurement-driven instruction, regarded as one type of
washback effects, demonstrates how instruction is changed by assessment. Popham
(1987) stated that traditional concept of measurement-driven instruction to demonstrate
the relationship between instruction and assessment. Forbes (1973) reported that students
are forced to cram for tests but for a broad curriculum. While cramming for tests,
students get used to memorizing test contents and formats without truly realizing and
absorbing knowledge. In Taiwan context, it’s normal for students to cram for tests and
it’s doubted if students really increase their proficiency or just learn the format of the test.
Li (1990), who studied the Matriculation English Test (MET) in China explored that
washback from the MET was seen in teaching materials and lesson contents but the
“most telling changes’ was the learning after school. A new trend for after-class English
learning grew as the washback from the MET.
Washback effect influences learning
-Needs analysis
Besides teachers’ perceptions, students’ perceptions should also be investigated
because students’ voices facilitate teachers’ curriculum planning to better motivate
students. Nowadays, students being more, self-conscious and independent, “studentscenter” instructions are being more rigorous and necessary. During 1970, Nunan (1988)’s
“Needs Analysis” theory has influenced widely on language teaching. Many researchers
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started to apply this “Needs Analysis” theory to curriculum design, in-class instruction
and after-class evaluation. (Brindly, 1984; Richterich & Chancerel, 1978). McNeil (1976)
suggested that students will be more motivated by the curriculum which foresees
students’ needs; then, students can perform better. A review of literature on perceptions
of assessment in higher education indicated a mutual relationship between students’
perceptions of assessment and their approaches to learning. (Struyven et al., 2002). Also,
students’ perceptions may reveal feedback and critique on the GEPT policy, which could
be uncovered for government and policy-makers. Also, it’s necessary to know if students
view the test as a reliable and fair instrument. It’s dangerous if teachers and students hold
different attitudes toward the same instrument; subsequently, teachers’ instruction won’t
match students’ needs. Sambell et al. (1997) stated that to look at the issue of fairness
from students’ perspective is vital and it it’s more than just the possibility of cheating.
The influence of high-stakes tests could cause a variety of results to diverse
levels. If teachers and students have been influenced to difference levels and hold
dissimilar aspects of teaching and learning, it might be more difficult to accomplish the
ultimate goal of the government- to increase students’ English proficiency. In this study, I
propose to uncover both teachers’ and students’ perceptions of this GEPT policy,
contributing to understand the gap (if any) between both parties and to present advices for
refining policies and implications for professional development programs in Taiwan.
III. Research questions
This study would endeavor to answer research questions as followed:
1. What are the teachers’ perceptions of the impact of the GEPT on their teaching
attitudes towards tests?
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2. What are the students’ perceptions of the impact of the GEPT on their learning
attitudes towards tests?
3. What are the similarities and differences between the teachers’ and students’
perceptions of the impact of the GEPT on their attitudes and beliefs?
IV. Theoretical Framework
In this study, employing Borg’s (1997) framework “teacher cognition, schooling,
professional education, and classroom practice”, which could be seen in Appendix 1; it
helps design my questionnaires because Borg’s framework clarifies and classifies various
influential factors contributing to knowing teachers’ and students’ perceptions. Borg’s
framework offers a schematic lens for me to conceptualize how cognition influences
significantly on people’s attitudes and their behaviors, especially being useful when it’s
applied to identify the interaction of cognitions and the contextual factors, the GEPT
policy. Through consciously reflect on perceptions, teachers and students both also
recognize deeper about their changes and the existence of washback effect may be
proved.
V. Methodology
My methodology framework is as followed:
Comparison
Data
Teachers’ perception of the
washback effect of the GEPT
graduation requirement

Data
Students’ perception of the
washback effect of the GEPT
graduation requirement
Participants
College Teachers
College Students
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Method
Questionnaire
Participants:
2.
Follow‐up interviews &
Among those schools holding
the observation.
GEPT graduation requirement policy, 9
Classroom
1.

teachers from 3 private four-year universities and their students taught by the above
teachers were invited to be the research subjects. In previous researches, subjects were
mostly from two years and four years vocational universities. This study’s setting focuses
on private four-year universities. I originally invited 11 teachers from private four-year
universities with currently holding the GEPT policy and 9 out of 11 teachers and their
classes accepted to join this study. The class size of those 9 teachers’ is ranged from 2530 students, who are all Taiwanese college students, including from freshmen to seniors.
Method:
1.

Questionnaire (What’s been done in this pilot study)

Data Collection:
Employing quantitative approach, data would be objectively collected from two
parallel and comparative questionnaires, which could be viewed in my appendix 2 & 3.
To answer the research question1, 28 questions on the four-page long Teacher
questionnaire was created and it takes teacher around 10-15 minutes to finish. As for
answering the research question 2, 21 questions on the two-page long Student
questionnaire, requires students no more than five minutes to complete. Teacher
questionnaire is conducted in English; however, student questionnaire is developed in
Chinese to prevent any invalidity or difficulty from using English as a second language.
Chinese version of student questionnaire is also provided in appendix 4.
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Questionnaires from Cheng (2005)’s study is adopted and modifies in order to fit
in Taiwan context. Questionnaires were composed of Horwitz’s (1988) Beliefs about
Language Learning Inventory (BALLI), and contain 2 parts: Part A includes a section on
background information (gender, age, major, university year) Part B is on perceptions of
the washback of GEPT graduation requirement. Answers required subjects to indicate
feedback based on a 5-point Likert-scale ranging from 1 (strongly disagree), 2(disagree),
3(either agree or disagree), 4(agree) to 5(strongly agree).
2.

Follow-up interviews & classroom observations
Based on the results of both teachers’ and students’ questionnaires, the next step

is to categorize out the main characters indicating the existence of washback effect by the
GEPT policy. Those characters will be further observed in the classroom or discussed
with the subjects through face to face interviewing them; to do so, it’s possible to analyze
whether it’s in consequence of the GEPT policy or other contextual factors. Also, results
gathered from interviews and observations could be considered as the triangulation to
increase the research reliability and validity.
VI.

Data analysis and results

All nice teachers’ questionnaires were fully completed and after sending out 300
student questionnaires to those 9 teachers’ classes, 218 student questionnaires were
gathered. The information from quantitative data has extracted by using SPSS software.
Not only frequency count but the independent T-test was used to see if there is any
significant difference between teachers and students and answer the research question 3.
The goal is to investigate both teachers’ and students’ views on how they perceive
the GEPT graduation policy and how their perceptions impact on their teaching and
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learning. To enhance clarity, results are reported in turn by using the same orders as
research questions.
a.

Teacher survey data analysis
-Teachers’ perceived awareness and changes of the GEPT policy
Findings from this teacher survey showed that teachers participating in this

survey disagreed that this GEPT policy will cause significant changes (See Table1)
However, when looking at the individual variables, the results indicate that teachers
agreed the GEPT policy has changed their current English teaching and learning
environment (mean= 3.56), but they disagreed there is any change on their teaching
methods and materials (mean=2.22). A combined score of 18 would indicate that
teachers’ averaged a neutral response on the items indicting teachers’ judged the GEPT
caused changes and a combined score of 15 would indicate disagreement. It needs to
examine about why teachers remained between neutral and disagreement.
Table 1: T’s attitude toward if the GEPT graduation policy causes changes.
6 variables (P2Q1+P2Q4+P2Q5+P2Q10+P2Q11+P2Q12) Æ Cause Change
Minimu Maximu
Std.
N
Range
m
m
Mean
Deviation
TQ1 Chg
9
14
9
23
16.33
4.796
T&L
Valid N (list
9
wise)
The purpose of looking at “teaching methods and materials” is to explore if
teachers’ perceptions of this GEPT policy changed their curricular planning and
instruction. Wall (1996) pointed out that the familiarity of text format and content may
influence on teachers’ perceptions of changes. Teacher averages seemed toward
agreement that they were familiar with the policy. If that’s true, it’s questionable to see
most teachers answered “neutral” when asking about their current attitude toward the
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policy. There is still a need to investigate why teacher remained on the fence (See Table
2) when being asked about the confidence on teaching GEPT test.
Table 2: To see T’s familiarity of the GEPT graduation requirement.
Minimu Maximu
Std.
N
m
m
Mean
Deviation
TQ8 Cfdt on T
9
2
4
3.22
.833
Valid N (list
9
wise)
-Challenges of the GEPT policy and the needs of professional development
Findings showed that teachers agreed that this GEPT policy will cause
challenges on their teaching (See Table3). Scores of above 3 on individual items and
above 15 on the combined items indicated agreement that teachers thought the GEPT
would cause challenges to their teaching. When looking at the individual variables, the
results indicate that teachers agreed that class size has challenged their current teaching
most (mean= 4.22), but they did not agree that heavy loaded work has caused any
challenge (mean=3.00 indicating neutral). Results, in concordance with the literature,
revealed the needs of professional development. (See Table 4)
Table 3: To see T’s attitude toward if the GEPT graduation requirement policy
causes challenges on their teaching.
5 variables from T survey (Chlng1+Chlng2+Chlng3+Chlng4+Chlng5) ÆHowchlng
Minimu Maximu
Std.
N
Range
m
m
Mean
Deviation
HowChlng
9
8
15
23
18.56
3.127
Valid N
9
(listwise)

N
SS ELVL
C SZ
TAD
WKLD
PRCTM
Valid N (list

9
9
9
9
9
9

Minimu Maximu
m
m
2
5
3
5
3
5
1
4
2
5

Mean
4.11
4.22
3.78
3.00
3.44

Std.
Deviation
1.054
.667
.833
1.000
1.014
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wise)
Table 4: To see T’s needs of the professional development.
Minimu Maximu
N
m
m
Mean
TQ14 Trn
9
3
5
3.89
prgm
Valid N
9
(listwise)
b.
Students survey data analysis
-Students’ perceived awareness of the GEPT policy

Std.
Deviation
.601

Results in Su (2005)’s study showed that students believe that the GEPT policy
could increase their competence and provide with capacities for future jobs. Compared to
Technological students, students in this study (private universities students), the same as
Su’s study, agreed with the possible success from this GEPT policy (See table 5). College
students agreed with the registration fee is unreasonable, corresponds to Su (2005)’s. The
difference between Technological Institute and college students stated that they realize
the policy and the content and format of the GEPT policy, which were major reasons why
Technological institute students disagreed with the policy.
Table 5: To see T’s needs of the professional development.
S
ange

inimum

P2Q
12: Mjm prcpe
18
P2Q
13: Mjm ftr
18
Vali
d N (listwise)
18
-Students’ perceived changes in the classroom

aximu
m

ean
.67
.67

td.
Deviation
1
.039
1
.103

McNeil (1976) suggested that with a curriculum which can foresee and match
student’s needs, students may be better motivated, learned and performed. Results from
the student survey clearly presented there is a gap between teachers’ perceptions and
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students expectations. Students disagreed that teachers referred to the GEPT policy and
taught in the context of it (See Table 6), however, students agreed that they expected
their teachers to teach in the context.
Table 6: To see SS’ perceptions of the changes in classroom

ange

inimum

aximu
m

S
td.
Deviation
.
793
.
885
.
909

ean

Q4:
Rfr

18
P2
Q10: CT ctxt
18
P2
Q11: HT ctxt
18
Val
id N
18
(listwise)
-Students’ perceived changes after and outside school

.69
.01
.57

Li (1990) explored that washback from the Matriculation English Test (MET) in
China and it has caused a new trend for after and outside school as washback effects.
Compared to the washback effects found in China case, results in my study showed that
students tended to prepare for the GEPT graduation requirement by self-learning and
taking GEPT courses offered by schools, instead of tutoring and taking courses from
outside cram schools (See Table 7).
Table 7: To see SS’ perceptions of the changes after and outside school
S
inimum
P2
Q6: Cfde
P2
Q7: Ttr
P2
Q8: Sch Crse
P2
Q9: Crm

aximu
m

ean

18

.03

18

.17

18

.59

18

.63

td.
Deviation
1
.002
.
992
.
990
1
.075
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Crse
Val
id N
18
(listwise)
c.
Similarities and differences from T and SS survey
1. To see T’s & SS’ attitude toward the reliability and fairness of GEPT test as
the graduation requirement instrument.
Here I combine: 3 variables from T survey (P2Q2+P2Q3+msrmt1) ÆTFR
Group 1: T combined variable (TFR) and Group 2: SS combined variable (SSFR) are analyzed by T-test
and the result is significant.

How both teachers and students perceived the reliability and fairness of the test is
an influential factor in looking at the washback effects. The result showed that teachers
agreed with viewing GEPT test as a reliable and fair instrument (M=11.22, SD=.521);
however, students seemed to stay neutral. An independent-samples t test was conducted
to evaluate the hypothesis that there is a gap between teachers’ and students’ perception
of the GEPT test’s fairness and reliability. The test was significant, t (225) = 6.79, p=.00,
students didn’t regard the GEPT test as reliable and fair as teachers did. (See Table 8)
Table 8: T’s & SS’ attitude toward the reliability and fairness of GEPT test

Fair

Grou
p
1
2

9

Mean
11.22

Std.
Deviation
1.563

Std.
Error
Mean
.521

218

6.39

2.108

.143

N

Levene's Test for
Equality of
Variances

Fair

Equal

t-test for Equality of Means

F

Sig.

t

df

Sig. (2tailed)

Lower

Upper

Lower

Upper

Lower

2.043

.154

6.795

225

.000

Std.
Mean
Error
Differenc Differenc
e
e

Upper
4.832

Lower
.711

95%
Confidence
Interval of
the
Difference
Lo
we
Upper
r
3.431 6.2
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variances
assumed
Equal
variances not
assumed

34

8.943

9.243

.000

4.832

.540

3.615

VII. Discussion and conclusion
-Teachers’ perceptions of the GEPT graduation policy
In general, teachers would feel more welcome to this policy than students do. The
reasons why more than half of teachers were neutral toward this policy might be the
newness of this policy. However, even it is still new, 56% teachers agreed the GEPT
policy has changed thir current English teaching and learning environment.
-Teachers’ perceptions of the GEPT exam as measurement
One factor affects the attitudes toward this policy could be teachers’ perceptions
of the GEPT exam as measurement. There were four questions on the teacher survey
related to teachers’ perceptions of the GEPT exam as measurement. Based on previous
studies, both convergence and divergences of perceptions of how this GEPT policy
affects teaching and learning. More than half of teachers agreed that GEPT test is fair to
be viewed as the graduation requirement and even 11% teachers answered “strongly
agree.” (TQ 2.3) However, 44% teachers answered “undecided” to (TQ 2.2): the GEPT
test is reliable to be viewed as the graduation requirement. The reasons why the GEPT
test is viewed as fair but reliable should be explored later.
-Washback on teaching materials
There were three questions on the teacher survey related to washback effect on
teaching materials. When teachers were asked if they change their teaching materials in
the context of GEPT test (TQ 2.11), 55% teachers here disagreed that their materials have
not been changed. Forbes (1973) reported that students are forced to cram for tests but

6.0
50
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for a broad curriculum. Only 33% teachers agreed that their students are forced to cram
for test. The above items reveal that even under the GEPT policy, teachers stated that not
changing teaching materials and no clear washback on this area.
-Washback on teachers’ in-class teaching and before-class preparation
There were ten questions on the teacher survey related to washback effect on inclass teaching and before-class preparation. When being asked if the GEPT policy has
changed teacher’s teaching and caused extra work (TQ 2.4-5), more than half of teachers
answered disagree and even 22% teachers strongly disagreed. Similarly, when being
asked if teachers have changed their teaching methods (TQ 2.9-10), more than half of
them disagreed. Results showed that there is no washback effect on teachers’ teaching
and teachers haven’t been influenced or pressured by this policy.
However, when being asked if the school prepared teachers well resource to teach
the GEPT test (TQ 2.13), more than half of the teachers disagreed. This result revealed
the needs of a training program (TQ 2.14) and almost 80% teachers agreed.
My results echo with Chen (2002)’s results, in which he asserts the lacking of teaching
resources and teacher preparation. My results demonstrate the insufficient teaching
resources and preparation; it reveals again the needs of a training program.
-Washback on students’ attitudes towards motivation and registering fee
As to my research questions asking about the Washback on students’ learning
attitudes towards tests, more than half of teachers answered agree when being asked if the
GEPT policy can motivate students’ learning (TQ 2.7). Also, one huge factor causes that
students disagree with this GEPT policy is the registering fee for taking GEPT test. As Su
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(2005) called for alternates for those students who can’t afford the expenses. My results
confirm Su’s that students are bothered by the registration fee.
VIII. Future directions & Tentative implications for Taiwan Context
Through comparing the perceptions between teachers and students, it brings out
more evidences and questions as well. It’s proved the existence of washback effect by the
GEPT policy; however, to further discover how the washback effects change English
teaching and learning in Taiwan, classroom observation and both groups’ follow-up
interviews are necessary. Findings of this pilot study can benefit researchers to
understand deeper about washback effects in Taiwan context and to compare washback
effects in various contexts. The followings are tentative implications.
1. Teach the content, format of exams and make the policy known.
By investigating both teachers’ and students’ perceptions on the GEPT graduation
policy simultaneously, and comparing both parties’ voice, the conflicts and similarities
between expected curriculum, instruction and assessment are uncovered. In the results of
this study, it’s clear that students hope teachers to teach the content and format of the
GEPT test, in addition to explain more about GEPT test and to make the policy and
associated regulations explicitly. This pilot study points out students’ expectations of
changes in teachers’ instructions, which can be further discussed while interviewing both
teachers and students.
2. Additional standardized tests should be considered as alternative instruments.
As Dorr-Bremme & Herman (1983) and Chen (2002) claim the importance of an
instrument’s validity. This issue is one of essential concern in my study, both teachers’
and students’ perceptions of the validity of GEPT test are exposed and there is a
significant gap between teachers’ and students’ perceptions of the GEPT’s validity.
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Results tell that the GEPT test is not credential enough; calling for multi-assessment and
alternative instrument. Thus, government and policy-makers may reconsider if using
GEPT test is suitable enough to decide students’ qualifications to graduate.
3. Schools should provide teachers with professional development opportunities.
Finally, for policy-makers and government, there were voices from those teachers
currently teach the GEPT test without any previous training or teaching GEPT
experience. As Chen (2002) mentioned that many teachers suffer when teaching without
knowledge regarding how to align their teaching with new curriculum. Given such
concerns, there should be professional development opportunities provided for teachers
to teach GEPT test confidently. Before the new policy puts into practice, teachers should
be well-prepared and the aim of the new policy may be gradually carried out.
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Teacher cognition, schooling, professional education, and classroom practice (Borg, 2003)
Extensive experience of
classrooms which defines early
cognitions and shapes teachers’
perceptions of initial training.

Schooling
Beliefs, knowledge,
theories, attitudes,
images, assumptions,
metaphors,
conceptions,
perspectives

Contextual Factors

May affect existing cognitions
although especially when
unacknowledged, these may limit
its impact.

Professional Coursework

TEACHER
COGNITION

About teaching,
teachers, learning,
students, subject
matter, curricula,
materials, instructional
activities, self.

Classroom Practice
Including practice teaching

Influence practice either by
modifying cognitions or else
directly, in which case
incongruence between cognition
and practice may result.

Appendix 2

Defined by the interaction of
cognitions and contextual factors. In
turn, classroom experience influences
cognitions unconsciously and/or
through conscious reflection.
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Teachers’ questionnaire for the study
Teachers’ Attitudes toward the Impact of GEPT
Graduation Requirement
Dear Colleague.
I would like to ask you for your opinions of the new GEPT graduation requirement and
the necessary preparation you intend to carry out in order to cope with the changes in the
syllabus. To help this, please fill in this questionnaire according to your own experience.
All information will be treated in the strictest confidence. Thank you very much.
Part One Please tick the appropriate answer.
(1) Your gender:
Female
(2) Your age:

Male

20-30
31-40
41-50
(3) Your academic qualifications:

above50

BA
Masters
Ed. D or Ph. D
(4) Number of years you have been teaching:
1-3
4-6
7-9
10 and above 10
(5) Major level you currently teach:
Freshmen
Sophomore
Junior
Senior e
(6) Do you have experience teaching GEPT course?
Yes, currently
Yes, before
No e select the category that best
describes the on f
Part Two Please grade the following on a 5-point scale format where
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree.
Put 1, 2, 3, 4, 5 in the brackets provided.
w on f
(1) _______ The GEPT graduation requirement has changed the present English
teaching and learning environment in college?
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(2) _______The GEPT test is reliable to be viewed as the graduation requirement.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(3) _______The GEPT test is fair to be viewed as the graduation requirement.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(4) _______ The GEPT graduation requirement will create extra work or pressure on
my teaching.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(5) _______ The GEPT graduation requirement has changed my teaching.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
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(6) _______ To pass the GEPT graduation requirement, students are forced to cram for
tests instead of for a broad curriculum.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(7) _______ The GEPT graduation requirement can motivate students’ learning.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(8) _______ I feel confident on teaching in the context of GEPT test.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(9) _______ I teach according to the test formats in the context of GEPT test.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(10) _______ I have changed my teaching methods in the context of GEPT test.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(11) _______ I have changed my teaching materials in the context of GEPT test.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(12) _______ I sometimes neglect materials which the GEPT test does not include.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(13) _______ My school prepares me well resource to teach GEPT test.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(14) _______ A training program for preparing teachers to teach GEPT test is
considered necessary.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
Part Three Please grade the following on a 5-point scale format where
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree.
Put 1, 2, 3, 4, 5 in the brackets provided.
1. Please rate how much you see the following as challenges to teach for GEPT
graduation requirement?
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
Students’ current English level
Class size
The lack of teaching and learning aids and facilities
Too heavy work load
Inadequate time for students’ English practice outside the language classroom
2. What do you think are major aims for the GEPT graduation requirement in Taiwan?
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1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
To motivate students’ spontaneous learning
To promote students’ English competence
To obtain future jobs
To satisfy school’s requirements
To satisfy government’s requirements
3. What factors influence your teaching?
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
Professional training
Academic seminars or workshops
Teaching experience and belief
Past experience as a language learner
Public examinations
Learners’ expectations
Peers’ expectations
Principals’ expectations
Social expectations
Textbooks
Part Three Please tick the appropriate answer.
(1) What is your current attitude toward the GEPT graduation requirement?
skeptical about the change
neutral
welcome the change
enthusiastically endorse the change
(2) What is the medium of instruction you use when you teach English in the
classroom?
English only
English supplemented with occasional Chinese explanation
Half English and half Chinese
Mainly Chinese
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(3) How do you arrange your teaching in your school?
According to the textbook arrangement
According to separate skills such as reading or listening
According to the contents and materials to be taught (i.e. GEPT test format)
According to assessment
Please grade the following on a 5-point scale
(4) Would you agree to the following as a reliable and fair test as a graduation
requirement?
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
GEPT test
TOEFL test
TOEIC test
IELTS test
None
(5) Would you agree to the following as an alternative(s) of a graduation requirement
for students?
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
To pass the TOEFL test
To pass the TOEIC test
To pass the IELTS test
To take cram courses
To retake again and again, until pass

--End of Questionnaire—
Thank you very much for your help
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Appendix 3
Students’ questionnaire for the study
B. English version
Students’ Attitudes toward the Impact of GEPT Graduation Requirement
Dear students:
We’d like to learn how you feel about the new GEPT graduation requirement. All
information you provide here will be treated in the strictest confidence. Thank you for
your valuable time.
Part One Please tick the appropriate answer.
(1) Your gender:
Female
Male
(2) At what level of the school are you in now?
Freshman
Sophomore
Junior
Senior
(3) What is the medium of instruction your teacher usually uses to teach you English?
English Only
English supplemented with occasional Chinese explanation
Half English and half Chinese
Mainly Chinese
(4) How often does your teacher refer to the GEPT graduation requirement, which
you are going to take in class?
Never
seldom
sometimes
often
always
(5) How will you prepare for the GEPT graduation requirement?
Study GEPT on your own

take GEPT course offered by school

take a private GEPT tutor

take GEPT course offered by cram school

No preparation for GEPT, just take regular classes
(6) Have you ever taken GEPT test before, if yes, in which level?
Never

elementary

intermediate

high-intermediate
advance
superior r
(7) Do you think you will take an EFL test other than GEPT test, if yes, which one?
No
TOEFL
TOEIC
IELTS
Other, _________ f
(8) Which of the following do you view as a good alternative of the graduation
requirement?
To pass the TOEFL test
To pass the IELTS test

To pass the TOEIC test
To retake again and again, until pass

Other, __________________________
Part Two Please grade the following on a 5-point scale format where
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree.
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Put 1, 2, 3, 4, 5 in the brackets provided.
(1) _______ I understand that we have to pass the GEPT test before we graduate.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(2) _______ I agree with the GEPT graduation requirement.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(3) _______I agree that the GEPT test is a reliable graduation requirement.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(4) _______ I agree that the GEPT test is a fair graduation requirement.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(5) _______ The fee for taking GEPT test is reasonable for me.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(6) _______I can prepare and pass the GEPT graduation requirement by myself.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(7) _______I can pass the GEPT graduation requirement by hiring a tutor.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(8) _______ I will take a GEPT course offered by school to pass the GEPT graduation
requirement.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(9) _______ I will take a GEPT course offered by cram schools outside to pass the
GEPT graduation requirement.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(10) _______ My teacher has taught the test formats in the context of GEPT test?
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(11) _______ I hope that my teacher can teach according to the test formats in the
context of GEPT test?
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(12) _______This GEPT graduation requirement will help my English learning and
promote my English competence.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
(13) _______This GEPT graduation requirement will help me obtain future jobs.
1=Strongly disagree, 2=Disagree, 3=Undecided, 4=Agree, 5=Strongly agree
--End of Questionnaire—
Thank you very much for your help
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Appendix 4
學生問卷
B. Chinese version
Students’ Attitudes toward the Impact of GEPT Graduation Requirement
親愛的學生:
我們希望能了解你們對全民英檢畢業門檻的想法。你們在這裡所提供的一切資料將
會得到完全的保密。多謝你們為此所付出的時間。
第一部分 請選擇適當的答案打勾
(1) 你的性別:
男

女

(2) 你就讀以下的那個年級?
大一

大二

大三

大四

(3) 你的英文老師給你們上課用那種語言方式?
只用英文
大部分用英文，少時用中文翻譯解釋
一半英文一半中文
主要用中文
(4) 你的老師上課會提到全民英檢的頻繁程度如何?
從不

極少

有時候

經常

總是

(5) 你會如何準備來通過畢業門檻?
自己花時間準備

修習校內的全民英檢課程

自行請英檢的家教

補習校外的全民英檢課程 ct

不準備，只修習校內的必修及選修課程 ct
(6) 你是否曾經參加過全民英檢考試嗎?是的話，那個級別?
否

是，初級

是，中高級

是，中級
是，高級

是，高級以上

(7) 除了全民英檢，你是否會參加以下何種檢定考試?
否

TOEFL

TOEIC

IELTS

其他， _________ f

(8) 除了通過全民英檢，你認為畢業門檻需具備的是以下何種替代方案?
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通過托福 TOEFL 考試
通過 IELS 考試

通過托易 TOEIC 考試

通過學校開設英檢學習課程，即可畢業

其它檢定考試， __________________________
第二部分 請你按五個等級來評估以下問題。其中 1=十分不同意， 2=不同意，, 3=
無法確定， 4=同意， 5=十分同意。然後請將相應的 1，2，3，4，5 填入空格中。
(1) _______ 我知道我們必須通過全民英檢才能畢業。
1=十分不同意， 2=不同意，, 3=無法確定， 4=同意， 5=十分同意。
(2) _______我同意學校規定通過全民英檢為畢業門檻。
1=十分不同意， 2=不同意，, 3=無法確定， 4=同意， 5=十分同意。
(3) _______我同意全民英檢考試的公信力和效力，足以列為畢業門檻。
1=十分不同意， 2=不同意，, 3=無法確定， 4=同意， 5=十分同意。
(4) _______ 將全民英檢考試列為畢業門檻，對學生而言是合理的。
1=十分不同意， 2=不同意，, 3=無法確定， 4=同意， 5=十分同意。
(5) _______ 考英檢的費用對我言，是合理的。
1=十分不同意， 2=不同意，, 3=無法確定， 4=同意， 5=十分同意。
(6) _______ 我自己準備就可以通過全民英檢。
1=十分不同意， 2=不同意，, 3=無法確定， 4=同意， 5=十分同意。
(7) _______為了通過全民英檢，我會請私人家教。
1=十分不同意， 2=不同意，, 3=無法確定， 4=同意， 5=十分同意。
(8) _______為了通過全民英檢，我會修習學校的英檢相關課程。
1=十分不同意， 2=不同意，, 3=無法確定， 4=同意， 5=十分同意。
(9) _______為了通過全民英檢，我會報名校外的全民英檢補習班。
1=十分不同意， 2=不同意，, 3=無法確定， 4=同意， 5=十分同意。
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(10)_______我的英文老師上課內容與全民英檢相關。
1=十分不同意， 2=不同意，, 3=無法確定， 4=同意， 5=十分同意。
(11)_______我希望英文老師上課內容能夠與全民英檢相關。
1=十分不同意， 2=不同意，, 3=無法確定， 4=同意， 5=十分同意。
(12)_______英檢畢業門檻的設立可幫助提升我的英文能力。
1=十分不同意， 2=不同意，, 3=無法確定， 4=同意， 5=十分同意。
(13)_______英檢畢業門檻的設立可增進我在未來就業市場的競爭力。
1=十分不同意， 2=不同意，, 3=無法確定， 4=同意， 5=十分同意。
--問卷結束—
衷心感謝你的幫助
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The purpose of this presentation is to demonstrate the innovative implementation of
relational learning strategies to improve ethical and scholarly writing skills in an online
WebCt Bridge course. Turnitin©, the originality checking program applied as a selfevaluative teaching strategy, together with the implementation of a teaching module to
assist students to navigate the American Psychological Association Manual (APA
Manual) will be presented as the fundamental tools for students.
Knowles’ Theory of Andragogy is used as the theoretical foundation to support the
implementation of self-evaluation teaching strategies.

The systematic development of the APA Manual self-navigation teaching module will be
explained as will using other writing formats such as the Modern Language Association
(MLA) to increase student proficiency in professional writing styles. A review of the
process for student self-evaluation using the Turnitin program, integration of writing
assignments, and organization of the course will provide information to educators for
diverse course development.
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2
Implementation of the relational learning strategies are expected to increase the student’s
ability to; locate usual documentation formats, apply correct documentation citations,
promote self-reflection of writing through self-evaluation, decrease anxiety in writing
papers, and assist students to author ethically sound scholarly papers.
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[This document looks at improving administrative practices of First Nation Women in First
Nation schools through personal experience. Can this be become reality while one shifts through
daily encounters of social injustices within school organizations?]
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Abstract
This paper explores ways to improve the work practices of First Nation education
administrators in First nation communities. There are underlying struggles when First
Nation people return to their Northern communities to work. Change is seen as a
deviation away from the views of the people thus causing chaos when individuals do not
understand why. In particular, the role of aboriginal principals and directors within
northern schools will be streamlined to see how inclusion of the cultural aspects of the
individual communities can be integrated into the school system without causing too
much disruption to the life styles of the people. The process for fostering change within
the school itself will be a key factor in bringing stability and trust to the community.
What do our schools need to do to bring the people to its doors? To allow for trust in
educating their children so that the young ones becomes strong advocates within society
in general? The factors providing the impetus for change within the school system lies in
the experiences of the writer as she struggles as a first time administrators in a First
Nation community who were unresponsive to change, were struggling keeping staff, and
whose education system were far below the norms within societal schools.

2009 HICE Proceedings
Page 4638

Introduction
“I don’t think anybody anywhere can talk about the future of their people or of an
organization without talking about education. . . . We have always placed a great deal of
importance on education and that has helped us as a people [and] we must continue to do
that” (Wilma P. Mankiller, Cherokee).
Inspired by the valued words of a Cherokee sister, I began to look at my own
experience as a first time administrator hired as a principal/Director of a small First
Nation Community tucked within the central location of one of the Western Provinces of
Canada. I titled my project, A Developmental Process of a First Nation Education
Administrator: Improvement through Individual Experience. My question, how do I
improve my administrative style so that it inspires others to practice improvement
through a developmental learning process? As an educator/administrator my aim is to
bring forward a deeper understanding for the need to positively restructure the
bureaucratic education system within First Nation Communities. It is important to show
individuals within any school setting that they can learn to do things for themselves and
by doing so; they unconsciously make the necessary changes that establish quality
practices for the betterment of the school’s organizational structuring? McNiff, &
Whitehead, (2006) state, “Your vision is in the idea that you can influence the education
of social formations. . . . Aiming to influence your educative influence to persuade
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different groupings that they can learn something from you, primarily that they can learn
how to do things for themselves, and change their established practices for the better”
(p.247).
Areas for considerable changes are the physical attractiveness of the school,
staffing procedures, program planning and development, staff and student discipline
measures, resource allocations, outside influences and communication strategies. An indepth look at these particular criteria will do two things: 1) allow for individuals to better
understand the behavioral patterns and practices within First Nation school communities
and 2) bring forth possible recommendations for improvement of the organization. In
order to identify specific areas of weaknesses within the system a closer examination of
the overall atmosphere and organizational structure of the school will be elaborated on as
penetration of the invisible walls and the mindset of the community members make it
extremely difficult for individuals to become successful administrators within the school.
The school, which is usually the largest organization for employment in the community
seldom runs as effectively and efficiently as it should. As a new employee in one of the
communities I worked long hard hours to plan programs, set up meetings, organize
education forums as a means of informing the community, as well as come up with
strategies for making the school a more attractive place for students’ staff and visitors.
My years of teaching and working with administrators at the public school, university,
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and college levels lead me to believe in the importance of working as a team to
accomplish outcomes and be successful; however, this was almost impossible with a staff
that was so introverted. Mary parker Follet in Hoy and Miskell (2008) argue that, “the
fundamental problem in all organizations was developing and maintaining dynamic and
harmonious relationships.” (pg.14). She further states, “conflict was not necessarily a
wasteful outbreak of incompatibilities, but [a] normal process by which socially valuable
differences register themselves for enrichment of all concerned.” (pg.14). I find working
in First Nation schools a challenging endeavor but as an educator I see potential growth
for both students and staff; therefore I truly believe with team effort First Nation
administrators will make a difference in providing effective leadership direction.
Methodology
The methodology used in this research inquiry is action based on personal
experiences within First Nation communities. The writer describes both the positive and
negative aspects of working in a First Nation community while keeping in mind the
social illnesses contributing to the unfortunate dilemmas affecting the organizational
bodies. Shared motivation and positive interaction among staff make up the culture of the
school atmosphere and this in turn identifies the norms, values, philosophies,
expectations, beliefs, attitudes, perspectives, and community ceremonies that meet the
challenges and specific attainable goals set out by the community and Chief and Council.
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Another contributing factor is the schools ideal perspective of where they want to
be within a two year span; what the projected outcomes would be in terms of student
academics, staff professionalism, disciplinary procedures, policy development, parental
involvement and communication strategies with all community organizations while yet
keeping in mind the racial, ethnic, gender and religious potential of the school
organization. This action research demonstrates and acknowledges the major tasks of
effectively planning for change within schools tangled in webs of political processes.
Daresh (2001) explains, “The educational leader is faced with the challenge of bringing
about true unification with an eye toward maintenance and appreciation of diversity” (p.
361). In the process of planning and reorganization, an in-depth look at the background
content of the school and community level will be considered. How does the school,
along with the community effectively plan for its programs; its policy manuals and
updating procedures; staff morale building; maintenance; as well as the societal forces
that bring about change and challenges within the system? Further to this, an integration
of the historical aspect of the community and its beliefs for an educational system that
embraces and incorporates the community’s cultural life styles into the curriculum will be
included. By looking at the overall structure of the school, its procedures, and stated
outcomes, I will present recommendations that will enable the system to continue to
progress over time. The process of this paper will be as follows: a) an abstract, b) an
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introduction to the content, c) methodology, d) Literature review and background history
of the school and community, e) the educational platform with a stated vision as a
reminder of what education is about along with innovation/intervention strategies, f) data
collection strategies along with ethical issues that may arise throughout the study, h) data
analysis and conclusion with recommendations for the continuation of positive change
over time. Due to the nature of the information, no names are mentioned and the
community and its location are unidentifiable to protect the rights and privileges of the
people.
Literature Review and Historical Background
Most First Nation communities are set deep into the wooded areas of Canada
along rivers, streams, or on islands that are accessible only by air and water. Others are
accessible by car. The community being researched is a small community set along the
shores of one of the lakes in the western provinces of Canada. The community has
potential to be developed into a booming campground resort and fishing plant because of
its location along the lake, but, due to financial restraints and low interest from
community members the idea is talked about but never pursued. There is easy
accessibility by road into the community and the community itself is only a few hours
away from a major city that makes it an ideal place for development. It (the community)
has a population of approximately nine hundred members with a school population of one
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hundred thirty students. Apart from the school and the band office, the community houses
a fire department, Child and Family services, Native Addiction and Awareness program
(NADAP), a health station, a local Constable, and a community store with a gas bar. The
economic baseline for the community is fishing, carpentry, and seasonal labor work when
there is opportunity; otherwise, the main staple is welfare. The community is poor, like
many others, and when I started to work the Band itself was in third party management
meaning the Chief and Council were not able to make decisions without taking it to a
representative from Indian and Northern Affairs Canada (INAC) which will used
throughout this paper when referring to the federal governing agency.
The community is a cultural mix between the Traditional, the Christian, and those
who remain neutral but take part in decision making. The community holds strong to its
Ojibwa Language with the elders, who are fifty and above, fluently speaking and
understanding the language, the middle age people twenty-five to forty-nine speaking the
language with English inclusion, and the younger generation speaking very little but
understanding the language because it is being spoken in the home and community. It is
safe to say then, that language is a growing concern as the elders push for a strong
Language and Native Studies curriculum. Through listening to the people tell their
stories of their experiences at residential schools it becomes apparent there is a mind-set
of the residential school era. These past behaviors were evident in the parenting skills,
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decision making, and behavioral patterns that were displayed when confronted with
various issues relating to behaviors students displayed at school. These observable
behaviors are confirmed by Grant (1996) when she re-iterates that, “The child-rearing
practices of the parents caused confusion and uncertainty in both children and parents.
The generation gap between children and parents was a yawning chasm which left both
groups bewildered and helpless” (pg. 245-46). Grant goes on to say that, “a residential
school survivor was a cold, unapproachable person. . . . Residential school had a
profound impact on the mental health of Native people . . . on the breakdown of family
because no family life skills or parenting skills were learned in the school setting” (p.
260). The same patterns that Grant speaks of are evident in Aboriginal communities as
one works with the people. Many people hold a fear for these behaviors; therefore they
refuse to deal with them because the pain and memories are still fresh in the mind. The
community itself is sick in that it is overshadowed with abuse, an influx of drugs and
alcohol, and gang related activities. The livelihood of the people was mostly welfare and
it became a sad and heartbreaking reality when one was able to see a strong people living
in such depression and havoc week in and week out. I often asked myself, “How can I,
as an educator make a difference in communities such as this? What can I do at the
school level to even begin making the kind of changes that would be meaningful in the
lives of the young ones?” These questions were not easy ones to answer because with
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each step I was to take there was a barrier and for all the effort it took, these barriers
could not be penetrated or broken in the short time I was Principal/Director at the school.
According to the policy manual set by the community all staff were to report
directly to the principal, but this was difficult to enforce due leniency of past
administrators. Because I was new at this school I spent a good part of my time getting
to know the people I was working with and would often meet with staff to clarify
decision making as an administrator. I did not believe in power struggles and because the
school was a place to learn I believed we must have a shared vision on how to make the
school run smoothly. Hoy and Miskel (2008) reaffirms my thoughts when they state,
“Organizations are created and controlled by legitimate authorities, who set goals, design
structure, hire and manage employees, and monitor activities to ensure behavior is
consistent with the goals and objectives of the organization. These official authorities
control the legitimate power of the office or positions, but they are only one of many
contenders for other forms of power in organizations” (p. 219). Despite reporting criteria
and chain of command, everything that came through the principal’s office had to be
reported to the Chief and Council through weekly reports except for confidential issues
that needed to be taken care of at the school. For example if a teacher were struggling
with a behavior problem, the principal would listen to the teacher, give the teacher time
to try new ideas , and make a point to sit in the classroom to observe the behavior before
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giving further direction or strategies. Brian Lewthwaite (2007) states, “recognizing the
need for change is only the start of the change process in schools. Identifying the goals
for change and the mechanism for achieving change are pivotal steps in any school
developmental process” (p. 10).
Innovations/Intervention Strategies
The school’s mission statement posted at the entrance of the building read:
We provide for the academic, social, emotional, spiritual, and
physical development and well being of all students. . . . We
believe that every student can learn and has the right to an
education that not only recognizes the unique talents and
strengths of each individual student but also the need for a safe
caring, and challenging learning environment.
Wow! I thought as I reiterated my own belief for the progress of First Nations People by
asking myself, “What factors make up a positive environment within a First Nation
School? What does it take to be a good administrator/leader within a community so
entangled in disparities?” I saw, in the statement, a strong desire in the hearts of a people
to reach out and grasp that which is needed for survival. My belief that the young people
of our nations have a longing to reach out and secure themselves with the skills that
would provide them with a strong sense of worth and purpose, was verified in the
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school’s mission statement. I recognize that the young people of this community were
the new warriors of time, and that schooling for them will be longer and much more
demanding than the olden days as time brings forth its changes within a fast and furious
society. Schooling for these young people will demand determination, dedication, and
self-discipline as they emerge with hands held forward, not to receive welfare, but to
grasp and hold their rightful places in society. Dewey in Lewthwaite (2007) confirms this
thought as he states:
The great waste in schools, from a child’s prospective, is his inability to
use the experience he gets outside of the school in any complete or free
way within the school itself; while on the other hand he is unable to apply
what he is learning in his daily life. That is the isolation of the school – its
isolation from life. When the child gets into the schoolroom, he has to put
outside his mind a large part of the ideas, interests and activities that
predominate in his home and neighborhood
Although the school had its mission statement posted there was no apparent
organizational structure within the school itself; therefore, there were numerous
behavioral problems displayed from sexual connotations and gang membership, to
violence and lack of respect for everything and everyone. What are the elements that
contributed to these behaviors? How can the school help to make changes for the better?
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We know for sure that learning occurs from life experiences and when these experiences
are consistently negative we take on the negative connotations of that experience or viceversa. Learning is life long and our experiences can produce stable behavioral changes
that are either positive or negative and for many of these students the behaviors they
displayed in the school were either learned at home or in the community. Hoy and
Miskel (2008), define learning using three general theories with each having its own
function in the learning process; these theories are behavioral, cognitive, and
constructivist theory (pg. 43). Each theory has its own place in the system and as
educators we must look at the whole child when planning their educational journeys.
As administrator I met regularly with staff to share ideas and make necessary
changes to continuously improve how we could work together as a team to help students
overcome struggles and rebellious behavior without causing pandemonium at the
community level. Even this simple task was difficult; teachers complained they didn’t
have time and were only responsible for students in their classrooms, and therefore, they
should not have to get involved with other students. As an administrator, what do you do
when both staff and students are rebellious? Staff opinionated they never had to do this
in the past and questioned why they were forced to do this kind of planning now when it
is the principal’s job to make sure the school ran smoothly. I had no answers but I knew I
had to work hard to earn trust, to allow staff to feel comfortable enough to grasp minute
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changes by the horns and make it work for the betterment of the school. Being new in
leadership, I was adamant that I would not be coerced into power struggles so I did my
best to encourage staff, to get to know and fully understand where they were coming
from and to build positive relationships by talking with them while at the same time
modeling and sharing my personal vision for the school. Hoy and Miskel (2008) state
that, “The research findings on power and authority in schools suggest school leaders
should be supportive of teachers, authentic in their interactions, independent from
superiors, and calm and cool in crisis, and they should avoid authoritarian and autocratic
actions” (pg. 251). As an educational leader in the community it became reality that my
own behavior would have great impact on the quality of education in the school. And that
quality of learning would be defined by the ways in which the school was able to reach
out and help to improve how people effectively viewed education. While structure is an
important asset in educational planning it is important to deal with the areas that would
be detrimental to school progression as well as the interference from outside forces that
slow the process of change.
Data Collection
The first few days of starting the new job were unbelievable as I shuffled through
files looking for some kind of plan used by previous leadership. When I walked through
the doors of the school for the first time I wanted to turn and run, the place was a
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complete mess. I requested to start the job earlier, but was told I had to start with
everyone else and as a result preparation was not done during the summer months.
Everything was in disarray. Student cumulative files were all over the place along with
confidential reports left open for anyone to look at. The main office was unattractive and
cold. The secretary was busy playing cards on the computer and did not seem to know
where anything was.
An inspection was completed for the inside and outside of the school as well as
the school grounds and this led to possible safety issues that needed immediate attention.
Everything was documented and the areas of concern attended to immediately. A meeting
with maintenance staff and janitors was called and they were informed of their roles and
responsibilities and given weekly schedules.
Next I met with the secretary and together a basic orientation package was
developed so that teachers would have all relevant information in one folder. Information
was collected on students with special needs and class lists made up for each grade level
teacher. A list was compiled for students who were of age but not registered in school for
whatever reason. The parents were contacted and informed of the start date, and an
invitation to come in to register their child was given. A list was generated outlining
what had to be done in the office to re-organize so that it was inviting for students, staff,
parents, and community members.
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A meeting with all teaching staff including the teacher assistance was arranged so
that planning for the year included everyone sharing ideas and taking part in the decision
making. Roles and responsibilities were discussed and the school calendar organized to
include holidays, professional development, special events, etc. Staff was requested to
discuss and write down their vision statement for the year. What did they hope to
accomplish by the end of the year? And what were the expectations for student learning
in the classroom? Once this was finished the information was molded into one strong
vision statement that was posted for all to see. I knew under existing circumstances each
teacher had to think of the school as a place where she would send her children, and from
this the teacher would engage in bringing forth ideas that held high standards and
important outcomes. Daresh (2001) sums this thought very well when he states,
“Becoming aware of personal values and beliefs held within a strong organization has a
similar positive benefit on what others know about and understand in terms of the overall
school as an organization” (pg. 52). Hoy and Miskel (2008) also relate healthy school
effectiveness to many interacting variables when they state, “Teachers in healthy schools
are committed to teaching and learning. They set high but achievable goals for students;
they maintain high standards of performance; and the learning environment is orderly and
serious” (pg. 203). This then is what leadership and staff wanted for the school, a place
where students received the best education possible, a place where each individual was
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provided for academically, socially, emotionally, spiritually, and physically; and a place
that was safe and caring recognizing each child’s talents regardless of how big or how
small.
Visits were made to every student’s home so that I fully understood where each
child was coming from in order to effectively help in the planning process. Information
was gathered and the process gave opportunity to develop a working relationship with
parents and to show them the importance of working together to educate the child. Each
visit was different as I listened to and valued what each parent had to say concerning
previous encounters with the school and what they [parent] envisioned for student
learning. Despite all this parents were still leery about getting involved at the school but
they were quick to judge and blame if their child (ren) had to be disciplined. Threats on
the principal through phone calls, office visits, or home invasions were part of the
school’s culture and were not taken seriously by the community or Chief and Council. I
often sat and listened patiently to threatening parents and when they were finished I
would quietly ask them to sit and we would talk through the problem. Many were
astounded by my nature and I soon earned the trust of many parents as they, too revealed
personal information that related to their children’s behaviors. It was easy to identify
how outside influences, whatever that may be can put a strain on any organization. Hoy
and Miskel (2008) clarify this thought when they state, “Culture represents the unwritten,
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feeling part of the organization. . . . Shared orientations help maintain cohesiveness and
feelings of personal integrity, self respect, and belonging” (p. 28). He further states,
“Organizational culture, with its important group norms, values, and beliefs, is another
powerful force that affects organizational; behavior” (p. 28).
Another area of consideration is the continuing conflict with student behaviors.
Continuous observation indicated that students did what they wanted, often disregarding
school rules and showing no self respect or respect for anyone else they were in contact
with. Weapons were often confiscated and students reported to proper authorities in the
community but no reprimands were issued for these kinds of behaviors. With no
behavior plans in place and policy stating students were to be suspended, but, this seldom
happened as Chief and Council often rebutted and sided with the student. Morton Duetch
(1973) cited in Hoy and Miskel (2008) notes that, “a conflict exists whenever
incompatible activities occur” (p.200). Students bring with them what they see and
experience in the home. One could sense and often see there was no attempt to build
trust or develop working relationships between staff and students. Again I asked myself,
“What can I do as an administrator to develop am bond between student, teacher, and
parent?” My only weapon was to counsel with individual students to build trust, and to
model for the organization how to approach a child who was full of anger, what to do in
emergency situations and how to help the child work with their own behaviors. Daresh
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(2001) points out, “The responsibility of the leader, particularly a proactive leader, is to
guide the conflicts that will always be present toward a lower level of hostility and
therefore toward a higher probability of serving as positive forces for the organization”
(pg. 200-01). By working with students, school staff, and community members the school
was able to develop a Student Handbook that included specific behavioral strategies,
consequences and recommendations for improving one’s own behavior. Although a
handbook was developed it could not be implemented until it was approved through Band
Council Resolution (BCR).
Other issues of concern were the academic challenges within the system. There
was no criteria in place for assessing students; cumulative files held limited information
on performance level of the student and there were no alignment across grade. Teacher
planning was completed without proper education documents and the school held many
students with various needs. A school plan was developed previously but was not being
incorporated; therefore, program alignment from grade to grade was inconsistent and
detrimental to student achievement. The special education students had written reports
that were generic in nature yet each student had different needs when we began working
with them. Attendance records displayed a high percentage yet the behaviors and
absenteeism did not portray this to be true. Further research found that the attendance
registers were fixed so that they matched the criteria needed for funding. The school
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housed students who were multi-handicapped, hard of hearing, bed-ridden tube fed
autistic, Downs Syndrome, and alcohol related deficiencies. These students were slowly
integrated into the regular classroom for one to two hours each day so that everyone
became comfortable with each other, thus developing positive social relationships.
Because improvement in the school was a priority staff needed information and
sharing sessions that would help improve teaching styles through curriculum review,
effective planning, classroom management planning, sharing of effective teaching
strategies, development of assessment strategies and daily recording of student work and
activities. It was hoped that by doing these sessions, teachers would see the need to
examine their own styles and thus opt for pedagogical change. Carl Jenson in Decker &
Romney (1992) state that “changing what is ineffective in today’s schools and replacing
it with what is effective will require the best of everyone, including community
educators” (p. 59). The administrative goal for this small community was for
improvement on rethinking curriculum and instruction for the promotion of quality
education for students, partnership enrichment among community organizations, and
stronger parental and community involvement through program development.
Other observed areas of concern were low staff morale, negative or non-caring
attitudes of staff, staff divisions and each group doing what it wanted to do. There was
no sense of team work and any direction given was taken lightly or went unheeded.
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What controlled this behavior? And how might one work through it was the two
questions that came to mind? First, I looked at the how the organization was previously
structured in terms of teacher involvement and building trust. Next, I looked at
committee development strategies and issuing responsibilities among staff so that ideas
were shared and integrated as a team effort. By doing this, the main goal was for
teachers to find more and better ways of working together so that students did not suffer
the consequences. Fullen (1997) states, “They [teachers] must reinvent their sense of
professionalism so that it does not place them above or set them apart from parents and
the wider public, but gives them the courage and confidence to engage openly and
authoritatively with others who also have the children’s interest at heart and even with
those who don’t” (pg. 13 – 14). An important and critical aspect of all this was I
respected individuality, valued the views of all those who worked with students, and
believed in sharing responsibility. Sergiovanni (1996) in Armstrong (2004) suggests that
an effective leader should not be afraid to distribute or share power (p. 31). He then goes
on to say, that there is a necessity, however, to distribute power in order to create a
collegial authority (Sergiovanni (1996). The goal then was to create collegiality and
partnership within the organization so that education would be strengthened.

2009 HICE Proceedings
Page 4657

Ethical Issues
Because this research is personal experiences of the writer it stills requires a
deeper thought into what ethical issues need to be addressed in order to protect the
community, school and its members. Although the paper was from personal experiences I
made sure that no names were ever used at any time. The location of the community was
obscured and unidentifiable because an exact location was never mentioned. Although I
used information that informed of specific behaviors and how change was addressed no
data was ever collected in any way. The information written is on memory alone and
what happened to me personally as I tried to bring change to an organization that was in
chaos. I tried to make sure that the information I shared was indeed monitoring my own
practices and not that of the organization although the changes that were being made
included the participation of all staff. The name of the community and school was never
mentioned and there was never need for mention as I drew on my own experiences and
remembered observations while I was at the school. My aim at this point was to create
and maintain a reputation of integrity and trust to my readers. Should I do a similar study
I would definitely get written permission and assure the community that I would put their
interests first and that all confidentiality would be kept. I would also explain that as
participants they have the right to pull out of the study at any time. Also application to
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the ethics committee would be submitted on my part so that I get permission to do the
study or not.
Analysis, Conclusion, and Recommendations
Working as an administrator in a First Nation School opened my eyes to the
dilemmas and struggles that need to be addressed and worked through so that
communities can move forward and not remain stagnate in educational practices. I see a
strong need for First Nation people to change the way in which they govern themselves
as I looked from the outside in to see the selfishness, the ignorance, and the greed destroy
the sustainability of a school while yet trying to develop high standards of education for
its community. In the field of education we talk about our experience in relation to time
and change, and yet, our First nation people remain far behind. Community members say
they believe in the natural ways yet lack the basic teaching of truth, honesty, humility,
courage, respect, love, and wisdom. Fullen (2001) states that, “although moral purpose is
natural, it will flourish only if leaders cultivate it” (p.25) I ask myself is this happening, if
not, why not? There are issues that stand in the way of progressively building a higher
standard of education a First Nation community. As a people we must push harder for
what we believe in and we must see our young people as leaders in order to mould them
to reach out and secure themselves as a valued part of society. A valued lesson learned
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from this experience is that it is hard to be a successful leader in a First Nation
community especially when you are an educated Aboriginal woman.
Quality leadership allows for teachers to broaden their roles and experiences
within the organization when principals display a collaborative, open, supportive and
facilitative role. Goldring and Rallis (1993) state that, “Because the school is full of
potential leaders, the principal who . . . build dynamic schools create arenas for teacher
decision making”(p. 43) Hargreaves and Fink (2006) speak of sustainable leadership as
being the way for leaders to go when they say, “Sustainability is the first and final
challenge of leadership. And it is the biggest challenge to the highest-level leaders of all –
those in our national and state governments” (p. 273). Being an administrative leader in
any community requires one to use common sense when working along side and with the
people. It is then important to understand the fears, hardships, and struggles involved
when building relationships with any community or organization. Although this
particular community had its own unique way of manning its organizational system, one
was able to restructure and bring forth change to certain areas of the organizations where
it was needed the most i.e. curriculum and program planning, sharing of organizational
leadership in terms of instruction and assessment, etcetera. Included in this restructuring
processes were program development such as: the development and implementation of a
classroom for the most challenged student, a program for the hard to reach student called
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“Transitional Teaching and Work Ethics Program, and the Integration of Cultural
Awareness Days that brought the parent and community together within the school
parameters and a Boys and Girls Club where students were taught the roles and
responsibilities of becoming traditional men and women. All of these efforts were done in
hopes of bringing in and involving parents throughout the educational process.
Another area of importance was to give students ownership by allowing them to
decorate and paint the school with displays of the seven teachings. This then was a way
for students to say, “We hold strong to our ancestral foundation with a sense of pride,
ownership, dignity, and self-worth” The philosophy of the schools was to incorporate an
understanding that parents and elders are the first teachers and this was to remain a
priority in the school. Hoy and Miskel (2008) clarify this by stating, “Schools are leading
organizations . . . where participants continually expand their capacities to create and
achieve where novel patterns of thinking are encouraged, where collective aspirations are
nurtured, where participants learn how to learn together, and where organization expands
its capacity for innovation and problem solving” (p.33).
Research Quality
As a first time administrator and being a non-community member it was
necessary to look at the barriers that stood in the way of effectively planning for success
in the school. The question I asked myself was, “How do the barriers limit the desires of
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the young people to stand strong and hold there hands out not for the purpose of welfare,
but for the successes that will allow for equal partnership both within the community and
outside of it?” This question is a difficult one to answer as one looks at what constitutes
governing a First nation community and the quandary of ill effects the western system
has had on the mind-set of a once strong people. One thing for sure is to get to know and
understand the people you work with. Listen with a deep understanding and your answers
rise to the surface as the people begin to trust. Policy manuals and the laws of the school
need to be studied and incorporated if there are changes to be made. Responsibilities
need to be delegated and belong to staff so that the schools become a safe and effective
community for learning. Armstrong (2004) makes a strong statement as she works with
restructuring and improving a school division within the borders of one of the provinces
of Canada. She states, “Where schools need to go is toward improvement for all students”
(p.123) within the policy manuals were procedures for ensuring school safety, and as the
leader in the school every precaution was taken to ensure that everything was in place.
Various committees were formed including a Health and Safety Committee whose job
was to oversee health and safety issues. Committee members were required to make
routine checks and note anything in need of repair. All committees established were
required to submit monthly reports.
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Parental involvement strategies were to be put in place early in the following year
so that parents became an important part of the child’s education process. When parents
are invited to be part of the school programming they feel less threatened when they are
called upon to help solve problems or just to come and help in the school. Parents
become actively involved through extra-curricular activities such as; bingos, feasts,
cultural activities, dances, blanket making, counseling services, and writing clubs.
As a researcher I looked at interferences from outside, mainly interference from
Chief and Council and how this affected the whole school organization and its ability to
function as an entity on its own. I believe it is important for leadership to be involved in
education but only to the extent that input becomes an important part of the planning
process. Interference such as having total control and total say in what happens at the
school is detrimental to the overall performance both academically and structurally, and I
ask, “What purpose is there for having a principal in the school if Chief and Council run
the organization?”
Another issue is for administrators to look at funding. Where does this funding
come from and who is responsible for allocation of the monies. As a first time
administrator it was one of my responsibilities to make sure proposals and reports were
delivered to INAC on time so that monies flowed to the Band for educational purposes.
This I feel is an area that needs to be challenged and looked at closely because it is
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difficult to effectively plan and run an organization if one has no clue what kind of
monies are allocated for education purposes.
This project briefly touches on areas of concern and the struggles encountered and
identified by an aboriginal woman hired as a first time educational administrator. There
are many bureaucratic challenges within First Nations schools and within each school
these challenges that are different. As an educator one must understand the fears, the
hardships, and the struggles involved when building working relationships within the
community. To do a research of this nature any justice, a thorough study needs to be
completed with questionnaires and interviews and all the data reviewed, interpreted, and
compiled to show progress through continuous change. It is the desire of this writer that
the experiences and knowledge gained in such a short term will help in the dissertation
research study that looks at the role of Aboriginal Women in Administration.
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Introduction
A good teacher can appropriately challenge learners by designing engaging
academic opportunities. The present project built on a large body of prior knowledge and
experience to provide worthwhile educational activities to middle and high school
teachers and students (e.g., Matthew & Wilson, 2006; Mooney& Laubach, 2002). In
many schools, as represented by the target population for this project, middle school
teachers are often certified initially in a different area or for a different grade level. This
makes it difficult to design challenging, age-appropriate lessons or units that are highly
engaging to this age learner but also meet the national and state content standards (e.g.,
design of a windmill). The Sustainability Engineering professional development
workshop adapted these techniques to engage middle and high school teachers and,
ultimately students, in applying science, math, literacies, social studies, and instructional
technologies to authentic Oklahoma issues viewed from a global perspective.
Engineering inquiries are designed to allow students to manipulate their
environment in search of answers to questions they have. Students involved in real-life
problem solving, inquiry-based activities develop strong and lasting conceptual
understandings of fundamental scientific concepts (Olds, Harrell, & Valente, 2006; White
& Fredricksen, 1998). Using inquiry-oriented activities in the science classroom
improves students’ attitudes toward science and scientists (Rushton, Cyr, & Prouty,
2002). To this end, teachers must be able to structure the kinds of powerful problems that
will engage students in productive inquiry. They must, themselves, understand the
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content necessary and reasoning goals appropriate to the inquiry, and to be successful,
appreciate the value of using integrated curriculum activities in their classroom. The
study discussed below used a within subjects, repeated measures design to assess K-12
teachers’ attitudes towards using multidisciplinary design activities in the science,
mathematics, language arts, and social studies classrooms.
Study
80 Oklahoma teachers submitted responses in the pre- and post-survey of attitudes
towards multidisciplinary design, engineering, and technology (DET) activities in the
classroom. 64 teachers were female. 57 participants reported teaching primarily at the
middle school level, and 23 were high school teachers. The teachers represented five
content areas: mathematics (n = 20), science (n = 16), language arts (n = 17), social
studies (n = 13), and technology or library media (n = 14). Most of the participants were
White (n = 67), 11 – American Indian, and two – Asian. The average age was early 40’s
(⎯X = 39, M = 41).
Participants were asked to complete a web-based version of the Survey to Assess
K-12 Teachers’ Perceptions of Engineers and Familiarity with Teaching Design,
Engineering, and Technology (Senay et al, 2006). This instrument consists of 41 items
and was developed and validated at Arizona State University with a sample of 98 Arizona
teachers (Chronbach’s α = 0.88). The pre-test was scheduled for the first day of the
professional development workshop, and the post-test – on the last day.
Results
In accordance with the purpose of this study, results are presented and discussed
in three sections: a) attitudes towards multidisciplinary DET activities in K-12 education,
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b) factors that predict teachers’ attitudes towards multidisciplinary DET activities in the
classroom, and c) perceptions of what the students need to understand about
multidisciplinary DET activities.
The participants were asked to rate a) their familiarity with multidisciplinary DET
activities, b) importance of pre-service education for teaching multidisciplinary DET
activities, c) importance of integrating multidisciplinary DET activities into K-12
curriculum, d) confidence about integrating multidisciplinary DET activities, and e)
consequences of DET for the society. Table 1 provides results of the measures of central
tendency and dispersion on the pre-test and post-test of the teachers’ responses to these
questions.
Table 1
Results of central tendency and dispersion measures on the pre- and post-test of teachers’
perceptions of the value and use of multidisciplinary DET activities in K-12 education

Familiarity

Importance
of preservice
education

Importance
of integrating
in classroom

Confidence
about
integrating

Consequences
for the society

1.71/3.00

3.24/3.38

3.31/3.55

2.04/3.26

3.69/3.89

Median

2/3

3/4

3.5/4

2/3

4/4

Mode

2/3

4/4

4/4

2/3

4/4

Standard
Deviation

.71/.75

.87/.75

.82/.61

.89/.61

.54/.32

Variance

.51/.56

.77/.57

.67/.38

.79/.37

.29/.10

3/3

3/3

3/2

3/2

2/1

Measure

Mean

Range
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Note: On the scale of 1 to 4 (Strongly Disagree to Strongly Agree). PRE/POST.
Measures of central tendency as well as the results of paired samples T-tests
indicate that the professional development workshop produced a positive effect on the
teachers’ perceptions of the value and use of multidisciplinary DET activities in K-12
education: a) familiarity with multidisciplinary DET activities (t(79)= -13.63, p < 0.001),
b) importance of integrating multidisciplinary DET activities into K-12 curriculum (t(79) =
-2.77, p < 0.05), c) confidence about integrating multidisciplinary DET activities in the
classroom (t(79) = -11.99, p < 0.001), d) and consequences of DET for the society (t(79) = 3.071, p < 0.005). Measures of dispersion also demonstrate that there was less
disagreement among the participants on these questions during the post-test.
Workshop participants tended to report their agreement with the importance of
pre-service education for teaching multidisciplinary DET activities both before (⎯X =
3.24) and after the workshop (⎯X = 3.38). The difference between these means did not
reach significance however.
Factors that Predict Teachers’ Attitudes Towards Multidisciplinary DET
Activities
Stepwise multiple regression analyses were conducted to determine to what extent
teachers’ characteristics (gender, age, ethnicity, content area, grade level, and number of
years teaching) predict their pre-test and post-test responses on each of the following
dependent measures: familiarity with multidisciplinary DET activities, importance of preservice education for teaching multidisciplinary DET activities, importance of integrating
DET in the K-12 curriculum, confidence about integrating multidisciplinary DET
activities, and consequences of DET for the society (Table 2). Predictor variables were
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entered simultaneously into the equation in each test. Stepping method criteria were set to
.05 as probability of F for entry and .10 for removal.
Table 2
Results of stepwise regression on factors predicting teachers’ views on DET
Criterion

Predictor

R2

ß

t

F

Familiarity with DET,
Post-test

Age

.107

-.327

-3.061

F(1,78) = 9.370

Importance of preservice education for
teaching DET,
Pre-test

Gender

.060

.-244

-2.226

F(1,78) = 4.954

Consequences for the
society,
Pre-test

Gender
Grade

.168

-.388
.220

-3.674
2.083

F(1,78) = 7.783

Age was found to be the only significant predictor of the teachers’ familiarity
with DET during the post-test. Teachers’ age was negatively correlated with their selfreports of the familiarity with multidisciplinary DET activities, which signifies that
younger teachers tended to report better familiarity with such activities after the
workshop. The fact that age was not a significant predictor of this dependent measure
during the pre-test may indicate that younger teachers were also more receptive of the
treatment.
Gender was found to be the only significant predictor of the initial (pre-test)
teachers’ views on the importance of pre-service education for teaching multidisciplinary
DET activities. Gender was negatively correlated with this dependent measure, and since
the female participants were coded as 1s and male – as 2s, this indicates that before the
workshop female teachers tended to emphasize the importance of pre-service education
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for teaching multidisciplinary DET activities more than male teachers. This is consistent
with the results of previous studies (Senay et al, 2006). This difference disappeared after
the workshop, however, because no significant predictors of this dependent variable were
found during the analysis of the post-test.
Both gender and grade level were found to be significant predictors of the
teachers’ perceptions of the consequences of DET on the society as evidenced by the pretest. As in the case with the importance of pre-service teacher education for teaching
multidisciplinary DET activities, gender was negatively correlated with this dependent
measure, which indicates that female teachers tended to believe in the positive
consequences of DET for the society before the workshop more than male teachers. This
predictor was not significant in the regression analysis of the post-test however. Grade
level, on the other hand, was positively correlated with this dependent measure, which
indicates that high school teachers held more esteem towards DET in terms of its
consequences for the society (middle school teachers were coded as 1s, and high school
teachers – as 2s).
What the Students Need to Understand About Multidisciplinary DET Activities
A portion of the survey asked the participants to rate their perceptions as to
whether they agree that as a result of a multidisciplinary DET activity, students need to
understand: a) design process, b) use and impact of DET, c) science underlying DET, d)
types of problems multidisciplinary DET should be applied to, and e) process of
communicating technical information. Table 3 provides results of the measures of central
tendency and dispersion on the pre-test and post-test of the teachers’ beliefs on this
subject.
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Table 4
Results of central tendency and dispersion measures on the pre- and post-test of teachers’
perceptions of what their students need to know

Design
process

Use and
impact of
DET

Science
underlying
DET

Types of
problems DET
should be
applied to

Process of
communicating
technical
information

3.15/3.55

3.20/3.58

3.02/3.44

3.24/3.60

3.26/3.54

Median

3/4

3/4

3/4

3/4

3/4

Mode

4/4

4/4

4/4

4/4

4/4

Standard
Deviation

.84/.61

.85/.57

.90/.69

.83/.57

.81/.55

Variance

.71/.38

.72/.32

.81/.48

.69/.32

.65/.30

3/3

3/3

3/3

3/3

3/2

Measure

Mean

Range

Note: On the scale of 1 to 4 (Strongly Disagree to Strongly Agree). PRE/POST.
Measures of central tendency as well as the results of paired samples T-tests (p <
0.001) indicate that the professional development workshop produced a positive effect on
the teachers’ perceptions of what their students need to understand in all of the
categories: a) design process (t(79) = -4.63), b) use and impact of DET (t(79) = -3.96), c)
science underlying DET (t(79) = -4.26), d) types of problems DET should be applied to
(t(79) = -3.90), and e) process of communicating technical information (t(79) = -3.16).
Measures of dispersion also demonstrate that there was less disagreement among the
participants on these questions during the post-test.
Educational Significance
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During this professional development opportunity the teachers, participating as
learners, solved engineering problems in a real-world application format using math,
science, reading literacy, information literacy, social studies, and instructional technology
content and skills. Results of the study support evidence (e.g., Zarske, Sullivan, Carlson,
& Yowell, 2004) that exposure of K-12 teachers to the implementation of the
multidisciplinary DET methodology in the classroom can indeed increase teachers’
awareness and understanding of the importance of such activities (and engineering in
general) in the K-12 curriculum, and can potentially cause a shift in teachers’ classroom
pedagogy from a uni-disciplinary model to a multi-disciplinary model of inquiry-oriented
problem-based learning in which student thinking is the key to student learning.
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Introduction

One main goal of environmental education is to keep the environment for the next
generations with all kind of different climes, seasons, animals, plants, etc. This is the so
called sustained thinking (vgl. Herkommer 2004, p. 2). There are many possibilities to
convey and anchor sustained thinking; one of those is the use of media devices. The
questions which need to be answered are: Nature and media – a contradiction? How
important is the medium computer technology as a factor of teaching and learning
regarding environmental education? How can environmental education benefit from this
new medium? The assumption is that through the use of the new medium computer
environmental education is possible.

Nature and multimedia – a contradiction in terms?

How important is the new media computer technology as a matter of learning and
teaching concerning environmental education? How can environmental education be
positive impacted by using computer technology? The hypothesis of this paper is: through
the use of the new media computer is environmental education possible.

The term of nature, seen as an epistemic debate addressing the issue to which extent the
human being is anchored in their natural surroundings as well as the description of the
difference between nature and mind. Also the function of framing personality in
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consideration of the educational concept of Meder (ebd. 2000, p. 36) attracts special
interest.

Computer technology in the field of environmental education

Through the naming of possible methods like case studies, role-play games, simulations
and blended-learning are different prospective possibilities shown for the use of computer
technology in the field of environmental education.

One of the most important aspects is the intervention of processes of sensual outlook
about nature, which are not accessible for human beings; e.g. global warming, glacier
melting, etc. It can be assumed that the attitude and willingness as an acting in favor of
environmentally consciousness will increase after using specific learning programs and
learning situations. Immediate efficiency can not be assumed because education comes
about of the education of its own volition. The occurring question is to what extent
environmental education is possible by computer technology.

Game Based Learning

In this context the concept of “Game Based Learning” (GBL) after Diener et al (2005, p. 2)
and Prensky (2001, p. 149) of the four dimensions will be analyzed.

The first dimension is the concept of gaming in general, which tries to explain the nature
of gaming. The second dimension constitutes the concept of learning. The understanding
of learning is codetermined by the social environment. The dimension of learning is an
essential part of Game Based Learning. The use of games as knowledge transfer is the
important point of this dimension. This assumption is based on the implied premise of
games being a prime engine of learning. This statement is very important for the
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discussion on the relevance of Game Based Learning, because the assumption of the
impact of games on learning legitimates GBL as a didactical method.

The third dimension is the level of simulations. These are not games, but a visualization of
complex processes, which give the learners possibilities of understanding these through an
impact on certain parameters. For GBL is the level of simulations constitutive (comp.
Diener 2005, p. 2), because of the use of GBL people are able to transfer gained knowledge
into real life. This is an attempt to teach knowledge in a specific area. The aim is the
transfer of knowledge from the computer game into reality (Allesi/Trollip 2001, p. 233;
Galarneau 2005, p. 4).

The fourth dimension is motivation, which takes a sizable part of a successful learning
process (comp. Prensky 2001, p. 149). For Malone (1980), Alessi/Trollip (2001), Galarneau
(2005) and also Prensky (2001) plays the conception of learning games a very important
role for the motivation of the gamer. Without the factor motivation there is no gaming
possible and further on no learning. Curiosity, graphical design but also the generation of
tension are creative elements of computer games.

Serious Games

And also the definition of “Serious Games” is important to get the right focus on this
study. Because these are computer games which claim to be entertaining and informative
but also to provide new ways of learning, ways which are not possible in reality (Gunter
et al 2006, p. 9). The main difference between Serious Games and Game Based Learning is
the target group, because Serious Games are only for adults in comparison to GBL, which
is used by people of all kind of ages. A further difference is the explicit intention of
training. This means that the concept of Serious Games is to learn determined skills, to
train them or to gain knowledge of a certain topic like for example flight simulations,
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training programs for saving forces, mediation of energy-saving possibilities through a
game or in-house training (Masuch 2004, p. 1).

Concrete possibilities of implementation of environmental education in the gaming
industry

The permeation of everyday life through computer technology has an impact on learning
processes. Both media education and environmental education are key competencies and
can be related to each other in didactics. All this possibilities of combining key
competencies can be generated in educational games such as that one which will be
developed in the project “Game assisted eco-learning”. Base of this concept are GBL and
gaming theory. The other part is the contention of computer technology in environmental
education. The assumption of this project is that with special themed computer games
sustainable environmental education is possible. The obtainable objective of using GBL in
environmental education is modified action, educate to an environmentally compatible
and environmentally friendly acting (comp. Horz 2004, p. 12 and Apel 1998, p. 313). But
is this possible? This project will show the potentials and limitations of the use of
computer technology in environmental education; it will show if its possible to establish
not only understanding but also comprehension that all actions, which human beings set,
have consequences.

The example is the project „Mission: Energy Self-sufficient Community“, which was
created for the Austrian city of Güssing. In the setting of a computer game, the player has
to acquire knowledge on renewable energy sources and apply this knowledge in a game.
The role of the game is to help the community become energy independent. The
adaptation of this game was provided by the Austria based company SPC – Gschwandtner
SPC GmbH (“Seminars, Projects, Consulting”), the University of Vienna as well as the
EEE – Europäisches Zentrum für erneuerbare Energie Güssing (“European center for
renewable energy Güssing”). Further support was granted by Zentrum für Innovation

2009 HICE Proceedings
Page 4680

(“Center of innovation”), the European Union, the Bund (“Federation”) and the federal
state of Burgenland, the Federal Ministry of Transport, Innovation and Technology as
well as the company Energie – Systeme der Zukunft (“Energy – systems of future”).

In total, there are four levels running one after another. Each level describes the option of
a renewable source of energy such as water, wind, sun and wood as well as their tangible
use in daily life. There is an avatar, which performs the tasks for the players. In order to
perform the tasks successfully, the player must answer questions correctly. As a reward,
the player receives tools in a toolbox which, if needed, can be used in the next level.
Should problems arise in the course of answering the questions, an information button
can be used which provides the player with the information required. This game shall
transmit knowledge to adults on renewable energy forms. The awareness that every single
person can contribute to energy saving and therefore does not play a negligible role in the
community is being emphasized here. Furthermore, this game shall offer the possibility to
acquire knowledge about this topic in a playful way. The target groups are adults who are
interested in this field but who have no background knowledge like mayors, small-time
home builders, educators, etc.

Future aspect of environmental education through computer games

The goal to be reached through the use of computer games in environmental education is
a modified acting. Hence „environmental education […] can not just be applied on people
with lack knowledge and awareness in terms of environment problems, and teach them
know-how, like with any other “normal” education, but environmental education shall
set up the individual eco-morally, and educate him/her to act environmentally sound.“
(Apel 1998, p. 313)

The disarming of the reproach, that only through the creation of learning programs the
learner will be motivated, is crucial. For the didactical sense design consists of a
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stimulating learning environment, a learning culture, an exposed learning situation and
finally a constructive learning ecology (comp. Siebert 2000, p. 27), which allow a deeper
discussion and understanding of the topic. In the presence modern information
technologies such as multimedia and computer based training programs are being
increasingly applied as education and communication tools. Therefore, it is important not
just to thematize computer technology in environmental education but also to offer a
thorough and systematic discussion. Nevertheless, “the computer must not be regarded as
a universal remedy, but its demonstrated educational potential has to be integrated in the
most appropriate and wise manner in the educational institutions”. (Aufenanger 2005, p.
61) To see computer games as teaching and learning instruments and to use them as such,
to adapt them to the educational goals, and not vice versa (comp. ibid., p. 61), thus the
actual goal – environmental education – must not be forfeited due to the technology.
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Introduction

Since it is a fact that the next generation is growing up very different from the ones before
in terms of being influenced by new types of media on one hand and of using those new
types of media on the other hand it is important to check out the differences and gain
more information and facts about certain issues like what kind of types of persons do use
computer games, the age of those people, the behaviour, etc. and the potentially farreaching consequences – not only for themselves but also for community and culture.

We picked out a very specific type of persons as well as a specific type of topic – knowing
that the answer will be specific at any rate: either restrictive but also suggestive of giving
the possibility of concretized answers. Young people at the age of eleven years till the age
of eighteen seemed to be just perfect for our study: on one hand they just finished
elementary school which means they are more autonomous – concerning making
decisions as well as having and spending pocket money than younger kids and teenagers
till the age of eighteen on the other hand. Those are more dependent on their parents or
their legal guardian than the ones after the age of eighteen – in turn of the same reasons
like making decisions, spending money, etc.

So the research question of our project was if a certain youth culture prefers a certain
game genre out of the digital games. To ascertain the influence of youth culture on
preferred digital game genres in Austria it was necessary to gain the data through a
research in the field of young people at the age between eleven and eighteen years.
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Data Collection

For this study the data of 882 questioned young persons were analysed in a detailed
statistical way. For the research it was important that the same number of girls and the
same number of boys were questioned as well as kids of all ages between eleven and
eighteen years. We chose the way of a quantitative analysis for questioning those people
and asked them question from seven different topics. The aim was to get an as wide range
of an overview as possible.

This survey showed that all of the Austrian young persons are playing computer games at
least temporarily. Most of them integrate the use of computer games in their world of life.
This shows as one result the active use and media literacy of the young people instead of
an impact of computer games on the behaviour of the young people. The concerning
students should become media-savvy in the sense of being able to handle the use of media
critically is still important but it also shows that the young people are managing this very
well.

One important question was if there is a connection between authoritarian behaviour of
the parents and the choice of special computer games. The goal was to find out if young
people with authoritarian parents are choosing more aggressive games than others. The
results show that there is no type of users who only chooses aggressive games and the
players can differ authoritarian and democratic ways of education. The anticipation is that
there is no connection between aggressive games and educational behaviour (see statistical
evaluation): upside you see the factor and on the left side it is numbered as follows: 1
action games, 2 role-play games, 3 shooter, 4 strategy games, 5 adventure games, 6
fun/party-games, 7 e-sports, 8 racing games, 9 simulations, 10 jump’n’runs, 11 edu/infotainment, 12 mini games, 13 skillfulness geames, 14 beat’em ups, 15 online games, 16 retro
games and 17 nothing of all those genres.
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The following analyses show the most interesting facts that were gained as results from
this study.

Action games are the most favourite games of kids at the age between eleven and
eighteen. And it is nearly the only genre they spend their own money for. Also young
persons who do not have money they can spend on computer games like action games
best.
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On this index the connecting data have the same colour. 73,1% of those young people,
who like to play action games, also spend quite a lot of money on computer games. Of
those young people, who do not spend a lot of money on computer games, 39,6% like to
play action games. The result is that those who like to play action games spend more
money on computer games than those who don’t like to play action games.

It is remarkable that no one of the young people, who did participate in this poll, says not
to like any genre of computer games. So all young people like to play computer games.

By means of this survey collected results are:
•

Action games are played most frequently.

•

Young people spend money for action games rather than for any other game.
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•

Those who do not spend money for games but also play quite a lot, are also playing
action games most frequently.

•

Also those who do not play a lot, prefer to play action games.

•

“Do not play any game” has not been said by any of the asked young persons.

•

Those who play few times and do not spend money for games prefer to play funand party-games.

Because of the analysis of the data it can be assumed that the influence of the parents on
the behaviour of utilization of their kids is rather insignificant. The general decision
which game will be bought is influenced by the kids. Parents attach importance to as
valuable commended games. As well computer games as a first approach with computer
technology and the use of computers can be assumed.

Results

In nearly all of the examined cases the utilization of computer games is rather
inconspicuous. Only in four out of 882 cases, which marks a number of not even 0,5% (all
male), a conspicuous use was identified. This means no friends, the person plays a lot and
prefers aggressive games. Assumed factors of influence like the educational behaviour of
the parents could not be proved. And at this point it is very important to mention that this
identified conspicuous is not the prove of being aggressively influenced by playing
computer games and – in further series – it is not the prove of a connection between
playing aggressive and violent computer games and the acting to that effect.

The study “11/18“ shows in comparison with 14 nationwide studies a practical and useful
supplementation. In particular the assumed insignificant influence on the games/game
genres by parents could be proved.
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Because of the results it was shown that taking measures of educational preservations are
not necessary. Enlightenment, clarification and orientation as well would be important –
not only for young persons but also for parents and legal guardians. It might be wise to
make action games a subject of discussion.

Quantitative detailed account

The focus is the analysis of a connection between the different items of the research like
educational behaviour of the members of the family, procurement of games with
aggressive content (action games, role plays, shooter, strategy games, adventure games,
fun games, party games, sports games, jump’n’runs, simulations, beat’em’ups, etc.),
numbers of friends, utilization of internet and computer games, preferred game genres,
youth scenes, danger of habit formation, connections between types of schools and game
genres, connection online games and stay abroad, influence of parents, preferred game
genres of “little players”, “fun players”, connection preferred game genres and
characteristics of games and the connection game genres and youth cultures.

One goal was to answer the question if there is a connection between authoritarian
characteristics of parents and the use of aggressive computer games. The diagram shows
that the questioned young people are able to differentiate between a rather authoritarian
and a rather democratic stile of raising children. So the next step was used for an analysing
this topic concerning the factors of the different types of games (see next page). The dates
which were gained through this analysis show that no specific type of user can be
identified who is playing aggressive games. Therefore we can assume that there is no
connection between aggressive games and stile of raising children.
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One question, which was also very important in that study, was the providing of games
with aggressive content. The study shows that some young people spend their own money
for computer games. Furthermore the question, which games young persons buy when
they have to spend their own money, arises with more importance. Or the converse
perception seems to be very interesting: What kind of games are played by those young
people who spend little money for computer games?

For the following calculations there was used a new variable with four characteristics:
1. The questioned people told to play computer games often and spend money on
computer games.
2. The questioned people told to play computer games often but do not spend money
on computer games.
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3. The questioned people told to play computer games rarely and spend money on
computer games.
4. The questioned people told to play computer games rarely and do not spend money
on computer games.

The following statistical description shows the connections:

compfreqausgab
if comp freq und
comp kauf

1,00 vielcomp und
geldcomp

2,00 vielcomp und
keingeldcomp

3,00 weingcomp
und geldcomp

4,00 wenigcomp
und keingeldcomp

Gesamt

Anzahl
% von compfreqausgab if
comp freq und comp kauf
% von f_15_1
Actionspiele
% der Gesamtzahl
Anzahl
% von compfreqausgab if
comp freq und comp kauf
% von f_15_1
Actionspiele
% der Gesamtzahl
Anzahl
% von compfreqausgab if
comp freq und comp kauf
% von f_15_1
Actionspiele
% der Gesamtzahl
Anzahl
% von compfreqausgab if
comp freq und comp kauf
% von f_15_1
Actionspiele
% der Gesamtzahl
Anzahl
% von compfreqausgab if
comp freq und comp kauf
% von f_15_1
Actionspiele
% der Gesamtzahl

f_15_1 Actionspiele
0 spiele
1 spiele ich
ich nicht
am liebsten
36
98

Gesamt
0 spiele
ich nicht
134

26,9%

73,1%

100,0%

10,3%

40,5%

22,7%

6,1%
99

16,6%
65

22,7%
164

60,4%

39,6%

100,0%

28,4%

26,9%

27,7%

16,8%
11

11,0%
17

27,7%
28

39,3%

60,7%

100,0%

3,2%

7,0%

4,7%

1,9%
203

2,9%
62

4,7%
265

76,6%

23,4%

100,0%

58,2%

25,6%

44,8%

34,3%
349

10,5%
242

44,8%
591

59,1%

40,9%

100,0%

100,0%

100,0%

100,0%

59,1%

40,9%

100,0%

The chart shows in an exemplarily way the data which are connected: 73,1% of those,
who like to play action games, also spend quite a lot of money for computer games. But in
relation to that only 39,6% of those, who do not spend a lot of money for computer games
like to play action games. The result is that those, who like to play action games, rather
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spend money for computer games than those, who do not like to play action games very
much.

In comparison to the action games the analysis of shooters, strategy games, adventure
games fun-/party-games, racing games, simulations, jump’n’runs, edu-/infotainment
games, mini games, skillfulness games, beat’em ups and retro games shows a similar effect.
It attracts the attention that no questioned person tells not to like no genre at all. The
conclusion is that all young people like to play computer games.

The represented results show that
-

action games are the most played game genre.

-

young people spend money rather for action games than for any other genre.

-

those who do not spend money for computer games but play quite a lot, prefer to
play action games as well.

-

also those who do not play a lot but spend money for computer games, prefer to
play action games.

-

the button “Don’t play anything” was not used by any of the questioned people.

-

those who do not play a lot and do not spend a lot of money prefer soonest fun/party games.

The most popular genre is the one of the action games. It can be assumed that most of the
questioned people spend their money soonest for action games. But it has to be pointed
out that there was no explicit question about spending money for which genre in the
questionnaire. It would be possible that the young people spend their own money for
learning programs but still prefer to play action games. But it is to assume that they spend
money for the genre they like best.
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Only the persons who do not play a lot of computer games and do not spend a lot of
money on computer games do not prefer action games. There are different interpretations
possible:
-

Perhaps parents control the behaviour of gaming by buying or rather not buying
computer games.

-

If the young people play computer games they do not play at home but play at a
friends house.

-

Action games need a certain amount of previous knowledge which is not existing
by people who do not play a lot.

-

Fun-/Party games are cheaper or even for free.

A more specified demonstration would only be possible through a next study.

Résumé

The study “11/18” considered quite a lot of margin concerning the number of the analysed
topics. Although this might be too multi-layered on the first point of view it allows a
broad possibility of comparison and correlations.

With a spot check of 882 questioned young persons in Austria a representative evaluation
is possible.

A representative evaluation is also guaranteed by the quota sample: the same number of
persons have been asked. For the study “11/18” altogether 441 young persons of the age
between eleven and fourteen years as well as 441 young persons between fifteen and
eighteen have been asked. This allows a good comparability of those gaping age
differences.
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Because of the analysis of the for young persons important topics “friends”, “education”,
“look”, “computer games”, “pocket money”, “utilization of the cell phone” as well as
“attitude to work and job” it was possible to record all relevant topics. Through this broad
collection of topics a good insight into the habits, line of thoughts and behaviour of the
young persons could be won.

Since nearly all people between 11 and 18 do play computer games it is not reasonable to
divide between computer culture and other cultures, but to take a look at the role digital
games play in different youth cultures. In this study this is determined by the preferred
game genres in a first approach.
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Abstract:
This study was an investigation of the effectiveness of an individualized class website serving
as an adjunct to traditional in-class instruction in improving class performance, class
attendance, and the overall class experience. Participating individuals were enrolled in either
an undergraduate-level cognitive psychology course consisting of in-class instruction and a
generic, non-individualized class website or in a similar course with the same in-class instruction
and a class website that contained highly-individualized information (i.e., automated individual
feedback on test performance, personalized study suggestions based on test performance, and
a personal record of class attendance).

As hypothesized, individuals in the individualized

section performed significantly better on exams as the class progressed. No significant
differences were found, however, in class absences between the two course sections.

A

significant positive correlation between the number of times the class website was accessed
and final class average was found only for individuals in the test section.
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1. Title of the submission: Nonverbal Fluency of Chinese Speakers in their Learning of
English
2. Name(s) of the author(s): Miss Yung Hiu Yu Gloria
3. Affiliation(s) of the author(s): Master of Philosophy, School of Chinese,
University of Hong Kong
4. Address(es) of the author(s): Flat 8, 23/F, Block D, Golden Lion Garden Phase I, 5-7
Chui Tin Street, Tai Wai, New Territories, Hong Kong Special Administrative Region,
China
5. E-mail address(es) of the author(s): gloria12@hkusua.hku.hk
6. Abstract
Nonverbal behaviors play an important role in daily-life communication by substituting
and complementing verbal language. They distinguish native speakers from
second-language learners, who may have attained high verbal fluency, but have not
internalized the native nonverbal repertoire. The acquisition of nonverbal behaviors,
especially cultural-bound behaviors, constitutes an essential aspect of language learning,
without which cross-cultural communication will, to a certain extent, be hindered, or be
clouded with misunderstanding.
The present study aims to enhance the nonverbal competency of Chinese speakers in
their learning of English. A critical framework for classifying nonverbal behaviors has
been developed. The proposed framework is modified and adapted from Korte’s
formal-functional classification system (1997) 1 , which was used for analyzing body
language in literature. Korte’s model was based on Ekman and Friesen’s pioneering and
influential work of five nonverbal categories 2 , with some additional categories by
Poyatos 3 , an anthropologist who promotes the interdisciplinary research of nonverbal
communication. The abundant representations of nonverbal behaviors in literary works
serve as a gateway to cross-cultural understanding. Therefore, examples of nonverbal
behaviors are collected from English novels (from Britain and America) for the purpose
of this study. Examples in the mini-database are classified firstly according to their formal
features, into three broad categories of kinesics (movements and posture of the face and
body), haptics (touching behaviors) and proxemics (spatial behaviors), which are
subdivided into nine subcategories. They are then categorized into the five functional
categories of emblems (conventional gestures substituting verbal language), illustrators

1
2

3

Korte, B. (1997). Body language in literature. Toronto ; Buffalo: University of Toronto Press.
Ekman, P., Friesen, Wallace C. (1969). The repertoire of nonverbal behavior categories: origins, usage,
and coding. In A. Kendon (Ed.), Nonverbal Communication, Interaction and Gesture (pp. 57-105).
Poyatos, F. (1983). New perspectives in nonverbal communication : studies in cultural anthropology,
social psychology, linguistics, literature, and semiotics. Oxford: Pergamon Press.
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(nonverbal behaviors accompanying speech), emotional display, externalizers (conveying
information about a person other than emotions) and regulators (regulating the
back-and-forth flow of conversation). The classification of nonverbal behaviors and the
identification of their formal and functional features assist Chinese speakers in the
subsequent acquisition of such behaviors. It is hoped that data classification can help to
delineate certain characteristics of the nonverbal behaviors performed by English native
speakers.
The current study also investigates cultural-bound behaviors, such as “thrusting his
chin towards the man” 4 (for pointing), or “tapped a finger on the brim of his hat in
salute” 5 . These will be compared with Chinese nonverbal behaviors and translated into
comprehensible Chinese for easy understanding. Although the present study analyzes the
acquisition of English nonverbal repertoire by Chinese speakers, the proposed critical
framework has the potential to be applied to learners with other first languages. It is
hoped that learners of English can attain both verbal and nonverbal fluency, so that
communication, in the form of conversational exchange, reading and writing, can be more
effective and fruitful.

4
5

Cain, C. (2007). Heart sick. London: Macmillan (p.214).
Roberts, N. (2007). Angels fall. New York: Jove Books (p.347).
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The Development of Asynchronous Network Collaborative
Learning Model and Its Application for Technology
University Level
Wan-Chi Lin, Ph.D.
Department of Early Childhood Care and Education
Cheng Shiu University
R3 F19 No110,San-Do 4th Road, Kaohsiung, Taiwan
E-mail：daphne.lin0529@msa.hinet.net

Abstract
The aim of this research was developing the Asynchronous Network
Collaborative Learning Model (ANCLM) and testing the feasibility and effectiveness
of this developed ANCLM.

This research chose the Early Childhood Care and

Education Department of a technology university to conduct a study and follow the
Hunkins decision-making model to build a three-stage study structure. The first
stage was development and implementation utilizing literature review, theory analysis
and expert consultation, with data collected and analyzed from interviews, to develop
an ANCLM, adopting the Systematic Design of Instruction of Dick and Carey and
using “Children’s Activity Design and Internship” as the research scope. The second
stage was the collection of research data, evaluation and modification of the ANCLM.
The third stage was a quasi-experimental research adopting Pretest-Posttest Control
Group design, choosing two sophomore classes as the research subjects, and assigning
one class as the experiment group and the other as the control group.

The

experiment group was taught with the “ANCLM” and the control group was taught
with ordinary teaching methods.
was analyzed by ANCOVA.

The quantitative data obtained from the experiment
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This research can draw the following conclusions: 1. Previous web-based
teaching experiments lacked curriculum development context, mostly only
considering the Internet as the teaching “tool”; 2. Starting out using curriculum
development, this research integrated characteristics of collaborative learning and
asynchronous network learning to construct the ANCLM; 3. The teaching experiment
verifies that the ANCLM indeed has feasibility; 4. This experimental teaching results
show that the ANCLM certainly can enhance students’ learning effects; 5. The
ANCLM provided positive effects on learners, improving their interpersonal
communication, problem solving competency, learning approaches and initiative
learning.
Suggestions derived from the research results are divided into three categories:
Firstly, in regard to teaching: 1. Teachers can deploy ANCLM in their teaching so as
to enhance their students’ learning effects; 2. Teachers can use developed network
teaching platforms to assist themselves in solving the problem of insufficient
technology skills; 3. Teachers should set up a database of teaching resources not only
to improve the limitations of a teaching platform but also to provide students with
additional material; 4. Teachers can invite instructors of different fields to participate
in conducting web-based teaching experiments thus increasing each other’s
cross-field professional development via a “network teaching team.”

Secondly, to

the school administrators: 1. Construct teaching functions of teaching platforms in
accordance with individual departmental needs in order to increase network teaching
efficiency; 2. During network teaching, the school should offer more assistance in
meeting administration needs and providing hardware resources to teachers in order to
improve teaching efficiency and learning effect; 3. During network teaching, the
school should strengthen the campus local area network so as to improve teaching
efficiency and learning effect. Thirdly, in regard to future research recommendations:
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1. Students in Early Childhood and Education Department of teacher universities
should be used to examine the learning effect of ANCLM; 2. From the findings during
the research process, it is realized that future promising research topics
include:(1)Exploring the effect of ANCLM on learning effects of “Young Children
Care Practicum,” “Curriculum Model,” and “Principles of Curriculum and Teaching
Theory Courses”; (2)Applying ANCLM to “Observation and Recording of Young
Children’s Behavior,” “Activity Design for Special Children,” and “English Teaching
for Children” relevant practicum oriented teaching courses; (3)Using network
collaborative learning as the independent variable, and taking logical mathematics,
visual space and motor skill etc., as the intervening variables to explore their effects;
(4)Extending the teaching concept of the ANCLM to other departments and
conducting experiment in teaching theory and practical courses, respectively, and to
probe into their experimental effects.

Keywords: Asynchronous Network, Collaborative Learning, Children’s Activity
Design and Internship, Teaching Model
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The Development of PDSs Industry-University Alliey Model
and Its Application On “Children’s Activity Design and
Internship”
Wan-Chi Lin, Ph.D.
Department of Early Childhood Care and Education
Cheng Shiu University
Hsin-Wei Tang, Director
Affiliated Experimental Day Care Center of Chen Shiu University
R3 F19 No110, San-Do 4th Road, Kaohsiung, Taiwan
E-mail:daphne.lin0529@msa.hinet.net

Abstract
To provide an effective and professional induction program for prepared teacher
and novice to develop skills, knowledge, dispositions of practicing teachers and
systematically inquire in and on practice is a crucial issue for teacher educators of
Technology University. Professional Development Schools（PDSs）can potentially
affect the quality of teaching and learning of students and teachers. The aim of this
research was developing the PDSs Modularized Instruction Learning Model which
combines the teaching characteristic of PDSs and Modularized Instruction Learning
Model（MILM）. This research chosed the Early Childhood Care and Education
Department of a Technology University to conduct a study, using “Children’s Activity
Design and Internship” as the research scope. The research can draw the following
conclusions：1.The teaching experiment verified that the PDSsMILM indeed has
feasibility；2.The experimental teaching results show that the PDSsMILM certainly
can enhance students’ learning effects；3.The innovative model provide positive
effects on learners, improving their interpersonal communication, cooperative
competency and coordination.
Keywords: Professional Development Schools, Modularized Instruction, Innovative
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The Constructivism Theory
Fit For Life
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Abstract

The purpose of this paper is to examine how students can make the connection with
classroom curriculum and past experience. The constructivism theory will be used to
teach the Fit For Life concepts to elementary children. This program will use body
mass index and physical activity to examine weight reduction. The research study will
evaluate the effectiveness of a elementary intervention of young African –American
girls ages 10- 11 years –old. The study includes 1050 students from 80 classes in four
different states. The body mass index and physical activity will be measured. Body mass
index is an indicator of obesity and overweight... The body mass index or BMI as is a
measure expressing a ratio of weight-to-height for an individual. (Spiegel, Samuel. 2006).
The weight reduction has lowered the BMI and as a result the risk for disease has
decreased. The higher the BMI index the greater the incidence of hypertension, diabetes,
and cardiovascular disease , osteoarthritis, cancer and depression. Physical fitness and
BMI are correlated. The more physically fit the person is the lower the BMI. Physical
activity is an important health indicator related to overweight and obesity. As former
Secretary of the U.S. Department of Health and Human Services, Tommy Thompson
stated, “300,000 Americans die each year from diseases and health conditions related to
sedentary lifestyle.” (Spiegel, Samuel. 2006). Sixty percent of adults and nearly 50% of
youth 12 to 21 years of age are not active on a regular basis in America. (Spiegel,
Samuel. 2006). Overweight is defined as Increased physical activity and awareness of
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the body mass index will help the students reduce the weight. Obesity is defined as
having a very high amount of body fat in relation to lean body mass.

Intervention
I chose this study to illustrate the constructivist theory because I will do my research
on overweight and obesity in ten and eleven year-old African American female students.
During this age behavior can be changed to live an active lifestyle. This will be a school
based intervention because, school is the best way to have contact with this age group. I
am interested in applying the seven areas of responsibility for health education to the
constructivist theory. My program includes assessing the needs for the community and
the needs for health education by studying elementary girls that are at risk for obesity.
The program is effective because the incidence of high BMI levels will be decreased due
to physical activity. Body mass index standards are available for children that are age
specific and gender specific. The body mass index can be calculated by multiplying
weight in pounds by 704.5 ,dividing the result by height in inches and divide the result by
height in inches a second time. Spiegel (2006) The program will be evaluated to
determine suggestions for improvement. This program will be implemented in
conjunction with parents, teachers , principals, and the superintendents of schools. I will
also be a resource person in this program as well as other health professionals. The public
service announcements and advertisements about Fit For Life will communicate needs
and concerns of obesity and overweight. Constructivism is one of the best theories to use
because it based on active engagement. Constructivist teaching is based on the belief that
students learn best when they make the connection between classroom concepts and the
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real world. The students need to see the relationship between learning and their futures.
They need to make the connection between academic content and life skills. This kind of
critical thinking can help students assess the effects of their choices.
Constructive teaching is based on the belief that students learn best when they gain
knowledge through exploration and active learning. Hands-on- materials are used instead
of textbooks, and students are encouraged to think and explain their reasoning instead of
memorizing and reciting facts. Education is centered on themes and concepts and the
connections between them, rather than isolated information. For example, the students in
Fit For Life use dialogue to learn concepts. They know regular exercise is healthy but,
through dialogue they realize that physical activity reduces the risk of heart disease,
stroke, colon cancer, diabetes, and high blood pressure. In Fit For Life , students are
involved in intramural sports. They are introduced to several types of activities, such as,
rock climbing, kick ball and four squares. In Fit For Life , the facilitator roles include
guiding the students, making questions, challenging curiosity, encouraging independent
thinking and setting limits for students. The students roles include problem solving,
reflecting and discussing information with other students and role playing. All of these
activities stimulate autonomy, curiosity, and social interaction.
The Fit For Life Program provides the student with opportunities to implement the
roles mentioned. For example, students use health assessment tools , such as stethoscopes
to record heart rate changes, tape measures to measure inches lost by physical activity
and scales to measure weight lost. Students also design a workout routine and how to
incorporate physical activity into their daily routine. Through directed-reflected
journaling and class discussions, students confront their own attitudes and beliefs. The
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activities are sequenced to build on previous activities and student’s understandings ,
beliefs, and behavioral skills and to allow students to recognize changes in their
understandings, attitudes, and beliefs. The program provides the teachers with the
opportunities to implement the roles mentioned. The teachers collect data on student
behavior in class and general health observations. Teachers collect data as students
completed assignments. Teachers also provide feedback on the intervention and general
comments from the students. It is important that this data be discussed with the research
committee to determine what changes need to be made to improve the program.
The Fit For Life Program is designed to help the student reflect on their own
experiences and construct their own understanding of the concepts taught. The program
enables students to examine their own experiences by having students keep a journal and
class discussions about their beliefs about physical activity and the importance of
incorporating it in their daily routine. There are many reasons why health issues are
addressed. Research has shown that physical activity leads to lower disciplinary issues.
Physical activity training leads to smart decision-making skills and life long behaviors
and promote optimal wellness. Studies have shown that linking health behaviors to
science learning further promotes long-term smart decision making skills leading to
healthier behaviors. The program will continue throughout the school year with activities
ranging in engagement time from 20 minutes to more extensive activities that require one
hour or more. The routine builds up in intensity to moderate to vigorous physical activity
and provides a cool down period. This segment will focus on physical activity and
fitness. Students learn about the frequency, intensity, time and technique principles.
Students apply this knowledge in social contexts, examining their attitudes and beliefs
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and projecting these on intended behavior through role-play, journaling, and other
techniques.
The students also have a module where they learn about their bodies . They learn how
they move, the parts and systems of their bodies, how their behaviors influence their
bodies; how researchers learn about their bodies ; how to be a good consumer of health
information; and basic information and attitudes about disease transmission. This module
provides a orientation to genetics and family health history as resource to examining
personal health. Students examine the social circles that influence their behaviors and
attitudes, study how their attitudes and perceptions of social norms influence their
behavior, and learn about and practice critical thinking skills and decision making related
to health issues. This illustrates the social interaction concept of the constructivist theory.
Students learn by socializing. This stimulates their curiosity and they are able to add to
existing knowledge about a topic. They learner arrives at their own version of the truth ,
influenced by his or her background, culture or embedded worldview. Without the social
interaction with other more knowledgeable people, it is impossible to acquire social
meaning of important symbol systems and learn how to utilize them. Young children
develop their thinking abilities by interacting with other children , adults and the physical
world. From the social constructivist viewpoint, it is important to take into account the
background and culture of the learner throughout the learning process, as this background
also helps to shape the knowledge and truth that the learner creates, discovers and attains
in the learning process. Social constructivism emphasizes the importance of the learner
being actively involved in the learning process , unlike previous educational viewpoints
where the responsibility rested with the instructor to teach and where the learner played a
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passive, receptive role. Holloway (1999) Brooks emphasized that learners construct their
own understanding and that they do not mirror and reflect what they read. Learners look
for meaning and will try to find regularity and order in the events of the world even in the
absence of full or complete information. The role of the teachers and students are quite
different using the constructivist theory. According to the social constructivist approach ,
instructors have to adapt to the role of facilitators and not teachers Brooks (1993). Where
a teacher gives a didactic lecture which covers the subject matter, a facilitator helps the
learner to get to his or her own understanding of the content. In the former scenario the
learner plays a passive role and in the latter scenario the learner plays an active role in the
learning process. The emphasis turns away for the instructor and the content, and
towards, the learner Brooks (1993).The dramatic change of role implies that a facilitator
needs to display a totally different set of skills than a teacher (Black 2003). A teacher
tells, a facilitator ask; a teacher lectures from the front , a facilitator supports from the
back; a teacher gives answers according to a set curriculum, a facilitator provides
guidelines and creates the environment for the learner to arrive at his or her own
conclusions, a teacher mostly gives a monologue, a facilitator is in continuous dialogue
with the learners Brooks ( 1993). A facilitator should also be able to adapt the learning
experience ‘in mid-air by using his or her own initiative in order to steer the learning
experience to where the learners want to create value. The learning environment should
also be designed to support and challenge the learner’s thinking Schunk (2004). The
critical goal is t support the learner in becoming an effective thinker. This can be
achieved by assuming multiple roles, such as consultant and coach.
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Brooks also highlighted the convergence of the social and practical elements in
learning by saying that the most significant moment in the course of intellectual
development occurs when speech and practical activity, two previously completely
independent lines of development, converge. Through practical activity a child constructs
meaning with the interpersonal world shared by the child and her/his culture. A further
characteristic of the role of the facilitator in the social constructivist viewpoint, is that the
instructor and the learners are equally involved in learning from each other as well
Holloway (1999). This means that the learning experience is both subjective and
objective and requires that the instructor’s culture, values and background become an
essential pare t the interplay between learners and tasks in the shaping of meaning.
Learners compare their version of truth with that of the instructor and fellow learners in
order to get to a new, socially tested version of truth Holloway ( 2000). The task of
problem is the interface between the instructor and the learner Brooks.(1993) This creates
a dynamic interaction between task, instructor and learner, This entails that learners and
instructors should develop an awareness of each other’s viewpoints and then look to own
beliefs, standards and values, being both subjective and objective at the same time.
Black(2003).
Assessment is a dynamic concept. Rather than viewing assessment as a process carried
out by one person, such as an instructor, it is seen as a two- way process involving
interaction between both instructor and learner. The role of the assessor becomes one of
entering into dialogue with the persons being assessed to find out their current level of
performance on any task and sharing with them possible ways in which that performance
might be improved on a subsequent occasion. Assessment and learning are seen as
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inextricably linked and not separate processes Schunk (2004). According to this
viewpoint instructors should see assessment as a continuous and interactive process that
measures the achievement of the learner, the quality of the learning experience and
courseware. The feedback created by the assessment process serves as a direct foundation
for further development.

The Fit For Life program will implement the constructivist theory by allowing
students to collect data and get actively involved in the learning process. The students
will collect data about weight and physical activity. Surveys will be administered by the
students’ teacher in the presence of one of the Fit For Life staff members. The staff
member will present to minimize bias in the administration of the surveys. The survey
that we will use can be found at www.i4learning.com/research/waysurv.htm. BRFSS,
CDC (2006) A majority of the questions in the survey were derived from the Center for
Disease Control’s Youth Risk Behavior Survey. This survey has been subjected to
scientific research regarding reliability and validity and has been field-tested extensively.
The items are slightly less reliable with younger students; however, they do provide a
comparable measure between comparison and intervention groups. The questions will be
formatted for age appropriateness and will be reviewed and edited by grade-level master
teachers. Surveys and height/weight measure will be analyzed by an independent
educational measurement group. BMI will be calculated and compared with population
standards following the Center for Disease Control protocol and growth charts. The Fit
For Life program will begin after the data collection and it will continue throughout the
year.
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There is a module in the Fit For Life program , where the students learn to bring home
the information and skills they learn in class. They practice through role playing how to
talk to parents about health issues and how to become a health advocate for the family.
They will conclude the year with a review of their personal goals and a personal
assessment of their progress toward the goals. Each multidisciplinary activity is designed
with academic standards and health issues in mind. The intervention is intended to be
integrated into the core curriculum of reading, writing, mathematics, science, and social
studies, throughout the school year. Intervention activities emphasize reading and writing
both for academic skill development and as a health intervention. We were encouraged to
use this because other studies have shown that reflective writing promotes health and
emotional wellbeing.
BMI is the target measure to assess healthy shifts in weight considering height growth
during the period. BRFSS CDC. (2006) Our goal is the reduction in the intervention in
overweight and at risk for overweight classification, which is the most significant at the
at risk for overweight. One area of consideration is long-term maintenance of weight loss.
The data from this study will not allow the analysis of long-term impact of the program.
Studies in the future will be planned to track student behavior and BMI over longer
periods of time, with additional measurements at four months, one year, and sixteen
months after program use.
This is a school based intervention and it will have an impact on reading and writing
skills. The students will probably have greater attention spans and complete their work in
a timely fashion. This intervention will probably be a motivator for the students to
complete more work in less time. The reason I chose this intervention is due to the
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obesity epidemic. The obesity is similar to the tobacco epidemic. The two epidemics
require organized, systemic prevention efforts. Reduction in tobacco use in adults was
shown as a direct result of early intervention programs, targeted at youth. The school
based early interventions broke the rise of tobacco use. In the Fit For Life program we
have to keep in mind the population we are trying to reach. We cannot rely on individual
interventions that target one person at a time. Instead , the prevention of obesity will
require coordinated policy and environmental changes that effect large populations
simultaneously. The Fit For Life Program will have a great impact on the community. We
hope that the participants will be life long physical fitness advocates.
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Constructivism Theory
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DEVELOPMENT OF ANONLINE COURSEWARE
IN
COLLEGE ALGEBRA
Norma P. Blanco, Ph. D.

INTRODUCTION
There have been many technological dawns in the last 30 years. These include
the personal computer or desktop computers and the world-wide-web or the internet.
Moreover there have been similar dawns throughout the 20th century, i.e. film, radio,
records, broadcast, television, audiotape, programmed learning machines, etc. These
breakthroughs in technology have affected the teaching-learning process, more so, the
quality of education.
The advent of Instructional Epiphany, paves the way for teachers to change their
teaching style to b e more effective and more relevant to the needs of the times.
Teachers, nowadays, realize that digital technology shapes knowledge or influences
people to learn, that technology could also tease students’ thoughts and help them make
sense the experiences of their lives, and thus learning becomes relevant.
Through advancement in technology, teachers are now exposed to the multimedia
preparation of learning aids. Teachers now use technology in classroom teaching for
dressing up and imparting knowledge. One very useful program is the Power Point
presentation where teachers present their lessons and likewise encourage their students.
The teacher is not anymore considered as the sole source of learning but a facilitator of
learning with whom students can interact with.

OBJECTIVES
This research study focuses on the development of online courseware in College
Algebra for the use of college students of De La Salle Lipa.
Specially, the study aims to:
1. develop online courseware in College Algebra;
2. try-out the developed online courseware in College algebra to students and
teachers; and
3. evaluate the developed online courseware in college Algebra through teachers,
students, and technical experts.
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METHODOLOGY
A. The Research Design
This study utilizes the developmental and the descriptive method of
research. Furthermore, it is grounded on theories on Online Courseware
development which was developed by Anthony Hill Simione and Jill M. Tuttle.
Guided by the principles of developments method of research, characterized by
two purposes: 1.) development prototypical products, and 2.) generating
methodological directions of design and evaluation of such product, the study
utilizes the system Approach to Materials Development which is the InputProcess-Output Approach.
B. The Participants Of The Study
1.

Student Participants
The First year Education students enrolled in College Algebra at
De La Salle Lipa during the first semester of School Year 2002-2003 are
the students - participants of this study. Forty-five (45) students are asked
to take the pre-test in the subject (College Algebra) prior to their using of
the courseware. After taking the courseware, a post-test is administered to
the same set of students.

Table 1
Student Respondents by Sex
SEX
Male
Female
TOTAL

2.

TOTAL POPULATION
20
25
45

RESPONDENTS
20
25
45

Teacher Participants
Five (5) Math teachers participate in this study. Three of these
Math teachers are on fill time status and are master’s degree holders.
They are asked to participate in the orientation, and evaluation of the
courseware in College Algebra.
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Table 2
Teacher Respondents by Sex
SEX
Male
Female
TOTAL

3.

TOTAL POPULATION
3
2
5

RESPONDENTS
3
2
5

Technical Experts Participants
There are 5 male technical experts who participate in this study.
Four of them are graduates of Computer Engineering course while the
other one is a graduate of Education course but has taken a course in
website development. They are computer programmers or web developers
who also teach computer-related subjects to Computer Engineering
students of DLSL Tertiary School.

Table 3
Technical Expert Respondents by Sex
SEX
Male
TOTAL

TOTAL
POPULATION
5
5

RESPONDENTS
5
5

DEVELOPMENT OF THE COURSEWARE
Following are the procedures utilized in the development of online courseware in
college Algebra.
Phase

1- Planning and Developing the Courseware

The initial preparation for the development of this courseware in College
Algebra includes the following: 1) incorporation of the INPUTS/Materials gathered; and
2) review of the designs in developing web instructional materials.
1.

Incorporation of the INPUTS and materials gathered.
Since this online courseware in College Algebra is to be used primarily by
college students of De La Salle Lipa, the Mission Statement of the said school is
considered. It serves as the basis of the concept of this online courseware.
Course outline and course content of College Algebra as offered in De La Salle
Lipa is also incorporated in this study.
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2.

Review of Existing Web Instructional Material Designs

A review of existing web instructional material designs is also done. The
study uses the following designs and procedures:
1) Online Courseware
Development Model by Anthony Hill Simione and Jill M. Tuttle; 2) Storyboard or
Flowchart of converting lessons in web pages; 3) Tips in Developing Internet
Lessons by Dr. Daniel Felske; and 4) Website instructional Material Development by
Priya Williams of Web solutions.
A sample lesson plan following the suggestions given by Dr. Felske is
shown in Appendix A.
3.

The Website Instructional Material Development

The website instructional materials development includes (1) Design
Phase and (2) Development Phase. The Design Phase covers brainstorming and
storyboarding, flowchart and paper design, and prototyping and user testing. On the
other hand, the Development Phase involves media production, programming and
debugging, and final debugging.
Phase 2 - Try-Out and Evaluation
This phase in the development of an online courseware in College Algebra
courseware includes: (1) Orientation (2) Pre-Test and Try-out, and (3) Evaluation.
The orientation done was both for the teacher users/respondents.
This phase covers (1) Teacher User/Respondents Orientation; (2) Students
Users/Respondents’ Orientation; and (3) Pre-Test Administration to the Students
Users/|Respondents.
The Try-out covers the implementation of the Online Courseware in
College Algebra. Moreover, the evaluation includes: (1) Teacher User Evaluation,
(2) Students User Evaluation, and (3) Technical Experts Evaluation.
1. Orientation
Following are discussion of the orientation procedures done for teacher
users/respondents as well as to students - users/respondents.
a. The Teacher Users/Respondents’ Orientation
The orientation on the developed online courseware for the teacher
users/respondents is done after seeking their common free time and after
having been given the permission to do so. Teacher respondents/users are
then briefed on the features of the online courseware, its difference with that
of the traditional method of teaching the subject. The advantages of the said
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online courseware are also discussed to allow the teacher users/respondents
weigh the advantages/disadvantages of using the online courseware.
Teacher users/respondents were given their own passwords, for them to
access the Website.

b. Student User/Respondents’ Orientation
After the teacher users’/respondents orientation on the use and features of
the online courseware, the student users/respondents are scheduled also for the
same orientation. Uses and features are also discussed. However, the
advantages and disadvantages of the online courseware are not discussed.
They are also given their own password to access the Website.

2. Pre-Test Administration:
a. Pre-test Administered To The Student Respondents.
The students - users/respondents are given the pre-test after the
orientation. The pretest is composed of 100 items, It is one of the features of
the online courseware, which can be only be accessed if a password is
available. The pre test is given to gauge the skill level and the knowledge of
the student users/respondents on the said subject.
It is worth nothing that the pre-test’s general average is 72.86 as against
the post-test’s general average of 80.48. It seems from the result of the post –
test though, that the online courseware in College Algebra assists the student
participants to understand better the concepts.
b. Try-Out/Implementation of the Software
The website is implemented after the orientation on the uses and features
of the online courseware in College Algebra and password are given.
The virtual classroom students occasionally meet with the facilitator.
Regular meetings are through downloading the Website of the courseware
without the physical presence of the facilitator. A fast learner student is able
to finish the entire course in a month or two of the entire first semester while
others finish the entire course the same length as that of the traditional
classroom. The try out is done during the first semester of the school year
2002-2003. Those who frequently accessed the website also finished the
entire course ahead of those who occasionally download the website.
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3. Evaluation of the Software
The teacher and the student users/respondents evaluate the developed
online courseware in College Algebra. A group of technical experts are also asked to
help evaluate the developed online courseware to give insights for its further revision.
A questionnaire written in English is used to evaluate the software. The
said questionnaire evaluates the following areas of the online course in College
Algebra: Course Content - 5 items; Course Design – 7 items; Course Instructor – 2
items; Course Environment -2 items; Course Result – 2 items; and self-Paced
Delivery – 2 items.
Moreover, a checklist of 16 - item is used to evaluate the courseware. Open – ended
questions of 3 items wads also used to better quality the responses of the valuators.

Table 4
Item Distribution in the Questionnaire
AREAS
1. Course Content
2. Course Design
3. Course Instructor
4. Course Environment
5. Course Result
6. Self-Paced Delivery
7. Checklist
8. Open Ended Questions
TOTAL

NO. OF ITEMS
5
7
2
2
2
2
16
3
39 ITEMS

Evaluation of the web-based courseware in college Algebra by the teacher and
students users utilizes the 4-point Likert Scale with the following verbal
interpretations.
4 – Strongly Agree
3 - Agree
2 - Disagree
1 - Strongly Disagree
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Moreover, the mean is further is given descriptive interpretations:
4.6– 5.0– Very High
3.6 – 4.5 – High
2.6 – 3.5 – Average
1.6 – 2.5 – Low
1.0 – 1.5 – Very Low
Technical experts who are asked to evaluate the courseware used the evaluation
instrument developed by S. Hazari, Ed. D. The questionnaire has three parts: the (1)
Features, (2) Back-end, and (3) others, i.e. support and vendor capability of the site.
Features had 23 criteria, Back-end had 11, and others, i.e. support and vendor
capability of the site, had 6.
The evaluation instrument has the following verbal interpretation:
5
4
3
2
1

– Excellent
- Very Good
- Good
- Fair
– Poor

The questionnaire for the technical experts is also written in English. The mean
obtained from the computation of the technical experts - respondents is given
descriptive interpretations:
- 5.0 - Very High
3.6 - 4.5 - High
2.6 - 3.5 - Average
1.6 - 2.5 - Low
1.0 - 1.5 - Very Low

Table 5
Item Distribution in the Questionnaire
AREAS
Features
Back-end
Others
TOTAL

NO. OF ITEMS (CRITERIA)
23
11
6
40 ITEMS
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4. Statistical Design/Measure
The data gathered are analyzed by getting the mean of the responses. The
mean of the responses is used to compare the evaluation of one area with the other
areas and to obtain the ratings of the teacher, student, and technical experts’
respondents.
The data are then presented graphically and further interpreted.

DISCUSSION OF RESULTS
A. Teacher Participants
The teachers’ responses in all areas are high and average as revealed in the
following mean, which are further interpreted as : (1) Course Content : 3.56, Average;
(2) Course Design: 3.71, High; (3) Course Instructor: 3.7, High; (4) Course
Environment: 3.5, Average; (5) Course Result: 3.7 High; and (6) Self-Paced Delivery:
3.7, High.

Table 6
Summary of the Responses of the Teacher User/Respondents Evaluation of the Online
Courseware in College Algebra
AREAS
1. Course Content
2. Course Design
3. Course Instructor
4. Course Environment
5. course Results
6. Self-Paced Delivery

MEAN
3.56
3.71
3.70
3.50
3.70
3.70

DESCRIPTIVE
INTERPRETATION
Average
High
High
Average
High
High

B. Students Participants
On the other hand, the students’ responses in all areas revealed average
rating as shown in the mean, which are interpreted as: (1) Course content: 3.23,
Average: (2) Course Design: 3.43, Average: (3) Course Instructor: 3.25, Average; (4)
Course Environment: 3.29, Average: (5) Course Result: 3.25, Average; and (6) SelfPaced Delivery: 3.34, Average.
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The data on the evaluation phase of the online courseware in College
algebra is presented in the following tables. Data are statistically interpreted by
getting the mean. They are further analyzed as presented.

Table 7 presents the summary of the responses given by the student
user/respondents of this study. It can be gleaned from the data that the Students
Users/Respondents rate the courseware as Average.

Table 7
Summary of the Responses of the Students User/Respondents
Evaluation of the Online Courseware in College Algebra
AREAS
1. Course Content
2. Course Design
3. Course Instructor
4. Course Environment
5. Course Result
6. Self-Paced Delivery

MEAN
3.23
3.43
3.25
3.29
3.25
3.34

DESCRIPTIVE
INTERPRETATION
Average
Average
Average
Average
Average
Average

The Course content is rated 3.56 which means Average, course Design is rated
3.71 – High; course Instructor. 3.7 High; the Course Environment was rated 3.5 Average;
the Course Result, 3.7 High; while the Self-Paced delivery is rated 3.7 High.

C. Technical Experts Evaluation
The technical experts’ evaluation shows the following ratings:
Online
Courseware in College Algebra Feature, 3.81 High; Back-end Criteria, 4.27 High;
and other Criteria, 4.3 High. The responses show that the technical experts rated the
online Courseware in College Algebra highly.
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Table 8
Summary of the Responses of the Technical Experts of the
Online courseware in College Algebra
AREAS
MEAN
DESCRIPTIVE
INTERPRETATION
1.Features
3.81
High
2. Back-end
4.27
High
3. Others, i.e Support and
4.3
High
vendor capability of the Site
GENERAL AVERAGE
4.12
HIGH

CONCLUSIONS AND RECOMMENDATIONS
A.

Revision and Finalization of the Courseware

Based on the result of the evaluation instruments used in the study, the
online courseware in college Algebra is further improved and refined and the
output is an enhanced Online Courseware in college Algebra accessible to all
users in the Web.
The revised online courseware in college Algebra considers all the
recommendations given in the evaluation done by the teachers, students, and the
technical experts.
The prototype Online - courseware in College Algebra features the
following:
1.
2.
3.
4.
5.
6.
7.

lessons plans per topic;
individualized quizzes, chapter, test and final test per topic;
students’ academic standing;
students’ date or information;
reduced course content;
enhanced interaction of the student user and course instructor;
hyperlink to other websites to enhance assignment and enrich
concepts learned;
8. reduced difficulty of the course;
9. reduced speed of the pace of the course
10. more time allotment for each topic; and
11. frequent interaction between the students and the instructor.
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B.

Findings
1. The evaluation revealed the following results:

a. The teacher user/respondents’ evaluation of the courseware
developed for College Algebra showed ratings as reflected in the areas’ means.
The mean further given descriptive interpretations as follow:

Course Design :
Course Instructor:
Course Environment:
Course Results:
Self-Paced Delivery:

b.

3.71
3.7
3.5
3.7
3.7

High
High
Average
High
High

b.
Students evaluations made on the developed courseware
also show average ratings as revealed through the areas’ mean, interpreted as:
Course Content:
Course Design :
Course Instructor:
Course Environment:
Course Results:
Self-Paced Delivery:

c.

Average
Average
Average
Average
Average
Average

The technical experts’ rated high the developed online as shown
responses’ mean, which is interpreted as:

Features:
Back-end:
d.

C.

3.23
3.43
3.25
3.29
3.25
3.34

3.81
4.27

High
High

Support and Vendor Capability of the Site: 4.3 High

Conclusions
1. The online courseware developed for College Algebra as offered in De
La Salle Lipa Tertiary School is rated High by the teacher
user/respondents. However, the areas on Course Content and Course
Environment are rated as Average.
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2. The online courseware developed for College Algebra as offered in De
La Salle Lipa Tertiary School is rated Average by the student
user/respondents
3. The online courseware developed for the college Algebra as offered in
De La Salle Lipa Tertiary School is technically supported as revealed
in the High ratings given by the technical experts.
D. Recommendations
1. The First Year students of De La Salle Lipa may use this developed
online courseware in college Algebra.
2. The Online Courseware in college Algebra may be used as model for
developing online instructional materials.
3. The effectiveness of this mode of learning versus that of the traditional
mode may be further investigated
4. The effectiveness of this online courseware in college Algebra as a
sole mode of learning may further be studied.
5. A cross validation of the results of the online courseware may be done
in the future.
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APPENDIX A
Sample Lesson Plan
Based On The
Suggestions Of Dr. Felske

Lesson: SPECIAL PRODUCT
A. Learning Goal
At the end of the lesson you should be able to:
1. enumerate the different types of special product formulas;
2. perform multiplication of polynomials using special product
formulas;
3. distinguish polynomials using special product formulas or simply
distributive property will apply;
4. enumerate the different types of factoring;
5. differentiate one type of factoring from onother type; and
6. distinguish factorable expressions and factor polynomials
completely.
B. Strategies
1. Topic: Special Product Number 1 Monomial Multiplication.
2. Presentation of the lesson:
Want to learn the easiest and simplest of all special products?
Then here is it! This may be a piece of cake to you.
Here, you meet the common monomial multiplier and you guess it right!
You will meet the distributive principle (does that sound familiar?) over
addition or subtraction. Now, brace yourself from some examples.
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Example1. To find the product of 3(y-2), we simply multiply or
distributive common multiplier as in the examples below as: 3 and y:
Solution: 3(y-2)=3y-6

Example2.

Find the product of y(b + c + d)

Solution: y(b + c + d) = yb + yc + yd
Isn’t it just a piece of cake? Want to try some exercises? Here they are….
3. Application or Exercises
Choose the letter of the correct product for the following given:
1) 3(4x – 7y + 7)
a.
b.
c.
d.

12x – 21y -21
12x + 21y – 21
12x – 21y – 21
12x + 21y + 21

Feedback System:
•
•

If you answer is wrong – then please go back to the previous lesson,
review it and try answering the set of exercises.
If your answer is correct – then please proceed to the number of exercise.

2) 5abxy (bp + cy – xyz)
a.
b.
c.
d.

5abxyp + 5abxy2c + 5abx2y2z
5abxpy + 5abxy2c – 5abx2y2z
– 5abxyp + 5abxy2c + 5abx2y2z
– 5abxyp – 5abxy2c + 5abx2y2z

Feedback System:
•
If your answer is wrong – then please go back to the previous
lesson, review it and try answering the set exercise.
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•
If your answer is correct – then please proceed to the number of
exercise.

Since you have answered the exercises, then try answering the quiz below. Proceed………
C. Assessment
Choose the letter of the correct product for the following given:
1. 19(4y – 7z + 2)
*a.)
b.)
c.)
d.)

76y – 136z + 38
76y +136z – 38
76y – 136z – 38
76y + 136z + 38

Feedback System:
•
•

If your answer is wrong – then please go back to the previous lesson,
review it and try answering the set exercise.
If your answer is correct – then please proceed to the number of
exercise.

2. 4xyz(mn + cy –xym)
a.) 4xyzmn + 5abxy2c + 5abx2y2z
*b.) 5abxpy + 5abxy2c - 5abx2y2z
c. ) -5abxyp + 5abxy2c + 5abx2y2z
d.) -5abxyp – 5abxy2c +5abx2y2z

Feedback System:
•
•

If your answer is wrong – then please go back to the previous lesson,
review it and try answering the set exercise.
If your answer is correct – then please proceed to the number of
exercise.

Please proceed to the next lesson……… Good luck to you then ……..
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Exploring Weblogs: A Critical Analysis of New Literacies
Heng-Tsung Danny Huang
The University of Texas at Austin
3600 North Hills Dr #214, Austin, TX 78731, United States
danny123@mail.utexas.edu

Abstract: The rapid growth and ever-increasing access to the Internet has reshaped the
forms information could take and made possible the simultaneous exchange of messages
and information in a manner that transcends the time- and space-constraints, giving rise
to the so-called “new literacies.” Vis-à-vis the more traditional literacy that centers
around printed texts, new literacies capitalize on texts or information composed,
presented, and distributed digitally. To gain a clearer picture of new literacies, the
current paper sets out to analyze one form of new literacies - weblogs, in terms of the
features it possesses and the impact it exerts on teenaged learners. In this paper, by way
of examining the weblogging practices occurring in the Japanese movie All about Lily
Chou Chou, the author first touches on the participatory culture characterizing weblogs,
followed by the discussion of weblogs as the venue of social interaction. Next, the
issues in regard to hidden identities and with respect to creative language use are
explored. Subsequently, the author concludes with the possibility of weblogging serving
as the broadcast outlet and the print literacy enhancer. Finally, pedagogical implications
are proposed.

Background
As the Internet technologies continue to make tremendous strides, the way human interact
is at the same time experiencing considerable change. That is, to successfully carry out
information exchanging and communication behaviors now call for “new literacies.” As defined
by Leu, Jr., Kinzer, Coiro, and Cammack (2004), new literacies
“…include the skills, strategies, and dispositions necessary to
successfully use and adapt to the rapidly changing information and
communication technologies and contexts that continuously emerge in
our world and influence all areas of our personal and professional lives.
These new literacies allow us to use the Internet and other ICTs
[information and communication technologies] to identify important
questions, locate information, critically evaluate the usefulness of that
information, synthesize information to answer those questions, and then
communicate the answers to others” (p. 1571).
Nowadays, increasing attention has been paid to the cultivation of such new literacies at
school in order to ensure students’ subsequent success at school and in life. In light of such
increased focus at school, the author is thus interested in shedding light on the issue as to how
these new literacies come to be represented in the off-campus interactions students share with
their peers. To this end, he analyzes one form of new literacies, weblogging, in terms of the
features it possesses and the impact it exerts on teenaged learners. Specifically, the author
examines the weblogging practices occurring in the Japanese movie All about Lily Chou Chou
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that portrays how a high-schooler, Yuichi Hasumi, takes refuge in the on-line fansite devoted to
the pop star, Lily Chou Chou, when experiencing growing pains from bully, ridicule, and abuse
at school.
In this paper, drawing on the characteristic features of new literacies, that is, multimodality
and social mediation (Lewis and Fabos, 2005), the author identify and in turn examine six major
themes surfacing from this movie as they relate to weblogging, that is, webblogging as
participatory practices, weblogging to promote social interactions, hidden identities, creative
language use, weblogs as broadcast outlets, and weblogging to develop print literacy. By way of
inspecting these themes, the author attempts to bring to light how and what kind of new literacies
act to impact students’ personal life and in turn allow teachers to forge a better connection of the
school curriculum with students’ needs outside of school.
Weblogging as Participatory Practices
Writing in 2006, Lankshear and Knobel defined participation as “involvement in some kind
of shared purpose or activity” and activities as things that are established with certain norms and
criteria (p.4). Meanwhile, they also distinguish among 3 types of participation, that is,
participation directed to particular others, participation directed toward a larger community, and
participation directed to both. In the movie, Yuichi initiates and operates a fansite entitled Lily
Philia and announces a paramount rule to be abided by for anyone wishing to be granted
permission to join the website, which is spelled out in the interaction below.
Blue cat:
Philia:

Hi. I never know there was a site like this. So, you probably don’t
think I’m a true fan. But I hope I’m welcome.
Hello. The rule here is you have to love Lily. That’s all. So, feel free
to write here anytime about your passion for Lily.

Therefore, when Lily fans vow to comply by this rule in order to join this fansite, they are
actually agreeing to take part in an activity where they need to share the common goal with the
whole fandom, that is, loving and lauding Lily. This embodies the Lankshear and Knobel’s
definition of participation. Also, in the movie, the postings uploaded to the fansite seem to fall
into two major categories, one concerning mainly with Lily herself and her music and the other
dealing mostly with members’ life experiences in relation to the Ether. Though the general public
might find the former interesting and informative, the latter might, in all probability, strike them
as weird, if not creepy. In fact, in the movie, a viewer named cuttlefish ever posts such a message,
“This sounds like a cult. Can’t you live without the Ether?” Viewed in this light, it is justifiable
that we consider the former as being directed to a larger community and the latter to their fellow
members, which is clearly the third type of participation mentioned earlier. Hence, sharing a
common goal and directing their postings to different target audiences, the fansite in this movie
aptly illustrates how weblogging is synonymous to a participatory practice.
Weblogging to Promote Social Interaction
Virtual activities promote, rather than prevent, social interactions among youth. As Black
and Steinkuehler (forthcoming) pointed out, running counter to the commonly-held view that
computers and videogames lead to a decrease in time spent on socializing with friends for youth,

2009 HICE Proceedings
Page 4745

sharing information with peers or other fans on-line actually function as “social glue or a point of
affiliation that helped these teens develop and maintain close social connections with both on and
offline friends” (p.13). In the movie, Yuichi constructs and maintains the forum Lily Philia for
those who idolize and worship the fictitious diva, Lily Chou Chou, to exchange their passion and
thoughts inspired by Lily’s music and the Ether as well as the updated information about Lily’s
albums and concerts. In the movie, these fans, a.k.a. the lilyholic, pay frequent visits to this
fansite, engage in intensive interactions with one another, and as such establish a kind of
relationship that bears resemblance to the one that they might build up offline. To put it another
way, apart from voicing their passion for Lily, they also verbalize their confusion, pain, joy, and
the like, springing from their lives on the fansite to which others respond with consolation,
suggestions, or personal experience, which is in much the same way as what friends would do
face-to-face. The example that follows captures this interaction.
Philia:

Blue cat:
Philia:
Blue cat:

I wanted to die many times. But I couldn’t. Falling, falling, falling.
Like endless loop. I keep falling. Somebody help me. Somebody.
Get me out of here.
I know you’re feeling the invisible Ether deeper than everybody.
I don’t understand. I just don’t understand.
I understand because I know the pain you feel.

Therefore, diagonally different from the idea that online activities prevent social interaction,
this movie aptly demonstrates how social interaction in the virtual world could be every bit as
dynamic and abundant as the off-screen ones.
Hidden Identities
Identities are easily changed and disguised online. First, as evinced in the movie, Yuichi is
an introverted high-schooler who gets picked on and abused at school, on the side being coerced
into carrying out the dirty work for the top bully, Hoshino. As for Hoshino, experiencing a
change from a good-natured student to the absolute evil, a change sparked by his near-death
experience in Okinawa, he puts everyone under his reign of terror as he beats up the class bully
and takes over his position. However, in the virtual world, Yuichi runs the Lily Philia website
where he assumes the role as the webmaster. Anyone interested in joining needs to be granted the
permission from him. Additionally, he emerges as the one who possesses the best knowledge as
to Lily’s music and the Ether, guiding the rest to establish connections between Lily’s
music/philosophy and the Ether and in turn worship her religiously, which is duly demonstrated
by the example that follows.
Philia: Lily says, it’s always sunset. As it grows dark, when the air splits in two, sounds
swell in my head and the light leaks through. … And it was just there. This is the
most important episode in her awakening to the Ether.
Whereas Hoshino takes on a more subordinate role in this virtual community, functioning
as a fandom member who follows the rule formulated by the webmaster, namely, Yuichi.
Moreover, he seems to mostly respond to others’ messages rather than compose and dispatch
new ones on his own. As can be seen, a switch of places/roles/identities is taking place as Yuichi
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and Hoshino alternate between reality and virtuality. That is, Yuichi goes from an order-taker and
bully-victim to a ruler and preacher as he travels from the real-life setting to the on-line milieu,
while Hoshino goes in the opposite direction. This role-switching appears to be in alignment with
Black and Steinkuehler’s (forthcoming) proposition that fans tend to create and enact different
social identities through interactions on fan sites. In other words, unlike their real-life identities,
Yuichi takes on powerful roles in the virtual community by way of displaying expertise in the
Lily Chou Chou fandom and Hoshino undertakes the identity of a listener and pious disciple
through following the prefabricated rules to stay a part of the fansite.
The other identity issue represented in this movie relates to the easiness in disguising
oneself in the virtual space. In the movie, Yuichi goes by philia and Hoshino names himself blue
cat as they navigate Lily Philia, the fansite. Among the conversations occurring in this affinity
space, it appears that philia connects best with blue cat in that they exchange the most messages
with each other, seemingly reaching a much higher level of friendship at which they empathize
with what each other is going through in life. However, to Yuichi’s great shock, blue cat turns out
to be the person that he fears and in all likelihood loathes the most in the real life, the very
person that turns Yuichi life into a living hell, namely, Hoshino. Had Yuichi had any knowledge
of this, he would never have given him the green light to be part of Lily Philia, let alone bonding
with him. This ease of disguise lends further support to Lewis and Fabos’s (2005) findings that
the absence of physical body in the virtual communication allowed participants to “manipulate
voice, tone, and subject matter to hide or transform their own identities” (p. 491).
Creative Language Use
Digital communication allows for the use of emoticons which enable the written
communication to carry emotions and tones. Vis-à-vis orality, literacy emerges as being
emotion-free and toneless, so it is not uncommon to find authors resorting to the employment of
symbols or icons to help facilitate the encoding of their messages. In the movie, some viewers
incorporate such symbols in their postings in attempt to get across their emotions. For example,
the viewer by the name Matrix accompanies his message with the symbols :-) that represents a
smiley face. Other viewers repeat certain letters in words to pass as being reluctant, such as
Thhhanks, I’llll buyyy itttt tomorrrrow. These features somehow coincide with the ones enjoying
great popularity in Instant Messaging communication, viz., emoticons. As revealed by Lewis and
Fabos (2005), emoticons are often utilized to help writers express their emotions and engage
readers. Therefore, this movie serves as another example corroborating the pervasive use of
emoticons in digital communications.
As also reported in Lewis and Fabos’s (2005) study, IM communication is characterized by
another linguistic feature, that is, abbreviations, such as ”brb” for “be right back” and “lol” for
“laughing out loud” (p.483). Nonetheless, in the movie, there is not a single use of abbreviation.
As far as I am concerned, this absence might have to do with the Japanese language itself. That is,
the nature of Japanese might render it difficult to practice the creative use of abbreviations. Since
Japanese and Chinese share certain characteristics such as Chinese characters and in Chinese
abbreviating a phrase by taking only taking the first part of each word in that phrase would result
in meaningless combinations of strokes, it is possible that this might also be case for Japanese.
Therefore, I surmise it might be the nature of Japanese language that gives rise to this non-use of
abbreviations in the movie.
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Weblogs as Broadcast Outlets
According to Lankshear and Knobel (2006), a weblog-turned-broadcast-outlet would result
when a blogger merely distributes materials without participating in the conversations occurring
among the readers in his/her blog. In the movie, having taken a girl to an old factory to be raped
as he is ordered to, Yuichi suffers from tremendous devastation and despair since he has been
carrying a torch for the girl for years. This mental trauma seems to cause him to not participate in
the conversations on Lily Philia for a while, which is revealed by Bear’s message noting that “I
wonder what philia has been doing these days.” Therefore, during that period, the fansite he runs
turns into a typical broadcast outlet where information as regards Lily Chou Chou might
continue to be updated and conversations with respect to the Ether continue to take place among
other members, only Yuici himself remaining utterly silent. This plot of the movie indeed serves
as a pertinent example of the broadcast outlet posited by Lankshear and Knobel (2006).
Weblogging to Develop Print Literacies
Virtual spaces might constitute environments favorable for the development of print
literacy skills. At the beginning of the movie, Yuichi is found to post messages mainly to
promote the philosophy Lily embraces as it relate to the Ether or disseminate the latest news in
regard to her albums. Also, he touches on the interview that Lily had some time in the past in
terms of the music that influences her, which is as follows.
Philia: If that idiot interviewer hadn’t asked her this question, she might have shown
more of what’s inside her, what music influences you. She didn’t answer. She
didn’t have to. She conceives and gives birth to it.
It is immediately obvious that philia, namely, Yuichi, needs to obtain the above information
from somewhere to come up with such postings. Though TV programs, magazines, and
newspaper are all easily accessible, I speculate that he would most probably acquire the
information through the Internet, given the way he indulges himself in the virtual world. Further,
in consideration of the fact that the movie was shot in as early as the year of 2000 when youtube
has yet to be brought to the world, there is much justice in surmising that Yuichi usually gets
hold of new information by reading on-line news or critiques devoted to Lily Chou Chou.
Running in tandem with this line of reasoning, the author arrives at the conclusion that though
blogging most of his spare time away, Yuichi is in fact carrying out a range of literacy activities,
such as reading to obtain new information and writing to present the information to the Lilyholic.
This somehow echoes the proposition that the virtual spaces would result in adolescents and fans
becoming “consumers who also produce, readers who also write, and spectators who also
participate” (Jenkins, 1992:208). To put it another way, not unlike the fanfiction writing journey
detailed by Black and Steinkuehler (forthcoming), Yuichi’s enthusiastic participation in the
fansite through extensive reading and writing practices online might also strengthen the
development of his literacy skills, rather than stand in its way.
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Conclusion and Pedagogical Implications
This paper serves as an attempt to address the issue as to how new literacies come to be
represented in the off-screen interactions among students by examining the weblogging practices
taking place in the Japanese movie All about Lily Chou Chou. To be specific, the six major
themes touched on in this paper involve webblogging as participatory practices, weblogging to
promote social interactions, hidden identities, creative language use, weblogs as broadcast outlets,
and weblogging to develop print literacy.
Referring to these themes, the author then proposes 2 pedagogical implications. First and
foremost, teachers are advised to integrate into their curriculum the development of new literacy
skills entailed to perform synchronous and asynchronous computer-mediated communication. As
shown in the movie, the on-screen communication students share with their peers readily emerge
as the focus of their social interaction. Therefore, to equip students with proper skills in this
regard will benefit not merely their interaction with one another but also their communication
with people outside of school. Second, students should be encouraged to engage in digital
activities as a way to enhance their print literacy learning. As discussed in the paper, the
weblogging practices draw heavily on the print literacy skills; thus, inviting students to invest
efforts in such practices might stand a good chance to position them in the benign cycle where
their print literacy skills benefit the development of such new literacies, which in turn lead to the
reinforcement of their print literacy skills.
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ABSTRACT. This paper is concerned with the threshold concepts of force and motion
and students’ understanding level of this threshold concept. Thus first part of this
study is make the ninth-grade students of different learning achievement (n=9) solve
tree kinds of problems involved complex relations about force and motion’s concepts,
and then these students were interviewed to make sure these students’ thinking and
their processes of solving. Students’ responds were drew to Thiberghien's model to
invite difficulties of different leaning achievement students in solving and therefore to
find the threshold concept of force and motion is F=ma.
Second, student responses (n=39) were analysed by three researchers using the
SOLO Taxonomy (Biggs & Collis, 1982) to invite students’ understanding level about
F=ma . Responses revealed the high-achievement students almost reason at extended
abstract level, the media-achievement students almost reason at relational and
multistructural level and the low-achievement students almost reason at unistructural
and prestructural level.
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STRATEGIC PLANNING FOR
HIGHER EDUCATION IN THE NEW MILLENNIUM: CASE STUDIES OF
SELECTED PHILIPPINE INSTITUTIONS
Dr. Roberto T. Borromeo
ABSTRACT: This paper presents a framework for strategic planning for higher
education institutions. Aside from the discussion on the various elements of the
framework, data on the context of Philippine higher education institutions is presented.
To illustrate the practical aspects of the various components of the framework, data from
strategic plans of selected higher education institutions are presented and analyzed.
Introduction
Let me begin my presentation by greeting you with an old Jewish proverb: “May
you live in exciting times”. I extend this greeting because this wish has certainly come to
pass for us who are in higher education and who live in what some futurists describe as
one of the most exciting decades of our lives. For truly, the onset of the new millennium
has seen powerful economic, technical, and social trends – enabled by technology –
revolutionize traditional concepts of economics, business, education, and learning (Quinn
2001). In the international higher education scene, Quinn (2001) posits that the most
important economic trends affecting higher education are: a) the shift from a
“materials” to a “services and knowledge” base, b) the resulting disaggregation and
globalization of technology and economic activity and its effect on educational needs in
all fields, c) the preeminence of intellect, innovation, technology and software – not
capital or products – as economic drivers, and d) the explosion of knowledge generation,
innovation, and technological progress rates dynamically and constantly resulting in the
rapid obsolescence of past knowledge and constructs. These trends have had and will
continue to have severe implications on the way we view and interpret higher education.
As we plan for higher education in the new millennium, we need to reflect on the
fundamental questions: What is higher education for? For whom is higher education?
How and where will higher education fit in society? (Or what is the role of higher
education in society? Where will it make a difference?)
Given the rapid developments in technology and their impact on education, and
learning, we cannot focus solely on the economic trends. To assess the impact of
technology on the possible directions of our institutions, we can ponder on the following
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questions: What should higher education institutions and subsequently educational
programs and offerings look like in an era where information is available everywhere?
Where will educational institutions be in the age of technology when the entire notion of
place and space has changed? What roles will administrators and teachers play in a
situation where diffusion of knowledge is rapid and seemingly limited only by the
availability of hardware and software and the technical readiness and competence of the
user?

In a world where geographic boundaries have become permeable resulting from
the rapid development and application of technology, the Philippines will not be immune
from the impact of these changes. While institutions in the various parts of the country
will be affected in varying degrees, these trends will affect the way we communicate, the
way we relate, the way we teach, and the way we learn, among others. These will
certainly have an impact on the way we plan and shape our respective institutions as we
move into the new millennium.
The Context of Higher Education
To plan meaningfully, we need to define clearly higher education’s reason for
being in a society that has rapidly changed and will continue to change. Discussions on
the core purpose of higher education usually focus on addressing a version of the “ageold education-versus-training debate; where education usually is considered as attaining
critical reasoning skills and training is considered as attaining specific practical skills”
(Kirk 2000). Kirk argues further that this attempt at distinction is “one of purpose as
well as content, with civic-oriented education presumed to better prepare the individual
to play a citizen’s role in society, whereas commercial-oriented education is presumed to
better prepare the individual for an economic role in a market economy”. Discussion of
these two views on the core purpose of higher education is particularly relevant for
Philippine higher education institutions because what is at stake in this distinction is “the
ability to create a common curriculum and define the ways in which the institution will
intersect with other sectors of society, and where the institution fits in to society” (Kirk
2000).
This reflection on the core purpose of higher education must be viewed within the
context of Philippine higher education as enunciated by the Commission on Higher
Education in the Long-Term Higher Education Development Plan, 2001 – 2010. As
contained in the vision-mission statement of this document, the higher education system
of the Philippines is envisioned as “a key player in the education and integral formation
of professionally competent, service-oriented, principled, and productive citizens”. In the
light of this vision, higher education through its functions of teaching, research, and
extension service is expected to serve as “a prime-mover of the nation’s socio-economic
growth and sustainable development”. This definition of core purpose shows that
Philippine higher education institutions are expected to be responsible for the formation
of graduates who are educated (professionally competent, service-oriented, principled)
and trained (competent and productive).
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Any effort to respond to this vision for Philippine higher education must take into
account the issues, concerns and the challenges that the system faces. It would be
beneficial for us to be cognizant of the fact that the concerns identified by the
Congressional Commission on Education (EDCOM) in 1992, namely: a) large
enrolment, b) imbalanced distribution, c) under-investment and poor quality, d) mismatch
between programs and graduates, and between employment and society needs, and 5)
limited and underdeveloped graduate education have not been addressed fully by the
Commission on Higher Education (CHED). While programs to address these concerns
have been designed and implemented by CHED since its creation in 1994, the CHED
Long-Term Plan for Higher Education 2001 – 2010 contain strategies designed to address
these same concerns in addition to newly identified issues. To quote from the plan (p.
21) : “the higher education system continues to be challenged by the following issues
and concerns:
a.

b.
c.
d.
e.
f.
g.
h.

rationalization of the public higher education system in terms of programs,
campus locations, and per capita cost with the end in view of modernizing and
making operations more efficient and responsive;
need to improve the regulatory and policy framework for higher education;
need to strengthen system and institutional effectiveness and efficiency;
identification of alternative sources of revenue;
upgrading the quality of higher education programs and institutions to levels
comparable with international standards;
ensuring the relevance of programs and services;
adapting and utilizing appropriate technology and other innovations in
education; and
broadening access to quality education at affordable costs to a consistently
increasing educable population”.

In addition to these concerns, the Philippine Education Sector Study (PESS)
conducted by the World Bank and the Asian Development Bank in 1998 showed four
major issues that higher education must address. These issues are a) the need to sort out
the respective roles of the public and private education sectors; b) expanding high quality
education to meet the challenges of globalization; c) mobilizing additional financial
resources and using them more efficiently in the public sector; and d) fixing problems in
the external governance of higher education.
As part of the government’s efforts to address these concerns, the Presidential
Commission on Educational Reform (PCER 2000), offered specific courses of actions.
Specific reforms pertinent to higher education are as follows: a) rationalization, within a
moratorium period, of the creation and conversion of state universities and colleges, b)
re-orienting the premises of financing public higher education, c) faculty development,
and d) establishing common standards for accreditation per discipline.
These are some of the realities in the national context that we need to reckon with
as we plan to define directions for our respective institutions as we move into the
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remaining years of the new millennium. While the odds seem to be insurmountable, we
must recognize the programs initiated and implemented by CHED to address these
concerns. Programs to support regional centers of excellence and development in various
disciplines, financial support for research, involvement of private and public educational
leaders in decision-making, identification of autonomous institutions, are but a few
examples of the commendable achievements of CHED. A major project that would be of
great benefit to higher education, once its program components are implemented, is the
Higher Education Sector Development Project that has been submitted to the Asian
Development Bank for funding. Three projects envisioned to make a difference in the
development of higher education institutions are: a) Faculty Development, b)
Management Development, and c) Strengthening of the Higher Education Development
Fund (HEDF).
In the global arena, a major concern that higher educations must address is the
impact of technology. The Information Age will usher in an era where colleges and
universities and colleges will no longer have sole domain of the teaching enterprise.
Instead there will be many education and learning providers. While this may be a threat
due to the resulting greater competitiveness, this may also be an opportunity for higher
education institutions as substantial opportunities will be available to serve the legion of
learners with varied needs. In his article “Services and Technology: Revolutionizing
Higher Education”, Quinn (2001) noted that “the role of higher education institutions in
the knowledge-services society is, must be, and will be changing rapidly. Because of
Internet capabilities, the traditional roles of the college or university as the leading (1)
research source and knowledge creator, (2) archivist and gateway to knowledge, (3)
disseminator of advanced knowledge, and (4) referee and evaluator of truth have already
been overturned”. In their seminal work “Transforming Higher Education: A Vision for
Learning in the 21st Century”, Dolence and Norris (1995) posed the following questions
for administrators who wish to begin the process of charting the future of higher
education:
a. Is today’s educational model appropriate for the learning needs of the
Information Age?
b. Is society willing to pay for education founded on 20th century assumptions in
the 21st century Information Age?
c. Can academe afford to miss the opportunity of reshaping itself to serve the
needs of Information Age learners?
Given the economic situation of the country and the manifold issues that higher
education institutions are confronted with in the national context, some of you may argue
that it may be useless to start talking about the impact of technology on the institution’s
directions. I wish to reiterate, however, that the rapid development and diffusion of
technology will affect all of us, regardless of the size, status, and location of our
institutions. What is important as we plan is to define what and how much technology is
appropriate for the institution. This should result from a well thought out institutional
technology development strategy anchored on a vibrant vision-mission that is the
foundation for successful higher education.
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While there are other issues confronting higher education, I decided to focus on
the issues that I believe will have the greatest impact on directions of higher education
institutions. By addressing these issues in our plans, we will enhance the chances that
our institutions will make a difference in society.

Framework for Planning
To respond to these challenges, institutions of higher learning must seek new
paradigms of operation that will enable them to address their traditional roles with greater
effectiveness. If they are to be relevant and responsive to societal needs and
expectations, while ensuring their survival and viability, colleges and universities can not
continue to plan the way they always have which often times has been characterized by
an excessive concern for internal efficiency and an emphasis on the quantitative measures
of educational development.
Strategic planning has been heralded from the late 1960s through the early 1980s
as the visionary process through which managers can steer their organizations through
increasing environmental turbulence (Grundy and King 1992). While it is still
considered as an appropriate approach, we must remember that it typically arises out of
concern about changes in the environment that might affect the organization as a whole.
As such it is not done routinely, and because it is supposed to involve the entire
organization, concerns on the role of various stakeholders and the need for a process that
is sufficiently broad and inclusive are often raised (Rodeheaver 1998).
Effective planning and institutional leadership require more than historical
knowledge and the ability to forecast the future; the require a sense of how past and
future are part of a coherent life course (Rodeheaver 1998). Our planning efforts,
therefore must reflect a balance between quantitative analysis and our understanding of
the institution’s identity and reason for being. The strategic planning processes that we
employ must be accompanied by transformational approaches particularly in managing
academic and administrative culture. This approach must empower academic and
administrative units down the organization, focus on new partnerships and external
relationships, (Norris and Poulton 1991) and emphasize the link between strategy
formulation, implementation and ownership (Giles 1991). For while quantitative analysis
can guide strategic thinking, it will not necessary provide a vision or sense of direction.
As most educational managers will attest, the process of planning and implementation are
the most powerful vehicles for bring about organizational development; but without
ownership there can be no effective implementation. To be successful in the new
millennium, management approaches must tap people’s commitment, allow people to
continually expand their capacity to create the results they truly desire, and enable them
to be part of the institutional journey (Mintzberg 1994). A planning framework that
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reflects a balance between the quantitative and qualitative elements in an educational
institution is presented in Figure 1.

Figure 1
Proposed Strategic Management Model for Educational Institutions
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The Institutional Vision
Institutional planning efforts should emanate from the institution’s vision.
Elements of the vision are: a) identity definition, b) core values, c) core purposes, and d)
institution’s desired future.
The concept of identity requires a clear understanding of the institution’s life
course. Rodheaver (1998) suggests that a critical question in gaining that sense of life
course, is “Who are we”? How do we describe the institution to ourselves and to others?
Understanding an institution’s sense of self is a critical component of addressing
questions of what to do and how to do it.
Core values on the other hand refer to the organization’s essential and enduring
tenets – a small set of timeless guiding principles that require no external justification.
They have intrinsic value and importance to those inside the organization. They define
what the organization stands for, its beliefs and moral principles. These values are
enduring and stand the test of time.
Core purpose defines the organization’s fundamental reason for being. It
captures the soul and the deeper reasons for an organization’s existence. The core
purpose is like a guiding star on the horizon – forever pursued, but never reached. While
it does not change, it inspires change. The very fact that purpose can never be fully
realized means that an organization can never stop stimulating change and progress to
live more fully to its purpose.
The most important element of the vision is the institution’s concept of its desired
future. Keller (1995) suggests that this image of a desired future should be an inspiring
picture of a different future, something that seems slightly out of reach but achievable if
enough people work on it. While this concept of the desired future is tangible, it should
not be too definite and detailed, but vivid enough to allow persons to imagine a new and
better set of conditions and services and to strive toward their fulfillment. This element
of the vision should enable the institution to combine its tradition, culture, and core
values with the emerging conditions in society and with the public’s expectations about
higher education’s role and behavior in the new environment.
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The vision statement of the College of the Immaculate Conception (2005) is
presented below as an example of a statement which contains the above-mentioned
elements is presented below:
Vision Statement
College of the
Immaculate
Conception

Elements

Key Concepts

Identity Definition
- diocesan Catholic educational and
evangelizing institution
CIC is a
diocesan
- Christ-centeredness
Catholic
- Excellence
educatio Core Values
- service
nal and
evangeli
zing
Core Purpose
- integral formation of persons
institutio
n
imbued
Envisioned Future
- just, humane and peaceful society
with
Christcenteredness, excellence, and service for the integral formation of persons
towards a just, humane and peaceful society.
Table 1 shows the key concepts for each element of the vision statement of the
college.
Table 1. Key Concepts for the Elements of the Vision Statement of the College of
Immaculate Conception
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Planners must remember that a vision is not created but discovered. It is not
derived by looking to the external environment; you get at it by looking into the
organization – its history, traditions, significant moments in its organizational life, and
the bedrock principles upon which it was founded. Collins and Porras (1999) note that an
institution’s vision or self-identify generally remains consistent through time and
transcends product/market life cycles, technological breakthroughs, management fads and
individual leaders. It provides the bonding glue that holds an organization together as it
grows and goes through the different phases of organizational development. Keller
(1995) posited that visions have emotional power and they help people in higher
education institutions organize their knowledge by supplying hope, passion, and direction
and giving meaning to life.
External Environmental Analysis
Guided by the vision, the institution can undertake an analysis of the forces in the
external environment that will have an impact on institutional directions. The main end
of the analysis is to identify forces in the environment that can serve as threats or
opportunities. Threats are factors in the external environment that hinder the institution
from realizing its vision, while opportunities enhance the institution’s ability to realize its
mission. External environmental analysis should focus on the past, present and the
future. Areas for analysis can include: social, technological, political, economic,
educational, and legal trends.
A case in point is the external environmental analysis done by the Notre Dame
University (2005) that “focused on the forces of change that impact on the education
sector” (p. 6). The forces that were analyzed included the country’s Millennium
Development Goals, the population demographics of the region, the economic and
technological trends, job opportunities in the local, national and internal levels, changes
in the education systems and consortia programs with external partners.
Among the opportunities identified by the university are the following: cultural
diversity, the on-going peace process, access to information technology and the
burgeoning commerce and trade in the region. Threats, on the other hand, included the
unstable peace and order, the prevalent culture of violence, the high incidence of poverty,
cultural diversity and the presence of competitors who charge lower tuition fees.
For its part, the Siena College of San Jose (2005) analyzed the political,
educational, socio-economic and technological trends of its external environment to
provide a context for its strategic directions. Opportunities that were identified included
the following: competitive labor force, inclusion of the city in the Megalopolis of Metromanila urban expansion, increasing investor catchments areas and business parks
development, increasing number of residential subdivisions, and increased support from
the government for education and social services. The threats that were identified were
the improved transportation infrastructure which makes other colleges and universities
outside of the city accessible and the mushrooming of competitor institutions in the area.
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Organizational Assessment
Guided by the institution’s vision, an institution’s planning team can undertake
organizational assessment to identify the institution’s strengths and weaknesses. The
main purpose of the analysis is to identify factors that have contributed to the
organization’s success in the past, and the conditions that are required to ensure that the
organization will continue to succeed into the future. In undertaking organizational
assessment, planners must remember that conditions that may have contributed to past
successes do not guarantee anything as the organization goes into the future. The end
result of the organizational assessment is an inventory of the organization’s capacities, its
resources, current capacities and future needs and a shortlist of its strengths and
weaknesses.
The organizational assessment of Notre Dame University (2004) dealt with “the
institution’s output indicators of performance in licensure board examinations,
employment, institutional mage as well its institutional climate and organizational
resources - - human, physical plant, information technology and finance” (p. 6). The
identified strengths of the institution included its human resources, physical plant and
facilities, institutional image, research services and the strong respect for religious
freedom and culture. The weakness recognized were the weak organizational values,
decreasing school media projection, organizational succession, linkages with other
institutions, and the decline in Catholicity.
In the case of Siena College of San Jose (2005), the organizational analysis
focused on the socio-economic profile of parents, alumni, institutional programs, human
resources and physical plant and facilities. The strengths that were identified included
the newly formulated vision-mission statement, the willingness of the institution to
undergo accreditation, the continuous improvement of physical plant and facilities, the
active involvement of the academic community in outreach programs, commitment of the
faculty towards professional development, and the concern of faculty for the academic
growth of their students.
The analysis of internal data revealed the following weaknesses: the need for
deeper internalization of the vision-mission statement, need to improve employee
compensation and benefits, and overlapping of student activities.
The Institution’s Mission Statement
Data from the external environmental analysis and the organizational assessment
should be matched with the key elements of the institution’s vision to provide the bases
for formulating the institution’s mission statement. While the vision statement defines an
institution’s ideal, the mission statement identifies the means by which this ideal will be
fulfilled. Unlike the vision, the mission has a clear finish line to enable the organization
to know when it has been achieved. As a concept related to but distinct from the vision, a
well-written mission statement is one that has the following elements (Borromeo 2005):
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a)target or the situation/position the organization should aim for if it were to realize its
vision; internal transformation required to realize the target, c) products, services or
general strategies to be employed to realize the vision, and d) distinctive competency or
competencies that will set the organization apart from other organizations. Elements of
the mission statement can include the following: a) target clientele, b) major programs
and services, c) required internal transformation, and d) desired core competence.
Target or desired situation/position defines where or how the organization wants
to see itself at the end of the planning period. Internal transformation defines how the
organization will reinvent or re-engineer itself to meet the challenges and emerging
realities in the internal and external environments. For educational institutions, products
services and general strategies can define the distinctive attributes that its main programs
will have or need to have to realize the institutional vision. Distinctive competency or
competencies refer to the areas that the institution is particularly good at or wishes to be
distinctively good at. This can also encompass the distinct areas in society where the
institution is making or intends to make a difference.
The mission statement of the College of Immaculate Conception is
presented below and the key concepts for each of the four elements of the statement are
shown in Table 2.

Mission Statement
College of the Immaculate Conception
In the spirit of the Gospel and guided by our patroness, the Immaculate
Conception, we commit ourselves to become a leading Catholic educational
institution and center of excellence, renowned for innovation and dissemination
of new knowledge.
In a collaborative, disciplined, respectful, and God-loving community, we offer
relevant and value-laden programs and services to form competent men and
women of character who serve as agents of social transformation and stewards
of creation.
Table 2. Key Concepts of the Mission Statement of the College of the Immaculate
Conception
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In drafting a mission statement, planners must ensure that the statement is one that
is clear and compelling and requires little or no explanation. It must fall outside the
comfort zone of institutional stakeholders, and be so bold and exciting in its own right
that it would continue to stimulate progress even if the organization’s leaders disappeared
before it has been realized.
Elements
Target or
Desired Situation

Key Concepts
- become a leading Catholic educational
institution
- center of excellence, innovation,
dissemination of new knowledge

Internal Transformation - collaborative, disciplined, respectful
God-loving community

Attributes of Programs

- relevant and value laden

Core Competence

- competent men and women of character
- agents of social transformation
- stewards of creation

Strategic Directions
With the vision, data from the external and environmental analysis and the
mission statement as main inputs, planners can identify institutional key results areas or
areas of concern. These are areas that the institution must concentrate its attention and
resources on for it to realize its mission and vision. These key results areas are then
translated into strategic directions for the institution. Strategic directions define the
thrusts, desired situation and goals for major key results areas within the institution.
Aside from providing directions for the major areas within the institution, these
statements serve as the main elements from where operational plans of the various units
emanate. Strategic directions in colleges and universities are usually defined for the
following areas: Academics, Institutional Culture, Human Resources, Finances, Physical
Resources, and Institutional Advancement and Linkages.
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Examples of strategic directions in the area of “Academics” taken from the
strategic plan of De La Salle University-Manila (2003) are presented below:
“Develop and utilize processes that will enhance instructional effectiveness in
developing critical/analytical thinking, learning skills, and integration of values in
the present and future roles of students”.
“Expand and enhance opportunities for students to apply theories learned in the
classroom to real life situations.”
“Confirm instructional standards of University programs through accreditation by
international agencies.”
As may be gleaned from these examples, strategic directions are broad but at the
same time maintain a certain degree of specificity. They define specific parameters
within which operational programs can be defined.
Strategic Plans
The outputs from the earlier phases of the planning process become the inputs for
the next phase of the process. The strategic plans that are formulated are more detailed
and immediate than the mission and the strategic directions. The overlap between the
processes at each level allows the transfer of ownership to cascade down throughout the
organization (Giles 1991). This helps in ensuring a balance between the “top-down” and
“bottom-up” features of the planning process by identifying the components of the
process that are to be centrally directed and which could provide subtly but firmly a topdown direction (Norris and Polton 1991) while adhering to the spirit of the academic
ethic of faculty participation in those areas where participation is critical. Faculty
participation is the main feature of the this phase of the planning process which deals
with the formulation of programs and activities by each college, department and service
units to operationalize a university’s mission and strategic directions.
Strategic plans should include the following elements: a) program goals and
activity objectives which indicate clearly their link with the specific dimensions of the
mission, and strategic directions, b) specific activities to be performed to achieve the
goals and objectives, c) performance standards stated qualitatively and quantitatively to
inform planners whether the activity has been implemented successfully, d) person
responsible for implementing the activity, e) timetable for implementation, and f) cost
implications.
Plan Implementation
Plan implementation refers to the execution of selected courses of action as
contained in the strategic plan. As involvement of people is critical in plan
implementation, it is important to involve them in the various aspects of planning. In
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implementing programs and activities, everyone in the organization must remember that
these are not EXTRA things to do, but are the THINGS to do.
Performance Evaluation
Performance evaluation refers to the comparison between actual results and
anticipated results. This phase of the planning process keeps the planning and
implementation phase on target. It also serves as a system for monitoring use of
resources and extent of achievement of desired results.
Performance evaluation should be an integral part of the planning process. A
specific time should be identified during which information on the status of plan
implementation of the various institutional units will be gathered and analyzed. Results
of the evaluation should be fed back to the various phases of the planning process as may
be appropriate.
Concluding Statements
The world around is changing rapidly, and we should continuously evaluate and
define relevant plans to ensure that resources of higher education are contributing to the
long-term interests of society. Higher education must be able to respond to a changing
world as it pursues its commitment to education and training to respond to the need for
creative, technically trained, productive and responsible citizens. The strategic plans that
we produce must reflect that we take our social responsibilities seriously to inspire our
students with a purpose large enough to fill their lives with meaning and do the best they
can to make and Philippines and the world better and happier places to live in.
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ABSTRACT
The on-line interactive tutorial, ‘Academic Integrity: referencing and avoiding plagiarism’ was
developed to positively address the rising incidence of plagiarism in the educational sector. The
tutorial addresses why it is necessary to cite sources and how to acknowledge them, provides clear
information on collaboration, collusion and plagiarism, and the consequences of misconduct and
encourages good writing skills. Its design requires students to interact with a series of real world
scenarios and to respond to case studies and questions which test their understanding. Learning is
promoted by extensive feedback and multiple attempts, and users’ progress and outcomes are
recorded in a database. This web-based tutorial was developed with aspx coding, and includes flash
overlays to enhance learning through visual demonstration. The needs of diverse learners were
considered, by incorporating a range of cultural backgrounds in the examples, ensuring all visual
information represented in text was suitable for visually impaired users, incorporating the use of
screen readers, and designing the flash demonstrations to reduce cognitive overload. The evaluation of
the tutorial’s effectiveness has indicated a significant improvement in student knowledge of what
constitutes plagiarism, a decline in the incidence of plagiarism, and an enhanced understanding of the
seriousness of plagiarism and its consequences. Students and staff focus groups indicated that the key
strengths of the tutorial were its clear and relevant information on referencing styles, collusion,
collaboration and plagiarism, its good design, relevant language, ease of operation and the sense of
relief that students’ now understood how and when to reference and what is and is not good academic
practice.
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Introduction
Academic integrity and good practice are central to student learning. The ability to apply critical
reasoning to issues through independent thought and informed judgement are key attributes that
teachers seek to develop in their students. However, the occurrence of poor academic practices and
plagiarism in educational institutions and workplaces has resulted primarily in the use of punitive
measures that have addressed mainly the consequences of these poor practices (e.g. loss of marks or
course failure). A more proactive and educationally sound approach is based on raising awareness and
knowledge of good academic practices, so that students can apply and demonstrate academic
integrity. The purpose of this paper is to describe and evaluate the effectiveness of an innovative online interactive tutorial, ‘Academic integrity: referencing and avoiding plagiarism’ that was
developed and implemented by the authors in the School of Geography, Planning and Architecture
(GPA) at The University of Queensland, Australia. The specific objectives of this paper are to: outline
the nature of the educational problem surrounding good academic practice; to identify the main aim
and objectives of the project in relation to the target audience; to analyse the design of the tutorial,
from both technical and pedagogical perspectives and to highlight its key innovations; and to evaluate
the effectiveness of the tutorial, based on the results of a pilot study. Our research indicated a
significant improvement in the level of understanding of students about academic integrity and a
reduced incidence of reported cases of plagiarism following completion of the on-line tutorial.
The educational problem
Plagiarism is the act of misrepresenting as one’s own original work, the ideas, interpretation, words,
images, designs, or creative works of another (The University of Queensland [UQ], 2008). Examples
of plagiarism include: direct copying of paragraphs, sentences, a single sentence or significant parts of
a sentence without appropriate acknowledgement; a ‘cut and paste’ of statements from multiple
sources; and simply rearranging another person’s words or ideas without changing the basic structure
and/or meaning of the text and without appropriate acknowledgement.
Plagiarism is a major issue in many institutions (Sutherland-Smith, 2008; James, McInnis & Devlin,
2002) and is related to a number of factors including: the easy availability of on-line information, such
that students can quickly ‘cut and paste’ information from several sources; the ability to easily
download papers for free or at a small cost; time pressures in meeting deadlines; the use of group
work which may have led to an increase in student’s plagiarising each other’s work; and increasing
class sizes, with reduced access to staff and increased reliance on past student work (James, McInnis
& Devlin, 2008). Several researchers (Roberts, 2008; Larkham, 2002) refer to a rising incidence of
plagiarism in both the workplace and educational institutions. In the Australian context, the Australian
Universities Teaching Committee (AUTC) (2008) indicates that, while it is impossible to determine
trends in the incidence of plagiarism in higher education institutions, it appears to be widespread, and
occurs across a range of disciplines. The School of GPA was similarly addressing a rising incidence
of plagiarism, partly in response to the increased use of plagiarism detection software within the
School.
Part of the explanation for students’ plagiarism is attributable to misunderstanding and ignorance
among students as to why they should avoid plagiarism and how they can do so (AUTC, 2008). In
accordance with Bower’s (2008) affordance-analysis design methodology four steps were undertaken
to address the problem of poor academic practice in our School.
First, as the School’s educational goals were based on achieving high academic integrity, and as staff
in the School formed the view that some plagiarism was the result of students’ poor understanding of
good academic practices, rather than blatant attempts to cheat, the Project Team surveyed students to
better understand their knowledge and perceptions of academic integrity and good academic practice.
Students (472) in three of the School’s large first year classes were invited to participate in the survey.
One hundred and fifty-seven students responded, providing a sound basis on which to understand the
main issues. Some of the key findings were that 21% of students believed that it was acceptable to use
someone else’s ideas, to express them differently, and not acknowledge the source (4% didn’t know).
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Almost 50% of students believed that it was acceptable to submit, without acknowledgement, an
assignment for assessment that was previously submitted in another course. Almost 30% were neutral
on the issue of copying information because of time demands and almost 10% disagreed or did not
know that this was plagiarism. Over 30% believed that it was acceptable to be a member of a group
undertaking a group project, to work less than other members in the group and to claim equal
contribution to the project. In terms of seriousness, the following were observed: plagiarism was
viewed as moderately serious by 19% of students (81% very serious or serious); collusion as
moderately serious by 27%, (44% very serious or serious); and 20% believed that cheating on an
exam was less serious (80% very serious).
When examining the causes of plagiarism, almost 20% of students believed that they could ‘get away’
with plagiarism in their courses and that their peers thought it was ‘OK’ to plagiarise. Almost 40%
believed it was easier to plagiarise than spend time undertaking the work properly; and over 10%
believed it was appropriate to ‘make up’ information in a bibliography. In relation to referencing
skills, most students were unable to correctly reference information using a recognised referencing
style, and about 10% of students could not correctly identify examples of collusion. Students also
showed little understanding of the consequences of plagiarism. However, nearly 80% believed that
plagiarism detection software encouraged them to correctly cite information.
Second, within the School, several procedures were implemented to identify and address alleged cases
of plagiarism, including: the identification of a comprehensive procedure to classify the level of
plagiarism, based on the prior knowledge and experience of the student, whether the student was
using their primary language, consideration of the students’ previous history in relation to academic
practice, and the appointment of an Ethics Officer to process and manage the administrative
procedures when an allegation of plagiarism was made. While administratively efficient, the Project
Team believed that a more positive School-wide approach was needed, one which focused on the
student, was proactive rather than reactive and punitive, and which addressed issues of equity and
cultural diversity. This would also ensure that all students, irrespective of previous knowledge or
background, would receive relevant information about academic integrity.
Third, the Project Team investigated the availability of relevant learning tools to support our needs.
Our preliminary research revealed that no thorough interactive on-line tutorials were available to meet
the School’s needs. Existing products were mainly text based, were unsuited to our disciplinary
context, were not at the appropriate academic level (i.e. mainly too simplistic and with inappropriate
language), and did not address all relevant issues. Internet-based tutorials were mainly informationonly, with long passages of text, or provided a question/answer format where the answers required
minimal deep-thinking strategies. Further, none of the tutorials that were evaluated incorporated an
assessment process to measure and record student learning.
Fourth, as the product evaluation identified a lack of appropriate tools to satisfy our objectives, there
was a clear need to develop an innovative tool for our students and one which eventually would have
widespread application to a range of disciplines and institutions. Thus, it was on the basis of the
survey results, the failure of punitive measures to reduce the incidence of plagiarism, the lack of
effective ‘off-the-shelf’ tools, and the need to be more proactive, that the Project Team decided to
intervene to raise awareness about good academic practice, to improve skills in referencing, and to
ensure students understood the seriousness of, and consequences resulting from, plagiarism.
Project aim and objectives
Accurate referencing of sources is “fundamental to the concept of academic integrity” (UQ, 2008:np).
However, while the appropriate use of references is important, the Project Team suspected that
students had a limited understanding of why academic integrity and avoiding plagiarism (colluding,
copying, self-plagiarising) are important. We also felt that students might be aware of plagiarism
being something to avoid, but have little understanding of the consequences for themselves should
they plagiarise. Both domestic students and international students new to Australian academic
conventions were perceived to be in need of this understanding.
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The aim of the project is to raise understanding of academic integrity and good academic practice and
to do so in a supportive teaching and learning environment. In particular, we identified several
objectives, including: to develop learners’ skills in referencing and avoiding plagiarising in their
academic work; to develop an e-learning tool that would provide accurate information in an
interesting, relevant and interactive way; to incorporate the ability to assess students’ understanding of
good academic practice; to develop an educational tool that could be applied systematically across the
School and university, and did not detract from the existing teaching and learning activities in the
School; and to ensure that the tool would be accessible as a learning resource for students throughout
their program of study.
Target audience
GPA is a multidisciplinary School (i.e. architecture, geography and environmental management, and
planning, real estate and development programs) offering several professional degree courses
involving a wide diversity of students, both domestic and international, in undergraduate and postgraduate courses. The target audience of the on-line academic integrity tutorial is mainly first year
undergraduate and first year post-graduate students who study courses in GPA, and research higher
degree students, many of whom are international students, who are new to the Australian university
context. The eventual aim is for all students in GPA courses to successfully complete the tutorial. The
resource will be refined for implementation as an interdisciplinary resource by students across all
faculties in our university, and will have applicability to other higher education institutions and
perhaps even secondary schools. These issues concerning the target audience influenced the design
and content of the tutorial.
Creativity and innovation
The structure, design and development of the tutorial were collaboratively undertaken by the Project
Team over a period of two years. As a resource for first year students, the graphic design considered
both the visual appeal of the tutorial to mainly young, first year students as well as more mature-aged
students; incorporated the need to convey the seriousness of the issues being addressed in the
university learning environment; and aimed to impress on students the nature, meaning and
importance of academic integrity in the university context and prepare students for good academic
practice during the rest of their studies.
In terms of content, there are many tutorials which address plagiarism, but few which address it from
the positive aspect of academic integrity. Most products or tools address plagiarism as a referencing
issue, and fail to incorporate consideration of the ways students work together, an issue of importance
to our students, many of whom undertake group work during their studies and later work in
professional teams following completion of their university studies. The Project Team felt that it was
important to clarify for students when collaboration or cooperation is allowed and when it is not
(AUTC, 2008; Walker, 1998). It was considered important to address many facets associated with a
lack of academic integrity and not only focus on the misuse of published texts in individual writing,
but also plagiarism through inappropriate use of web resources, designs and images, and colluding or
copying the work of other students.
The tutorial encompasses four sections: Section 1 ‘Academic Integrity’, clarifies aspects of good
academic practice; Section 2 ‘Acknowledging Sources’, addresses two referencing styles (i.e. authordate and footnote); Section 3 ‘Working Together’, raises awareness of when group tasks can be
collaborative, or collusive; and Section 4 ‘Good Writing Habits’, includes information on the writing
sequence and key tasks, and the procedural consequences of plagiarism.
Students are required to achieve a 90 percent pass mark across the four sections of the tutorial. The
program collects marks from successful completion of certain activities, and stores this on a university
database. The tutorial also facilitates and supports learning. For example, if a learner correctly
answers a required question, a positive response is provided, and if the exercise is incorrectly
answered, then instructional feedback is provided and learners re-attempt the exercise. Students may
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re-attempt questions, but marks are allocated for the first attempt. Students may then repeat
unsuccessful components of the tutorial until a satisfactory level of achievement is attained. Results
are available to all academic staff in the School. Staff can identify who has completed the tutorial,
how students have performed on the tests, and which aspects students find challenging.
Technical design
Technically, the aim is to ensure that the tutorial is easy for students to access, use, and navigate. A
web-based tutorial was the optimum solution. The entire tutorial is hosted on a UQ server. It is secure
and allows for maintenance and updating. In addition, a web-based database, housed on a School
server, makes it easy for the School to access student data and evaluate the usability of the tool and
the pedagogical effectiveness of the tutorial. The site was developed by in-house programmers from
UQ using Microsoft Visual Studio, SQL Management Studio and Adobe Flash. Graphics were
designed in Adobe Photoshop. This site was developed in ASP.NET. It makes use of Flash animation
for the 'show me' interactives throughout the site. It is delivered on a Microsoft IIS server, using an
SQL Server database so that student login and marks can be recorded, and allows staff to have access
to reporting facilities in the administration area.
Aspects of importance in relation to the tutorial’s technical design include its interface design,
navigation and usability, and web advantages. These aspects are described and illustrated in this
section.
Interface design
The tutorial’s physical design enhances its learning effectiveness. As the tutorial is accessed by both
post-school and mature aged students, as well as those with English as a second language, it is
important to have a good interface. The design is refreshing, in terms of choice of colour, the aim
being to present a fresh image to users, rather than the standard university colours of blue and white.
The subjects represent the diversity of students within the institution and particularly foreground
women. The layout is simple and uncluttered, with interesting text to engage the reader, and yet it
maintains a serious tone to reflect the serious nature of the issues being presented (Fig. 1).

Figure 1. Example of tutorial design encompassing interesting layout, colour and style
The interface presents an easy-to-navigate, independent learning tool for users. The instructions at the
start of the tutorial are simple and short, and the means to enter the tutorial are clear. The presentation
of information is also consistent with either a two-part screen containing stimulus material (e.g.
resources and demonstrations) on the left, and instructions and interactive activities on the right (Fig.
2), or a single-part screen with an activity or case study in the middle. The graphic design alters
slightly to reflect this screen change (i.e. from two-part to single screen). Thus different sections of
the screen are assigned to specific purposes (Alessi & Trollip, 2001) and this remains consistent
throughout the tutorial to facilitate student interaction and ease of use. The screen separation also was
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incorporated to assist sight-impaired users with screen readers and a progress line is presented along
the bottom of the screen.

Figure 2. Screen layout, incorporating resource information (left) and instructional and interactive
exercises (right)
In relation to the content within the tutorial, it incorporates several visually stimulating graphs, maps
and other images, which are relevant to students within the School (Fig. 2). The examples, such as the
student essays which are used for instructional purposes, also reflect the cultural diversity within the
school (e.g. an essay on dust storms by Ahmad in Section 1, and in Section2, Jess’s essay on
sustainability and Lihao’s essay on paleoclimates).
There was a deliberate effort to have sufficient, but not excessive, instructional text, clearly indicated
transitions, and a level of language suitable for young people in an academic context. The use of
images, colour highlighting, and demonstration animations are kept to a minimum, but with a clear
intention to enhance meaning by demonstrating the information in text-based explanations.
Navigation and usability
The tutorial has four sections (Fig. 1), which on the first attempt must be completed sequentially. The
underlying database records users’ progress. Users complete exercises, receive feedback with a
learning focus, and can have multiple attempts at the exercises. Upon completion of the entire tutorial
for the first time, learners are given overall feedback about successful and unsuccessful completion of
each section. The next time the user logs in, he/she is shown (by means of a tick) which components
have been successfully completed, and which need to be re-attempted. This second-version navigation
remains until the entire tutorial is completed, with multiple attempts at the tutorial allowed. After
completion of all four sections, an email is forwarded to the student notifying them of their successful
completion of the tutorial and the database stores this record, which can be accessed by staff to ensure
that all students within their class have completed the tutorial by an advertised time.
Once the entire tutorial has been successfully completed, learners can access any of the four tutorial
sections, as an information resource, without the recording of progress. The tutorial is also self-paced,
allowing students to enter and exit at any time, although they will always return to the start of the next
incomplete section upon re-entry. The first screen also includes links to the “How to Guides” which
provide detailed information on the two referencing styles used within the tutorial (i.e. Harvard and
Chicago A). Students are encouraged to download and print these documents to facilitate their
progress through the tutorial and to provide a useful on-going resource.
The pedagogical purpose of the tutorial’s linear navigation is to build on the concept taught, apply
concepts, and test concepts. Thus the learners follow a pre-set sequence and are able to choose when
to move to the next section of the tutorial, to decide when their answers are complete, and hence when
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they are ready for feedback or marking. The linear navigation structure is important to reduce
confusion, especially as students are required to complete all sections and to demonstrate proficiency.
Web advantages
Using an internet-based resource allows users to access the tutorial any time and any place, with
minimal file or download size requirements, and allows secure login. It also allows for a backend
database to record statistics showing student achievement and tutorial attempts on a local server. It
also allows for ease and cost-effectiveness of upgrading the information or developing the tutorial or
the database. Flash is software that works on university machines as a standard plug-in, and is
available free for students to acquire on personal machines.
Pedagogical design
An on-line interactive format was selected as the most appropriate way to address the identified
problem. From this point, the Project Team brought together Bower’s (2008) two key categories of
affordances of e-learning, namely static/instructive learning opportunities, such as definitions and
explanations (e.g. through the explanation of referencing components), and productive learning
through an emphasis on ‘learning by doing’ throughout. Several key principles of effective
instructional design, which facilitate learning, are reflected in the design of the tutorial and include the
following (Anderson & Elloumi, 2004; Carrol, 2004, 2002, 2001; Merrill, 2002; Herrington & Oliver,
2000; Laurillard, 1993).
Relevant contexts which help learners to construct new knowledge from existing knowledge
Learning is enhanced through the incorporation of authentic/real world contexts (e.g. exemplars from
student work) (Fig. 2), which link the focus of the tutorial with current student experience and future
real-world work experiences. The use of real exemplars is a conscious attempt to activate learners’
schema – the “structures that permit us to recognise objects and other entities” (Sweller, 1999:10), and
through this, extend their learning, thus reducing cognitive, working load stress (Sweller, 1999).
New knowledge is demonstrated to the learner
The tutorial employs a range of strategies to demonstrate new knowledge. In general all key concepts
are both defined and illustrated through examples and/or animations to minimise confusion (Carroll
2000; Kalusman, 1999), For instance, in Section 2 (Acknowledging Sources), learners are provided
with information about the conventions of referencing, they read the specific requirements (e.g. use of
author names, or how to reference a quote), and then view it in a stimulus text (left hand side), where
it is highlighted, often using flash technology (Fig. 2).
Learning is enhanced by doing
The principle of ‘learning by doing’ is based on the notion that active learners learn best and thus
reinforce their learning (Dewald, et al., 2000). There was a deliberate design decision to move away
from multiple choice or yes/no closed questions, and to include exercises where students are
compelled to think and create accurate answers. In practical terms, the learners must demonstrate
knowledge or understanding by choosing the correct response to a question and click the computer
mouse or type answers into the text box. They then receive feedback for both correct and incorrect
responses.
Students are required to apply the new knowledge
Learners are required to demonstrate their new understandings in the assessment tasks that are set in
all courses in the School, for the duration of their university studies. All School course profiles, which
outline student obligations and assessment tasks, include reference to the need for students to
undertake and pass the tutorial. All staff (including tutors and markers) are trained in the tutorial and
reinforce the standards and expectations established in the tutorial. The tutorial’s on-going availability
to students also assists in embedding the information contained within the tutorial.
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Self-paced learning
The students are able to work through the on-line tutorial at their own pace and in their own time, thus
more appropriately matching the learning style of the student. The tutorial can be used as an on-going
resource for students to refer to as the need arises. Hence, its flexible delivery enhances student
engagement, as does its good design, layout and ease of use.
Addresses equity and diversity issues
The diversity of the student population in many universities, requires that educational tools provide
effective and consistent information to all students. Students new to the university frequently express
concern about not fully understanding the norms and expectations in relation to academic practices at
UQ. Referencing norms and issues relating to co-operation and collusion have caused confusion and
anxiety among many of our students. The tutorial clearly identifies the university’s expectations in
relation to good academic practice, thus enhancing the understanding of all students.
Evaluation of on-line tutorial
This section briefly outlines the methodology and key results and provides a short discussion of the
evaluation that was undertaken to determine the effectiveness of the on-line tutorial.
Methodology
An evaluation project was designed to assess the effectiveness of the on-line tutorial in raising
awareness of academic integrity. A comprehensive survey was developed and implemented in three
large first-year classes in the School of GPA in 2008, prior to the implementation of the tutorial, and
from three to six months after the successful completion of the tutorial. The survey canvassed student
responses to several issues including:
1. why it is important to engage in good academic practices;
2. what constitutes plagiarism (e.g. paraphrasing, summarising, citing references, issues related
to words, images and design, and auto-plagiarism);
3. consideration of the seriousness of several practices (e.g. copying information from the
internet/books/journals/designs, failure to correctly reference, unintentional copying, cheating
on exams, collusion, and auto-plagiarism);
4. factors influencing plagiarism (e.g. can I get away with it?, time commitments, lecturer
inaction, real-world pressures, peer pressure, benefits outweighing consequences, easier/better
than the work I could produce, difficulty in detection etc);
5. sourcing information, which addressed author-date in-text referencing and constructing a
bibliography, and when to reference (e.g. use of common knowledge, quotes etc);
6. differences between collusion and cooperation; and
7. penalties in relation to the seriousness of plagiarism.
Qualitative responses were analysed using Leximancer to identify key themes, and relational
responses were analysed using Nvivo software.
Results
The main results from the survey undertaken before students completed the tutorial were outlined in
‘the educational problem’ (refer above). In this part we highlight the students’ responses in relation to
the importance of good academic practices, and present the key changes in student responses and
perceptions in relation to the meaning of plagiarism, referencing skills, the seriousness of plagiarism
and its main causes following implementation of the tutorial (issues 1-5 above).
(a) Importance of citing sources
Students were asked to indicate why it is important to correctly cite information. Results (Fig. 3)
indicated that 25% of students felt it was necessary to acknowledge the author or demonstrate respect
for the author (6%). Enhancing the credibility of the student/writer’s work was also important (16%),
as were a range of value-based responses, particularly that of fairness (11%). Other criteria cited by
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students included abiding by rules, either to ensure compliance, or through fear of censure, as well as
this being a sign of good practice, enabling the tracing of cited information.
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Figure 3. Overall responses from students indicating why it is important to correctly reference
information
(b) Meaning of plagiarism
Respondents were asked to rate their level of agreement with several statements about what
constituted plagiarism. These were ranked on a five point Likert scale from strongly agree to strongly
disagree. Following completion of the tutorial, students displayed improved understanding of
plagiarism (i.e. a change to either strongly agree or strongly disagree), and considered that it included
the following: failing to correctly cite information, with those strongly agreeing that this constituted
plagiarism moving from 38% to 79% of respondents; ‘copying and pasting’ information from the
internet without acknowledgement (change from 26% to 71% strongly agreeing). However, both
before and after the tutorial, students generally agreed that both of these practices were a form of
plagiarism (about 97% of respondents). The benefit of the tutorial was in confirming this as poor
practice for respondents. There was also a strong improvement in the understanding of
autoplagiarism, with a change from 26% to 48% of respondents strongly agreeing that this was a form
of plagiarism, and an overall change in agreement from 47% to 83% of respondents.
Completion of the tutorial raised overall awareness of the need to acknowledge the work of designers
(e.g. architects), with a change from 37% to 46% of students strongly agreeing that this was
necessary, although with no change in the overall level of agreement, which remained at 85% of
respondents both before and after the tutorial. Students generally understood, both before and after the
tutorial, that the failure to correctly acknowledge images, maps or diagrams and paraphrasing and
failing to acknowledge authors constituted plagiarism.
(c) Referencing skills
The ability of students to correctly in-text reference and create a bibliography significantly improved
following completion of the tutorial (Fig. 4). The greatest change was in relation to a basic in-text
Harvard referencing style where students were asked to consider the author/date order, and in this
instance, success improved from 46% to 81% of students correctly responding. Students were
generally much better able to cite quotes and to detect inaccuracies in-text referencing of information
obtained from the internet and in understanding several aspects of bibliographic referencing. Less
than 50% correct responses were observed in relation to the inclusion of the title of a book in the intext referencing, with only 39% of students correctly responding to this question following the
tutorial.
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Figure 4. Percentage of correct student responses to in-text and bibliographic referencing questions,
before and after completion of the on-line tutorial
(d) Seriousness of plagiarism
Almost all students (approx. 97%) viewed cheating on exams and plagiarism as either serious or very
serious, both before and after the tutorial (Fig. 5). For the remaining aspects of academic integrity,
there was a substantial change in student awareness of its seriousness. The greatest percentage change
in awareness (15%) was in relation to copying images from the internet (from 71% - 85% of students
perceiving this to be serious or very serious). There was a 14% improvement in relation to
autoplagiarism (78%-92%), 11% for copying text from the internet (85%-96%), 10% for collusion
(69%-79%), and 8% for copying a design (86%-94%). There was a 3% change in relation to copying
from a journal (78%-81%).
Collusion
Copy journal text
Copy internet images
Copy design
Autoplagiarism
Copy internet text
Plagiarism
Cheating

50%

Response before
Response after

60%

70%

80%

90%

100%
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Figure 5. Percentage change in student perceptions of the seriousness (both very serious or serious) of
various aspects of plagiarism before and after completion of the on-line tutorial
Following completion of the tutorial, more than 60% of students indicated that cheating, plagiarism,
autoplagiarism and copying text from the internet were very serious. Issues perceived as being less
than very serious were copying designs and images, copying text from a journal and collusion.
However, there were significant shifts in awareness, overall, following completion of the tutorial.
(e) Causes of plagiarism
Students were asked a series of questions concerning their perceptions of the causes of plagiarism.
The greatest positive changes in perception following completion of the tutorial were in relation to:
the opinions of peers, with students believing that their peers did not think it was acceptable to
plagiarise; that plagiarised information is not better than the work the student can produce; plagiarism
detection software is a disincentive to plagiarise; plagiarised information does not provide a
competitive advantage; information is not freely available on the internet without acknowledgement;
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the pressures of course demands, and time limitations should not be used as an excuse to plagiarise;
and that it is not easy to ‘get away’ with plagiarism (Fig. 6).
Others' expectations force me to Plag.
Ok if you can get away with it
Easier to Plag.
Not looked on poorly
Benefits of Plag. > consequences
Pay someone
Purchase from internet
Time pressures ‐ force copying
Time pressures ‐ force padding bibliography
I can get away with it
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Free availability on internet
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Plag. detection software discourages Plag.
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Figure 6. Changes in students’ perceptions of what constitutes plagiarism following completion of the
on-line tutorial (based on a 1-5 Likert scale response)
Both before and after the tutorial, students generally did not believe that: plagiarism was acceptable,
merely because you could get away with it (89%-92% overall disagreement); cheating was acceptable
and that plagiarism was not looked on unkindly in the ‘real world’ (92%-94% overall disagreement);
others’ expectations placed pressure on students to plagiarise (91%-89% overall disagreement); it was
acceptable to contract and pay someone else to research and write their assessment (94%-100%
overall disagreement); they would purchase an assignment from the internet and change it slightly
(94%-94% overall disagreement); and the benefits of cheating outweighed the consequences of not
cheating (92%-92% overall disagreement).
Discussion
The key achievements of the tutorial have been in raising awareness and providing significant
teaching and learning outcomes.
(a) Improved awareness
Several researchers (AUTC, 2008; Noah & Eckstein, 2001) have identified a range of factors that
contribute to poor academic practices, including: pressures on the individual to succeed and the
penalties for failure; the expected reward to be gained; the opportunities to be dishonest; the
probability of getting away with it; and the social norms governing such behaviour. This research
evaluated students’ perceptions of the causes of plagiarism, and as a result of undertaking the tutorial,
their awareness has been raised and students’ attitudes positively changed, particularly in relation to
the social norms affecting behaviour.
Unlike other studies, this research had a positive focus and asked students to identify three reasons for
correctly citing sources. Students placed importance on the acknowledgement of authors and the need
to show respect to authors, to enhance the student/writer’s credibility and to ensure fairness. Most
plagiarism ‘products’ place a priority on improving referencing. Our on-line tutorial also emphasised
this, and encompassed a detailed section incorporating both the author-date and footnote referencing
systems. The evaluation indicated that students, overall, improved their understanding on all aspects
tested, including in-text and bibliographic referencing.
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The tutorial was also successful in improving student understanding of the meaning and seriousness
of plagiarism, with large percentage changes in students agreeing that this included failing to cite
information, ‘copying and pasting’ information from the internet, autoplagiarism and copying designs.
(b) Impact on teaching and learning outcomes
The tutorial provides widespread benefits to our students, who now have a heightened awareness of
issues related to collusion, inadequate citation of written material, images, and maps, how to correctly
reference in-text material and to develop bibliographies, and of the seriousness of poor academic
practices. These skills provide life long advantages for our students, many of whom will move into
professional practices as planners, environmental managers, and architects. It also provides a
consistent standard for all students in the School and hence greater equity in relation to assessment
procedures.
The tutorial has resulted in widespread benefits to our staff. The tutorial was compulsory in three
major first year courses in 2008 and will be compulsory in all courses taught in the School in 2009. It
is identified as a ‘threshold’ assessment item in course profiles and staff can access the School
database of records to track progress on completion of the tutorial. All tutors and markers within the
School are formally trained in all aspects of the tutorial and this enables a more consistent approach to
assessment and the identification of students with poor academic practice and the procedures for
addressing cases of alleged plagiarism.
All assessment tasks undertaken by students within the School, following completion of the tutorial,
are marked, based on the assumption that students have a substantial level of knowledge concerning
good academic practices. The School has an agreed set of assessment criteria (Neil, Wadley & Phinn,
1999) that are included in all course profiles. These criteria address content, process, affect and skills
components in assessment. Within the ‘skills’ criterion, referencing and other aspects of good
academic practice are used to assess student work. Completion of the on-line tutorial provides staff
with the knowledge that all students have a basic grounding in correct referencing and issues related
to plagiarism and that this should be reflected in each student’s work and the resultant assessment
mark. This integrated approach, whereby all lecturers, tutors and markers within the School have a
consistent approach to academic practice, helps to provide on-going, long term support and learning
for our students and thus embeds good practice and improves graduate attributes.
The School also has a formal procedure for addressing cases of alleged plagiarism. This includes
consideration of the year level of the student, previous history of plagiarism, and the level of
understanding of good academic practices. Completion of the on-line tutorial is now used as a basis
for ensuring that all students have a good knowledge of the relevant issues related to plagiarism and
its consequences, and hence a lack of knowledge can no longer be used as an excuse in defence of
engaging in plagiarism. This ensures a more consistent and equitable approach in dealing with cases
of alleged plagiarism and limits the opportunities for students to plead innocence on the basis of
ignorance of the issues. More informed students also mean that the work produced by our students is
of a higher standard. It is expected that over time the incidence of plagiarism within the School will
fall, reducing the high staff work load that is involved in processing alleged cases of plagiarism. Early
indications are that this is the case.
Conclusion
The on-line interactive tutorial ‘Academic Integrity – referencing and avoiding plagiarism’ was
developed to improve the academic practices of students within the School of GPA and the wider
university community. It is part of a comprehensive strategy to minimise plagiarism and is
underpinned by equity principles. The University of Queensland has strong policies on academic
practice and these are implemented at the School level through incorporation into a range of
guidelines and in individual staff practices. The collaborative approach to countering plagiarism
formed a strong policy framework. The School had designed and implemented a highly visible
process to identify the seriousness of alleged cases of plagiarism, but ultimately developed the
innovative and creative on-line tutorial as a means of positively addressing issues related to academic
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integrity. This tool provides an educational resource about academic conventions, referencing and
acknowledging the work of others, working collaboratively, and the consequences of plagiarism.
The tutorial is designed to act as a tutor and support student learning in several contexts: new
information is presented in meaningful ways through the use of real scenarios and real academic texts,
which help to construct and build learners’ understanding; interactive exercises are provided, which
require active user engagement with the learning material; an assessment process is applied whereby
learners are able to re-try exercises, after responding to extensive feedback until they submit a correct
response; assessment marks are recorded once students submit first-attempt correct answers (thus the
tutorial is available for multiple attempts); and once the tutorial has been successfully completed,
users have access to it as an information resource.
The tutorial is a compulsory, threshold assessment item for all students in the School. Its focus is to
provide consistent information, thus enhancing equity amongst students. It has benefits to staff in
reducing the incidence of plagiarism and the associated work loads in addressing such cases and
provides staff with a consistent basis for marking and monitoring academic integrity. For students, its
benefits are substantial in terms of raising awareness of the issues, allaying fears concerning
plagiarism, and creating students and graduates who have enhanced levels of academic integrity and
good academic practices.
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1 Introduction
Democracy is based on a concept of public participation in political matters (Print, 2007) and
the widespread support for the argument that “participation of citizens is essential if
democracies are to be viable, sustainable and healthy” is well-known from literature (Crick,
2000; Norris, 2002; Power, 2006; Putnam, 2000; in Print, 2007, p. 327). Therefore, youth
civic engagement is a desired activity, which will strengthen our society and prepare the youth
to become good citizens in the future (Clark, 1990, Stoneman, 2002) with a sense of
commitment for the good of a large community. “Participation in a democracy may take
many forms but it can be identified in terms of three sets of engagement indicators”: civic
indicators (active membership of groups/associations; community participation/problem
solving), electoral indicators (regular voting, persuading others, contributions to political
parties) and political engagement indicators (protest, written petitions, internet engagement,
contracting officials) (Print, 2007, p. 328). Youth participation in the social life of society
represents one of the four major priorities for the European Commission during the period
2007-2013. The fact remains, that in many European countries, participation in local, national
and European elections has decreased. Furthermore, there is a notable reduction of interest in
the participation in public and political life and the involvement in other conventional political
activities; this is true especially amongst the younger population. The increase of encouraging
active participation in political, social and cultural life of the local and national community is
1
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shown in EU countries on a governmental level in international and regional organizations, in
NGO’s and other local institutions. Active participation in community life represents a
challenge for youth development; it is an important factor in identity formation as well as in
the acquisition of appropriate social roles and positions in society. And the question is: what
can a school do about this?

2 Participation in school
In the context of formal education we could expose participation at different levels:
a) Participation as content (in normative meaning);
b) Relation between different players in a school and beyond;
c) Didactical principle, learning method;
e) Elements of classroom and school climate;
f) Participation as a contemporary value etc.
Therefore, we must accede to participation in school with the presumption of a synergy effect
and balance of cognitive (knowing about participation), affective (emotional relation) and
active (exercising participation through action) elements. Moreover, we must see school as a
microcosm of wider society.
Today schools are trying to stimulate active pupil’s participation in the life of the local
community and the whole society. That is why the majority of European countries in their
educational legislation (and other official documents) highlight the importance of promoting
participative school culture that “encourages young people to become active and responsible
citizens” (Eurydice, 2005, p. 28). Active pupil participation (to some extent parent’s
participation) in the formation of everyday school life is mostly of a formal nature and
“usually occurs through firm organizational arrangements, including membership in formal
school bodies”, but in different forms, for instance: election of a class representative who
represents the whole class in cooperation with teachers; class representatives from the school
could be members of a pupil council (or pupils parliament); pupils representatives in a school
governing bodies; regional or national associations which represents all pupils, etc. (ibid.,
2005, p. 29-30). Homana and Barber (2006, p. 8) are persuaded that “citizenship education
has an important relationship to active participation within the broader community” and “
/o/f all of the opinions available for young people to learn about participation in democracy
the most strongly favoured and advocated is the school” (Print, 2007, p. 335).
2
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3 Research scheme: Model for the premise of social participation

3.1 Problem definition and objectives
The question is thus, what kind of different practices of child and youth participation can exist
in schools in Slovenia? What are the important preconditions of child and youth participation
at the social and personal level?
Our objectives were: to analyze national and international (European) documents connected
with social participation in the local community; participation as a school approach (learning
contents, classroom practices, teaching methods and strategies, achieved curriculum; school
cooperation with local community organizations); informal learning strategies for active
social participation; youth attitudes about civic engagement, their interests in public affairs
and societal knowledge.

3.2 Method

3.2.1 A sample
In the sample, we included two groups of adolescent: younger (N = 816; 11-14 years old; 5th
and 8th grade of elementary school 1 ; sampling of schools by the municipality districts) and
middle aged adolescents (N = 909; 15-18 years old; 1st and 3rd grade of secondary school;
sampling of schools according to the programme – gymnasium, technical, vocational).
Another sampling group represented school teachers of the subject areas connected with
social participation; the teachers in elementary schools who teach the subjects Society and
Citizenship Education and Ethics (N =35) and the teachers in secondary schools who teach the
subjects Sociology and/or Social sciences (N = 16).

3.2.2 Instruments
The combination of quantitative and qualitative methods of collecting the data was used:
a) Questionnaires for teachers; the multiple choice questions focused on student participation
in class, instructional methods, school collaboration with the community, perceptions of
school aims and young people’s participation, teacher’s involvement in public affairs.

3
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b) Questionnaires pupils and students; the multiple choice questions focused on the
participation in the decision-making in class and in school, opinion exchanges with teachers,
mentors, parents and friends, the involvement in extracurricular activities, and voluntary work
and the reasons for doing it, the perceptions of young people’s participation, the values and
social norms, perceived self-efficacy, self-esteem and locus of control and the number of
friends (in the school and neighbourhood).
c) Texts analysis - syllabuses (for compulsory and selective subjects, cross-curricular and
integrated themes, normative acts (general- children and youth area), system documents (i.e.
White book).

3.2.3 Procedure
The pupils’ and students’ questionnaires were compiled in the groups (the classes in the
schools), whereas teachers’ questionnaires were compiled individually from the teachers of
selected classes.
The analyses explored the appropriate model, which could explain the relations amongst the
school participatory experiences and preconditions on the syllabus and curricular level on the
one hand, and teacher’s beliefs on the other hand. Also, and student’s and pupil’s motivation,
social knowledge and self-concept were explored in relation to their civic experiences.

4 Texts analysis
We were interested in normative school acts that define children and youth participation in
different possible ways. Therefore, we analysed syllabuses for compulsory and selective
subjects, general (normative) acts (e.g. White paper on Youth, Convention on the Rights of
the Child) and system documents (e.g. White book). As for the important understanding of
particular areas that could strengthened in school participation, (participation about,
participation for and participation in) we devoted attention to extra-curricular activities in
connection with cross-curricular and integrated themes in regards to different methods of
participation, especially originating from teaching methods, strategies and attitudes about
participation.

4
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4.1 System documents
The “White book on education in Republic of Slovenia” represents conceptual solutions in
Slovenian educational systems. Consequently, it is important for the expert basis in system
acts that are axioms and theoretical framework for the entire educational system. Explicit
notes about participation (complex “/…/education and participation in democratic processes“
(1997, p. 29)) gives our central point from the starting point of child and human rights and
allegations of acceptable manners of comprehension in society. The document stated directly
links to education for tolerance, solidarity and responsibility.
Therefore, different school (legislative) acts (in lower and at the same time detailed level according to the programme and level of education) prescribe varieties of forms connected
with participation, in two prevalent senses – the meaning of social participation and the
meaning of organizational participation - both resulting from child rights and then integrating
in other concentric circles, like family, society (local, regional, national and wider).

4.2 Syllabuses
Slovenian curricular practice prescribes very rigid and exactly articulated syllabuses for
school subjects. They are schematic, not in a graphical meaning, but in a meaning of required
items. Actual syllabuses therefore (mostly) contains: a definition of school subjects, aims
(general, operative, etc.), knowledge catalogue, knowledge standards (minimal, basic),
didactical (methodical) recommendations, proposed themes, notions, cross-curricular
connections (but in a level of different school subjects and just named), activities, sometimes
prescribing even material conditions and estimations.
We analyzed different social science subjects in elementary and secondary school and a short
analysis showed that participation is present in different forms and emphasised in different
ways, but in all the analyzed syllabuses, the table below presents our findings. What is
common and what distinguishing in the main parts of analyzed syllabuses?
Table 1: Common in syllabuses

Society (4th, 5th
grade)

Aims

Didactical/methodical
recommendations

Notions

Adoption of
different social
skills

Consideration of preexisting knowledge, abilities
and pupil’s interests

Social participation/ cooperation
↓
Mutual relationships, life in a

5
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Citizenship
education and
ethics (7th, 8th
grade)

Social sciences
(secondary school)

Accumulation on
individual, groups
and local area

Active didactical methods
and strategies of school
work

Cooperation in
community life

Active didactical methods
and strategies of school
work

Critical thinking

school community, cooperation
among people,
connectedness of
people/settlement/landscapes in
past and future
Cooperation in decision-making
Participation as a social
cooperation

Critical thinking
Participation
↓
Cooperation in
decision-making,
rights and
responsibilities
Qualification for
application of
acquired knowledge
in a everyday life
and in a decisionmaking processes
(in a general
importance)

Themes that are important
for acting in a democratic
society

Notions that identify political
participation and rights,
responsibilities, political culture,
acting of political system

Concretization with
examples from modern
social science surveys

Notions that identify political
participation and rights,
responsibilities, political culture,
acting of political system

Critical thinking

Sociology
(secondary school)

Civic culture
(secondary school)

Voluntary social
work (secondary

Socialization aims
Critical evaluating
Developing of
sensitivity for
perceptions of
social problems
Inclusion in social
life
Developing of
viewpoints
important for the
inclusion in a
society, values of
democratic political
culture
Developing for
critical analyzing of
Slovenian society
Helping people
from society

school)

Active didactical methods
and strategies of school
work
Active didactical methods
and strategies of school
work

Notions that identify political
participation, political culture

Active didactical methods
and strategies of school
work

Voluntary work, help, social,
solidarity

Table 2: Distinguishing in syllabuses

Society

Aims
- social skills/socialization (SS),
critical thinking (CT), community
life (CL), decision-making (DM)all explicitly

Didactical/metho
dical
recommendations
- activities

Notions
- participation

SS, CT

Explicit

Explicit (social)

6
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Citizenship
education and
ethics
Social sciences

CL, DM, CT (in a didactical
recommendations)

Explicit

Explicit (social,
administrative)

DM, CT, SS (conditionally)

Sociology

CT, CL (conditionally)

Implicit (regards to
the themes)
Explicit

Civic culture

CT, CL

Explicit

Voluntary social
work

CL

Explicit

Implicit (political
participation)
Implicit (social,
political
participation)
Implicit (political
participation)
Implicit (social)

From the presented table, it is obviously that a great part of the aims, didactical or methodical
recommendations and notions are ubiquitous. However, they are also some differences
especially in the emphasis of one particular part - like community life in aims from the
Voluntary social work syllabus - even more so interesting, from the analyzed syllabus we
could draw the conclusion that critical thinking is explicitly defined in aims of the majority of
the syllabus (with the exception of the Voluntary school work syllabus). The picture is similar
with recommended methods and strategies for school work (explicitly emphasizing the use
active methods and strategies present on an explicit level in all of the analyzed syllabus,
except for one case where the recommendation is expressed in an implicit way (regarding to
the themes). The notion of participation is defined implicitly and explicitly. In those parts of
syllabuses, we also find out emphasizing of different parts of participation at the level of
elementary school emphasizes more social components of participation (in general meaning),
at the level of secondary school, mostly political participation combined with social views of
participation. In a section of notions, it is obvious that participation is implicated and
expressed as a political literacy and firmed with cooperation and decision-making processes
rather than explicitly defined notions.

4.3 Other (general) documents
The White paper on Youth: New Impetus for European Youth is an important document for
the future of young people in Europe, with the presentation of detailed policy for discussion
and decisions being a kind of declaration and not a legislative act, although it is circulated
within the Community institutions.
In the “White paper”, the European Commission pinpointed different priority themes and
exposed that the participation of young people is typically a concern of all of EU member
7
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states. The white paper exposes participation that should be developed “primarily in the local
community, including schools, which provide an ideal opportunity for participation” (2001,
p. 16). And all of the others proposed themes are more or less connected with participation
(e.g. voluntary service as a form of social participation) also it is very clearly written down“/n/o democracy without participation” (2001, p. 23) and believe that the right to participate
is fundamental. Participation requires a young person to acquire skills or improve existing
skills, which involve gradual learning processes which is why children and the youth need
experience in real and not symbolic participation.

5 Empirical data
In this part, as for our important researching part – the presupposing of the importance of
participation in a period of schooling (in all of three elements - active, emotional and
cognitive), will be presented using data collected from questionnaires for three groups of
adolescent (5th grade pupils, 8th grade pupils and secondary school students) and groups of
teachers (teachers who teach in 5th and 8th grade of elementary school and secondary school
teachers).

5.1 What aims are important for our teachers?
We asked teachers to choose the three most important instructional aims that schools must
follow in order to prepare adolescents for living in society. Different statements were offered
for them to choose. Most teachers (elementary and secondary school teachers) chose
solidarity and social values as a major aim that schools must follow to prepare adolescents in
living in society. For elementary school teachers (teachers who teach 5th and 8th grade pupils)
the second most important aim was knowledge and respect of cultural, lingual and historical
heritage. For 5th grade teachers, the least important of all aspects was the stimulation of
participation in community and practical testing of democracy in schools. None of 8th grade
teachers chose the recognition of circumstances in which it is possible to co-live (co-habitual
circumstances) and the study of social issues and ongoing social problems, and the least
selected aim in this group of teachers was the participation in community. The majority of
secondary school teachers chose aim learning about institutions and the minority,
participation in the community and practical testing of democracy in school.

8
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In the second step, we combined nine different categories into 3 main categories, which were:
political literacy; critical thinking, attitudes and values; and active participation. The share of
the responses is presented in graph.
Graph 1: Aims that school must follow

percent

Instructional aims
70
60
50
40
30
20
10
0

T5.g
T8.g
TS

political literacy

critical thinking,
active participation
attitudes and values
category

In graph, we can identify that the most important aims that schools must follow in order to
prepare adolescents for living in society as seen by elementary and secondary school teachers
(included in a sample), was the development of critical thinking and certain attitudes and
values (51.1% for 5th grade teachers, 57.4% for 8th grade teachers and 46.9% for secondary
school teachers). Second in terms of perceived importance was political literacy and finally
aims connected with the stimulation of pupil’s active participation (15.5% for 5th grade
teachers, 16.8% for 8th grade teachers and 14.3% for secondary school teachers).

5.1.1 Instructional aims concerning the pupils’ and student’ social participation
The teachers who emphasised that instruction should aim in the political literacy did not
emphasise the development of critical thinking and certain attitudes and values (r=-0,501;
p=0,000; N=52) or the active participation (r=-0,314; p=0,024; N=52) as instructional aims.
Moreover, the teachers who emphasised the development of critical thinking and certain
attitudes and values as instructional aims did not emphasise the active participation (r=-0,463;
p=0,001; N=52).

9
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5.1.2 Instructional aims and pupils' and students’ involvement in the class
The teachers, who emphasised that instruction should be presented less frequently in the
political aspect, involved students in dealing with what is being thought (r=-0,287; p=0,039;
N=52).

5.2 Teaching methods and strategies
Both elementary and secondary school teachers, when testing a new theme in a classroom, use
most frequently discussion, and after that, explanation. The first five frequent answers for 5th
grade teachers were: discussion (25.5%), explanation (15.7%), demonstrative method (9.8%),
cooperative learning (7.8%), using references (5.9%). The first five frequent answers for 8th
grade teachers were: discussion (27.1%), using references (15.7%), explanation (12.9%),
demonstrative method (5.7%), ICT technology (4.3%). And for secondary school teachers
most frequent answers were: discussion (18.9%), explanation (14.9%), ICT technology and
visualization (8.2%), using references (8.1%), and demonstrative method (5.4%). Shares of
other methods were very dispersed within those three groups of teachers. Learning methods
that they enumerated were mostly prescribed by the syllabuses from the subjects that they are
teaching. When we asked them what is the most probable reason for choosing some method,
the most frequent answer was learning themes, after that class or pupils/students whilst aims
were selected at a very low level (2.6% for 5th grade, 3.6% for 8th grade teachers and 6.8% for
secondary school teachers). This is interesting because of the very widespread conviction that
school learning is based on aims and that themes (contents) are of secondary importance.

5.3 Participation in the class
We asked teachers how often they ask pupils for their opinion, thereby we formed five
different categories. From the collected data it was obvious that 5th grade teachers most often
asked pupils for their opinion in a process of setting of classroom rules (mean 4.47), 8th grade
teachers in process of knowledge assessment (mean 4.28), which is the most frequent answer
for secondary school teachers too (with mean 4.41). For 5th grade elementary school teachers,
the mean 4.27, in the scale from 1 to 5 (1- newer, 2- exceptionally, 3- rarely, 4- sometimes, 5always) represents the second most frequent activity about which the teachers were asking for
their pupil’ opinion, the third is the planning of school activities (with mean 3.87), then
choosing the methods of instructions (mean 3.40) and the least of all (mean 3.13) including
10
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their pupils in what is being thought (content area). The second most frequent involvement for
the 8th grade teachers’ pupils were in the setting of classroom rules (4.22), than in the
planning of school activities (4.06), involvement in choosing the methods of instructions
(represent mean 3.44), and the least of all frequent was the pupils’ involvement in what is
being thought (mean 3.33) – which tells us that in this activity teachers involve pupils rarely.
Secondary school teachers also involve their students in the previous activity rarely (with
mean 3.24), in choosing the methods of instructions (with mean 3.56), in the setting of
classroom rules (mean 3.94), in planning school activities (mean 4.12) sometimes and most
frequently in knowledge assessment.
If we summarize, knowledge assessment represents the most frequent pupils’ and students’
involvement (it is the leading answer for 8th grade and secondary school teachers, for 5th grade
teachers it is in the second place) and the last of all are pupils’ and students’ involvement in
what is being thought.

5.3.1 Pupils' and students’ involvement in the class
Teachers, who frequently involve pupils and students in the setting of classroom rules, also
involve them more frequently in dealing with what is being taught (r=0,407; p=0,003; N=50)
and in knowledge assessment (r=0,516; p=0,000; N=50). Those teachers, who frequently
involve pupils and students in dealing with what is being thought, also involve them more
frequently in choosing the methods of instruction (r=0,481; p=0,000; N=52) and knowledge
assessment (r=0,312; p=0,025; N=52). And teachers who frequently involve pupils and
students in choosing the methods of instruction also involve them more frequently in
knowledge assessment (r=0,378; p=0,006; N=52).

5.3.2 Pupils' and students’ involvement in the class and teachers' attitudes about participation
Teachers, who frequently involve pupils and students in knowledge assessment, say that
young people are not interested in politics (r=0,319; p=0,022; N=51), that non-formal
learning foster the young people's participation than formal learning (r=0,513; p=0,000;
N=50), that participation means asserting one’s own rights (r=0,314; p=0,025; N=51) and
that participation means solidarity towards others (r=0,278; p=0,048; N=51).
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Teachers, who frequently involve pupils and students in dealing with what is being taught, say
that critical thinking is not the necessary prerequisite for participation (r=-0,299; p=0,031;
N=52) and that the active involvement in the social institution foster young people's
participation (r=0,367; p=0,008; N=51).
Teachers, who frequently involve pupils and students in the planning of school activities, say
that social subjects in school prepare the young people for participation (r=0,298; p=0,032;
N=52) and that young people are not interested enough in social affairs (r=0,449; p=0,001;
N=51).
Teachers, who frequently involve pupils and students in choosing the methods of instruction,
say that the active involvement in the social institution foster young people's participation
(r=0,370; p=0,008; N=51) and that participation does not mean helping people in trouble
(r=-0,343; p=0,015; N=50).
Teachers, who frequently involve pupils and students in the setting of classroom rules, say
that participation means solidarity towards others (r=0,389; p=0,006; N=49).

5.3.3 Attitudes towards participation and perceived obstacles to young people's participation
Teachers, who perceive the obstacle for young people's participation in their low interests in
social affairs, say that young people are not interested in politics (r=-0,279; p=0,047; N=51),
that participation is developed through learning responsibility (r=0,366; p=0,008; N=52) and
that participation means helping people in trouble (r=0,386; p=0,006; N=50).
Teachers, who perceive the obstacle for young people's participation in the absence of support
for young people's ideas, say that non-formal learning foster the young people's participation
rather than formal learning (r=0,371; p=0,008; N=50).
Teachers, who perceive the obstacle for young people's participation in the lack of knowledge
and skills for solving the social problems, say that participation means helping people in
trouble (r=0,318; p=0,024; N=50).

12
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Teachers, who perceive the obstacle for young people's participation in the lack of
information about the opportunities for the involvement in the decision making processes, say
that participation means helping people in trouble (r=0,306; p=0,030; N=50).
Teachers, who perceive the obstacle for young people's participation in their belief that they
cannot change anything, say that young people know the opportunities for their involvement
in community life (r=-0,384; p=0,006; N=50) and that participation means attending the
elections (r=0,318; p=0,024; N=50).
Teachers, who perceive the obstacle for young people's participation in the lack of
cooperation among them for joint representation in the decision making processes, say that
the social subjects in school do not prepare young people for participation (r=-0,303;
p=0,029; N=52), that participation means public expression of opinions about important
social questions (r=0,314; p=0,025; N=51), that participation means solidarity towards others
(r=0,331; p=0,018; N=51) and that the increasing consumerism in youth prevent them from
solidarity (r=0,306; p=0,031; N=50).

5.3.4 Pupils' and students’ involvement in the class and perceived obstacles to young people's
participation
Teachers, who frequently involve pupils and students in the setting of classroom rules,
perceive the obstacle for young people's participation in the lack of information about the
opportunities for their involvement in the decision making processes (r=-0,322; p=0,023;
N=50).
Teachers, who frequently involve pupils and students in choosing the methods of instruction,
do not perceive the obstacle for young people's participation in their belief that they can not
change anything (r=-0,326; p=0,019; N=52).

5.3.5 Pupils' and students’ involvement in the class and teachers' social participation
The teachers who follow the news in the EU more frequently involve their pupils and students
in the setting of classroom rules (r=0,306; p=0,041; N=45) and in dealing with what is being
taught (r=0,327; p=0,027; N=46).
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The teachers who participate more in their communities rarely involve their pupils and
students in planning the school activities (r=-0,333; p=0,017; N=51).

5.4 The teachers' social trust and their social participation
The teachers' trust in local political structures is higher among those who more frequently
follow the news in Ljubljana (r=0,424; p=0,006; N=41), EU (r=0,382; p=0,012; N=42),
Slovenia (r=0,527; p=0,000; N=46) and in the world (r=0,589; p=0,000; N=46).
The teachers' trust in social organizations is higher among those who more frequently follow
the news in Ljubljana (r=0,405; p=0,013; N=37), EU (r=0,484; p=0,002; N=38) and in the
world (r=0,380; p=0,012; N=43).
The teachers' trust in social institutions is higher among those who more frequently follow the
news in EU (r=0,352; p=0,021; N=43) and in the world (r=0,337; p=0,019; N=48).
The impact of personal factors on the pupils’ and students' civic activities were analysed by
the linear regression analysis (step-wise method for 4 groups of predictors: experiential,
motivational, cognitive and self-concept) for two groups of pupils and group of students
separately (elementary school, secondary school).

5.5 The impact of the teacher’s goals, attitudes and their social participation on active
classes
The level of teachers' involvement of pupils and students in the class (classroom rule setting,
planning of the school activities, dealing with what is being taught, choosing the methods of
instruction and knowledge assessment) were regressed by the school aims concerning the
social participation, teachers attitudes about young people's participation and their own social
participation. Linear regression analysis (step-wise method) revealed that 51.6% of the
variance in active classes is explained by four attitude predictor variables (table 1): the active
involvement in the social institution foster the young people's participation (β=0,482), the
participation means solidarity towards others (β=0,404), critical thinking is not the necessary
prerequisite for participation (β=-0,329) and participation does not mean helping people in
trouble (β=-0,284).
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Table 3: The regression analysis of teachers' involvement of pupils and students in the class
Model Summary
Change Statistics
Adjusted R

Std. Error of the

R Square

R Square

Square

Estimate

Change

F Change

df1

Df2

Sig. F Change

,393a

,155

,134

,51425

,155

7,498

1

41

,009

2

,560

b

,314

,279

,46910

,159

9,272

1

40

,004

3

,661c

,437

,394

,43026

,123

8,549

1

39

,006

4

d

,516

,465

,40406

,079

6,221

1

38

,017

Model

R

1

,719

a. Predictors: (Constant), the active involvement in the social institution foster the young people's participation
b. Predictors: (Constant), the active involvement in the social institution foster the young people's participation, the participation means
solidarity towards others
c. Predictors: (Constant), the active involvement in the social institution foster the young people's participation, the participation means
solidarity towards others, the critical thinking is not the necessary prerequisite for participation
d. Predictors: (Constant), the active involvement in the social institution foster the young people's participation, the participation means
solidarity towards others, the critical thinking is not the necessary prerequisite for participation and the participation does not mean helping
people in trouble

5.6 Personal predictors of pupils’ and students’ civic activities
The impact of personal factors on the pupils' and students’ civic activities were analysed by
the linear regression analysis (step-wise method for 4 groups of predictors: experiential,
motivational, cognitive and self-concept) for two groups of pupils and group of students
separately (elementary school- 5th and 8th grade, secondary school).
The level of elementary school pupils' extracurricular activities (school projects, school
circles and interest activities with social content, voluntary work) predict five predictors,
which explain 12.7% of variance (table 4): involvement in school decision making (β=0,175),
opinion exchanges with teachers (β=0,148), reasons for attending extracurricular activities in
developing knowledge and skills (β=0, 194), lower expression of achievement values (β=0,093) and perception of self-efficacy (β=0,088).
Table 4: Elementary school pupils' personal factors regressed on extracurricular activities
Model Summary
Change Statistics

Model

R

Adjusted R

Std. Error of the

R Square

R Square

Square

Estimate

Change

F Change

df1

Df2

Sig. F Change

1

,236

a

,056

,054

2,007

,056

40,655

1

688

,000

2

,280b

,078

,076

1,985

,023

16,854

1

687

,000

3

c

,113

,109

1,949

,034

26,500

1

686

,000

,336
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4

,345d

,119

,114

1,943

,006

4,956

1

685

,026

5

,356e

,127

,120

1,936

,008

5,943

1

684

,015

a. Predictors: (Constant), involvement in school decision making
b. Predictors: (Constant), involvement in school decision making, opinion exchanges with teachers
c. Predictors: (Constant), involvement in school decision making, opinion exchanges with teachers, developing knowledge and skills reasons
d. Predictors: (Constant), involvement in school decision making, opinion exchanges with teachers, developing knowledge and skills reasons,
achievement values
e. Predictors: (Constant), involvement in school decision making, opinion exchanges with teachers, developing knowledge and skills reasons,
achievement values, self-efficacy

The level of secondary school student’s extracurricular activities (school projects, school
circles and interest activities with social content, voluntary work) predict seven predictors,
which explain 12.2 % of variance (table 5): opinion exchanges with mentors (β=0,221),
involvement in class decision making (β=0,100), low level of opinion exchanges with
teachers (β=-0,115), reasons for attending extracurricular activities in developing knowledge
and skills (β=0,111) and social reasons (β=0,099), following news in public affairs
(β=0,071), and novelty norms (β=0,092).
Table 5: Secondary school pupils’ personal factors regressed on extracurricular activities
Model Summary
Change Statistics
Adjusted R

Std. Error of the

R Square

Model

R

R Square

Square

Estimate

Change

F Change

df1

Df2

Sig. F Change

1

,237a

,056

,055

1,727

,056

41,374

1

694

,000

2

,258b

,067

,064

1,719

,010

7,698

1

693

,006

3

,281

c

,079

,075

1,709

,012

9,144

1

692

,003

4

,315d

,100

,094

1,691

,021

15,893

1

691

,000

5

,330e

,109

,102

1,683

,009

7,047

1

690

,008

6

,338f

,114

,107

1,679

,006

4,527

1

689

,034

7

g

,122

,113

1,673

,008

6,261

1

688

,013

,350

a. Predictors: (Constant), opinion exchanges with mentors
b. Predictors: (Constant), opinion exchanges with mentors, involvement in class decision making
c. Predictors: (Constant), opinion exchanges with mentors, involvement in class decision making, opinion exchanges with teachers
d. Predictors: (Constant), opinion exchanges with mentors, involvement in class decision making, opinion exchanges with teachers,
developing knowledge and skills reasons
e. Predictors: (Constant), opinion exchanges with mentors, involvement in class decision making, opinion exchanges with teachers,
developing knowledge and skills reasons, social reasons
f. Predictors: (Constant), opinion exchanges with mentors, involvement in class decision making, opinion exchanges with teachers,
developing knowledge and skills reasons, social reasons, following news in public affairs
g. Predictors: (Constant), opinion exchanges with mentors, involvement in class decision making, opinion exchanges with teachers,
developing knowledge and skills reasons, social reasons, following news in public affairs, novelty norms
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6 Conclusions
The most important instructional aim for teachers are the development of critical thinking,
certain values and attitudes, in accordance to the explicit aims defined in the syllabuses. This
is the characteristic of elementary and secondary levels of instruction in social subjects.
Political literacy is a more important instructional aim than active participation for both
groups of teachers (in elementary and secondary schools). The acquisition of participatory
skills is most effective when pupils and students have the opportunities to practice them in a
real life situation. This is proposed in the White paper on youth, a European Commission
document and also explicitly operationalised in certain syllabuses. Therefore, the question
remains, why is the practice of participation not perceived as a more important instructional
aim amongst teachers.
Teachers reported lots of different active instructional methods, but the criteria for their
selection, according to learning aims, is not very frequent (only 2.6 / 3.6 / 6.8 % of teachers
choose the method based on this criteria). The most probable reason for prioritising methods
are either learning themes, class or pupil/student.
The participation of pupils and students in the class concerning the content choices and the
methods of instruction are least frequent, according to teachers of all grade levels. Elementary
school pupils are mostly involved in the knowledge assessment and the setting of classroom
rules. Secondary school students are also mostly involved in the knowledge assessment and
the planning of school activities. In contrast to the teachers’ reports of frequent student
involvement in the different processes in the class, the students themselves reported very rare
exchanges of opinion with teachers and also rare involvement in decision-making processes in
the classroom as well as in school. The lowest level of pupils and students participation in the
process of what is being thought is surprising from the point of highly important instructional
aims of critical thinking and political literacy development. The analysis of teachers’ attitudes
in relation to the students’ involvement revealed that they do not consider critical thinking as
a presupposition of participation. This may explain why teachers do not involve pupils and
students more often in the content decision-making in class, although they declare that critical
thinking is an important instructional aim. For teachers who involve their pupils and students
more often in knowledge assessment and rule-making, it is significant that they convey the
participation as solidarity. Those teachers who convey the participation as an institutional
activity involve their pupils and students more often in the choosing of methods and themes.
17
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Teachers who perceive the obstacles for young people’s participation lie in the lack of
students’ knowledge, information, beliefs and/or networks, also think that learning of
participation should take place in a non-formal contexts, outside of the school. This may lead
us to the conclusion that they do not perceive the teachers role in the process of learning or
emphasising participation in the students.
The teachers who are more informed about public affairs involve their students in rule making
and decisions about the subject content more often. It seems that the everyday knowledge that
these teachers have could further support their teaching practices thereby extending the
content of the syllabuses.
The regression analysis of instructional goals, teachers’ attitudes and their own social
participation in the involvement of student’s in the class, showed that the attitudes are the
only important predictors. The teachers’ understanding of participation as solidarity and
activities in the social institution not as helping behaviour or critical thinking allows them to
organize their instruction with the students’ collaboration.
On the other hand, the students who are more involved in the extracurricular activities
reported more opinion exchanges with teachers and mentors and more frequent involvement
in decision-making in the school. This is somehow in contradiction to the school practices and
beliefs of teachers. Some personal factors also predicted student participation. Students, who
are more engaged in the extracurricular activities, are also more motivated for gaining
knowledge and creating and spreading social networks. In addition to this, they value more
the achievements and accept the norms of everyday life novelties. In elementary school, the
active pupils perceived themselves as more efficient, whereas in secondary school, they are
more informed about public affairs.

8 References
Clark, T. (1990). Participation in democratic citizenship education. Social Studies, 81, 5, 206210.
Eurydice (2005). Državljanska vzgoja v Evropi. Brussels: Eurydice (translation: Ministrstvo
za šolstvo in šport).
18

2009 HICE Proceedings
Page 4797

Homana, G. Barber, C. (2006). School climate for citizenship education: a comparison of
England and the United States. Paper for the Second IEA International Research
Conference, November 2006.
Print, M. (2007). Citizenship education and youth participation in democracy. British Journal
of Educational Studies, September, 55, 3, 325-345.
Stoneman, D. (2002). The role of youth programming in the development of civic
engagement. Applied developmental science, 6, 4, 221-226.
Syllabuses

are

accessible

from:

http://www.zrss.si/default.asp?link=predmet&tip=6

(15.11.2008)
White book on education in Republic of Slovenia/ Bela Knjiga o vzgoji in izobraževanju v
Republiki Sloveniji (1997). Ljubljana: Ministrstvo za šolstvo in šport.
White

paper

From:

on

Youth:

New

Impetus

for

European

(2001).

http://ec.europa.eu/youth/archive/whitepaper/download/whitepaper_en.pdf

(15.11.2008)

7 Notes
1

Elementary school in Slovenia means classes from 1 to 9 grades (because we have unified elementary school).

19

2009 HICE Proceedings
Page 4798

NATIONAL CHI NAN UNIVERSITY—DEPARTMENT OF COMPARATIVE EDUCATION
NATIONAL CHIAO TUNG UNIVERSITY—DEPARTMENT OF FOREIGN LANGUAGES AND
LITERATURES

Reflections, Growth and
Learning Considerations of
Culture Shock
Gary L. Vore Jr.
s96102906@ncnu.edu.tw

Abstract: The purpose of this paper is first to examine the background of second language
learning in conjunction with culture shock. As an American, the author will bring to light
personal interactions of second language learning during a 15 year sojourn in Japan and note
cultural similarities and differences while experiencing culture shock. Now residing in Taiwan,
questions of an additional Asian culture (C3) and a third language (L3) arise, yet C3 and L3
stress and culture shock are less prevalent than in Japan. Why has the culture of Taiwan been
easier to integrate? Why has culture shock been less of an issue second time around? These are
a few questions this paper will attempt to reflect upon.
Key Words: culture shock, Japan, Taiwan, language learning
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Reflections, Growth and Learning
Considerations of Culture Shock
Introduction

There has been much talk over the past decade using the words “international,”
“internationalization” and “globalization.” Ideology has changed and the world is becoming
more closely knit thus helping to make this observational and reflective paper more heuristic.
But, what really happens as an individual becomes interested in another culture, chooses to visit
that host country, and ultimately becomes “internationalized”? There is learning of trial and
error while also discovering of solutions. Kalvero Oberg (1954) was the first to coin the word,
“culture shock” and it is still used today to describe the many aspects associated with the host
country and the visitor. Oberg suggests that culture shock manifests itself as “A fish out of water.
No matter broad minded or full of good will he may be, a series of props have been knocked
from under him…followed by a feeling of frustration and anxiety” (p. 1).
So what is culture shock? The concept is widely known but the term may be as difficult
as “homesick” or “jetlag” to actually put into words (Eickelmann, 2007). There appears to be
numerous positive and negative outcomes. Research has shown there are four major steps of
culture shock that are prevailingly accepted. These are excitement, culture shock, recovery and
adaptation (Brown, 1994: 183-184). While some researchers believe there are five, six, or seven
stages to culture shock, Brown’s established four steps will be discussed later in further detail.
As an American, the author’s personal 15-year experience abroad in Japan while learning the
language (L2) and dealing with culture shock will be brought to bear. Additionally, the author
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has since begun residing in Taiwan creating yet another foundation for culture shock, foreign
culture learning (C3), and a third language (L3). However, C3, L3 and culture shock is less an
issue this time around and has created less problems in language learning. Why has culture
shock and many of its aspects been so less rampant for this author in Taiwan than in Japan?

Culture, Stereotypes, and Kinesics
Culture and Culture Shock
Before concepts of culture shock can be discussed, culture is a prerequisite. It is culture
which supports society. As Tylor’s (1920) most affluent definition affirms, “Culture, or
civilization, taken in its wide, ethnographic sense, is that complex whole which includes
knowledge, belief, art, morals, law, custom, and any other capabilities and habits acquired by
man as a member of society” (p. 1). Larson and Smalley (1972) describe culture as a “blueprint”
that guides people and governs behavior (p. 39). It is the “glue” that binds a group of people
together (Brown, 1994: 176). Culture is not only about people but also abilities, experience,
other people, arts and tools that characterize any group at any particular time (Brown, 1994).
Culture then, is the basis of our life—our very existence. A key concept in understanding one’s
own culture is attempting to understand another. Yet a genuine, cultural exchange experience
can be stressful and daunting. According to Cuff, Sharrock and Francis (2006), however,
“Culture does not predetermine action; even in a situation which is so familiar” (p. 130). With
this in mind, we can certainly extrapolate the same would hold true in unfamiliar settings and
thus the way individuals react to the host country and to culture shock is highly individualized.
Depending on who has done research specifically on culture shock, the views can be
widely varied. Oberg’s view was just presented. Around the same time, another anthropologist,
George Foster (1973), with great cross-cultural experience likened culture shock to mental
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illness and with many mental illnesses, the one affected is often unaware. Alder (1972)
describes culture shock in more technical terms. “Culture shock is…a form of anxiety that
results from the loss of commonality perceived and understood signs and symbols of social
intercourse. The individual undergoing culture shock reflects his anxiety and nervousness with
culture differences through any number of defense mechanisms: repression, regression, isolation
and rejection” (p. 8). In other words, the outsider feels scared and disoriented when familiarities
from the native culture are suddenly removed.
Cultural Differences
Several personal examples of cultural differences between America and Japan are now
described. One of the first behaviors noticed during home stay situations was Japanese bathe in
the evening and rarely shower in the morning. Most often, individuals in America shower in the
morning. Additionally, the use of a toothpick after eating is common for many Japanese,
especially males. The Japanese consider this a private moment and use one hand to cover the
other hand holding the toothpick. Unfortunately, this draws more attention than simply using the
toothpick alone.
In Hall and Hall’s (1987) examination from the Japanese perspective, the Japanese would
question and ask why Americans, this author included, always wanted or expected a direct
answer. It is well known the Japanese do not like to give a ‘yes’ or ‘no’ answer. They dislike
and become uncomfortable when having to answer questions directly. In the detailed and well
researched study of Japanese business by Hall and Hall (1987) the Japanese feel uncomfortable
having to respond immediately and/or directly to a question and makes them uneasy. This would
seem to hold true not only in the business setting as described by Hall and Hall but in the
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educational environment this author documented as well. While these examples are not meant to
be in anyway inclusive, they merely represent the observations of this author while in Japan.
The following individual behaviors and dozens more, were all experienced in Japan.
These do little more than add to the stress of natives in a non-native environment. During my
Japanese sojourn, these behaviors included habits of urinating in the streets, slurping soup,
excessive attention of cleanliness, and staring at foreigners. Another habit initially seen as
strange to this expatriate is the apparent “polite” smile of the Japanese. However it should be
noted that this form of nonverbal communication is more closely woven into the Japanese
character than those mentioned earlier. Yet, as a newcomer to Japanese life, this almost constant
smiling was the most disturbing. As I was beginning to study and learn Japanese, no matter how
badly I mangled the pronunciation of the language or how syntactically incorrect my sentence
structure was, I could always count on a friendly ‘smile’ from the Japanese. At first, it was an
exciting occurrence. I saw myself as a good “gaijin” in a foreign country and was actually being
understood by its natives. While this drove me to speak more often; I was unaware of how badly
I was actually butchering the language. Upon the realization of the smile as just a part of their
culture, I began to question not only my ability of the language, but also whether I should remain
in Japan at all. The lack of honest feedback from the Japanese, including my closest friends,
made it hard for me to truly put forth the effort needed when learning their language. It was also
this time when I realized how closely connected L2 and C2 are in the language learning process.
Stereotypes
Cultural stereotypes are another condition that may lead to problems in learning a new
language. Leyens, Yzerbyt, and Schadron (1994) deliver exhaustive and insightful views of
stereotypes in their well written book. The extent of their macro research pale in scale to this
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paper’s micro view; however the personal experience of culture shock and stereotyping lends
credence to their theories. Stereotypes are misconceptions or lack of knowledge or empathy of
another culture. Cross-culture research has shown there are characteristics of culture that make
one different from another. Condon (1973) concluded that American, French and Hispanic
views of time and space are very diverse. “Americans tend to be dominated by a ‘psychomotor’
view of time and space that is dynamic, diffuse, and nominalistic. French orientation, on the
other hand, is more ‘cognitive’ with a static, centralized, and universalistic view” (p. 81). But
are cultural stereotypes bad? Personal experience suggests not necessarily, if the visiting or
outside person recognizes the positive effects of stereotype and sociotype.
Americans consider the Japanese as being friendly because of their cultural norms or
respect and politeness. “The false view that members of another culture are “dirty” or
“smelly”—with verbal and nonverbal messages conveying that view—in fact usually stems
merely from different customs of so-called cleanliness” (Brown, 1994: 167). The concept of
cleanliness or the lack there of, can also be represented in bathing etiquette. Saville-Troike
(1973) found that African Americans hold the stereotype of white Americans that they “smell
like dogs coming in out of the rain. Asians have a similar stereotype of Caucasians” (p. 37). I
too, had stereotypes of the Japanese that were similar to Brown’s (1994) research including
being unemotional, drinking a lot of beer, and taking too many pictures.
Kinesics
Still another aspect that must be considered when speaking of culture, culture shock and
second language acquisition is the concept of distance. Social distance has emerged as an
important variable in second language learning. Social distance refers to the proximity of the
two cultures and how they come into contact with the individual. “‘Distance’ is obviously used
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in an abstract sense, to denote dissimilarity between two cultures” (Brown, 1994: 176). Another
author went on to describe the social distance aspect in learning (Schumann, 1976). It is the
stages of acculturation this author subscribes to with personal experiences in Japan and will be
discussed later. The Brown (1980, 1994) and Schumann (1976) research on distance, more
specifically non-physically based distance, is separate from the works of Hall (1974) and Knapp
(1985) which is physically based and often used within the realm of nonverbal communication.
However, both were relevant aspects of the foreign country and language during the author’s
sojourn.
Upon arriving in Japan, I was unsure about the use of the distance zones which Hall
(1974) described and the learning situations characterized by Schumann (1976). From a physical
standpoint, it was not until well into my sojourn that I began to notice that when speaking to the
Japanese, they would lean farther back in their chair or adjust their stance to keep their own
personal space at a maximum. I concluded I was indeed interfering into “their” physical space. I
have since further documented and discovered myself and the Japanese in conflict when there
was touching involved in the conversation. For many researchers, kinesic study includes touch
behavior; for others, however, actual physical contact constitutes a separate class of events.
Some researchers are concerned with touching behavior as an important factor in early childhood
development of not only motor skills but language as well. Unfortunately, nowadays, a
reference to “touch” can carry a negative connotation and the possibility of lending itself to
sexual harassment. This reference is not used within the limits of this study.
Interestingly, when roles are reversed, and in a specific example of a Japanese teacher in
a US school setting, I found that the Japanese often used touch in the classroom. Touching,
while learning a foreign language, can be a powerful tool. A calm touch, even from a person of
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higher rank, can make the difference on how the learner perceives the desired L2 and the L2
culture. The presence of physical touch in Japan was also something I was to learn during my
extended stay. Patting a friend on the back to show friendliness, putting your arm around
someone’s shoulder and other such body contact make the Japanese uneasy. Yet unlike in the
US, Japanese female/female and especially, Japanese male/male, touch does not involve western
homosexual overtones. It can be concluded some ancient “samurai” qualities are not seen in
such “deviant” light. Body contact is a privilege of intimate friends. Even in private, a Japanese
couple will touch each other much less than westerners do (Shelly, 1993: 131). However, this
trend is being rapidly rewritten in part to heavy western influence. Ten years on, it is almost
commonplace to see couples holding hands and even kissing in public. Many Japanese, from
children to young adults, have approached me and asked to touch my skin or hair to make a
comparison. As the Japanese are a homogeneous group, foreigners, myself included despite the
length of stay, are different in relation to hair, eyes, or body type and “touch” can be used as a
learning and educational tool.

Interpreting Culture Shock

Hanvey (1987) has done extensive research with the Japanese people and language. His
work seems to best sum up how we get information, by the media, and how we interpret the host
country and its language. Table 1 represents the four area of cross-cultural awareness. These
represent the ideas of how, when and where cultural information comes from.
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On the one hand, Hanvey’s (1987) modes of acquiring information about the host country
may now be seen as dated. On the other hand, the general ideas of information and interpretation
are still prevalent when examining culture shock qualities. The characteristics in Level I Mode
via tourism may be seen as dated however; it is highly unlikely in this global world this
misinformation is still prevalent in textbooks or National Geographic.

Table 1: Stages, Information, Mode and Interpretation of Cultural Awareness
LEVEL
I

II

III

IV

INFORMATION
Awareness of superficial
or very visible culture
traits; stereotypes
Awareness of significant
and subtle cultural traits
that contrast markedly
with one’s own
Awareness of significant
and subtle cultural traits
that contrast markedly
with one’s own
Awareness of how
another culture feels
from the standpoint of
the insider

MODE
Tourism, textbooks,
National Geographic

INTERPRETATION
Unbelievable, i.e., exotic,
bizarre

Culture conflict
situations

Unbelievable, i.e.,
frustrating, irrational

Intellectual analysis

Believable, cognitively

Cultural immersion:
living in the culture

Believable because of
subjective familiarity

Source: (Hanvey, 1987, p. 20)

Additionally, in Level III and Level IV Interpretation, “believable, cognitively” and “believable
because…familiarity” respectively, I question these elements and consider the two points could
be reversed. For this author, in order to pass through Level III and reach Level IV; familiarity
would come before cognitive thinking. Interestingly, if we reverse III and IV in Interpretation,
we must consider reversing Mode as well. Often what happens is that analyzing takes place
before becoming familiar with a culture. Further, we can analyze the differences and believe
they exist even as we are immersed in a culture we are familiar with. As this author continues
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research with personal experience now based in Taiwan, it is hoped to find a new insight where
the topic of distance, both social and physical, can be addressed.
Cultural aspects of society can be divided into two categories: formal and informal. The
informal or surface culture is what can actually be seen. Items such as festivals, dances and food
represent this division. The formal or deep culture is things not seen but felt. Elements
represented in this area are religion, beliefs, rituals and taboo topics. When speaking of culture
and language acquisition it must first be noted the two cannot be separated. Language is very
fluid and with all of the changes it makes, culture is sure to follow. Reversibly, culture also
determines who does what and when things are said and done. This further supports the idea of
second language learning may also be described as second culture learning. When coming into
contact with a new culture there are four stages of acculturation which people move through. As
mentioned earlier, there is research data describing five, six, or more steps when experiencing a
new culture. I have chosen the four stage process Brown supports as it more accurately
represents my personal experiences and personal findings. These stages are 1)
excitement/euphoria, 2) culture shock, 3) recovery, and 4) adaptation/assimilation (Brown, 1994:
183-184).

Stages of Culture Shock
The first stage, euphoria or excitement is the initial contact with the host country. Everything
is new and exhilarating. The focus is on the host country’s uniqueness and diversity between the
home culture and the host culture; yet being faced with various barriers preventing social
interaction with the host nationals. The attitude of “off on your adventure” sums it up well.
Anyone who has for the first time traveled to another land has had this experience.
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In the culture shock stage, the focus is now on what the visitor misses from his/her home
country. Hostility and frustration come together as negative aspects of the new culture and can
often be followed by depression. Also possible during this period is emphasis on the superiority
of the original culture and where the first collision of values takes place. I recall on many
occasions that first year, asking myself why the Japanese did not have the things I was used to in
America. Shelly (1993) confirms my experiences as I moved into the culture shock stage. He
noted that culture shock in Japan is one of the most severe forms of culture shock. This is
because as you taken away from your home culture and transplanted into deep Africa you would
expect to have many adjustments ahead of you. “However with Japan and all its technological
development, cleanliness and smooth organization it is often thought to present no major
problems that cannot be coped with. The shock is greater because you see structures and
systems parallel to what you are used to at home” (Ibid., p. 190).
Recovery occurs after coming out of culture shock. The visiting national begins to put the
values of both cultures into perspective. Improvement and adjustment with increased humor and
decreased tension are characteristics of this stage. For this author, it took nearly two years for
the recovery aspect to take place. For the first time in my life, I was away from family during
holidays and special events. The first year I thought being away was good. The second year I
realized how much I missed those holidays and then began my personal healing process.
The final phase, adaptation, is biculturalism and a full understanding of the host cultural
norms. I consider this adaptation phase to actually be unobtainable—at least in Japan. It should
also be pointed out that while the guest national becomes “comfortable” or “understanding” with
the new values and surroundings, this does not mean s/he is fully accepting or accepted. A
summation of what can be learned about culture shock can also vary according to author. Storti
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(2001) has done work on the phases of acculturation. The following guidelines can be viewed as
modified and updated personal experience versions of Storti’s (2001) discoveries.
1. Don’t think anything will be the same as the home country.
2. Don’t think what you meant is what was understood.
3. Don’t think what you understood is what was meant.
4. You don’t have to like or accept different behavior, but you should try to
understand from where it originates.
Intrinsically connected with language learning, the last point is essential. Learning from the
surroundings will help make the overseas experience more fruitful and language learning may
increase.

Personal Growth and Considerations
Now, I more fully perceive the steps I went through in learning Japanese while
experiencing the different stages of culture shock. As I reflect on personal journal entries, it is
now unquestionable my study of Japanese was in transition between the culture shock and
recovery stages. I can remember many occasions; I would sit on the balcony with my American
friends and curse the Japanese and their language. Refusal to study became commonplace. It
was not until after living there for nearly two years that I began to settle down and fall into a
routine. Length of time is unquestionably an important factor in both language acquisition and
adjustment in a new culture. Two years into Japan, I began to make serious advancements with
my Japanese. I know I was still in the recovery stage because it was not until I had lived through
all the seasons and holidays twice, without my family that I crossed into the assimilation stage.
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However, now residing in Taiwan, I have moved through the four stages of culture shock
so rapidly it was almost unnoticed. Was this due to Taiwan and Japan both being Asian
countries and thus making the Taiwanese transition easier? Surely not as the similarities among
Asian cultures are many, there are still numerous differences.
Was the length of my stay in Japan a factor? After 15 years in Japan did this somehow
break down the barriers for future culture shock scenarios? This point could be critically argued
because time also represents personal growth and maturity. Having advanced in years and
experience there is a new base for reacting to new or different situations.
As for language learning, my Chinese learning (L3) is increasing a different pace than my
Japanese. What cultural elements do Taiwan and Japan have to influence language learning?
Are the close connections Taiwan has with American culture contributing to a lack of culture
shock? The variables between Japan and Taiwan may make it impossible to pinpoint.
In conclusion, it is apparent that a culture dictates where to draw the line separating one
from another. Culture shock must also be included in the equation as it determines why and how
one reacts in another culture. This personal exploratory now leads credence to additional studies
of culture shock and more specifically for this author, the difference of culture shock stages and
levels now that Taiwan has been added to the equation. It is my aspiration to discover a
contributing and prominent factor in how personal culture shock experiences have been so
diverse.
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1 Introduction
Textbooks represent one of the instrument with which teachers try to achieve prescribed
educational objectives and standards. For teachers, a textbook does not represent a book of
compulsory selection as there are, for each subject, a variety of textbooks available to
teachers. That is why it is even more important that teachers choose textbook (and other
didactical material) suitable not only to their style of teaching and the needs of their pupils,
but to choose qualitative textbook text in a content meaning (semantic).
This paper represents Grice’s general cooperative principle and the maxims connected with it,
mainly the maxim of quantity, maxim of quality, maxim of relation/relevance and the maxim
of manner. The theoretical frame depicted will be used for the textual analysis of history
textbook. Despite it being a direct eye-to-eye (face-to-face) interaction (which is the basis of
the Grice discussion), in our case the principle of the idea will be transferred to the context of
reading the textbook.

2 Textbooks in schools
Textbook and other didactical materials are an important part of the school system, because
they are often the supporting point of arranging a teacher’s school work and on the other hand
part of the pupil's everyday life (Barle et al., 2006). Curriculum, dimensions of facts, methods
of contents adoption are actually and finally fortified with textbooks. In process of acquiring
new knowledge “textbooks /…/ are usually first and the most important textual material” for
pupils (Barle et al., 2006: 109). But they are only one of the instruments support teachers who
are trying to reach educational aims, decision-making about when and how they will use some
instrument are within their independent domain (Justin, 2003). Today, teachers have the
opportunity to choose one textbook from a number of different textbooks on the market, with
regards to the variety of offer on one hand and variety of their personal (professional) reasons
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on the other hand. And the central question is why we use one textbook or even more, why do
we use textbook at all?
The distinction between textbooks and other textual media concerns the specifics of science
content transformation, which is, in a textbook, suitable structured, remodeled and simplified.
That kind of transformation is reasonable, if we presuppose that for pupils, (to whom the
textbook is designed) there is a significant specific cognitive process or that they do not have
enough previous knowledge about content (textbook serve as an agent) that they could absorb
from a didactically no-remake form (Kovac et al., 2005). This actually represents one of the
borders of our problems- popularization, simplification and vulgarization of scientific
knowledge in school system. The most interesting fact here is the matter of fact textbooks that
are used in different school subjects.
Kuhn, who had already thought about the popularization of science, was convinced that
scientists as laymen, draw a large part of their own conceptions about creative scientific
activity from authoritarian source (the later systematically conceal existence and sense of
scientific revolutions). From a position of authority, he thought about three categories:
scientific textbooks, popularization and philosophical works. All of them have one common
link - they begin with detailed problems, data and theories, most frequent the particular
complexity of paradigm, that scientific society acknowledges during the writing of textbooks
(Kuhn, 1998), the aim being the transmission of vocabulary and syntax of contemporary
scientific language. It is important “that scientific concepts are made accessible to the
students in a number of different ways”, both, in teaching and in a textbooks (Ahtineva, 2005:
26).
Therefore, we must see textbook in (at least) two different functions: the function of teaching
and the function of learning. In the function of learning (pupils learning activity) the first
premise is the vulgarization of scientific paradigms (meaning the transformation of scientific
knowledge into school subjects), and in the function of teaching, this concerns the meaning of
evaluating the textbooks and transforming the valid scientific paradigms 1 .
In the prosecution we will present one of the methodological principles for textbook analysis;
Grice’s theory of cooperative principle and the maxims connected with it.

3 Grice’s general cooperative principle
“Cooperative principle 2 describing how people are interacting one to another” (Wikipedia,
2007 [X].
Grice’s theory of cooperative principle and the maxims connected with it demonstrates the
usefulness of textbook analysis (Cepic et al., 2003). Grice (Kante, 1998: 23-24) distinguishes
between natural and non-natural sense, whereupon the following can be pointed out:
S (speaker) means, that p, when uttering x, if and only if S, for some person A and
characteristic Ф, want that:

1

Despite that we must be aware that the authors of textbooks have their own vision of contents and teaching
methods, which should lead to a higher level of scientific thinking and that the textbook alone, is not a guarantee
for expected results (Ahtineva, 2005).
2
In general in social sciences (and extra in linguistics) describing interaction amongst people.
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1) A recognize, that x has Ф;
2) A think - at least partially on a thinking basis, that x have Ф, that S utters x with
intention, that A would think, that p;
3) A thinks - at least partially on a thinking basis, that S utters x with intention,
that A would think, that p – that p.
Kante’s scheme above can be illustrated with an example (1998, 24):
“Janez in meeting with Joze utters a series of sounds It rains. Joze recognizes, that the sound
succession has characteristic:
1) between Slovenian speaker this succession has conventional means for sense that it is
raining;
2) on the basis of that and with other persuasions, Joze infers, that it is Janez who uttered
those sounds, because he wants to inform him, that it is raining;
3) on the basis of that and with other persuasions, Joze infer, that Janez must be
persuaded that it is raining and that his inference must be, in some way, the cause. So
he – with his other persuasions – infers that it is raining”.
And this could be the reconstruction of Grice’s declarative speaker meaning.
Grice (1991: 26) defined the cooperative/general principle in this way: “Make your
conversational contribution such as is required, at the stage at which occurs, by the accepted
purpose or direction of the talk exchange in which you are engaged.” To tell this in a
different way, he offered a general principle, upon which participants in conversation should
follow. Therefore introduce the verb implicature. Conversational implicature helps us so that
our clauses succeed more than if they were actually “told”, because our talk exchanges are, at
least to some degree, cooperative effort – “every participant in their recognizing of a
common purpose, mutually received direction etc.” (Kante, 1998: 24). Consideration maxims
(and sub-maxims), represented in the prosecution, contribute to results with regard to general
cooperative principle.

3.1 Conversational implicature
The notion of conversational implicature (shortly implicature) “is one of the single most
important ideas in pragmatics”: (a) stands as a paradigmatic example of the nature and power
of pragmatic explanations of the linguistic phenomena (offers some notable functional
explanation of linguistic facts), (b) provides some explicit account of how it is possible to
mean more than what was actually said, (c) effect substantial simplification in both, the
structure and the content of semantic description (Levinson, 1997: 97-98).
It is necessary to differentiate between explicit messages or explicatures (which are in
statement actually said) and implicatures (author’s implicit messages), “which are inferential
reconstructed from readers”, i.e. indirect accessible over operational inferences. Explicatures
are accumulating on a notion that Grice depict as “said that,…”, and implicatures on a notion
in a sense “gave me to know” (Justin, 2001, in Cepic et al., 2003: 320).
Grice’s example (1991: 24):
A and B are talking about mutual friend C, who is now working in a bank. A asks B how C is
getting on in his job, and B replies:
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“Oh quite well, I think; he likes his colleagues and he hasn’t been to prison yet”
Hearing that, we could ask what does B want to hint at or suggest or even what did he mean
when he said that C had not yet been to prison. The answer might be different but “it is clear
whatever B implied, suggested, meant /…/ distinct from what B said” (Grice, 1991: 24).
The basic notion of Grice’s conceptual “apparatus” therefore is implicature, which has one of
two forms: conventional or conversational. Conventional implicature, with simple inferential
operations, are attached to the conventional meaning of words and conversational implicature
are based on a multitude of rules and principles (cooperative principle and maxims) (Cepic et
al., 2003). In a present of single conversational implicature the listener will respond with
regard to the following data: conventional meaning of the words used, Cooperative Principle
and its maxims context (linguistic or otherwise, of the utterance), background knowledge and
fact that all of the relevant items under the previous headings are available to both participants
(Grice, 1991: 31).

3.2 Maxims
“/M/axims specify what participants have to do in order to converse in a maximally efficient,
rational, cooperative way” (Levinson, 2007: 103). Grice identifies basic maxims of
conversation, echoing Kant call these categories Quantity, Quality, Relation and Manner. 3
And all of those categories have their analogies in a field that is not talk exchange.
3.2.1 The maxim of Quantity
Relates to the quantity of information to be provided, with two submaxims:
- “make your contributions as informative as is required (for the current purpose of the
exchange);
- do not make your contribution more informative than is required”.
3.2.2 The maxim of Quality
Under this category falls the supramaxim:
- “try to make your contribution based on that is true”
and two submaxims:
- “do not say what you believe to be false;
- do not say that for which you lack adequate evidence”.
3.2.3 The maxim of Relation
Under this category he placed a single maxim:
- “be relevant”.
3.2.4 The maxim of Manner
For Grice, the category of manner is not related to what is said but rather (differently from
others categories) how what is said is to be said. Under that category he includes the
supermaxim:
- “be perspicuous”
and various maxims:
- “avoid obscurity of expression;
- avoid ambiguity;
- be brief (avoid unnecessary prolixity);
3

In a continuation of chapter three we will use Grice's definitions- quotations (Grice's book, p. 26- 29).
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- be orderly”.
Participants in a talk exchange may fail to implement a maxim because of various reasons: the
violation of maxims, opt out, clash or flout of maxim (Grice, 1991: 30).
In the continuation we will try to represent the practical use of Grice’s maxims and
implicatures, which are accessible over inferential operations.

4 Applicability in textbook analyses- examples
To illustrate the violation of maxims with textual analysis we used a history textbook (author
Nesovis et al., 1993) for 8th grade of elementary school. We choose some part of the text
using a chance method, except example 4. 4
Example 1:
Chapter- First world war (p. 6):
“The war which had started in splendor and with noisy marches, ended in the mud of
kilometers of trenches, which were passed over from hand to hand. Forever waking in a
shudder for fear of losing blood. Enthusiasm and wantonness was soon replaced with
disappointment and feeling of weakness.”
The violation is the category of manner (which is not connected with what was said, but how
what is said is to be said), more precisely the violation was the maxim “avoid obscurity of
expression” and “be brief (avoid unnecessary prolixity)”. The authors could on the contrary
use the sentence “a lot of blood was pouring out and disappointment and feeling of weakness
start to spread”- in order to be a lot clearer for the pupils of this age.
Example 2:
Chapter- First world war (p. 8):
“In the spring of 1915, intent on making promised gains for their own side, Italy aimed to
acquire South Tyrol, Slovenian region of Primorje, Istria and Dalmatia.”
In this case, the violation is the category of relation, maxim “be relevant”. If we namely count
up territories which Italy will get to exchange for the alliance, and some of the territory
agreements, then it is necessary to count up all of them - also the agreement about the shares
in the eventual territory acquisitions in Asia Minor and Africa. The latter is relevant to
elucidate because of possibly wrong supposition about territory aspiration of (and with this
connected agreements) Italy in that time.
Example 3:
Chapter- First world war (p. 16):
“Slovenian and Croatian regiments on the “Soca” front were the bravest. The twice as
powerful Italian army failed to pass through in eleven offensives”.

4

That chapter was chosen exclusively because of my own memory. The history textbook that is used in this
paper for the demonstration of the violation of maxims, was in use when I was in the 8th grade of elementary
school. From the analyzed fragment of text I remembered (up to today), that Hitler was rescued by the oak table
(and not that this table was actually massive). For this reason it was interesting for me to choose mentioned part
of text.
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In this case, the violation is the maxim of quality, supramaxim “try to make your contribution
based on what is true” and especially submaxim “do not say that for which you lack adequate
evidence”. On the basis of a textbook, note it is possible to over-concluded that the Italian
army was not be able to pass through the front in all of eleven offensives, because (in spite of
numerical predominance) for lack of bravery and inversely, Slovenian and Croatian army
regiments succeeded to keep back attempted breakthroughs from Italian front only because of
their bravery. For the latter (if bravery is the decisive factor) we are not able to demonstrate
suitable proof. There is nothing written down about the method of front-fighting, heavy
accessibility of ground etc., which demand great psychical and physical efforts on both sides.
For this reason the presumption about bravery as the decisive factor of predomination is very
questionable.
Example 4:
Chapter- Second world war (p. 95):
“An attempt on the Hitler’s life was not successful because Hitler was in a conference room
protected against the explosion by a massive oak table.”
The violation is the category of quantity, more precise maxim “do not make your contribution
more informative than is required.” We can gather from my own experiences that for logic
from what was written down, that Hitler protected from the explosion by a massive table,
would be enough. Because it was (in our opinion unnecessary data) about wood row, the
memorization of wood like a category was logical and not the fact that he was saved by
“massive” table – in that case the quantity of information was too much and this leads to
creating a process of false inference, which remains in the long-term memory. Although
Grice’s statement is the violation of that category does not mean a mistake in the cooperative
principle but waste of time, the mentioned example (we think so) all the same creates negative
consequences, which were in the long-term demonstrated as that. Namely it could lead to
taking in a “between conclusion” that oak is hardest rank of wood- wood hardiness is namely
data that tell us how much loading wood could carry over before it’s broken down- although it
is obvious that oak is not the hardest one. 5

5 Instead of conclusions
In the article, we try to present one of the possible method for analyzing textbooks with the
examples of the violations of Grice’s maxims and consideration about vulgarization of
science (which is actually a logical consequence present in school textbooks, not only in
scientific textbooks but also or even more so in school subject textbooks). All of that shows
us boundary line and difficulties in choosing a good textbook (for us and our pupils). The
mentioned method is used as an instrument for the identification of those textual fragments, in
which it is possible to make out implicatures, which are (or could be) the bearer of ideological
and others representations and also very important for “context of reading the textbook”
including all of background representations, which are in those processes repositioning in the
short-term and long-term memory. Therefore, the consideration of cooperative principle,
(general principle) connected with categories and maxims, is very important. Like Levinson
said, implications are very probable consequence of fundamental structure simplifications and
content of semantically descriptions (Levinson, 1997), for this reason we must to that part of
5

If we try to find out hardness of different rank of wood according to Brinell, we find out the following scale of
wood hardness (if we consider only wood from Europe): nut tree 2,50 kg/mm2, cherry tree 2,85 kg/mm2, maple
tree 2,90 kg/mm2, oak tree 3,40 kg/mm2, ash tree 3,70 kg/mm2, beech tree 4,50 kg/mm2, acacia 4,80 kg/mm2,
olive tree 6,08 kg/mm2 (http://www.bojles.si/si/nakup-parketa/vrste-lesa.html).

2009 HICE Proceedings
Page 4819

analysis of textbook text (in a context of knowledge) devote special attention. Although we
must warn that the basis for the Grice discussion was a direct eye-to-eye (face-to-face)
interaction and that the reliable value of the paper will be if we will examine and confirm our
textual analysis with empirical data that will identify the results of operational inferences.
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By
Charles DuBose, Amber Whitney and Frank Pleban
According to the United States Bureau of Justice Statistics (2007), there were nearly 2.3 million
Americans who were incarcerated in federal and state correctional institutions. This number
represents a 1.8% increase since the yearend of 2006. Of the 2.3 million, 1.5 million were
housed in state or federal correctional facilities. Racially, African Americans have the highest
number per 100,000 people incarcerated when compared to the Latino and Caucasian prisoners.
Prisoners all over the country are afflicted with and dying from chronic diseases. Overall,
disease states are more prevalent in the incarcerated population than in the general population
(Baillargeon, 2002). Chronic diseases are those diseases in which there are no cure but yet can
be managed with medical intervention. Examples of chronic diseases are: Hepatitis C,
hypertension, diabetes, hypercholesterolemia, and recently human immunodeficiency virus
(HIV) infection. Early in the evolution of disease management, diseases may be classified as
deadly. This is true for diabetes. Until the isolation of insulin, diabetes was fatal. HIV is similar
in its management evolution.
HIV/AIDS was once considered a death sentence but has evolved into a chronic disease.
Medical advancement along with access to healthcare and testing has taken once deadly diseases
to treatable chronic disease states.
HIV/AIDS has significant implications in correctional facilities from a transmission and
healthcare viewpoint. Correctional facilities have an HIV rate that is five times higher than the
general public and there is no nationwide policy to promote safer sex (Okie, 2007). Condom use,
HIV testing in correctional facilities and access to health care are essential for the prevention,
detection and management of HIV.
Barriers to diagnosis and treatment of HIV/AIDS such as no consistently HIV testing in the
correctional facility, and little to no access to condoms call for a need to develop a policy which
will help prevent the spread of the disease to other inmates and to the society at large once
correctional facility inhabitants have been released. Addressing these issues is first needed
before effective programming can be implemented.
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A Research Model for Practitioners Investigating the Transition
of 8th grade Students to High School

This paper reports on the process and procedures employed by a teacher who conducted a
two-year study investigating student, parent and teacher perceptions associated with the
transition of 8th grade students to high school. The research project was the subject of
the teacher’s doctoral dissertation. The findings associated with this study have been
separately reported. Recommendations and implications for practitioners interested in
pragmatic aspects of future research related to this topic are provided. A CD with sample
tools including consent forms, sample questionnaires, sample letters to teachers and
parents, etc. is provided to attendees. A list of references and a comprehensive
bibliography is included.
Objectives or purposes
Although there are available studies that report the findings investigating the
impact of the transition of 8th grade students to high school on various educationally
prized outcomes, these studies seldom provide sufficient detail to allow practitioners to
replicate, or to conduct a variant of the study at the local school or district level. Given
the various social demographics of various schools, no single study can be generalized so
that it addresses the concerns and issues of a specific set of students and schools.
Meaningful information is likely to be most useful if it is immediate to the populations
served. This paper then, describes the processes and procedures essential for
practitioners to conduct studies investigating student, parent, and teacher perceptions
associated with the transition of 8th grade students to high school. In turn, practitioners
will be able to accomplish five objectives. Firstly, practitioners will be able to identify
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the perceptions of 8th grade students, their parents, and 8th grade teachers regarding
aspects of the transition of 8th grade students to high school. Secondly, practitioners will
be able to identify the perceptions of 9th grade students, their parents, and 9th grade
teachers regarding aspects of the transition of 8th grade students to high school. Thirdly,
using the results of these instruments, practitioners will be able to compare and contrast
the perceptions among these three populations for each year and over time. Fourthly, this
knowledge will help inform practitioners and others interested of the positive and
negative aspects of this transition. Finally, the processes and procedures described in this
paper will assist practitioners in the planning, implementation, and evaluation of
transition programs at the local school and/or district level.
Perspective(s) or theoretical framework
There is a significant body of literature that documents the cognitive, social, and
emotional impact of the transition of students from middle school to high school in
various US schools. For example, this transition has been well documented as associated
with negative effects on academic performance (Arowosafe & Irvin, 1992; Barone,
Aguirre-Deandreis, & Trickett, 1991; Newman, Myers, Newman, Lohman, & Smith,
2000; Rice, 2001), retention (Alspaugh,1998; Smith, 1997), and social and emotional
well-being (Letrello & Miles, 2003; Mizelle & Irvin, 2000).
The most serious of these academic effects is dropping out of school (Black,
1999; Smith, 2006; Schiller, 1999; Barone, Aguirre-Deandreis & Trickett, 1991; Akos,
2004; Smith, 1997; Rourke, 2001; Chapman & Sawyer, 2001). Failing classes in ninth
grade, compared to any other grade, has the highest correlation to high school dropout
rates (Smith, 2006). When the transition to high school is difficult, students get lower
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grades, have lower attendance rates, and participate in fewer extracurricular activities
which can lead to dropping out shortly after entering high school, or falling behind and
failing to graduate on time (Barone, Aguirre-Deandreis, & Trickett, 1991; Schiller, 1999;
Mizelle & Irvin, 2000; Chapman & Sawyer, 2001). Even if students do not drop out, a
difficult transition period can inhibit students from reaching their full academic and social
potential (Schiller, 1999). This is especially true for low-income and minority status
students (Black, 1999; Rourke, 2001).
Besides academic failure, students who suffer a difficult transition from middle
school to high school may have an increase in behavior problems, including suspensions
and expulsions (Smith, 2006). Students also may begin skipping classes, neglecting
assignments, and alienating themselves from others (Black, 1999). Unfortunately, schools
and adult family members often are the least supportive and most insensitive to student
needs during this time (Black, 1999). With little hope in getting students back on track
after academic, social, and behavioral problems during freshman year, the best solution
would be to help students make a successful transition to high school before failure
occurs.
Researchers have long recognized the importance of determining the particular
needs of transitioning students (Cauley & Janovich, 2006; Bottoms, 2002). “It is
surprising, however, that, in most of the transition research, the voices of those who are
most directly involved—the students along with their parents and teachers—have been
heard only infrequently” (Akos, 2004). “The process of ‘listening to parents’ is an
explicit recognition that parents have an important part to play in the education of their
children, which goes beyond recognition of their right to information to acknowledge that
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there are crucially important things that parents know and can do, that schools can, and
should utilize” (Bastiani, 1986). In recognition of this void in the literature, a small but
growing body of research is investigating the perceptions of students, parents, and
teachers thus, giving “voice” to these important stakeholders.
Akos (2002) investigated the perceptions of these important stakeholders.
According to his findings, there are several challenges facing students transitioning into
high school; these include environment, more and different peers, new and additional
teachers, and multiple behavior and classroom rules. Students cited specific challenges
such as fear of bullies, getting lost, making new friends, and academic concerns such as
not being able to keep up with homework and content that may be too difficult (Akos,
2002). Parents, however, were mainly concerned with negative peer pressure, difficulty
of classes, and amount of homework, while teachers were concerned with the pressure
students feel to do well and difficulty making friends. Akos (2002) also found there were
some positive aspects students looked forward to during the transition to high school.
These included increased social status and increased freedom, along with extracurricular
activities. Often teacher and parent perceptions are different than student perceptions of
the transition to high school (Brown & Armstrong, 1986). If this is the case, and if
transition programs are made by teacher assessments of what is important, then they may
be misdirected.
The data sources used to gather stakeholder perceptions cited in the literature vary
considerably and include questionnaires, interviews, focus groups, and student essays.
For example, Hauser, Choate, and Thomas (2008) assessed student, parent, and teacher
perceptions through the use of questionnaires administered in the 8th and the 9th grades.
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Based on earlier work by Akos (2002) investigating the transition of students from
elementary to middle school, Akos and Galassi (2004, 2004a) developed and
administrated student, parent, and teacher questionnaires administered in the 6th and 9th
grades. Newman, Lohman, Newman, Myers, and Smith, (2000) conducted a series of
student interviews to assess student perceptions associated with the transition from 8th
grade to 9th grade. Analyses of conversations with 8th grade students were used as the
data source for a study by Chapman and Sawyer (2001). Morgan and Herzog (2001)
used both questionnaires and focus groups to determine student perceptions regarding the
transition from middle school to high school. Brown and Armstrong (1986) analyzed
students essays designed to elicit their feelings about the transition to secondary school.
This paper provides information associated with the use of questionnaires to gather
student, parent, and teacher perceptions of the transition of 8th grade students to 9th grade.
Practitioners interested in supplementing the use of these questionnaires with interviews
and/or focus groups should refer to the aforementioned research studies using these
techniques in particular, and qualitative research methodologies in general (Creswell,
2007, Denzin & Lincoln, 2005; Miles & Huberman, 1994).
Research Design
This paper describes the process of conducting a study on transition from middle
school to high school and provides sample questionnaire and supporting documentation
necessary for a practitioner to conduct an exploratory research study investigating the
perceptions of students, parents, and teachers on the transition from 8th grade to 9th grade.
It is important to note that conducting a research study at the local or district level will
have to be tailored to respond to local and district policies, procedures, as well as other
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considerations. Practitioners interested in using these documents may do so with the
written permission of the authors.
Problem Statement: The transition of 8th grade students to 9th grade has been
linked to a number of negative educational outcomes including poor academic
performance as well as problems related to social and emotional adjustment.
Research Questions: The research study described in this paper was designed to
answer the following six key questions:
1. What methods can best serve to efficiently and reliability conduct a study of
transition from middle school to high school?
2. What legal, institutional, and ethical considerations are to be addressed?
3. What does existing research indicate are the significant questions to ask in
conducting a study with students, teachers, and parents
4. What practical methods of inquiry can be adopted that will most efficiently
result in a reliable study?
5.What pitfalls can be anticipated?
6. What were the results of the study conducted using the instruments, forms, and
procedures described?
Questionnaires: The following six instruments were used for data collection:
The 8th Grade Student Transition Questionnaire (Appendix A), The 8th Grade Parent
Transition Questionnaire , The 8th Grade Teacher Transition Questionnaire, The 9th Grade
Student Transition Questionnaire , The 9th Grade Parent Transition Questionnaire, and
The 9th Grade Teacher Transition Questionnaire. These instruments were adaptations of
questionnaires developed by Akos & Galassi (2004).
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Permission from School and District Personnel and Institutional Review Boards
(IRB): In order to conduct a study of this type, it is essential to secure permission
from local school and district personnel. Researchers should carefully review local
school and district policies and procedures associated with conducting research studies
involving students and other members of the school community. Local school and
district research policies and procedures vary considerably and range from a simple letter
of approval from the school or district administrator to submission of a formal research
proposal to an IRB. If the study is being conducted in collaboration with a higher
educational institution, then the proposed research study must be submitted to and
approved by the institution’s IRB. Although the content remains essentially the same, the
processes, procedures, and forms used by IRB’s vary considerably from institution to
institution. A sample completed higher education IRB is available for review on request
from the authors. Once the study has been approved, communication from school or
district officials indicating their approval of the study and to encourage participation by
various stakeholders should be sent to the appropriate members of the school community.
Informed Consent/Distribution of Questionnaire/Collection of Data: For ease of
data collection, the informed consent forms and distribution of the questionnaire are
addressed at the same time. An important element of the proposed research proposal and
warranting special attention are the informed consent forms. Sample student, parent, and
teacher informed consent forms are included in Appendix B. It is important to secure
from local and district personnel approval for the time, manner, and place in which the
consent forms and questionnaires may be distributed and collected. Given these local
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parameters, the following procedures are recommended for the distribution and collection
of the informed consent forms and questionnaires.
Firstly, distribute and collect informed consent forms and questionnaires from the
teachers of students under study and maintain a secure master list of teacher participants
in the study. Secondly, code student and parent questionnaires. Obtain identification
codes assigned to student names from school or district personnel. Maintain and secure
the master list of student names and corresponding identification codes. Assign and code
individual parent questionnaires with corresponding student identification codes.
Maintain and secure a separate master list of parent names with the accompanying
student identification codes. Thirdly, distribute informed consent forms and
questionnaires to parents of students under study. Fourthly, collect questionnaires from
parents. Fifthly, distribute informed consent forms and questionnaires to children of
parents who have returned consent forms granting permission to have their children
participate. Please note that informed consent forms may be required prior to the
administration of the 9th grade questionnaires contingent on local conditions.
Analysis of Data:
Unless very large data sets are collected, the multiple-choice and Likert type
responses from each questionnaire may be conveniently entered, stored, sorted, and
analyzed using an Excel spreadsheet. The open ended responses may be similarly
entered, stored, sorted, and analyzed using word processing software. The identification
of codes and themes from the data may be conducted using a variety of qualitative
research data analysis methods and techniques (Creswell, 2007; Denzin & Lincoln, 2005;
Miles & Huberman, 1994; Yin, 2003).
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Results and Implications
The four themes that emerged from the data associated with the practitioner’s
perspective related to conducting the study described in this paper are as follows: the
critical need for careful planning, identifying a clear purpose, organizational dissonance,
and the synergy of collaboration.
The first theme was the Critical Need for Careful Planning. The study described
in this paper should be carefully planned with local and district staff. It is essential to
have the support of the appropriate administrative staff as well as the assistance of the
relevant teaching staff. To the extent possible, the potential programmatic, personnel,
and budgetary implications that may emerge as a result of expected and unexpected
findings should be considered.
The second theme was Identifying a Clear Purpose. It is essential that all
stakeholders have a clear understanding for the purpose of the study. A commonly
shared understanding will greatly facilitate data collection and ultimately, acceptance of
the findings. For example, the study might be used as a formative analysis to gain an
understanding of stakeholder perceptions of current programs or services. The study
might also be used to identify potential new programs and services to meet the unique
and special needs of local stakeholder populations. The various purposes of the study
should be carefully explained to the school community. Failure to clearly outline the
purposes of the study could lead to stakeholder resistance which could adversely affect
data collection and the integrity of the study.
Organizational Dissonance was the third theme. Given the potentially sensitive
nature of the findings related to teachers, staff members, and programs, careful
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consideration should be given to whom, when, and how the results will be disseminated.
To illustrate the point, assume that 8th grade school counselors are identified by students
as not being particularly helpful in addressing their transition concerns. How, when, and
the manner in which the results of these findings are communicated to the 8th grade
counselors may affect the acceptance of the findings by personnel as well as the
likelihood of making desired improvements.
The fourth theme that emerged was the Synergy of Collaboration. On the one
hand, school and district personnel are most commonly consumers, rather than producers
of research. On the other hand, university faculty members are most often producers
rather than consumers of research. Practitioners in the field and university faculty
members each bring to a potential research study unique and special skills and abilities.
Practitioners provide access to the school community and the means and the methods of
collecting the data. University faculty members can provide a wide array of technical
supports including assistance with the research design, methodology, data analysis, and
perhaps most importantly, serving as critical friends to practitioners in the field.
Identifying and responding to both the shared as well as the unique needs of practitioners
and university faculty members alike is essential to the creation of synergistic
collaboration. For example, the practitioner involved in the study described in this paper
used the research study both for professional development and school improvement.
Most importantly, for this particular practitioner, the study served as the subject of her
doctoral dissertation. The study also served as an action based research project to
facilitate school improvement through the identification of key stakeholder perceptions of
the transition of 8th grade students to the the 9th grade. The study provided university
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faculty with an opportunity to network and collaborate with practitioners related to
authentic school problems. These “real world” research projects, are critically important
to help keep university faculty in touch with and aware of contemporary and emerging
school problems and challenges. These experiences for university faculty are essential for
good teaching. For both the practitioner and the university faculty, the study served as a
vehicle for peer reviewed conference papers and presentations.
Educational or scientific importance of the study
A key problem with published educational research is that practitioners are not
provided with sufficient detail to enable them to conduct a similar study at the local
school or district level or that the student population that was subject of the study is not
relevant to the population that the practitioners serve. The importance of the successful
transitioning of 8th grade students to 9th grade is well understood and this paper and
support materials provides practitioners with the essential processes, procedures, and
tools essential to conduct assessment of stakeholder perceptions of 8th grade student
transition to high school at the local school and district level. The findings from such
studies can be invaluable in the planning, implementation, and evaluation of 8th grade
transition programs and services, and serve as an important tool in local school district
improvement efforts.

Authors Note: The questionnaires and informed consent forms are available to session participants on a
CD . The questionnaires, consent forms, and other supporting documentation described in this paper may
also be obtained from the authors via email at: ghauser@roosevelt.edu The questionnaires may only be
used with permission of the authors.
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Appendix A

Parent Form-8th Grade Transition

ID#__________________
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Parent Consent Form
Roosevelt University supports the practice of protection of the rights and safety of research participants.
This research study is directed by Karen Choate, a doctoral student in Educational Leadership; Dr. Gregory
M. Hauser, and Dr. Thomas P. Thomas through Roosevelt University. The research study has been
reviewed and approved by the Roosevelt University Institutional Review Board. Please read this consent
form and decide if you want to participate in our study and whether you want your child to participate.
The research study investigates student, parent, and teacher perceptions related to 8th grade student
transition to high school. You and your child will be asked to complete questionnaires to describe your and
your child’s thoughts about this transition. In 2008, you and your child will be asked to complete a
questionnaire that describes your and your child’s experiences in the transition to 9th grade. Please be aware
of the following:
• The study has no known risks to you or your child.
• Participation is completely voluntary and responses will be kept confidential.
• Your name will not be associated with the data that is collected during the study.
• You may choose to discontinue at any time without penalty.
The questionnaire will take approximately fifteen minutes to complete. Although there is no known
personal benefit to you or to your child for participating in this study, it is anticipated that this study will
benefit society by helping to improve understanding of the issues associated with the transition of 8th grade
students to high school. This information in turn, will help educators plan programs and services to ease
this transition for students in the future. If you have any questions not addressed by this consent form,
please do not hesitate to ask. You will receive a copy of this form, which you should keep for your records.
Parents please be aware that under the Protection of Pupil Rights Act. 20 U.S.C. Section 1232(c) (1)
(A), you have the right to review a copy of the questions asked of or materials that will be used with
your student(s). If you would like to do so, you should contact Karen Choate at (847) 745-3898, or
Dr. Gregory M. Hauser at (312) 341- 6498, or the principal at the school where your student is
enrolled, to obtain a copy of the questionnaire.
The researchers conducting the study seek access to student grades, ISAT test scores, attendance and
behavioral records.
CONSENT STATEMENT
The research study and procedure associated with it have been explained to me. I have read and understand
the above comments.
• I am aware that my participation is voluntary and that I may withdraw my consent at any time.
• I am aware that my condition to participate, not participate, or to withdraw from the study will not
affect any other relationship that I may have with the school where my student attends, where they
go to high school, or Roosevelt University.
• Confidentiality of records concerning my involvement in this project will be kept in an appropriate
manner.
• As required by law, records of this research are open for review by applicable government
agencies.
• I have received a copy of this consent form for my records.
I understand that if I have any questions regarding this project, I can contact Karen Choate at (847) 7453898, or Dr. Gregory M. Hauser at (312) 341-6498, or Dr. Thomas P. Thomas at (312) 341-2439. If I
would rather speak with someone other than the researchers, I may contact the Roosevelt University
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Institutional Review Board at (312) 341-6481 If I have questions about the rights of participants, I may
contact the Faculty Research Ethics Officer at (312) 341-2445.
I choose to participate in the study and will permit my child to participate in the study
(Parent/Guardian Name)_____________________________________________________(Date)________
(Student Name)______________________________________________________(ID)________________

(The questionnaire begins on the next page.)
SSSSS
Student Form—8th Grade Transition
ID#__________________
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Student Consent Form
This study looks at student, parent, and teacher views of 8th grade students as they think
about attending high school. You will be asked to complete a short survey that asks you
to describe your thoughts about attending high school next year.






This study has no known risks to you.
Your participation is voluntary and the information you provide will not be shared
with anyone.
Your name will not be used with the information that is collected during the
study.
You may choose to not complete the survey at any time without harm to you.
The survey will take approximately fifteen minutes to complete.

This information will help teachers and school staff plan programs and services to
students in the future. If you have any questions do not hesitate to ask your teacher.
CONSENT STATEMENT
I choose to participate in the study:
(Student Name)________________________________________(Date)______________
I choose not to participate in the study:
(Student Name)________________________________________(Date)______________
* If you choose not to participate, please work quietly at your desk until others have
finished.

Start on the next page.
(The questionnaire begins on the next page.)
Teacher/Staff Form—8th Grade Transition

Position (please check one) Teacher____ Staff____
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Teacher Consent Form
Roosevelt University supports the practice of protection of the rights and safety of research participants.
This research study is directed by Karen Choate, a doctoral student in Educational Leadership, Dr. Gregory
M. Hauser, and Dr. Thomas P. Thomas through Roosevelt University. The research study has been
reviewed and approved by the Roosevelt University Institutional Review Board . Please read this consent
form and decide if you want to participate in our study.
The research study investigates student, parent, and teacher perceptions related to 8th grade student
transition to high school. You will be asked to complete a simple questionnaire that asks you to describe
your thoughts about this transition. The study has no known risks to you. Your participation is completely
voluntary and your responses will be kept confidential. Your name will not be associated with the data that
is collected during the study. You may choose to discontinue at any time without penalty. The
questionnaire will take approximately fifteen minutes to complete.
There is no known benefit to you. The benefit to society is that this study will help improve our
understanding of the issues associated with the transition of 8th grade students to high school. This
information in turn, will help educators plan programs and services to ease this transition for students in the
future. If you have any questions not addressed by this consent form, please do not hesitate to ask. You
will receive a copy of this form, which you should keep for your records.
CONSENT STATEMENT
The research study and procedure associated with it have been explained to me. I have read and understand
the above comments. I am aware that my participation is voluntary and that I may withdraw my consent at
any time. I am aware that my condition to participate, or to withdraw from the study, will not affect any
other relationship that I may have with the school where I work, or Roosevelt University. Confidentiality
of records concerning my involvement in this project will be kept in an appropriate manner. When
required by law, the records of this research may be reviewed by applicable government agencies.
I have read and understand the above comments and agree to participate in this study. I have received a
copy of this consent form for my records. I understand that if I have any questions regarding this project, I
can contact Karen Choate at (847) 745-3898, or Dr. Gregory M. Hauser at (312) 341-6498, or Dr. Thomas
P. Thomas at (312) 341-2439. If I would rather speak with someone other than the researchers, I may
contact the Roosevelt University Institutional Review Board at (312) 341-6481 If I have questions about
the rights of participants, I may contact the Faculty Research Ethics Officer at (312) 341-2445.
I choose to participate in the study:
(Teacher’s Name)____________________________________________________________(Date)______
(School Name)__________________________________________________________________________
I choose to not participate in the study:
(Teacher’s Name)____________________________________________________________(Date)______
(School Name)__________________________________________________________________________

(The questionnaire begins on the next page.)

Appendix B
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What are your thoughts about attending high school?
We would like to know more about your thoughts about moving from 8th grade to high school.
Please help us by completing the questions below
__________________________________________________________________________________________
1. What things about moving on to high school do you look forward to or are happy about? Please fill in all that
apply.
O
O
O
O

being in a larger school
more freedom
more students
being able to choose some classes

O changing classes
O other (please specify)

O
O
O
O

older students
making new friends
having new teachers
participate in sports, clubs, etc.

O
O
O
O

getting good grades
more school activities
more choices at lunch
attend school events (football games,
dances)

O having lockers

2. What things cause you to be concerned or worry about in moving on to high school. Please fill in all that
apply.
O
O
O
O
O
O
O

finding my way around or getting lost
getting along with other students
pressure to do well
safety or being hurt by other students
fitting in or making friends
new and more students
other (please specify)

O
O
O
O
O

3. What do you anticipate the move from
middle school to high school will be like for
you?

hard or unfriendly teachers
hard classes
new rules and expectations
how much homework I would have
feeling pressure to do things I don’t
want to do

O
O
O
O
O
O

being made fun of
using a locker
riding the bus
getting to class on time
older students
getting good grades

Difficult

Somewhat difficult

Somewhat easy

Easy

O

O

O

O

4. How helpful has each of the following been to you in
preparation for your move from 8th grade to high school:
a) School counselor at my school
b) A visit to a high school this year
c) The orientation to a high school at my school
d) My parents
e) Other family members (brothers, sisters, cousins, etc.)
f) Students/friends in my classes
g) Students at a high school
h) Teachers at a high school
i) Counselors at a high school
j) Other adults (such as administrators and/or coaches) at
a high school
k) Who or what other things have been helpful to you?

21

Not
helpful

Somewhat
helpful

Helpful

Very
helpful

Not Avail.

O
O
O
O
O
O
O
O
O

O
O
O
O
O
O
O
O
O

O
O
O
O
O
O
O
O
O

O
O
O
O
O
O
O
O
O

O
O
O
O
O
O
O
O
O

O

O

O

O

O
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Please continue on the next pageÆ

Please answer the next 5 questions by filling in the circle that best describes how you feel about the
elementary or middle school that you are now attending.
Strongly
Disagree

Disagree

Neither Agree
nor Disagree

Agree

Strongly
Agree

O
O
O

O
O
O

O
O
O

O
O
O

O
O
O

O

O

O

O

O

O

O

O

O

O

5.
6.
7.
8.

I feel close to other students at this school
I feel like I’m part of this school.
Teachers at this school care about students.
There is at least one adult at this school I feel
comfortable talking to about personal questions
and concerns.
9. I am happy to be at this school.

10. In which of the following activities are you interested in becoming involved in high school (please fill in all
that apply)
O
O
O
O
O

a school sports team or cheerleading
a school play or drama group
the school choir
class council
other (please specify)

O
O
O
O

a school club (please specify ____________________)
the school newspaper or yearbook
the school band/orchestra
student government

11. Based on what your teachers have told you, what do you think high school will be like?

___________________________________________________________________
__________________________________________________________________________________________
12. What have your parents told you that the high school will be like?

___________________________________________________________________
__________________________________________________________________________________________

13. What have your friends told you that the high school will be like?

___________________________________________________________________
__________________________________________________________________________________________

14. What, if anything, do you think will be the best part about being in high school?

___________________________________________________________________
22
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Student Form 8 Grade Transition

ID # ___________________

__________________________________________________________________________________________
15. What, if anything, do you think will be the most difficult part about being in high school?

___________________________________________________________________
__________________________________________________________________________________________

16. What do you think would help you most in feeling comfortable about attending high school?

___________________________________________________________________
__________________________________________________________________________________________

17. What things can be done next year in middle school to help 8th graders with their move to high school?

___________________________________________________________________
__________________________________________________________________________________________
18. What things can be done in high school next year to help 9th graders with their move from the middle
school?

_________________________________________________________________
__________________________________________________________________________________________

Please put your completed questionnaire in the envelope in the back of the room.
Thank you for filling out this questionnaire and helping next year’s 9th graders!
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ABSTRACT
The challenge of retaining quality adjunct faculty is greatly diminished by the implementation of
a systematic mentoring and supervision program. Faculty performance is enhanced when
multiple forms of assessment data such as observation checklists, rubrics, and course evaluations
inform both formative and summative faculty evaluations and are used to direct effective
professional development at a distance.
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Abstract: In the past few decades, computer-mediated communication (CMC) has been
repeatedly demonstrated to equalize student participation, increase language production
and discourse quality, reduce communication anxiety, and promote learning motivation.
In light of these characteristic features CMC possesses, the current paper sets out to
address the glaring issue that ensues: can the discussions occurring in such digital
environment function to benefit interactions taking place in a face-to-face manner? In
this paper, the author first distinguishes between synchronous CMC (SCMC) and
asynchronous CMC (ACMC), followed by the delineation of the theoretical grounds
underlying the practice of such digital communication. Next, the previously-validated
benefits associated with CMC in conjunction with the relevant research are described.
Subsequently, the studies centering attention on the cross-modality transfer from SCMC
chatting to oral proficiency development are critically reviewed and analyzed. Finally,
the author concludes with the discussion of the areas that constitute promising avenues
for future pursuit.

Definitions
Computer-mediated communication (CMC), as its name suggests, refers to the human
interactions that take place in the networked, digital environment (Herring, 1996). Featuring
text-based exchanges and time- and space-independent interactions (Warschauer, 1997), this
novel communication modality customarily distinguishes between synchronous CMC (SCMC)
and asynchronous CMC (ACMC) (Abrams, 2003). Specifically, SCMC refers to the real-time
interactions where there exists minimal delays between message exchanges such as electronic
conferencing and instant messaging whereas ACMC involves the delayed-time interactions in
which the discussions occur at different times such as email exchanges and electronic bulletin
boards.

Theoretical Foundation
In the area of language acquisition, it has been claimed that CMC finds theoretical support
in the socio-constructivist view of learning that Vygotsky (1978) theorized to characterize human
mental functioning. First of all, CMC could facilitate and catalyze the internationalization
process that gives rise to individual learning. As Wertsch (1991) summarized, individual learning,
socially-situated in nature, occurs as a corollary of two consecutive mental processing:
interpscyhological functioning (socially interacting with people) and intrapsychological
functioning (internalizing the knowledge gained from the interactions). CMC, by way of
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enabling discussions free from time- and space-constraints, would help contribute to the
mobilization of these functioning. That is, CMC could provide the context for the social
interactions and as such brings about interpsychological functioning; furthermore, such social
interactions would in turn allow the participating individuals to appropriate and internalize the
new knowledge or strategies generated in the electronic interactions, namely, the
intrapsychological functioning (Bonk & Cunningham, 1998).
Second, CMC interactions could make possible the scaffolding in the learners’ current zone
of proximal development (ZPD) and as such allow efficient learning to take place. Rooted in the
Vygotskyan perspective of learning, scaffolding refers to the process in which the more
knowledgeable other provides necessary support for the less knowledgeable other to assist
him/her in constructing meanings of the new task at hand and in turn transforming the meanings
into part of their knowledge structure (Ko, Schallert, & Walters, 2003). And such scaffolding
would achieve maximum effects only when it occurs in the learner’s current and potential ZPD,
which denotes “the distance between the actual development level as determined by independent
problem solving and the level of potential development as determined via problem solving under
adult guidance or in collaboration with more capable peers.”(Vygotsky, 1978) CMC, by featuring
interactive debate forums, juxtaposition of opinions, scrollable dialogue-tracking devices, private
reflection notes, peer commenting windows, interactive prompts (Bonk & Cunningham, 1998),
would allow the discussants with more knowledge about the discussion topic to assume the role
as the more knowledgeable other and provide scaffolding support for their less knowledgeable
counterparts. Examples of such support include feedback, prompts, hints, comments,
explanations, questions, encouragement, mirroring, modeling, just to name a few (Goldstein,
1999). And the less knowledgeable ones, drawing on the scaffolding, could then reflect on and in
turn internalize the knowledge and strategies emerging from the dialogue with their more capable
others. Moreover, since such scaffolding takes place among coequals (i.e. learners) sharing
similar vocabulary and thinking patterns, it might stand a better chance to be occurring in the
learners’ current ZPD and as such contribute to the advancement of their learner skills and
capacities by utilizing and extending this ZPD (Bonk & Cunningham, 1998).
Third, CMC constitutes a proper venue where discussants could construct knowledge and
develop thinking skills through the process of negotiating for meaning. While capitalizing mainly
on the socially-situated nature of learning, the socioconstructivist view of human functioning
also emphasizes “how knowledge is a social product evolving through a process of negotiation
mediated by language within discourse communities.” (Ko, Schallert, and Walters, 2003:305)
Stated differently, this view stresses that when miscommunications come to represent themselves
in social interactions, the more knowledge other and the learner would set out to create and
negotiate meaning with the intent to facilitate the knowledge-building process. This idea
coincides with the interaction hypothesis introduced by Long (1980) which claims that as
misunderstanding arises, interactants would call into action such conversational modifications as
repeating, comprehension-checking, and clarification-requesting to negotiate for meaning. In
terms of CMC interactions, as demonstrated in Smith’s (2003) study exploring the
computer-mediated negotiated interactions, CMC, by removing the para- and nonlinguistic
aspects of face-to-face interaction, would not merely increase student involvement in the
negotiation but cause interactants to undertake more complete negotiation routines. Additionally,
Meskill and Anthony (2004) also suggested that CMC represents an environment capable of
affording learners additional time, resources, and static forms of the target language on the
screen to engage in the negotiation of meaning. Put another way, in CMC interactions, as
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miscommunication arises, discussants will have more time to review the discussion for reasons
underlying the miscommunication, plan their responses with reference to the hypothesized
reasons, test the formulated responses in the subsequent interaction with one another, and
eventually culminate in better construction of knowledge through this process of negotiation for
meaning.

CMC as Language Performance Enhancer
In the relevant literature, it has been repeatedly demonstrated that CMC could function to
enhance students’ language performance in a number of manners. First and foremost, by enabling
many-to-many and simultaneous exchanges, it could equalize participation among students and
give public voice to those usually found reticent in oral discussions (Barker & Kemp, 1990;
Faigley, 1992; Warschuer, 1996). Secondly, the computer interface on which CMC operates
would create a protective barrier that somehow results in students being more willing to express
their opinions, which, in turn, leads to more language production (Kelm, 1992; Kern, 1995).
Third, CMC’s written nature would slow down the communicative process and as such allow
more time for students to formulate their messages, thus effectively contributing to the reduction
of communication anxiety and the increase of discourse quality (Beavois, 1998; Warschauer,
1996; Chun, 1994; Kung, 2004). Last but not least, featured by the absence of teacher dominance
and the presence of increased student-to-student interactions, CMC would empower students to
take charge of their own learning and as such reinforces their motivation for language practice
(Cooper & Selfe, 1990; Kern, 1995).

From SCMC to Oral Proficiency Development: Cross-Modality Transfer
Drawing on the strong empirical evidence demonstrating students’ enhanced language
performance on CMC discussions, some researchers have then set out to tackle the question that
ensued: can this enhanced performance be transferred to face-to-face communication? Several
assumptions have thus far been put forth to justify the possibility of such transfer. First, having
its roots in socio-constructivism, SCMC is assumed to facilitate the situated learning by serving
as the social interaction site. Since situated learning could occur within a particular context and
then become useful in multiple contexts (Warshauer, 1997), it follows that the learning on CMC
might thus stand a good chance to transfer to some other contexts, such as face-to-face
interactions. Furthermore, as Abrams (2003) hypothesized, by removing the pronunciation errors
and allowing more time for input processing, SCMC might serve as an effective tool in preparing
L2 learner linguistically for the subsequent face-to-face communication, that is, as “a form of
prespeech” (p. 158). Echoing this hypothesis, Smith (2003) further pointed out that SCMC,
though written communication in nature, still “retain the conversational feel and flow as well as
the interactional nature of verbal discussions” (p.39), which might, as a result, render it a
springboard for improved oral skills. In light of these assumptions, among others, a number of
studies have hitherto been conducted in an effort to empirically verify the cross-modality transfer
possibility, particularly the one from SCMC to oral proficiency development. In what follows,
five studies exploring the transferability of SCMC chatting to oral skill improvement are
elucidated in detail.
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One of the earliest attempts was made by Beauvois in 1997. With the intent to more
scientifically examine the issue as to whether SCMC would lead to better oral performance,
Beauvois assigned 83 third-semester French-learning participants to 2 treatment (SCMC) groups
and 2 control groups on a random basis. Over a period of a semester, all of the groups received
an identical weekly instruction composed of 3 one-hour sessions, with the first session involving
a weekly quiz and the showing of the next chapter’s video teleplay (Day 1), the second session
allowing for the exploitation of the video materials with reference to the textbook-guided and
students’ self-generated questions (Day 2), and the third session devoted to the pedagogical part
of the video and workbook exercises (Day 3). Yet, the treatment groups differed from the control
group in that following the second session they performed associated communicative activities
via the computer-supported discussion program, InterChange, rather than through face-to-face
interactions. At 3 different points during the semester, all of the participants were required to take
an oral exam and evaluated by their respective instructors. Independent t-tests conducted on the
oral exam scores revealed that SCMC groups obtained a statistically higher average than their
face-to-face counterparts, leading Beauvois to arrive as the conclusion that SCMC sessions were
indeed conducive to improved oral skills.
This positive effect of SCMC was later replicated in Kim’s (1998) study. To bring to light
the influence of SCMC on ESL learners’ participation and performance in the oral discussions,
he conducted an empirical study where 8 learners of English were assigned to either the SCMC
group or the control group. Prior to the major oral discussion task, the SCMC group chatted with
each other by means of the computer-networked program, InterChange, whereas the control
group undertook their discussions in the face-to-face manner. After the major oral task took place,
students’ oral performance was then gathered and analyzed in terms of the number of total words,
total turns, adjectives per t-unit, and words per t-unit. Statistical procedures performed on the
first two indices disclosed that the SCMC group embraced a higher Gini-coefficient, illustrating
that the SCMC group exhibited a significantly more equal participation in the oral discussion
task. Furthermore, the descriptive statistics of the latter indices indicated that the SCMC group’s
performance on the oral task enjoyed a higher complexity as compared to the control group.
Another study on the transferability of SCMC to oral proficiency development was reported
by Payne and Whitney (2002). Working with learners of Spanish, they put to empirical test the
hypothesis that SCMC would indirectly contribute to the development of L2 oral proficiency and
mediate the communication burden imposed on working memory. Fifty-eight volunteers from 4
intact classes were assigned to either the treatment groups or the control groups. During the
course of a semester, each week, the treatment groups participated in two SCMC discussions and
two face-to-face discussions whereas the control groups performed all of the 4 discussions in the
customary face-to-face manner. To remove the potential “teacher effect,” the classroom
instruction for all of the 4 classes proceeded following uniform curriculum and lesson plans.
Research data derived primarily from the speaking pre- and post-tests, and two working memory
measures, viz. a recognition-based nonword repetition task and a reading span measure.
ANCOVA and correlation analyses of these data yielded 2 major findings. First, in terms of oral
proficiency gain scores, the treatment groups outperformed the control groups in a statistically
significant way, demonstrating that SCMC groups experienced a greater improvement on their
L2 oral ability as compared to the face-to-face groups. Second, the oral proficiency gain scores
shared a stronger correlation with the nonword repetition task for the control group than for the
treatment group, corroborating the assumption that SCMC benefited students with lower working
memory capacity by providing a slower-paced conversational environment that supports
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non-ephemeral discourse.
In the same vein, Abrams, writing in 2003 and targeting learners of German, also set out to
investigate the transferability of CMC discussions to learners’ subsequent face-to-face oral
communication skills. In this quasi-experimental study, she assigned 3 different experimental
conditions, i.e. SCMC, ACMC, and control, to ninety-six third-semester German students from 6
intact classes. During the semester, all of the participating students were required to take part in
three entire-class oral discussions. Preceding each oral discussion, different treatments were
administered to the participants depending on their group membership, except for the first
discussion. That is, the SCMC group would perform a one-hour SCMC discussion via WebCT’s
chat tool, the ACMC group would conduct an ACMC discussion beginning one week ahead of
the discussion on WebCT’s bulletin board, and the control group would simply work on regular
classroom exercises. To determine the treatment effects, several one-way ANOVA were then
performed on the number of communication units (c-units), lexical richness, lexical density, and
syntactic complexity of students’ oral output on the discussions. Statistical findings revealed that
SCMC group produced significantly greater amount of language as compared to the other two
groups, showing that the effects of SCMC practices could indeed transfer to face-to-face
discussions.
Finally, referring to the paucity of research undertaken to examine the transferability of
SCMC chatting to subsequent language tasks, Yang (2006) set out to probe the issues as to
whether students with varying achievement levels would perform differently in SCMC
discussions as well as whether knowledge/information generated in the SCMC discussions could
be transferred to the following oral and writing tasks. In this study, a class of 50 EFL learners
conducted 7 SCMC discussions by means of MSN Messenger during a semester spanning 16
weeks. Each of these sessions began with the instructor giving a brief in-class lecture, followed
by students chatting with one another in groups of 8 or 9 for approximately 35 minutes.
Immediately after, they were allowed 70 minutes to carry out either an oral task in which they
delivered or listened to a 2-to-2.5-minute speech or a writing task in which they composed a
200-to-250-word essay. To unveil possible differential performance on SCMC discussions and to
determine the transferability of ideas generated on SCMC, students’ chatscripts were analyzed
by using 4 indices, namely, the number of words, lexical richness, lexical density, and syntactic
complexity, and were again examined and coded along with speeches and essays. Statistical
procedures performed on the 4 indices failed to find any significant difference between the
academic achievement groups, indicating that SCMC did not exert impact on students with
varying academic achievement in a differential fashion. However, the qualitative analysis of the
chatscrips, speeches, and essays confirmed that ideas brainstormed and engendered on SCMC
discussions did come to present themselves in the subsequent language tasks, lending further
credence to the cross-modality transfer proposition.
To recapitulate, these studies demonstrated that SCMC discussions could not only help
learners obtain higher scores on following oral exams, but allow them to produce better oral
discourse both in terms of complexity and in regard to quantity. Moreover, the ideas generated on
SCMC discussions could also be appropriated and incorporated into the subsequent oral and
writing tasks. On the basis of these findings, it seems reasonable to conclude that the transfer
across modalities, that is, from SCMC chatting to face-to-face oral development, can and does
occur.
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Future Research
The foregoing review of the empirical research studies carried out with the goal to verify the
cross-modality transfer of SCMC to oral proficiency development pointed to 3 areas that warrant
further exploration. First, the transfer from using SCMC for additional language practices outside
the classroom to oral skill improvement constitutes one viable candidate. In four out of the five
studies discussed above, SCMC discussions occurred during the regular class hours in the
classroom. Since students would take in-class activities (i.e. SCMC discussions) more seriously,
whether or not the transfer that revealed itself as a result of in-class activities would still hold
when these activities are relegated to take a secondary role as the outside-of-the-class
assignments calls forth further examination. Second, research exploring the transfer of accuracy
would shed considerable light on the effects of SCMC on promoting L2 oral skills. Now that the
transferability of fluency from SCMC to oral development had found strong empirical support,
the next issue on the research agenda might concern whether such transfer also holds true for
accuracy. In consideration of the fact that SCMC discussions are characterized with broken
sentences, simplified syntax, and sometimes inappropriate use of vocabulary (Smith, 2003), it
seems almost intuitive that the SCMC discussions would carry detrimental effects over to the
speaking accuracy. However, since SCMC discussions also afford learners the opportunity to
review, reflect on, and/or repair what they have said (typed), chances are that the practices via
this modality might actually contribute in a positive way to the oral accuracy. To corroborate
whether it is one way or the other in terms of accuracy transfer, more research efforts in this
regard are in order. Third, research designed in such a way that novelty effects would not
confound the results could be conducted to better strengthen the study validity. None of the
aforementioned studies incorporated an experiment that spanned more than one semester.
Therefore, it might be the case that the exciting and positive results reported in these studies
might actually arise partly, if not mostly, from the novelty effects. Thus, to rule out such effects
and to assert the cross-modality transfer with more confidence, longitudinal research that lasts
for more than one semester should be undertaken to ensure a close correspondence between the
effects being studied and effects one wants to study (validity issues).
References
Abrams, Z. I. (2003). The effects of synchronous and asynchronous CMC on oral performance in
German. The Modern Language Journal, 87 (2), 157-167.
Barker, T., & Kemp, F. (1990). Network theory: A postmodern pedagogy for the writing
classroom. In C. Handa (ed.), Computers and Community: Teaching Composition in the
Twenty-First Century, (pp. 1–27). New York: Boynton/Cook Publishers.
Beauvois, M. H. (1997). Write to speak: The effects of electronic communication on theoral
achievement of fourth semester French Students. In Judith A. Muyskens (Ed.)New ways of
learning and teaching: Focus on technology and foreign languageeducation (pp. 93-116).
Boston: Heinle.
Beauvois, M. H. (1998). Conversation in slow motion: Computer-mediated communication in
the foreign language classroom. Canadian Modern Language Review, 54(2), 198-217.
Bonk, C. J., & Cunningham, D. J. (1998). Searching for learn-centered, constructivist, and
socio-cultural components of collaborative educational learning tools. In C. J. Bonk and K.
S. King (Eds.), Electronic Collaborators: Learner-centered technologies for literacy,
apprenticeship, and discourse (pp. 25-50). Mahwah, NJ: Erlbaum.

2009 HICE Proceedings
Page 4852

Chun, D. M. (1994). Using computer networking to facilitate the acquisition of interactive
competence. System, 22(1), 17-31.
Cooper, M., & Selfe, C. L. (1990). Computer conferences and learning: Authority, resistance, and
internally persuasive discourse. College English, 52(8), 847–869..
Faigley, L. (1992). Fragments of rationality: Postmodernity and the subject of composition.
Pittsburgh series in composition, literacy, and culture. Pittsburgh: University of Pittsburgh
Press.
Goldstein, L. S. (1999). The relational zone: the role of caring relationships in the
co-construction of mind. American Educational Research Journal, 36(3), 647-673.
Herring, S. C. (1996). Computer-mediated communication: Linguistic, social and cross-cultural
perspectives. Philadelphia: Johan Benjamins.
Kelm, O. R. (1992). The use of synchronous computer networks in second language instruction:
A preliminary report. Foreign Language Annals, 25(5), 441-454.
Kern, R. G. (1995). Restructuring classroom interaction with networked computers: Effects on
quantity and characteristics of language production. Modern Language Journal, 79(4),
457-476.
Kim, Y-S. (1998). The effect of a networked computer-mediated discussion on subsequent oral
discussion in the ESL classroom. Unpublished doctoral dissertation, University of Texas,
Austin.
Ko, J., Schallert, L. S., & Walters, K. (2003). Rethinking scaffolding: examining negotiation of
meaning in an ESL storytelling task. TESOL Quarterly, 37(2), 303-324.
Kung, S. C. (2004). Synchronous electronic discussions in an EFL reading class. ELT Journal,
58(2), 164-173.
Long, M. H. (1980). Input, interaction, and second language acquisition. Unpublished doctoral
dissertation, University of California, Los Angeles.
Meskill, C., & Anthony, N. (2004). Teaching and learning with telecommunications: instructional
discourse in a hybrid Russian class. Journal of Educational Technology Systems, 33(2),
103-119.
Payne, J. S., & Whitney, P. J. (2002). Developing oral proficiency through synchronous CMC:
Output, working memory, and interlanguage development. CALICO Journal, 20, 7-32.
Smith, B. (2003). Computer-mediated negotiated interaction: An expanded model. The Modern
Language Journal, 87, 38–57.
Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes (M.
Cole, V. John-Steiner, S. Scribner, & E. Souberman, Eds.). Cambridge, MA: Harvard
University Press.
Warschauer, M. (1996). Comparing face-to-face and electronic communication in the second
language classroom. CALICO Journal, 13(2-3), 7-26.
Warschauer, M. (1997). Computer-mediated collaborative learning: theory and practice. The
Modern Language Journal, 81(4), 470-481.
Wertsch, J. V. (1991). A sociocultural approach to socially shared cognition. In L. B. Resnick, J.
M. Levine, & S. D. Teasley (Eds), Perspectives on socially shared cognition (pp. 85-100).
Washington, DC: American Psychological Association.
Yang, M. L. (2006). Exploring Taiwanese EFL Students’ Responses to Synchronous
CMC:Effects on Language Use, Learning and Transfer, and Perceptions. Unpublished
doctoral dissertation, University of Texas, Austin.

2009 HICE Proceedings
Page 4853

The 7th Annual Hawaii International Conference on Education

1. Title:

Ethical Leadership Training in MPA Program: How to Bridge Theory and
Daily Practice

2. Name:

Anna Filipova, Ph.D.

3. Affiliation: Assistant Professor
School of Public Affairs and Administration
Western Michigan University
4. Address:

1903 West Michigan Avenue
Kalamazoo, MI 49008-5440

5. Email:

anna.a.filipova@wmich.edu

6. Phone:

(269) 387-8946

2009 HICE Proceedings
Page 4854

Ethical Leadership Training in MPA Program: How to Bridge Theory and Daily Practice

Abstract
The importance and demand for ethical leadership in our society has not diminished, nor
will it. Research suggests that people will choose to follow those who are believed to
have high moral integrity. However, ethics and morality are not inherent to most who
lead. Public administration graduate students often confront an incongruity between the
ideal of authentic leadership taught in the classroom and the leadership styles and
practices in their work reality. Without insightful teaching guidance, the students’
response to this dissonance may include disillusionment with administrative practice, or
devaluation of the academic ideal of public administration. Original and current cognitive
dissonance theory perspectives serve as theoretical foundations for recommended
instructional strategies for optimal response to this dissonance with the ultimate goal to
enhance students’ institutional savvy to be extraordinary ethical leaders.
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A Study of Qualified Preschool Teachers’ Attitudes toward
English Curriculum in Preschool
Gina Pey Duo
Cheng Shiu University
Pey Chewn Duo
Ming Chuan University
The recognition of English as an important language in the trend of globalization
has resulted in many Taiwanese parents to believe that children should learn English
as early as possible. Parents in Taiwan believe that learning English at an early age
will help their children learn the language well (Lee, 1990). Znang, Zhang and Yan
(2001) found that 37.2% of parents send their children to bilingual or whole language
preschool in the hope that their children can be fluent in both Mandarin and English,
and 77% of parents agree that English should be part of the kindergarten curriculum,
while only 11.9% of parents disagree. According to their study, most of the parents
believe that 3-6 years old is the critical period for language learning.
In order to meet parents’ needs, 97% of private preschools in Taiwan have
incorporated English lessons as part of the school curriculum (Lin, 2003). This,
however, contradicted with the policy set by the Ministry of Education who prohibited
English to be a part of the preschool (private and public) curriculum and forbid
preschools to employ foreign teachers to teach English at school. Children in
preschools can only get in touch with English under two conditions. One is when
English is not taught as an individual course but integrated with other general course
content, such as teaching an English song in a music class. Second, only qualified
preschool teachers with preschool certificates can teach at preschools in Taiwan. Yet,
many private preschools still employ local or native English teachers with no
preschool certificates to teach English at school. Therefore, although the private
preschools might meet the parents’ needs and expectations to have their children learn
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English at an early age, the quality of these preschools’ teachers, however, becomes a
great concern to many educators.
Many studies to date have been conducted on this issue; however, most of the
studies investigated parents’ perspectives toward English learning or English learning
conditions in preschools. Very few studies explored what qualified preschool teachers
view points are regarding English teaching in preschools. Therefore, the main purpose
of this study is to understand how these professional qualified preschool teachers
perceive English teaching in preschool. Standing from their point of views as
qualified teachers who possess great knowledge of young children’ development, how
do their opinions differ from the governments’ policy and parents’ perception of
English teaching/learning in preschools. The sample in this study will be qualified
preschool teachers who teaches child aging from 3 to 6 in preschool in Kaohsiung
City, Taiwan. The data collection methods include questionnaire and interview. The
results of the study might provide greater information for policy makers and educators,
and improve the qualities of preschool English learning environment.
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Teaching collocations to ESL learners
Tomoko Miyakoshi
University of Hawai‘i at Mānoa

1. Introduction
Collocations are two or more words that tend to occur together (Lewis, 2000). For example,
the English word beige may modify the noun car but not hair, for example, she has a beige car
vs.*she has beige hair, and the word blond modifies hair but not car, for example, she has blond
hair vs. she has a blond car. The unacceptability of the expressions *beige hair and *a blond
car cannot be explained with reference to a traditional generative grammar. Pawley and Syder
(1983) point out that only a small proportion of the total set of so-called grammatical sentences is
nativelike—in the sense of being readily acceptable to native speakers as ordinary, natural forms
of expression, in contrast to being grammatical but unidiomatic or odd foreignisms. Pawley and
Syder also claim that full control of a language must entail knowledge of something more than a
generative grammar. The additional knowledge that underlies nativelike language abilities is
what they refer to as memorized sentences and lexicalized sentence stems. Memorized clauses
and the stock of prefabricated units enable native speakers to select appropriate forms of
expression from a smallish range of grammatically acceptable alternatives and to produce fluent
speech or writing without apparent planning, effort, or hesitation. Krashen and Scarcella (1978)
claim that formulaic language is a means of outperforming competence but does not serve as a
primary role in language acquisition and performance. Wong-Fillmore (1979) and Pawley and
Syder (1983), however, and more recently Nattinger and DeCarrico (1992) state that linguistic
behavior is ritualized to a large extent and that routines as memorized stretches do indeed form a
high proportion of the fluent stretches of adult native speakers’ everyday conversation.
Native speakers develop an unconscious sense of the appropriateness of collocations
through repeated exposure. In contrast, second language learners have much more limited
experience and their attempts at collocations may be perceived as non-nativelike, unidiomatic or
unintentionally amusing, often leading to communication disruptions. Because of the need for
extensive exposure, the acquisition of collocations is one of the most difficult aspects of second
language learning. Even advanced non-native speakers who have lived in English-speaking
countries for many years and use English as their primary means of communication generally do
not achieve native-like collocational competence.
At least six sources of difficulty have been suggested for L2 collocation acquisition in the
existing literature. The first issue is that L2 learners are often not aware of importance of
collocations in learning a foreign language (Pawley & Syder, 1983). Bahns and Eldaw (1990)
conducted an experiment consisting of a translation task and a gap-filling task with advanced
learners of English with German as a native language. Their findings suggest that adult L2
learners rely heavily on holistic processing in early stages when formulaic sequences
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predominate, such as Good morning, How are you? and Thank you. When language learners
outstrip the limitations of such fixed forms, however, they rely on individual words rather than
on formulaic sequences as long units for building up phrases and sentences. This acquisition
process is somewhat different from first language acquisition where children first memorize a
large amount of prefabricated language holophrastically, which they later analyze into smaller
pieces by the process of segmentation as their grammatical competence develops (Hakuta, 1974;
Peters, 1983, Wong-Fillmore, 1979; Wray, 2002).
The second issue, transfer from a learner’s L1, is also one of the common factors that causes
language development difficulties. Gabry-Biskup (1992) examined L1 influences of Polish and
German learners of English. Polish interference errors included *to state a record [set]) and
German errors included *to lead a bookshop [run]). The learners translated word-for-word from
their L1. Granger (1998), however, argues that the learners’ L1 can affect learning collocations
either positively or negatively. She found evidence of successful collocational transfer from L1.
For example, French learners of English produced severely punished, which corresponds to
French: sévèrement puni. Irujo (1986) also found evidence of positive transfer for German
learners of English in learning idiomatic expressions and claimed that it is unnecessary to teach
idiomatic expressions if literal translation equivalents exist in the learners’ native language.
Third, a very common difficulty is mixing up overlapping collocational restrictions. In a
judgment task, non-native speakers accepted a greater number of types of adverb-adjective
combinations than did natives (Granger, 1998). She claimed that learners’ sense of salience is
not only weak but partly misguided. Benson (1985) pointed out that the difficulty with
overlapping restrictions is partly due to the unpredictability of collocations. Yorio (1989) found
errors in the use of collocations by a group of advanced ESL students, such as take advantages
of; are to blamed for; those mention above; being taking care of; a friend of her; make a great
job; on the meanwhile; with my own experience; put more attention to. Wray suggests that these
errors are the consequence of incorrect perception at the stage of memorization or incorrect
editing during production because of insufficient grammatical ability. Mixing up overlapping
collocational restriction of semantically similar words may be due to analogical errors (e.g. give
vs. make; give a reaction, give a comment, give a response, and make a comment, make a
response, but not *make a reaction) (Howarth, 1998). Learning overlapping restrictions is one
of the major challenges for L2 learners.
Fourth, blending is not very common but is one of the factors that may lead collocational
errors. Howarth (1998) observed blending errors among restricted collocations such as *pay
care, created by blending pay attention and take care. But Dechert and Lennon (1989)
concluded that blendings happen because the learners’ attention is focused on syntactic structure
rather than procedural automaticity; Dechert and Lennon further comment that blending can be a
sign of competence rather than of its absence because one can only produce blends of
collocations that are already known. According to their analysis, for example, an advanced
learner who produced *He has got financially broke means that he or she has heard both he is
broke and he has got into financial difficulties. In contrast, Peters (1983) analyzed so-called
crossed collocation errors and argues that blendings can provide evidence of formulaic
processing. For example, an L2 learner produced the utterance He was breathing down my
shoulder by mixing He was breathing down my neck and He was looking over my shoulder
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(Peters, 1983, p.106). Peters explains that, in this example, breathing down my neck and looking
over my shoulder are subject to the same sort of retrieval error as single words; thus, these
phrases might sometimes be stored and retrieved much as single words are.
Fifth, phonological similarity may also lead to errors in collocations. For example, a learner
may produce the erroneous form the general Synod took the monumental decision because of the
phonological similarity between the word monumental and momentous (Howarth, 1998).
Sixth and lastly, learners’ use of collocations may reflect not only the structural aspects of
language, but also other aspects, including instructional settings and socio-cultural and
psychological issues. Gabry-Biskup (1992) collected data on formulaic language use from
Polish and German learners of English and found that Polish students were less inclined to
answer than German students and less likely to produce collocations. He explained that this is
because of the difference in instructional settings between these two countries: Germans pay
more attention to fluency and communication while the Polish educational system insists on
accuracy. Similarly, Wray (2002) suggested a link between the use of formulae and learners’
psychological factors, such as motivation as well as need and desire to interact with speakers of
the target language. She found that these factors taken together correlate with the overall
achievement of communicative competence. Schmidt’s (1983) participant Wes, a highly
motivated 33-year-old Japanese immigrant to Hawaii, achieved a high level of fluency and used
many formulaic sequences. On the other hand, Schumann’s (1978) participant and Shapira’s
(1978) Guatemalan participant, who each maintained a social and psychological distance from
the new language, used fewer formulaic sequences and achieved less success in overall learning.
L2 learners who strive to be accepted as members of the target language community are more
motivated in learning, interact more with native speakers, receive more input and feedback, and
have more opportunity for output.
As noted above, issues that affect L2 collocation acquisition include both linguistic and
nonlinguistic factors. L2 learners are not aware of the importance of formulaic language and use
individual words rather than chunks as units to build up phrases and sentences. As a result, L2
learners often produce expressions that sound odd to native speakers and/or are unable to retain
fluency in speaking. L2 learners have difficulty acquiring collocational competence for various
reasons, such as L1 transfer, over- and under-extension of collocational restrictions, analogy,
blending, phonological similarity with other words, and so forth.
In my present study, I aim to formulate a categorization of L2 learners’ issues in acquiring
Verb + Noun collocations and investigate five factors which may influence learners’
collocational competence. The five factors are: (1) frequency; (2) literal vs. abstract meaning;
(3) with vs. without L1 equivalents; (4) light vs. content verbs; and (5) restrictedness of
collocations. I focused on light verbs because they are particularly difficult for language learners.
They are extremely frequent, although different collocational restrictions apply to the dependent
nouns in the two languages. I first state my research questions and predictions, then describe my
experimental method followed by results and discussion. The paper will conclude with some
thoughts about the current state of the study of second language collocations and implications for
further study and language pedagogy.
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2. Research Questions and Predictions.
An experiment was conducted in order to better understand learners’ performance on lexical
collocations. The following two research questions were addressed in this experiment:
Question 1: What kinds of errors do L2 learners make? How can we categorize learners’
problems with collocations?
Question 2: How do various attributes of collocations influence learners’ performance?
My prediction for Question 1is that L2 learners will produce both intra-lingual and interlingual errors. They might translate word-for-word from L1 into L2, and lack knowledge about
collocational restrictions. With respect to Question 2, the following five variables were
examined: (1) Frequency of collocations (frequent vs. infrequent); (2) Meaning (literal vs.
abstract collocations); (3) Existence of L1 equivalents; (4) Light verbs vs. content verbs; and (5)
Restrictedness of collocations. I predicted these attributes would influence the ease with which
learners were able to produce collocations.
3. Method of Pretest
3.1. Subjects.
The participants in this study were 66 Japanese learners of English, who included graduate
and undergraduate students at the University of Hawai‘i at Mānoa, and students studying English
in the NICE (New Intensive Course in English) program. Their English proficiencies were from
the intermediate to the advanced. Their ages varied from 19 to 48 years, with the mean age being
23 years 7 months. The subjects have lived in English-speaking countries from 1 month to 22
years, with the mean length of residence being 4 years 3 months. The data collection was done
individually or in small groups of 2 to 4 people on the university campus.
3.2. Stimuli and Procedure
Sixty-six Verb+Noun collocations were tested. Thirty-six collocations were used for testing
the role of frequency and thirty collocations were used for testing the role of meaning.
Frequency was measured by the British National Corpus (BNC), which is a 100 million word
collection of samples of written and spoken language from a wide range of sources of current
British English. In this experiment, a collocation was considered to be highly frequent when the
BNC had more than 150 instances that involved the collocation, a collocation was regarded as
infrequent when there were fewer than 14 instances, and a collocation was neither frequent nor
infrequent when there were between 22 and 82 instances.
Meaning was rated by 4 native speakers of English using the following 10-point scale: 10 =
literal meaning, 1 = non-literal meaning. I considered a collocation as literal when all the native
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speakers responded with 6 or higher; I considered a collocation as abstract or metaphorical when
all the native learners rated it with 5 or lower. A collocation was considered to be relatively
literal when average scores were over 6.0. The light verbs used in this study were: naru
(become), suru (do), aru (have), toru (take), eru (get), ataeru (give), ukeru (receive) and tsukuru
(make). These 8 light verbs were chosen because they are extremely frequent in both English
and Japanese, they have very similar semantic contents, but different collocational restrictions
are sometimes imposed on the type of dependent noun the verb can take in these two languages.
Collocations were divided into the following 12 types. Six tokens were prepared for each
subtype of A1, A2 and A3, and 5 tokens were prepared for each subtype of B1, B2 and B3.
Table 1: Types of collocations
A1

VERB TYPE

FREQUENCY

same light verb in
L1 and L2

frequent
infrequent
frequent
infrequent
frequent
infrequent

A2

different light verb
in L1 and L2

A3

content verb in L2
light verb in L1

B1

same light verb in
L1 and L2

B2

different light verb
in L1 and L2

B3

content verb in L2
light verb in L1

neither
frequent nor
infrequent

MEANING EXAMPLES

literal
abstract
literal
abstract
literal

get a job
have a cut
have lunch (take lunch in Japanese)
make a discovery (do a discovery in Japanese)
fall victim (become victim in Japanese)
cast a ballot (do a ballot in Japanese)
do a project
have an ear (for)
take an exam (receive an exam in Japanese)
take a dive (do a dive in Japanese)
develop cancer (become cancer in Japanese)

abstract

bear witness (do witness in Japanese)

relatively
literal

The procedure was an open-ended fill-in-the-blank test where the object noun of the
collocation was presented and the verb had to be produced by the subject. The subjects were
asked to think of combinations which would match the Japanese translation provided above the
English sentence, and produce as many combinations as they could think of. For each
collocation, they rated how confident they were in their answer using a 10-point scale. The
subjects were allowed to spend as much time as they wanted to complete these tasks, and they
spent between fifty minutes and two hours.
After the data had been collected, all the combinations produced by the subjects were given
to 6 native speakers of English, who graded each combination using two 6-point-scales: (1)
Grammaticality: Would you produce this phrase in the same context? and (2) Meaning
Conveyed: How well was the intended meaning conveyed. None of the native speakers had
studied Japanese, nor had any Japanese native speakers in their family. The native judges
worked on grading at home and returned the completed survey within two weeks.
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4. Results.
A total of 8,939 collocations were collected. Among them, 37.9% of collocations were
judged to be native-like (i.e. average scores of Grammaticality Judgments and Meaning
Conveyed were 4.5 or higher).
4.1. Types of Mistakes.
The following eleven error types were identified: (1) Paraphrases; (2) Misuse of light verbs;
(3) L1 transfer; (4) Blending two collocations; (5) Morphological synonymy; (6) Use of words
other than verbs; (7) Unnecessary articles and particles; (8) Intransitive vs. transitive distinctions;
(9) Creating collocations from compound nouns; (10) Mistakes with actors; and (11)
Phonological errors. Examples of each error type are provided below:
[1] Paraphrases: The commonest strategy was paraphrasing. L2 learners used semantically
related verbs, such as That is why saying/ telling questions about what happened on Haifa Street
is …(asking questions), or used verbs whose meaning roughly carried the meaning of the whole
target collocation, such as Nearly 8.8 million eligible Canadians (39.1 per cent) didn't vote a
ballot in the 2004 election (cast a ballot). The following are a few more examples:
(1) a. Johnny Mercer possessed an ear for country music and was able to pick out any
tune he wanted by ear. (had an ear)
b. A factory manager must remain a balance between cost to produce quality of
product and service to the customer. (keep a balance)
[2] Misuse of Light Verbs: L2 learners often misused light verbs. They tried to make their
collocations sound more native-like by using these frequent verbs, although their attempts were
not always successful.
(2) a. Campbell got a walk on the beach last Saturday. (took a walk)
b. We finally took a decision this morning and purchased a Kodak digital camera.
(made a decision)
[3] L1 Transfer: L2 learners produced some inter-lingual errors in which they created
collocations that were obviously literal translations of Japanese collocations involving verbs with
the same or quite similar meanings.
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(3) a. Joshua took a passport in 1997, hoping to travel to the UK for a year. (got a
passport but in Japanese paspoot-o toru, literally take a passport)
b. If you are thinking of receiving an exam, make sure that you have enough time for
home study. (taking an exam, in Japanese shiken-o ukeru, literally receive an exam)
[4] Blending Two Collocations: There were a few collocations in which L2 learners blended the
target collocation with another collocation which contained one or more common words and
which usually had quite a similar meaning.
(4) a. Can you pay an eye on my suitcase while I am away? (keep an eye + pay attention)
b. Christians say Jesus fell a sacrifice when he died on the cross. (made a sacrifice +
fall victim)
[5] Morphological Synonymy: There were some instances in which L2 learners included
morphologically related nouns. They used words derived from the same nominal or verbal root
or words involving same derivational morphemes.
(5) a. It is impossible to predict which kid will discover a discovery that will change the
world. (make a discovery)
b. Tanya Haden and her longtime boyfriend, Carey Hart, tightened the knot over the
weekend in Las Vegas. (tied the knot)
[6] Use of Words Other than Verbs: Low-intermediate learners sometimes used words other than
verbs. They commonly used prepositions but also used adjectives, nouns, adverbs, conjunctions,
and auxiliary verbs.
(6) a. When possible, it is best to try to off a stain before it dries. (remove a stain)
b. Does the husband right a say in his wife's property? (have a say)
[7] Unnecessary Articles, Particles and Prepositions: Unnecessary articles, possessive pronouns,
particles and prepositions were occasionally inserted between verbs and nouns.
(7) a. Skinheads, who killed an Armenian, stood the trial in Moscow on July 26, 2004. (stood
trial)
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b. Farmers use the latest technology to grow up rice. (grow rice)
There were 10 instances where unnecessary articles and possessive pronouns were used, and 15
instances of inserting unnecessary particles and prepositions. The insertion of unnecessary
elements causes considerable drop in the scores for Grammaticality and Meaning Conveyed.
When unnecessary articles or possessive pronouns were inserted between the target verb and the
NP, the average scores were GJ = 3.77 and MC = 4.38. When an unnecessary particle and/or
preposition was inserted between the target verb and the noun phrase, the average scores were GJ
= 2.47 and MC = 3.18.
[8] Intransitive vs. Transitive Distinctions: Low-intermediate learners used intransitive verbs
with similar semantic content. Errors were particularly common when verbs denoted existence
of an element or occurrence of an event.
(8) a. At eight Stella existed a class in General Biology. (had a class)
b. This year we have happened a cut in case-management funding of $150,000. (had a cut)
[9] Creating Collocations from Compound Nouns: Learners decomposed compound nouns and
created collocations from the parts.
(9) a. On September 13th we eyed witness to an event that should serve as a turning
point in the history of the Middle East. (‘eye-witness’, bore witness)
b. This year we have budget a cut in case-management funding of $150,000.
(‘budget-cut’, had a cut)
[10] Mistakes with Actors: There were a few errors in which learners misunderstood the roles of
the actors in a sentence. For example, the subject of ‘take an order’ is a person who collects
orders from customers (i.e., waiters, sellers, businessmen); the subject is not the person who
places the order. Similarly, the Subject of deliver a newspaper is the person who visits houses to
distribute newspapers to his/her customers, and not the person who subscribes to the newspaper.
(10) a. Have you ever taken an order online with your credit card? (placed an order)
b. Over 20% of the students are delivering a newspaper each day. (taking a newspaper)
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[11] Phonological Errors: Phonological similarity may also lead to errors in collocations. For
example, a learner may produce the erroneous form That is why rising questions about what
happened on Haifa Street is very important, because of the phonological similarity between the
word rising and raising. Usually the subjects mixed up two words which have similar meaning.
(11) a. Mary’s dream is to find a school for young children and to develop a curriculum
that blends art and science. (found a school)
b. In Manila seaweed farmers failed victim to a strong peso. (fell victim)
Among these 11 error types, the most frequent errors were paraphrases and misuse of light verbs
followed by L1 transfer. In the following sections, we discuss L1 transfer and misuse of light
verbs.
4.2. Influence of five variables
Now we consider how native speakers’ judgements of Grammaticality and Meaning
Conveyed reflect five variables: (1) Frequency; (2) Meaning; (3) Existence of L1 equivalents; (4)
Light vs. content verbs; and (5) Restrictedness of collocations. Figure 1 shows the distributions
of accurate percentages for each attribute pair (1) ~ (5) from native speakers’ judgements of
Grammaticality and Meaning Conveyed (4.5+).

Figure 1. Percentages of accurate collocations of each sub type.
Figure 1 shows that learners achieved higher scores (4.5-6) for the following types of
collocations: (1) Frequent ones; (2) Literal ones; (3) Those with L1 equivalents; (4) Light verbs;
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and (5) Less restricted ones. Lower scores were given to the following types: (1) Infrequent
ones; (2) Abstract ones; (3) Those without L1 equivalents; (4) Content verbs; and (5) More
restricted ones. The Table 2 summarizes learners’ difficulties with collocations.
Table 2: Easy vs. difficult types of collocations
Variables

Easy types

More difficult types

(1) Frequency

Frequent
(frequent types of A1, A2, A3)
Literal meaning
(literal types of B1, B2, B3)
With L1 equivalents
(A1, B1)
Light verbs
(A1, A2, B1, B2)
Less restricted
(NPs cluster with 3 or more Vs)

Infrequent
(infrequent types of A1, A2, A3)
Abstract meaning
(abstract types of B1, B2, B3)
Without L1 equivalents
(A2, A3, B2, B3)
Content verbs
(A3, B3)
More restricted
(NPs cluster with 1 or 2 Vs)

(2) Meaning
(3) Existence of L1 equivalents
(4) Light verbs vs. content verbs
(5) Restrictedness

Each of these five factors is discussed in the next sections.
4.2.1. Observed frequency
Hatch (1974) observes that frequency of input may influence accuracy in second language
acquisition. My subjects generally did better with frequent collocations, attaining significantly
higher scores for frequent collocations than infrequent ones (χ2 = 93.922, df = 1, p* = 0).
However, there were some differences in their accuracy with specific collocations, especially
among frequent types. For example, even though the following collocations are all frequent, 61
of 68 subjects produced make a decision, 60 produced ask questions, 63 produced take note,
while only 32 produced do business, 16 produced take account, and 5 produced put a stop.
Such differences might be the result of insufficient input in formal English education in
Japan. Koya (2005) counted numbers of V-NP collocations in four English textbooks used in
Japanese high schools. She found that on average each textbook contained only 29 collocations
although these collocations were all highly frequent in the BNC and the TIMES corpora. She
states that these textbooks select appropriate collocations, but it is necessary to present many
more in order to increase learners’ collocational competence. Koya’s findings suggest that
although the subjects did very well on the small number of frequent collocations which they
learned in formal education in Japan, they had not acquired many both frequent and infrequent
collocations which were not presented in formal instruction in Japan.
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4.2.2. Literal vs. abstract meaning
Literal collocations are easier than abstract collocations for learners (χ2 = 139.163, df = 1, p*
= 0). Literalness of meaning seems to influence learners’ performance more strongly than other
four? binary factors tested in this study. Part of the reason for this is that metaphorical meanings
seem to cause great difficulty for learners. Irujo (1986) proposed non-literalness of meaning as
one of several explanations for the fact that figurative expressions are difficult to learn in a
second language. In my data, 66/68 subjects produced the literal collocation take a bath while
only 7 produced the abstract collocation take a dive, in spite of the fact that these two
collocations are both relatively frequent, do not have an L1 equivalent, and both use the verb
take. Take a bath denotes the literal action of washing, whereas take a dive means to pretend to
be knocked out and has nothing to do with the literal meaning of dive.
Another possible explanation is Kellerman and Jorden’s notion of psychological markedness
(1977). They state that: “Psychologically marked features tend to be perceptually more complex,
and are thus less likely to serve as models of transfer than unmarked ones.” In other words, core,
literal meanings are acquired easily while abstract meanings are difficult for L2 learners. It is
possible that my subjects underused their L1 knowledge when producing abstract collocations
because of their uncertainty about transferability from Japanese to English. Indeed, the subjects
committed fewer transfer errors for the abstract collocations (8.02%) than for literal collocations
(14.14%). It appears that learners’ intuitions about the range of prototypicality affect their
performance of collocations.
4.2. 3. With vs. without L1 equivalents
My subjects did significantly better on collocations with L1 equivalents than on those
without (χ2 = 246.168, df = 1, p* = 0). This greater accuracy for collocations with L1
equivalents appears to reflect successful transfer from L1 (Bahns, 1993). The learners’ L1 plays
a role in creating both positive and negative transfer of forms from L1 to L2 (Bahns and Eldaw,
1993, Fayez-Hussein, 1990, Marton, 1978).
However, the existence of L1 equivalents does not always entail easiness. For example,
among the eight light verbs tested, my subjects seemed to underuse their L1 knowledge when
they were asked to translate suru (do) regardless of the existence of L1 equivalents. The
accuracy for translating suru into English do was only 32.59%, while the overall average for all
the light verbs with English equivalents was 49.59%. Part of the reason for this underuse is
differences in the morphosyntactic behavior of English do vs. Japanese suru. English do is
usually used only with nouns to denote an activity or a task (i.e., do the garden, do the work, do
the teeth, etc). On the other hand, in Japanese suru can be used with adjectives and adverbs as
well as nouns (i.e., shigoto-o suru (work-acc do) ‘do the work’, kireini suru (clean do) ‘make
something clean’, urusaku suru (noisily do) ‘be noisy’). The more restricted syntactic behavior
of English do may contribute to Japanese speakers’ underuse of it.
Another notable feature is very frequent transfer of eru (get) and ataeru (give). My subjects
frequently used get when translating eru (get) and give when translating ataeru (give) whether or
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not an equivalent collocation exists in English. As a result, the percentages of negative transfer
with these verbs were quite high. Figure 2 displays the percentages of negative transfer for each
Japanese light verb.

Figure 2. Percentages of negative transfer for each Japanese light verb.
The high frequency of interference with ataeru and eru may be due to the corresponding patterns
of light verbs in English and Japanese. Ataeru and eru most frequently correspond to just a
single English verb (give and get, respectively) while the other light verbs mapped onto many
English words. Because of these different patterns, learners may expect ataeru and eru always
to be translated into give and get, in spite of exceptions such as *give a great impression for
make/leave a great impression, and *get the heart for win the heart.
4.2.4. Light vs. content verbs
Higher accuracy scores were observed for the light verb types than for the content verb
types (χ2 = 224.48, df = 1, p* = 0). The restricted meaning of content verbs might cause
difficulty for learning. However, because of the design of this study, we are not yet justified in
concluding that light verbs are always easier than content verbs. First, among the 66 collocations
tested, the target for 44 of them was a light verb. This uneven distribution of light and content
verbs might have prompted learners to produce more light verbs than usually would.
A second reason is, since the subjects were asked to produce as many combinations as they
could think of, they might have produced many light verbs almost randomly in an attempt to
make their collocations sound native-like. These attempts were not always successful; misuse of
light verbs was extremely frequent. Figure 3 shows the numbers of misuse for each light verb.
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Figure 3. Misuse of light verbs
Among the eight light verbs on the test, have, get, make and take were misused much more
frequently. We have no way to tell whether or not these subjects actually misuse light verbs in
their daily life as often as they did during the experiment. However, the results clearly indicate
learners’ insufficient knowledge of these four light verbs. A pedagogical implication is that
teachers would do well to focus on these four light verbs.
4.2.5. Restrictedness
Some collocations are quite fixed and do not permit internal modifications, such as word
replacement and addition of another word within a collocation, while other collocations are
closer to free combinations and the words can be replaced with a wide range of other words with
little semantic change. For example, the NP a job clusters with the following eight verbs with
little semantic change: get, acquire, attain, find, obtain, be hired for, accept, and receive. In
contrast, the noun permission clusters with smaller number of verbs: give and grant to denote the
same content.
The accuracy scores for more vs. less restricted collocations from Figure 1 can be further
subdivided, as displayed in Figure 4:
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Figure 4. Restrictedness of collocations and accuracy.
The numbers 1-8 on the horizontal axis indicate the number of verbs which can cluster with the
NP. (3,4 and 5,6,7,8 were grouped together because each had small numbers of tokens.) The
percentages show that the restrictedness is not a binary matter. Instead, performance accuracy
increased gradually along with the increasing numbers of verbs the NP can cluster with. There
were significant differences among each subtypes (cluster with 1 vs. 2 verbs: χ2 = 35.996, df = 1,
p* = 0; 2 vs. 3-4 verbs: χ2 = 4.519, df = 1, p* = 0.03352; 3-4 vs. 5-8 verbs: χ2 = 38.718, df = 1, p*
= 0 ).
The improved performance with less restricted types may be partly because the subjects
produced somewhat more collocations for less restricted types as can be seen in Figure 5. It is
possible that the subjects were more or less consciously aware of the restrictedness of
collocations, and their many attempts for less restricted collocations resulted in higher accuracy.

Figure 5. Restrictedness and average number of collocations produced for each collocation
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A final remark about restrictedness relates to L1 transfer. An increase in transfer was
observed in proportion to the number of candidates which can co-occur with the NP. Figure 6
shows the percentages of transfer errors for each subtype:

Figure 6. Percentages of transfer errors
The results of this study do not support Nesselhauf’s claim (2003) that restricted
collocations are most susceptible to transfer. In my study the less restricted collocations were
more susceptible to transfer. It is possible that learners’ awareness of collocational restrictions
might lead them to overestimate the range of verbs occurring in less restricted collocations while
underestimating the range of verbs which occur in more restricted collocations. My study
generated relatively small amounts of data (626 tokens of transfer errors in total). Furthermore,
most of the L1 transfer seems to be idiosyncratic; 55% of the erroneous forms were produced by
fewer than 10 subjects. More research is needed to better understand the relation between
transfer and restrictedness of collocations.
5. Discussion
The results just discussed show trends in L2 learners’ performance on V + NP collocations
which are on the whole consistent with my hypotheses. Hypothesis 1, that L2 learners will
produce various types of intra-lingual and inter-lingual errors, was supported. Eleven types of
errors were found in this experiment. Hypothesis 2 that the five attributes affect learners’
performance was supported. I classified easy and difficult types of collocations and these
attributes did influence learners’ performance. Learners found infrequent collocations,
collocations with abstract meaning, collocations without L1 equivalents, content verb
collocations, and restricted collocations to be more difficult.
This research provides some implications about learning and teaching collocations. First,
learners do indeed use their L1 knowledge when they produce collocations. They made mistakes
by translating word for word from their native Japanese. But at the same time, learners attained
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higher scores for collocations with L1 equivalents. This result suggests that, as Bahn (1993)
states, learners’ L1 influences their performance both positively and negatively.
L1 transfer was very frequent when the subjects translated eru (get) and ataeru (give)
because of their usual one-to-one correspondence between English and Japanese verbs. In
contrast, transfer was uncommon with suru (do) because of the broader morpho-syntactic
distribution of suru than that of do. Transfer also interacts with the restrictedness of collocations.
Although less restricted collocations are grouped with the easy types (i.e., higher accuracy),
transfer errors are more frequent with less restricted types than more restricted ones.
Second, the frequent use of paraphrases indicates that learners are not aware of the fact that
words which have similar meanings may have different collocational restrictions and that they
can only co-occur in specific combinations. A pedagogical implication is that teachers would
help learners understand overlapping collocational restrictions between words with similar
meanings and to correct their mistaken over- or under-extensions.
Third, although learners found light verb collocations easier than content verb collocations,
there were many instances of misuse of light verbs. This suggests that learners have difficulty
with light verbs. In productions such as have a chat, and make a note, all the meaning seems to
be in the noun, and the verb can be considered semantically bleached. It has been claimed that
L2 learners often find it difficult to learn grammatical, lexical, or phonological features which do
not have single clear meanings. I think the same is true for collocations, and I believe that this is
an area where much work needs to be done. Among the eight light verbs tested, it was found that
the four verbs: have, get, make and take, were overused much more often than the rest of the
verbs. This is because these four verbs are extremely frequent and have very broad semantic
ranges.
Fourth, the problem of insufficient input was discussed by Koya (2005). High school
textbooks contain only a very small number of highly frequent collocations. As a result, the
subjects did very well on very small numbers of highly frequent collocations while they did
poorly on the others. They need to receive more input to improve their collocational competence.
6. Conclusion
In this paper, I have examined second language production of Verb + NP collocations by
Japanese learners of English. Learners produce many types of intra- and inter-lingual errors, and
it was found that light verbs are major challenge for L2 learners. One contribution of this
research is that it empirically studied the types of strategies learners employ when they produce
collocations, and the influence of various attributes on their performance. The focus here is on
Verb + Noun, but in the future, I will extend my research to other constructions, such as
Adjective + Noun, Adverb + Verb and Verb + Prepositional phrases. It will be also interesting to
further investigate cross-linguistic differences in learners’ collocations, psychological and sociocultural issues and the relationship between collocations and grammar development. All these
research projects are needed to deepen teachers’ understanding of learners’ performance and to
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improve instructional methods. I will continue my efforts in contributing to and improving the
field of second language acquisition both for academic professionals and language learners.

NOTE
1.
I would like to express my gratitude to all the participants in the experiment. I also would like to thank
Dr. Craig Chaudron, Dr. Robert Bley-Vroman, and Dr. Yasuko Ito for comments on the design of the
experiment. Finally, I am greatly indebted to my adviser, Dr. Ann Peters, for all her patience as well
as valuable comments on the previous versions of this paper.
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Appendix: Test sentences

A1 frequent, same light verb
• Female tennis players have a tendency to gain weight more than men. 「傾向がある」
• The photographer John William Joensen kindly gave permission for the images to be
reposted here. 「許可を与えた」
• Everyone doing business in the City of Seattle must obtain a business license.
「商売をしている」

• That columnist doesn’t take notes during interviews. 「メモを取る」
• I recently received a letter from a friend of mine in a developing country. 「手紙を受け取った」
• After graduating from college Lane got a job as a computer programmer. 「仕事を得た」

A1 infrequent, same light verb
• Over 20% of the students are taking a newspaper each day.
「新聞をとっている（購読している）」

• Does the husband have a say in his wife's property? 「発言権がある」
• This year we have had a cut in case-management funding of $150,000. 「削減があった」
• If you have severe asthma, have someone else do the cleaning. 「掃除をする」
• The Swedes are hesitating to give clearance to build the bridge because of the strength
of the opposition to the project. 「許可を与える」
• Tamagotchi, electronic toy designed by Akihiro Yokoi, has become a sensation around
world with orders this year of 70 million. 「大評判となった」

A2 frequent, different light verb
• Do you wish to make an appointment with the physician? 「アポを取る」
• I didn't have lunch today. 「昼食をとる」
• We finally made a decision this morning and purchased a Kodak digital camera. 「決定した」
• The project is taking account of recent developments in software and standards. 「考慮する」
• You will find it convenient to make use of one of the two banks on campus. 「利用する」
• They did not know that Roberts was going to give evidence in the second trial. 「証言する」

A2 infrequent, different light verb
• Joshua got a passport in 1997, hoping to travel to the UK for a year. 「パスポートをとった」
• Her Ferrari had a breakdown recently on a California highway. 「故障した」
• Christians say Jesus made a sacrifice when he died on the cross. 「犠牲になった」
• The rulers take counsel together in order to talk out their differences. 「相談する」
• Jeffrey Taylor made a goal, winning the game for Newberry 1-0. 「得点した」
• It is impossible to predict which kid will make a discovery that will change the world.
「発見する」
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A3 frequent, content verb
• Skinheads, who killed an Armenian, stood trial in Moscow on July 26, 2004. 「裁判を受けた」
• In Manila seaweed farmers fell victim to a strong peso. 「犠牲になった」
• She has never tried to commit suicide, but she constantly thinks about it. 「自殺する」
• That is why asking questions about what happened on Haifa Street is very important.
「質問すること」

• Can you keep an eye on my suitcase while I am away? 「監視する」
• Legislators are trying to put a stop to online gambling. 「停止する」

A3 infrequent, content verb
• Nearly 8.8 million eligible Canadians (39.1 per cent) didn't cast a ballot in the 2004 election.
「投票する」

• A factory manager must keep a balance between cost to produce quality of product and service
to the customer. 「バランスをとる」
• When possible, it is best to try to remove a stain before it dries. 「染みをとる」
• Farmers use the latest technology to grow rice. 「米をつくる」
• Health care providers put emphasis on customer service. 「重視する」
• Mary’s dream is to found a school for young children and to develop a curriculum that blends
art and science. 「学校をつくった」

B1 literal, same light verb
• Recently Ken did a project on Australian aboriginal education. 「プロジェクトをした」
• Juliet received an invitation to attend a Middle Eastern Studies conference at Harvard.
「招待を受けた」

• Becoming a teacher is a life-long learning process. 「先生になること」
• At eight Stella had a class in General Biology. 「授業があった」
• Bob got a ticket for the concert tonight. 「チケットを得た」

B1 abstract, same light verb
• We need to get the nod from five of the seven members selected from the committee.
「承諾を得る」

• Albuquerque’s low-wage workers got a break. They finally got a boost in wages.
「チャンスを得た」

• Old theaters in Ireland always have an air of nostalgia. 「雰囲気がある」
• Johnny Mercer had an ear for country music and was able to pick out any tune he wanted by
ear. 「才能があった」
• Churches are taking a stand against the spread of HIV. 「態度・立場をとっている」

B2 literal, different light verb
• Campbell took a walk on the beach last Saturday. 「散歩をした」
• If you are thinking of taking an exam, make sure that you have enough time for home
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study. 「試験を受けること」
• I don't want to have an argument with you or anyone else about this. 「議論する」
• Jean made a copy of the article and gave it to her mother. 「コピーをとった」
• Do not take a bath when suffering from cold fever. 「入浴する」

B2 abstract, different light verb
• “A Beautiful Mind” scriptwriters took liberties with the facts in Nasar’s biography.
「馴れ馴れしくした」

• The temperature took a dive last night. 「急落した」
• David has made a killing in Network Marketing. 「大儲けした」
• The cars manufactured by Saab Automobiles (a company name) had a name for safety and
crash-resistance. 「評判を得た」
• The shop assistant got the sack because he swore at/ to a customer. 「首になった」

B3 literal, content verb
• Sharon was scheduled to undergo an operation on Friday morning. 「手術を受ける」
• Have you ever placed an order online with your credit card? 「注文した」
• The tornado caused damage to 43 homes before finally dissipating to Columbia.
「被害を与えた」

• This scientific discovery could save 3 to 4 million people a year from developing cancer.
「ガンになる」

• Johnny Rivers accepted an offer to do a concert for the reopening of the Mall of
Memphis. 「注文を受けた」

B3 abstract, content verb
• It is unclear whether Russian officials will strike a bargain with the Government of
Lithuania. 「協定する」
• Politicians of every stripe -- from ward heelers to the President of the United States –
paid court to the archbishop of New York. 「機嫌を取った」
• On September 13th we bore witness to an event that should serve as a turning point in
the history of the Middle East. 「目撃した」
• Joan cut corners to get there on time. 「近道した」
• Tanya Haden and her longtime boyfriend, Carey Hart, tied the knot over the weekend in
Las Vegas. 「結婚した」
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Abstract

This investigation explores the implementation of an arts‐based curriculum inspired by Leonard
Bernstein’s vision of artist, teacher, and scholar. Students at twenty K‐12 schools as well as preservice
teachers at Gettysburg College participated in standards‐linked applications of the model by infusing
arts‐based experiences, inquiry, reflection, and original creations to existing curriculum. Qualitative
student and faculty responses to the model were analyzed for existing patterns and themes in order to
gain understanding of the contributions of an arts‐based curriculum for impacting student learning. The
data suggest that incorporating arts‐based curriculum provides important alternatives for maximizing
student understanding, and support Gadsden’s (2008) recommendation for the importance of arts
integration to curricula and teacher preparation. Discussion includes the challenges and benefits for
using arts‐based curriculum more consistently and effectively to enhance and document its impact on
teaching and learning.
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Imagining Innovative Curriculum Designs

Research on the value of the arts for influencing learning and teaching is currently gaining
prominence in the professional literature. In an exhaustive research review, Gadsden (2008) details new
trends in using the arts for educational purposes. While the arts have traditionally been a part of school
curriculum, Gadsden’s findings acknowledge the arts in new ways that highlight their potential for
enhancing cultural understanding as well as the enhancement of cognitive abilities, motivation, and
imagination, and their usefulness for pedagogical approaches. In a review of over 100 hundred sources
she cites a consistent theme in the literature calling for the arts to be used “more integratively in
curricula, and made an active part of the preparation of teachers “ (p. 53), recommending that the arts
provide a lens for the reconsideration of literacy problems, social justice, and diversity . Recent work by
Gazzaniga and the Dana Foundation (2008) suggests that the arts provide benefits for improving
motivation, cognition, brain functioning, and attention. Additionally, Hetland, Winner, Veenema, and
Sheridan (2007) cite work suggesting causal relationships between student participation in the arts and
academic achievement. Podlozny (2000) found improved academic performance for both drama and
music in the improvement of reading readiness, reading achievement scores, oral language skills, and
story understanding. A renewed focus on the contribution of the arts provides distinct value in
promoting our attempts to understand and address the newest and as well as the continuing challenges
associated with teaching and learning. The purpose of this paper is to describe an arts‐based‐curriculum
approach (Artful Learning™) inspired by Leonard Bernstein’s vision of artist, teacher, and scholar, and to
detail how the use of this model is impacting student learning in more than 20 schools across the
country as well as in the preparation of teachers.
Methodology
Participants in teacher preparation
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Thirty students enrolled in an integrated social studies methods class participated in a pilot
project to redesign the course to include the infusion of the Artful Learning ™ model. Two of the
authors collaborated on the design and delivery of the course during fall and spring semesters of the 07‐
08 school year. All of the student participants were juniors or seniors completing certificates in either
elementary or secondary social studies or citizenship education at Gettysburg College.
The Artful Learning™ Model
The Leonard Bernstein Center for Learning works with a variety of schools across the United
States to support the implementation of the Artful Learning™ model. The sites in Table 1 affiliate with
the model and receive training and support services.
Table 1 Leonard Bernstein Center for Learning Affiliated School, 2006‐2008

Site location
Lennox, CA
Seminole County, FL
Atlanta, GA
Barrow County, GA
Chatham County, GA

School

Grade level_______________________

Moffett
k‐5
Midway
k‐5
William J. Scott
k‐5
in process
k‐5
Gadsden Elementary
k‐5
Shuman Middle
6‐8
Cobb County, GA
Harmony Leland
k‐5
Gainesville, GA
Centennial
k‐5
Hall County, GA
McEver
k‐5
West Hall
6‐8
Hawthorn, IL
Aspen
k‐5
Townline
k‐5
Des Moines, IA
Howe
k‐5
Wright
k‐5
West Des Moines, IA
Phenix
k‐3
Hillside
k‐5
Lafayette, LA
Comeaux
9‐12
J. Wallace James
k‐5
N.P. Moss
6‐8
Portland, OR
Jackson Middle
6‐8
Jefferson Cluster
k‐5
Duluth, MN
Grant Language & Arts Magnet k‐5
_____________________________________________________________________________________
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Artful Learning™ was inspired by Bernstein’s vision that music and the fine arts can be used to
improve academic achievement while instilling a love for learning. Bernstein’s life and works provide
examples of his philosophy that the arts are at the core of learning and cross all disciplines. Himself a
lifelong learner, Bernstein’s legacy challenges us to use the powerful impact of the arts and creative
process to enhance teaching and learning. Formerly housed at the Grammy Foundation, The Leonard
Bernstein Center for Learning (LBC) was moved to Gettysburg College in 2005. Endorsed by the New
American Schools as the only arts‐based comprehensive school reform design, it now operates in twenty
schools. Teachers are prepared to use the arts and the creative process to strengthen teaching and
learning by providing a system to organize curriculum through units of study. With the move to
Gettysburg College, the usefulness of the model for teacher preparation is also being explored
The core of the Artful Learning™ process assists teachers in becoming more proficient in reliably
producing student engagement through the use of powerful arts‐based strategies grounded in learning
theory and research‐based practices. Classrooms systematically employ four key processes briefly
described below to strengthen student content understanding, retention, transfer, and application. In
the process, teachers and students share the roles of teacher, artist, and scholar:
•
•

•

•

Experience: Through introduction to a “masterwork,” students explore important ideas and
classic works designed to engage and to invite. During this phase students are listening,
viewing, moving, discussing, writing and drawing about what they are experiencing.
Inquire: As student interest is heightened, they are encouraged to inquire and build their own
understanding around concept‐based significant questions. Students are practicing research
skills such as reading, interviewing, experimenting, comparing, categorizing, questioning, and
exploring in the inquiry phase to nudge connections to prior knowledge and generate new
questions.
Create: Students embrace learning when they actually create something hands‐on
incorporating new knowledge and skills. Thinking in the create phase moves from divergent to
convergent as students focus on the implementation of their original ideas. Students conduct a
first draft or prototype and create a final product, continually evaluating and revising their work
until the creation is ready for presentation. During the create phase students engage in
brainstorming, rehearsing, shaping, presenting, performing, informing, sharing and building.
Reflect: Occurring throughout the pervious three processes, but particularly after finishing
their creations, students apply and analyze their learning by reflecting thoughtfully on their
learning journey and what they now understand. In this phase, deepening questions encourage
students to analyze the process of their learning through description, narratives, maps, and
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metaphors. Students consider how they can use what was learned and what their next steps
will be. The reflect phase provides assessment opportunities for student learning through
journaling, responding, reviewing, analyzing, critiquing, applying, and envisioning.
Artful Learning™ can be used to help schools develop a clear mission, shared leadership, a common
culture of improvement, and community and family involvement. The Model is not prescriptive and
easily adapts to locally developed curriculum that aligns with national and state standards, and it
capitalizes on the professional strengths and practices of all users, creating opportunities for continuous
learning as they experience the four key components of the model. Professionals are encouraged to
reflect on practice through action research using the lens of the artist, becoming mentors to each other,
and using scholarly discipline to approach curriculum choices and delivery.
Artful Learning™ Examined
The Center for Research on Evaluation, Standards and Student Testing (CRESST) at UCLA
designed and implemented a 3‐year, external evaluation of the Artful Learning™ model. The report
used information collected from a range of instruments including professional development surveys,
school site implementation surveys, school level achievement data, and interviews of teachers and
administrators.
The vast majority of teachers involved with Artful Learning™ participated in designing and
implementing Artful Learning™ units. A majority of teachers also reported positive impacts on student
learning, with student engagement a strength area. Model implementation at any given site related to
classroom and school factors such as identified disciplinary standards and the extent of shared mission
and vision at the site level. Overall teacher satisfaction with Artful Learning™‐based professional
development was fairly high in terms of both the content and processes used during training.
At the student level, on average, participating schools showed greater growth in the percentage
of students meeting or exceeding state standards in reading and math, both overall and from year‐to‐
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year than those students in comparison schools or the host district average. Analysis of state writing
assessments from a subset of Artful Learning™ schools exhibited positive growth trends similar to the
trends found for math and reading. Appendix A includes a more detailed presentation of this data.
Individual schools participating in Artful Learning™ maintain records of their progress as part of
their own effectiveness studies. A study by Jones (2004), chronicles achievement gains in one
elementary school. The school, located in an inner‐city neighborhood of a metropolitan area, was
associated with high‐violence, gang activity. Since the implementation of Artful Learning™, achievement
data demonstrates a steady rise. It should be mentioned that the school has strong and consistent
leadership, and that teacher turnover in the building is minimal. Nonetheless, it is heartening to see
student achievement gains since the advent of arts‐based instruction. Appendix B includes student
performance data on state mandated assessments. One magnet school in a midwestern district hired an
external consultant to review model effectiveness. The analysis included data from 2005 through 2008,
noting that daily attendance rates increased since the implementation of Artful Learning™, and the
number of students selecting other school options declined (G. Berggren, personal communication, June
3, 2008). A middle school in a large, northwestern metropolitan area with a ten‐year, Artful Learning™
relationship is listed as one of the few exceptional achieving middle schools in its home district. The
Parent Teacher Organization there supports the arts by organizing and conducting a silent auction each
year to fund LBC‐ related activities, including artists‐in‐residence, field trips, and the acquisition of
special materials.
Teacher comments provide another important source for assessing patterns of effectiveness
attributed to Artful Learning™ at the classroom level:
“The Artful Learning™ model has changed the way I teach. It has made me think outside the box.
It has helped me create an environment in my classroom where students are comfortable to be
creative and to take risks in their own learning.” [Title I teacher]
“Using the model has been the best thing for my teaching. Through the Bernstein philosophies,
I’ve learned how to reach those students who are difficult to engage in class discussions and

2009 HICE Proceedings
Page 4887

activities. The Artful Learning™ model appeals to those students who are in danger of slipping
through the cracks.” [3rd grade teacher]
“A Bernstein school is cross curricular, using authentic instructional strategies, multiple
assessments, while being ESL and special education inclusive. It promotes shared leadership,
community‐building, and school improvement.” [5th grade teacher]
“The Artful Learning™ model has inspired me to be a better teacher and to truly have a passion
for what I do. Every day I come to school excited and ready to teach my students. Incorporating
the arts into everyday learning at school is a powerful way for all students to be successful in
their learning.” [Special education teacher]
Implementing Artful Learning™ in Teacher Preparation
Initially there was little systematic effort dedicated to introducing the Artful Learning™ model in
our teacher preparation program. However, that completely changed after the Education Department
sponsored a field trip to one of the LBC schools in Portland, Oregon during the LBC’s first year at
Gettysburg College (2006). The field trip took place over the College’s spring break, and nine preservice
teachers actively participated in the design and delivery of Artful Learning™ lessons on site. There was
much discussion among the students in the teacher education program as the field trip participants
shared their observations and experiences during field discussion labs. A field trip evaluation document
captured student comments and enthusiasm about their experiences in Portland with the Artful
Learning™ model:
“The Artful Learning™ model astounded me! This was the most meaningful and philosophy‐
strengthening experience of my educational career. Arts have always been important in my
philosophy, but after experiencing them in action at Jackson Middle School, I could never
concede to running a ‘traditional’ class. This was far too good not to let other students have the
opportunity to learn this way! This school really was the embodiment of a committed, trusting,
respectful, and engaged community. Everyone learns!”
“I could not believe how all encompassing and multi‐dimensional this model was. I was so
impressed at how openly the students viewed the project, and also at how much knowledge
they had acquired while doing so. They are only 6th graders and they know concepts that link
environmental science, anthropology, political science, etymology, and so many other content
areas including the arts!”
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“I truly enjoyed the Artful Learning™ model. I felt that it really got students excited about
school. It is a great way for students to apply what they have learned and synthesize academics,
art, and engineering into one project. I can only hope to be able to use such a model in my own
teaching! The students just seem to retain more information for longer periods of time…a great
way to bring it all together in the end. Jackson is a wonderful community. The joy and
eagerness to learn and teach was intoxicating. Anyone who gets the opportunity to observe or
teach in a school like this is truly blessed.”
“Thank you so much for this opportunity! My experiences at Jackson Middle School have been
incredibly refreshing to my views about education. My goal now is to take what I observed at
JMS and bring that model to schools where Artful Learning™ is not already in place. I would love
to go back to Portland and I would love any opportunity to work with the Leonard Bernstein
Center in the future. This is something that every preservice teacher at Gettysburg needs to
experience!”
“Amazing, it is truly amazing! Students are so engaged in all aspects of their education and they
retain so much of the information. This style of teaching really anchors information in the mind
of the student. I wish more had the chance to experience it. I also feel as though this more
recent involvement of Artful Learning™ in the classroom is one great step forward for the field
of education. I also think that it is going to draw positive attention to education! I will definitely
include Artful Learning™ in my classroom. It teaches to a great variety of learner’s needs and I
feel as though it is a fabulous teaching tool. The knowledge that you gain from this experience
is priceless. You have the opportunity to see education at its finest and every moment is an
insightful learning experience.”
“Every day in Portland I got to go to a big beautiful school, work with students from many
different backgrounds at many different levels of development, and work with a group of
teachers who cared about providing the best possible education. I belonged at Jackson Middle
School more than I have belonged in most places I have ever lived. The difference it makes
when the faculty works together is incredible. All of a sudden there are inter‐subject
connections, ideas being shared, and a genuine sense of community…”
Because of the participants’ overwhelmingly positive response and grass‐roots insistence that all
preservice teachers get an opportunity like the Portland LBC trip, the faculty sponsored another during
spring break 2008 to another LBC school in Des Moines, Iowa. While we knew that it would be difficult
to surpass the positive feedback from Portland, the feedback from Des Moines rivaled that of Portland,
and, in addition, preservice teachers from Gettysburg College and Drake University participated
alongside West Des Moines professionals in Artful Learning™ training, extending the opportunity
beyond classroom participation to learning & acquiring arts‐based strategies.
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As the Artful Learning™ model was now highly visible on campus, we sought to fully integrate it
into a college course. The descriptions and ideas documented in this paper detail the experiences most
salient to our implementation of the Artful Learning™ model with preservice teachers.
Ken’s work with the Gettysburg Area High School yielded an interesting opportunity for
collaboration with a high school art teacher, Julie. Julie wanted to use the Artful Learning™ model with
a special group of students who needed remedial work on many of the district’s assessment anchors.
Her students would be enrolled in a Pottery and Sculpture class, but Julie wanted to deliver her arts
curriculum using a social studies content area of focus, i.e., westward expansion. It was an excellent
opportunity for collaboration; not only was there an emphasis on social studies content, our preservice
teachers were mentored by Julie in their field work. Members of our class worked jointly with Julie to
design and teach inquiry centers mapped to standards and assessment anchors. We designed our
college course in social studies methods to utilize the Artful Learning™ model:
Concept:

Expansion

Masterwork:

The Conestoga wagon – developed in Lancaster, PA
The Conestoga wagon was built by hand at the cost of $250.00. The
wagon was drawn by four to six ‘Conestoga Horses’ and painted in
Prussian blue with red wheel rims and a white cover. The modern
equivalent to the Conestoga wagon is the 18‐wheeled tractor‐trailer as
they both served as the primary vehicle for hauling freight.

Significant Question:

How do we challenge conventions to expand our world?

In the experience phase of the model, we used a picture of the Conestoga wagon to generate relevant
questions about form and function. Students noted that there was no place to sit on the Conestoga
wagon, and further research in the inquiry phase yielded information that the Conestoga wagon was
designed to haul freight. The preservice teachers generated an extensive list of questions from the
picture, ranging from time and place to route and materials. For the inquiry phase of the lesson, the
preservice teachers were assigned responsibility for developing a curriculum employing the concept,
masterwork, and significant question that related to a specific aspect of westward expansion.
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Preservice teachers developed their inquiry centers in teams on the following topics and linked their
instruction to standards:
•
•
•
•
•
•

Map making and route geography
Innovation then and now
Westward expansion fact and guide book
Weather patterns on the Oregon Trail
Materials and tools used by pioneers
Folk music, dance, and art, symbols and metaphors of the period
The moment of truth came when our preservice teachers became the teachers for Julie’s

class by implementing the curriculum they developed. Certainly, this could be considered a part of the
original creation in our class as students gained experience in teaching and curriculum design and they
were required to reflect on what they had learned:
“For the first time, it was actually important that I not teach the lesson per se, but create a
lesson that would not only make sense to me, but also enough sense for the students to be
particularly involved and interested….I think that this environment [inquiry centers] invites a lot
of opportunity for discussion in a comfortable enough zone so that everyone feels at ease.”
“The inquiry center was unlike anything I have ever created in education classes before. This
class has gone above and beyond many aspects of teaching I have learned in the past, and
although many times I am exiting my comfort level, each time I am pleasantly surprised that yet
another method/style of teaching works! I particularly enjoyed this project because I love
getting students actively involved. I think I learned as much about westward expansion and the
Conestoga wagon as the students did!”
“The inquiry center was an excellent introduction to the classroom for me in terms of
instructional strategies and multidisciplinary curriculum development…The importance of
flexibility was certainly reinforced. Being able to adapt the lesson and cut or change activities
based on time and response is an important part of flexibility…I think one of the most important
things I learned was never to over‐estimate the skill level of students based on the grade level
and developmental expectations. While I don’t think our activities or questions were too
difficult for the grade level and their expected developmental level, I think we could have
targeted our questions more effectively.”
“Another area where I felt that we had great success was in the coordination/inclusion of
multidisciplinary standards in our center. Creating ‘just a social studies lesson’ was certainly not
enough for me personally, and it would not have addressed many of our curriculum standards.
By having students read about innovation, study the timeline of design, sketch their own
designs, create their airplanes and fly them, and reflect on all of these activities, we got the
students involved in reading, writing, math, science, art, and social studies all at once. At the
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same time we were able to address multiple intelligences, and have a balanced set of activities
that accommodated a variety of learning preferences—visual, auditory, and hands‐on!”
Because we were working closely with Julie’s class, we also participated in the original creation
planned for the Artful Learning™ westward expansion unit. This proved to be the greatest challenge for
us at the college level as the original creation was an intermediate level wooden patio chair constructed
from eight‐foot cedar boards. Without power tools or space for the project, we had to be creative to
complete the task, but in the end, the class built four chairs. We worked in class to cut the lumber, and
over a weekend we assembled the chairs off campus. With the assistance of our library liaison we
selected colors and stencil designs likely for the period for our original creations. Building the chairs was
revealing in many ways. Not only did it tap problem solving abilities and interpersonal communication
skills, it embodied a multidisciplinary approach, and students gained a far greater appreciation for
challenges that the pioneers must have encountered in order to construct the Conestoga wagon:
“In teaching, I feel that challenging conventions can expand our world and that of the students
that we teach. In the creation and assembly of the chair, our conventions were definitely
challenged. We were forced to step out of our comfort zone as students and from what I
believe, as teachers, too; we were able to connect what we were learning about both in the
classroom and in our field experience.”
“During the chair assembly, I kept thinking about the pioneers and how they must have
assembled things on the Conestoga wagon while moving west. It came to me that we were
learning about what it was like for the pioneers in a hands‐on way. We were getting a small
taste of the difficulties and success that these pioneers experienced when they had to make
things for themselves. “
“I enjoyed taking a hands‐on approach in the field, and that is why I often volunteered to help
students with their projects or take part in a project myself. I was able to do some pretty cool
things…and talk with the high school students about my experiences in chair building.”
“When we first had the chair assembly project introduced to us, I was intimidated because I had
no knowledge of how to assemble a wooden chair. But we learned in a very hands‐on way that
forced us to use higher level thinking, problem solving, and I even saw myself improving
tremendously in my sawing technique!”
We issued a pre and post inventory to the class which required students to rate their confidence
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on a number of indices encompassing methods and content issues in social studies instruction. Post‐
responses to the self‐report item, “I know how to integrate and use arts‐based strategies to teach social
studies properly,” universally received high ratings, suggesting success for the Artful Learning™ model in
scaffolding curriculum integration and arts‐based instruction.
Discussion
While implementing this pilot project posed many challenges to us as teaching professionals, we
feel that it was successful and served both the preservice teachers and our community partners very
well. Gadsden’s (2008) recommendation that the arts should be integrated in curricula, and made an
active part of the preparation of teachers was a lived experience in daily practice as both we and our
preservice teachers gained a deeper understanding of westward expansion beyond the traditional
textbook accounts of time and place. Her recommendation that the arts provide a lens for the
reconsideration of literacy problems, social justice, and diversity was also a point for discussion
throughout the semester as our students participated in their field placements with students who had
not reached academic proficiency on state assessments, but were showing new interest and motivation
for learning in the Pottery and Sculpture class. Often it is very difficult to engage and motivate such a
population for academic learning, but the evidence we observed demonstrated that for this high school
class, students were more motivated and engaged for the original creation of the chair. While it was our
plan that the chairs we constructed would be auctioned off for a “chair‐ity” event to benefit the arts, all
but two of Julie’s students paid for the materials to keep their chairs. This evidence reveals, quite
dramatically, the high motivational level for the task and the arts‐based curriculum. Beyond a doubt,
these students were invested in their final products and valued their learning.
While much is written about the importance of integrated curriculum, accommodating different
learning styles, using variety in instructional strategies, and incorporating multiple intelligences, it is our
observation that these essentials of good teaching are not easy for preservice teachers to implement.
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We’ve noticed in our practice that reading about theory does not guarantee implementation of theory,
and we’ve observed countless microteaching lessons where students default to direct instruction, or
“teaching as telling.” One of the most important advantages of the Artful Learning™ model is that it
provides professionals with an active sequence that scaffolds learning for both teachers and students.
Through identification of the Masterwork, the arts are thoughtfully included in the experience phase of
the lesson, and often there is an accompanying metaphor which elevates thinking about the concept
and significant questions. Our preservice teachers, in LBC classrooms on their field trips, in their own
efforts in their inquiry centers, and in our college class, were quick to notice how the infusion of the arts
captured the learner, motivating all of us to further explore the content. Thus, our small pilot project
supports Gadsden’s assertions of the benefit for including the arts in teacher preparation.
Using the arts well in instruction provides multidimensional anchors for students as they receive
instruction. For populations where students have limited English proficiency or any other documented
special need, arts‐based instruction provides distinct advantages. It is widely recognized that special
needs students thrive in instructional climates emphasizing multiple entry points for mastery of the
content, and the Artful Learning™ model benefits and nurtures these learners. As an added benefit, the
potential for motivation and mastery for the academic task is enhanced, and this finding was certainly
supported for the high school students in our field partner’s classes.
In addition to the benefits for preservice teachers reported in this action research, our data
suggest that arts‐integrated formats such as the Artful Learning™ model may be useful for promoting
learning and understanding at the university level. An arts‐based curriculum easily corresponds to the
mission of a liberal arts experience. The Leonard Bernstein Center for Learning continues to develop
connections with a variety of academic departments on campus to design new interdisciplinary courses
and first year seminar experiences that provide arts‐based connections. A current initiative (Fall 08)
between the LBC and the Theatre Department will infuse the Artful Learning™ model in a course which
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will use the play, Address Unknown, as the Masterwork. First published in 1939 and set during the rise
of Hitler’s regime, the story forewarns of Nazi atrocities. The plot provides fertile ground for discussion
on modern political conflicts and human rights violations.
Persistent challenges exist in determining the appropriate role for arts in the overall school
curriculum. Do the arts stand alone on their own merit? Should the arts be integrated into the overall
curriculum to add richness to the study of history or other disciplines? Is some combination of
performance orientation and cultural transmission desired? Within the framework of the questions
posed is a larger question: what are the benefits of arts education for students? In a meta‐analysis of
more than 1000 studies, Hetland and her colleagues (2000) discovered only three demonstrating causal
relationships between the study of the arts and cognition. More recently Hetland and colleagues (2007)
have identified specific skill sets (for example, problems solving and questioning) that are developed in
the visual arts and appear to transfer to other arts disciplines as well as to general curriculum. As a
result, an important recommendation emerges from this meta‐analysis: i.e., we must accept the
challenge for designing and implementing studies that provide more convincing evidence for
determining whether study of the arts has a significant benefit for all students. Such studies are
currently in progress. Gazzaniga (2008) posits promising evidence that researchers are on the threshold
of identifying causal relationships between arts training and cognition in other areas. While not all
studies inspired by recent work will likely yield results in support of arts integration, new empirical
designs carry the potential for closer examination of the roles that the arts play in enriching our lives,
constructing and connecting to prior knowledge, and effective information processing. In turn, new
insights will suggest how best to integrate curriculum.
Innovative thinking and inclusion of the arts in curriculum is becoming a policy consideration as
people recognize that an “education in and through the arts is essential for cultivating the imagination”
(Trotter, 2008, p.9), as well as nurturing innovation to increase successful problem solving. The findings

2009 HICE Proceedings
Page 4895

of carefully designed and implemented studies will ultimately be useful for better informed policy
decisions relating to curriculum, resource allocation, and student choice. Recent poll results from the
Washington‐based Arts Education Partnership urge that the arts not be overlooked; they cite data
demonstrating the existence of a voter constituency (deemed the “Imagination Nation”) supporting a
renewed emphasis on the arts. Our experience with this pilot project adds credence to the urgency for
utilizing the arts more consistently and effectively at all instructional levels. Our challenge as teacher
educators is to encourage students to use all of their resources, including imagination and creativity, to
master academic content. Our successful experiences with the Artful Learning™ model, both for our
community partner and for our own college classes, demonstrate the great potential of the arts for
enhancing the relationship between teaching and learning, and for experiencing content deeply through
the roles of artist, teacher, and scholar.
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Appendix A CRESST Data
The following graphs illustrate a sampling of the CRESST findings. For a full report, please contact any of
the authors.
Graph I Student Engagement Increases after Artful Learning Implementation
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Graph 2 Comparative Average Growth in Students Meeting/Exceeding Standards

Percentage of Growth

Comparative Average Growth in Students
Meeting/Exceeding Standards

16
12
09
05

08

09

10

09

06

Comp School

Eng/Lang Arts

District

LBC School

Mathematics

Reading
UCLA/CRESST 2004

2009 HICE Proceedings
Page 4898

Graph 3 Artful Learning Professional Development, ‘Agree’ to ‘Strongly Agree’
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Arts‐based Integration
Appendix B Academic Performance Index (API) for Moffet Elementary, Lennox, CA
The following graph illustrates the performance of an LBC school over time. For data on other schools,
please contact any of the authors.
Graph 4 Moffet School (Lennox, CA) API History
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Abstract
The purpose of this study was to understand challenges faced by beginning teachers
working in urban areas and their perceptions regarding any professional problems and/or needs
they had. Research indicates that beginning teachers at urban schools are more likely to leave
the profession within the first few years than are their peers in suburban and rural settings
(Ingersoll, 2001; Smith & Ingersoll, 2003).
The present study was informed by three lines of research addressing beginning teachers
working in urban areas. The first line of research examined challenges first-year teachers faced
in urban areas. The second line of research addresses beginning urban teachers’ perception of
how their educational background and licensure affects their teaching performance. Finally, the
third line of research addressed beginning urban teachers’ attitudes toward their teaching career.
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Beginning Urban Teachers

2

This study was conducted in order to address urban teachers’ retention issues, as well as
envisioning potential strategies for alleviating the problem. Case methodology was conducted to
highlight the research questions. Six, first-year teachers employed in a major urban area
participated in the study. Data were drawn from interviews, observations, and related
documents. The overall findings filled several research gaps when compared with previous
studies.
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1. Title: Inclusion Model and English Learners In USA public Schools
2. Names (authors): Li-Ching Hung & Cary Stacy Smith
3. Affiliations of the authors: Li-Ching Hung (the Overseas Chinese Institute of
Technology), Cary Stacy Smith (Kaplan University)
4. Addresses of the authors: 997 Old Mayhew Road, Starkville, MS 39759
5. E-mails: Li-Ching Hung (lhung210@aol.com) and Cary Stacy Smith
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Abstract
According to the U.S Department of Education (2005), public schools experienced (and
still are) a rapid increase in the ESL population over the past few decades. Moreover, according
to the No Child Left Behind (NCLB) policy, all ESL students need to demonstrate both language
proficiency and academic proficiency in content areas (Fusarelli, 2004). Thus, it is important for
each school district to assist ESL students in achieving proficiency in the English language while
maintaining an adequate performance in the content areas. As a result, several models have been
implemented into the classrooms in order to meet the ESL students’ needs, and the Inclusion
Model is one of the most popular types of programs implemented in mainstream classrooms.
The present study was informed by two lines of research addressing how content teachers
and ESL teachers perceive the Inclusion Model regarding its strength and weakness. The first
line examined how content level teachers perceive the relative strengths and weaknesses of the
Inclusion Model (Baker, Wang, & Walberg, 1994; McLeskey & Waldron, 1995). The second
line of research addresses how administrators perceive the Inclusion Models regarding its
positive impact. Based on previous studies, most studies included no information from an
administrator’s perspective.
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Inclusion Program 2
Case methodology was conducted while the participants consisted of four content
teachers, a school director, and guidance counselor. The institution chosen was a charter school
located in an urban city with the highest percentage of English as Second Language (ESL)
students in the Southeastern portion of the US. Data were drawn from interviews, observations,
and related documents. The overall findings filled several research gaps when compared with
previous studies. Further studies are needed to investigate teachers and administrators from other
schools.
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Proposal #96

Title: Literacy Development Through Interactive Books and Performances.
Full Paper: This session presents how to use three dimensional, interactive books with
picture symbols, real objects, puppets and augmentative devices for children with severe
and profound developmental disabilities. Multi-disciplinary curriculum concludes with a
live student performance. This presentation is targeted towards special educators,
paraprofessionals, speech therapists, parents and everybody who is involved in the
educational process with children with special needs. The objectives of the presentation
are to show how all children with severe and profound physical and cognitive disabilities
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can still learn and participate in a comprehensive multi subject unit. Attendees will be
provided with instructional and learning strategies that can be utilized to address the
challenges that these students face. Participants will be given a chance to watch the
process from adapting the book through the final performance. The adapted books reflect
different genres and are chosen from different countries that show diverse cultures,
languages, socio-economic statuses and ethnicities. These books give children with
disabilities opportunities to fully participate in a lesson whether it is reading, math,
science, social studies or the arts. By using their five senses, these books take advantage
of each child’s strongest modality and most suited learning style. This is why these books
can be used either individually, as a whole class activity or as a small groups activity. The
class is broken up into small groups by students’ cognitive level and physical capabilities.
Each group is taught through differentiated instruction. The specific books that will be
presented are: “The Three Little Pigs”, “The Big Red Barn”, “Caps for Sale”, “The Very
Hungry Caterpillar” and “Komo the Rabbit”. The session will be presented in a lecture
format utilizing interactive books, puppets, real objects, picture symbols, augmentative
devices and a video of final performances. The evidence of effectiveness supporting the
content is shown by the final performance. The students’ outcome is apparent by the end
of each unit. By continuously reading the story using different props, the students become
very familiar with the story, the characters, and are able to learn different subjects such as
math (counting, matching, color identification), science (weather, life cycle, animal
recognition) and social skills that are covered by the unit. The students’ social skills are
improved by taking turns and sharing different manipulative with each other, and then
participating in a show that concludes the unit study. The attendees will acquire new
ideas about how to adapt interactive books. The attendees will learn how to incorporate
all subjects of the curriculum through the use of one book. The attendees will have a
chance to actively participate in the workshop by interacting with each other using the
materials presented such as puppets, real objects, picture symbols and augmentative
devices. As teachers we have found great success using these teaching methods with our
students. Since traditional teaching methods with our population are insufficient, the need
of using manipulative is essential.

Thank you, Sharon Meyers Izzo, Carol Karol, Polina Telerman, Dr. Tamar Bibilashsvili,
Nataliya Polevaya, Diana Massato
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The Eclipse of Cultural Relevance in the Classroom: High-Stakes Testing and
Cultural Diversity in School
Objective of presentation
Two primary objectives were explored during the presentation. First the presenters
discussed cultural influence in the classroom from the perspective of those who are supposed to
benefit from any type of educational reform or innovation – the students. The qualitative results
of a mixed method research study that explored the perspectives of adolescent students regarding
culture and cultural influence in the classroom was shared. A second objective was to further the
dialog about the appropriate and effective classroom use of culturally relevant materials and
teaching during an era of high stakes testing.
Significance of the content and process
The purpose of the research study under discussion was to gain insight into the role of
culture in the classroom. The researchers invited the sixth grade teachers and principal of a large
innercity elementary school to collaborate in the study with the goal of utilizing the results to
enhance student achievement in an era of high-stakes testing through better teacher preparation
and development.

Abstract of Presentation
An essential part of ascertaining the current status or degree of our understanding
about cultures in general is investigating and comprehending the role of culture in the
public school classroom. A concern for interpreting the influence of cultural perspectives
in the classroom lead to a mixed method study that sought to engage the voices of urban
sixth graders in order to provide insight into their perspectives of culture in the
classroom. In the same way that students have significant understanding about their
heritage cultures and languages, they also possess substantial knowledge about their own
cultural and linguistic experiences in and expectations for the public school classroom.
Culturally and linguistically diverse students frequently experience a curriculum that
reflects little of their culture and language, causing them to sense that they are not invited
to participate in the total school experience. If they are to enjoy any aspect of social
justice or any of the fruits of liberty, educators must discover what elements will facilitate
an accepting and supportive environment where each student feels valued and academic
achievement is enhanced for all.
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Consistently, the responses of the current study participants revealed a request for
recognition that was two-fold in nature, both as a symbol of understanding on the part of
teachers as well as an aspect of inclusion in the classroom. Of particular interest was their
strong wish for educators to be knowledgeable of their cultural traditions and celebrations
in the hope that this would translate to the inclusion of aspects of their culture, language,
and history to be invited into the curriculum. Ovando, Collier, and Combs (2006) have
noted that linguistically diverse students possess specific needs, including being accepted
by teachers and peers, the invitation to participate, and seeing themselves reflected in the
curriculum. Thus, the same message emphasizing the importance of culturally relevant
teaching may be derived from the responses of the students as well as researchers. It may
be argued that omitting cultural diversity from the curriculum does not make it disappear
from reality, nor does its absence serve to facilitate improved test scores.
As students and teachers experience increasing diversity within public school classrooms
in the United States, more knowledge and understanding of cultural influences and the impact of
diversity issues on teaching and learning is needed. While concerned educators have frequently
considered the manifestations of culture in the classroom, young students have seldom been asked
about their understanding of culture or cultural elements. Teachers are expected to become more
knowledgeable of cultural issues in teaching and learning while also becoming better able to
address the educational needs of students’ diverse ethnic, linguistic, and academic backgrounds.
A valuable resource for cultural insights is the students’ voice, yet educators frequently report
that they are receiving a mixed message regarding the use of culturally relevant teaching. On the
one hand, research points to this type of teaching as a valid tool in facilitating success in the
classroom for diverse students. On the other hand, teachers indicate that the message from
administrators is that there is no time for attending to the affective aspect of education through
culturally relevant instruction because of the urgency of high-stakes testing. Thus, it would
appear that the demands of the test take precedent over the needs of the students.
Purpose of the Study
The researchers value the voice of students and utilized the information gathered in this
study to collaborate with participating sixth grade teachers to create culturally sensitive pedagogy
in order to enhance academic achievement. The results of the study were used to inform teacher
education and professional development.
Participants
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The participants of the study included sixty-eight sixth graders from one inner-city
elementary school in a large, southwestern city. The students were primarily of a lower
socioeconomic status. Of the 800 students who attended the school, 94% were Latino and over
50% were English Language Learners (ELLs).
Methodology
Both quantitative and qualitative methods were employed to analyze, interpret, and describe
the participants’ responses on a survey created by the researchers. The survey included Likerttype as well as open-ended questions. Survey questions were based upon a prior component of
this study that included ninety suburban, middle school students. A multi-genre approach was
used to collect classroom assignments including analytic writing, narrative vignette, and poetic
and artistic transcription.

The data were analyzed for emerging themes that informed the

researchers in forming the survey.
The study focused on the following research questions:
• How comfortably do the student participants interact with others from different cultures?
• What impact does the teacher have in shaping cultural knowledge?
• How does the teacher inhibit or promote the celebration of diverse cultures?
• What do the students think all teachers should be teaching about diversity in the classroom?
Responses to survey questions were analyzed for emerging trends from the Likert-type questions.
The open-ended questions were interpreted for potential themes. After the data were collected and
analyzed the researchers worked with the school principal and participating teachers to further
consider and interpret the implications of the students’ perceptions of culture in the classroom.
Findings and Implications
Responses to the qualitative portion of the study point to several key findings. First, the teacher
plays an important role in establishing a welcoming, supportive atmosphere and in protecting
students from misinformation and stereotypes perpetuated by educators who lack knowledge
regarding the diversity of their students’ experiences and backgrounds. Nieto (2004) writes in
support of this finding. In addition, students commented that they want teachers to know that
difference does not mean “bad.” The students frequently noted that they want teachers to be
knowledgeable of the cultural values and beliefs that are reflected in their celebrations. Students
indicated their desire for the teacher to help them understand more about themselves and others.
The participants’ responses demonstrated a need for culturally relevant teaching to be included
in the classroom. Students indicated their desire for culture to be explored, not repressed, in school
even when preparation for high-stakes testing requires much of the school day. Implications for
further study include exploring the impact of culturally relevant teaching on the preparation of
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students for rigorous high-stakes exams. In addition, this study as well as the original research
project should be replicated in other educational settings and comparisons of student responses in
the various types of settings should be evaluated for consistency.
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Music to the Ears: Advancing Acculturation and Language Acquisition Among
Newcomer English Language Learners

Linguistically diverse students attending United States public schools encounter
unique school-related challenges that include the need to learn the English language and
content area information at the same time. These students also have significant needs along
with their culturally diverse counterparts. The more fundamental needs include the
invitation to participate, acceptance by teachers and other students, and seeing not only
themselves, but also their experiences, cultures, languages, and traditions incorporated into
the school curriculum. Additional needs consist of the desire to experience success in
school and the reassurance that it is unnecessary to abandon the home culture and language
in order to belong at school. How may the tools of culturally relevant materials such as
music, songs, and literature assist culturally and linguistically diverse newcomers in
believing that school is a welcoming and accepting environment in which to learn?
Why specifically focus on the use of music and other culturally appropriate
materials as possible vehicles for facilitating success for newly arriving immigrant, refugee,
and political asylee students? Several cities in the United States, including the Dallas- Fort
Worth Metroplex, have become centers for new arrivals. In fact newcomers consisting of
immigrants, refugees, and political asylees now comprise one in every seven students in the
Dallas Independent School District (Hernandez & Jacobson, 2008). Other cities such as
San Antonio, Houston, New York, and Los Angeles reflect similar demographics as they
continue to be new arrival centers. Certainly, strategies and materials that capably serve
newcomer ELLs will enhance the education of all linguistically diverse students. However,
as the newcomer segment of the linguistically diverse student population continues to
grow, it is prudent to explore in what manner music may be utilized to enhance
acculturation and language development among ELLs who are newcomers?
Gay (2000) defines culturally relevant or culturally responsive teaching as
utilizing students’ cultural knowledge and previous experiences and knowledge to facilitate
learning that is meaningful and effective for culturally and linguistically diverse students.
When a child hears or sings or performs music from his or her own heritage culture, he or
she senses that school in this new land and experienced in a second or third language may
still hold promise as a welcoming and accepting place. As students experience acceptance
their affective filters usually are lowered, and learning will generally take place. Music that
includes rhythms, instruments, words or melodies from such countries as China,
Afghanistan, Haiti, Vietnam, Burma, and Mexico will validate the heritage cultures of
ELLs, including the newest refugees and immigrants. Moreover, through the study of
traditional music and instruments from different cultures, other students will have the
opportunity to learn about a variety of cultures in a respectful, positive, non-threatening
manner that invites every student to participate.
As a tool for the ESL and bilingual classroom, music is motivational and effective
and may be used efficiently to clarify ideas and make associations between reading,
writing, and music (Hancock, Turbill, & Cambourne, 1994). Zainuddin, Yahya, MoralesJones, and Ariza (2007) have observed that regular education elementary teachers need not
be musicians in order to effectively invite music into the classroom.
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Music in its many forms may also assist in facilitating a positive acculturation
experience. Whereas culturally relevant music from a variety of cultural groups creates
opportunities for students to see their cultures and languages reflected in the curriculum,
historical, patriotic, and traditional folk songs from the United States provide multiple
opportunities to learn the history, the structures, some of the values, selected memories,
indeed the fabric of society that U.S. Americans value.
Students who see themselves and their experiences meaningfully incorporated
within the school curriculum tend to believe that school is a place for them. The hope is
that as intercultural understanding increases for both teacher and newcomer ELLs,
academic achievement in music as well as English as a second language will be enhanced.
Opportunities to explore music in both the music class and the ESL or bilingual classroom
offer an excellent opportunity to promote intercultural understanding while accomplishing
curricular goals and objectives.
The workshop presentation included the introduction of sample lesson plans and
suggestions that are appropriate for the music class as well as an ESL or bilingual
classroom. Each lesson plan was fully explained. A discussion of the practical application
of each lesson with ELLs followed by first-hand observation and reflection was also
provided during the workshop.
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Promising Outcomes: Ka Hana ‘Imi Na ‘auao –A Science Careers Curriculum Project
Abstract
Participants for this study were selected from Ka Hana 'Imi Na 'auao, a culturally responsive
science careers curriculum project conducted by the Center on Disability Studies, University of
Hawai‘i at Mānoa under a US DOE grant aimed at increasing the number of ethnic minorities,
especially Native Hawaiians, in science-related careers. The sample was drawn from science
classes being taught in 4 high schools in Hawai‘i between 2006 and 2008. It consisted of 255
participants from primarily Pacific and Asian American backgrounds who completed a survey
consisting of 12 statements corresponding to three target attitudes regarding careers in the
scientific field; family support of science studies combined with perceived interest in/opinion of
science careers; and perceived dreams of science careers.
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Promising Outcomes: Ka Hana ‘Imi Na ‘auao –A Science Careers Curriculum Project
Description of the Problem
Hawaiian students in public schools tend to show poorer outcomes compared to other
major ethnic or racial groups on a range of indicators, including standardized test scores, grades,
placement in special education, school attendance, grade retention, suspensions, dropping out,
substance abuse, juvenile arrests, and transition to postsecondary education and/or gainful
employment (Department of the Attorney General, 1998; Hawai‘i Department of Education
[DOE], 2002; Hewitt, 2003; Kawakami, 1999; Ogbu, 1994; Sato, 1989; Schrag & Johnson,
2002). But let us not blame the victims – the many Hawaiians who have for the last century
endured an educational system that did not adequately address their needs, nor their teachers,
who have strived to improve the system despite misguided preparation to succeed at the task –
for progress is being made.
Some researchers believe the negative educational and employment outcomes
experienced by Hawaiians are a result of the conflict students feel between succeeding
academically and remaining true to themselves and their culture (Hewitt, 2003; Kanaiaupuni, &
Ishibashi, 2003; Kawakami, 1999; Sato, 1991). Researchers of Hawaiian education inform us
that Hawaiian parents have sometimes taught their children to “Leave your Hawaiianess at
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home” [sic] (Sing, Hunter & Meyer, 1999, p. 12). Meanwhile, public schools rooted in the
Western experience and traditions (Kaestle, 1990) inadvertently or deliberately further promote
this thinking, forcing students to subordinate their culture in order to succeed in the mainstream
(Chapman, Davison & Panet, 2002). Lessons lacking a connection to the local culture and
physical surroundings increase the challenges for Hawaiian students to engage in learning and to
be valued for the knowledge and experience they bring with them (Rosebery, McIntyre &
Gonzalez, 2001). Yet, evidence is mounting that teaching practices and curricula that link
schooling to the surrounding cultural and physical environment produces positive results on all
indicators of student and school performance (Au & Kawakami, 1994; Hollins 1996).
Addressing the Cultural Mismatch
This study evaluated one endeavor to help students bridge the gap between their home
and school cultures in an effort to ultimately change the outdated paradigm which separates
Hawaiian indigenous and western knowledge systems in public schools in Hawai‘i. Ka Hana
‘Imi Na ‘auao (roughly translated, “the seeking of scientific knowledge”) is a 3 year US DOE
funded project serving high school teachers across the state and supporting Hawaiian high
school students to succeed in science-related educational and career pursuits in this culturally
responsive science curriculum project. Results indicated that by simultaneously addressing the
Hawaiian culture’s contributions to science while highlighting careers in the scientific field in
Hawai‘i, student interest levels significantly increase.
Modes of Inquiry
Development of the Science Career Interest (SCI) Inventory
The first step in the design and validation of the Science Career Interest (SCI) inventory
(CDS, 2007) was the identification of salient dimensions. Researchers at CDS deemed four
psychological dimensions as salient for students learning about scientific careers in a culturally
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responsive environment: perceived interest in careers in a scientific field; dreams of science
careers; perceived family support of/interest in science studies; and values of science careers.
However, Exploratory Factor Analysis (EFA, SPSS, Principle Components Analysis, Promax
Rotation) conducted after each of the three waves of survey administration consistently loaded
items pertaining to both personal interest in science careers and familial support/interest in
science onto one factor, which was labeled Personal, Familial Interest and the other factors were
labeled Science Career Dreams, and Science Career Values.
The Sample
The sample was drawn from public high school science classes being taught in Waialua,
Nanakuli, Roosevelt and Kaimuki schools on the island Oahu, Hawai‘i over the school years
2006-07 and 2007-08. It consisted of 255 consenting participants from primarily Pacific and
Asian American backgrounds who completed the SCI inventory. Due to attrition, longitudinal
data was collected for 203 students (Yr 1 treatment = 64; Yr 2 treatment = 60; Yr 2 control = 79,
demographics listed in Table 1, ethnicities illustrated in Figure 1).
Internal Consistency & Scoring of the SCI Inventory
Total scale internal consistency reliability (Cronbach coefficient α) estimates were robust
with alpha levels of .83 at Wave I, .89 at Wave II and .89 at Wave III. Individual factor reliability
values were good to fair; for Science Career Dreams, alpha values ranged from .83 at Wave I, .89
at Wave II and .87 at Wave III, the Personal, Familial Interest factor alphas were .81 at Wave I,
.84 at Wave II and .86 at Wave III, for Science Career Values, factor alphas were rather low for
Wave I at .50, but increased at Wave II with an alpha of .57, and at Wave III had risen to .69.
Based on internal-consistency reliability data and exploratory factor analysis (EFA), refinement
decisions lead to the removal one item because of low factor loadings and the result was a threescale, 12 item instrument; the Science Career Interest inventory (CDS, 2007).

2009 HICE Proceedings
Page 4919

Figure 2 illustrates a total of four items loaded sufficiently on the Science Career Dreams
factor, four items loaded on Personal, Familial Interest and three items loaded satisfactorily on
the Science Career Values factor, indicating sound discriminant validity. Convergent validity
data indicated the scales overlapped to a certain extent, with component correlations of: r = .51
between the Science Career Dreams and Personal, Familial Interest factors (r = .57 at Wave II, r
Table 1

Demographic Information, Ka Hana 'Imi Na 'auao Sample, 2006-2008 School Years Combined
Mean Age

15.6 (1.17)

Mean Age Range

13 -18

Male

56%

Female

44%

Urban Student Population

47%

Rural Student Population

53%

Special Education Students

19%

General Education Students 81%

Ninth Grade Students

27%

Tenth Grade Students

27%

Eleventh Grade Students

32%

Twelve Grade Students

14%

Treatment Condition

61%

Control Condition

39%

N = 203.
Note. Number in parenthesis is standard deviation.
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Figure 1. Pie graph of self-reported ethnicities Ka Hana 'Imi Na 'auao sample, 2006-2008
school years combined, collapsed across major cultural groups in O‘ahu.
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= .51 at Wave III); a correlation of r = .43 was attained between the factors of Science Career
Dreams and Science Career Values (r = .40 at Wave II, r = .43 at Wave III); and the inter-factor
correlation between the Science Career Values and Personal, Familial Interest factors was r =
.30 (r = .41 at Wave II, r = .30 at Wave III).
The variance of all three psychological dimensions combined for a total of about 60%, at
Wave I, 68% at Wave II, 70% at Wave III, suggesting the three factors accounted for two thirds
to three quarters of the learning that took place in the classrooms comprising the sample.
Furthermore, Eigen values for the three factors at each wave were all well over 1.0, the typical
cut-off in most factor analyses. Figure 2illustrates a certain amount of over-lap existed between
all three factors at Wave I and these correlations remained consistent at Waves II and III.
It was planned that a Confirmatory Factor Analysis (CFA) be conducted after three
waves of data collection but perhaps due to the rather small numbers of subjects in each
condition, acceptable fit indices were not able to be established in order to run a CFA as
originally intended for method of analysis, therefore, EFA results were examined. A series of
one-way ANOVAs were conducted to measure differences between treatment and control groups
at each wave and paired samples t-tests determined significant within-group differences between
the three waves of the study.
Results of the SCI Inventory Factors
One-way ANOVA results illustrated that there were no significant mean
differences to be detected between treatment and control groups for any of the factors at wave
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one (Figure 3). Mean values for perceived frequency of Dreams of Science Careers were not
significantly different at wave two but approached significance (p < .10) by wave three, with the
treatment group levels being higher than control. No significant differences were detected
between treatment and control groups for Values of Science Careers at wave two, but the
You will make it into a good college and
major in the area needed for this career
.86

You will graduate with a college degree
in the major area needed for this career
You will have a successful professional
career and make substantial contributions

.84
.76

Science Career
Dreams

.73
You will get a job in a science-related area
.64
When you tell others about your career, they
will respect you fo doing scientific work

.51
I would like to have a career in science
.84
My family is interested in the
sceince courses I take

.83

Personal, Familial
Interest

.79
I would enjoy a career in science

.71

.43

My family has encouraged me to
study science
.30
A career in science would enable me to work
with others in meaningful ways
Scientists make a meaningful
difference in the world

.77
.66
.61

Having a career in science would
be challenging

Science Career
Values
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Figure 2. Three factor structure model of CRSP inventory (Promax rotation, structure matrix)
with factor loadings and inter-factor correlations. Note: Single-headed arrows represent
factor loadings and double-headed arrows represent inter-factor correlations.

treatment group’s estimated factor means were significantly higher (p < .01) by wave three of
survey administration. Regarding the factor Personal, Familial Interest in science careers, the
treatment condition’s estimated means were significantly higher at both waves two and three at
the p < .001 level.
In estimating within-group differences over time, paired samples t-tests revealed that no
significant longitudinal growth was evidenced by the control group on any variable between the
beginning and end of the school year, with estimated mean values of all factors diminishing by
wave three. In the treatment condition, perceived frequency of Science Career Values remained
fairly high and stable over the school year. Estimated mean values for the Science Career
Dreams factor increased between waves one and two, but only approached a significant
difference (p < .10), however, differences between within-group scores increased significantly (p
< .01) for Science Career Dreams between waves one and three. Estimated mean values for the
Personal, Familial Interest factor did not change significantly between waves one and two but
did increase significantly between waves two and three (p < .05) and between waves one and
three (p < .001).
Results of the Aggregate Measure of the SCI Inventory
One-way ANOVA results illustrated that there were no significant mean differences to be
detected between treatment and control groups for the aggregate, or combined factors of the SCI
inventory at wave one. However, by wave two, estimated mean levels in the treatment group
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were significantly higher at the p < .01 level, and by wave three this difference had increased to
the p < .001 level. Again, paired samples t-tests estimated longitudinal within-group differences
and revealed that no significant longitudinal growth was evidenced by the control group between
the beginning and end of the school year, with estimated mean values of Total Dreams, Values
and Interest in science career interest diminishing by wave three. However, in the treatment

2.3
2.2

Dreams
Careers

2.1
2
1.9
1.8
1.7
1.6
1.5
1.4
1.3
1.2
1.1
1

Dreams
Careers
Value o
Careers
Value o
Careers
Persona
Interest
Careers
Persona
Interest
C

Figure 3. Estimated factor means of SCI inventory across the three waves of the study by group.
Note: frequency values represent: 0 = not at all true, 1 = not very true, 2 = somewhat true, 3 =
very true. N=203
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group, levels increased between waves one and two (approaching significance at p < .10),
significantly increased between waves two and three (p < .05) and differences between waves
one and three were highly significant (p < .001).
Conclusion
Results pointed to the central importance of family support in these students’ lives, and
from the beginning to the end of the school year, significant positive change was achieved for
Dreams of Science Careers and Personal, Familial Interest with the biggest gains achieved for
differences in mean scores for the aggregate measure of Total Dreams, Values and Interest in
science careers. These results indicated that by addressing the Hawaiian culture’s contributions
to science while simultaneously highlighting careers in the scientific field in Hawai‘i, abstract
notions of becoming a scientist and overall interest levels increase over time.
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Geometry Achievement
2.
Abstract
There are many career options that are open only to students who have mastered mathematical skills
and enrolled in advanced courses. Consequently, it is important to examine student and instructional
factors related to mathematics achievement in order to improve opportunities for success in
mathematics. The purpose of this study was to examine relationships between mathematics beliefs,
classroom instructional strategies, and geometry achievement test scores of elementary-school
students in the United States and the Philippines. The effects of several student beliefs about
mathematics and classroom instructional strategies on geometry achievement test scores were
examined in this study. Variance estimation techniques for complex sampling designs were
employed for this study. Several significant relationships between mathematics beliefs, classroom
instructional strategies, and geometry achievement test scores were obtained. Students who earned
higher geometry test scores tended to indicate positive beliefs about their mathematical abilities. In
addition, students who earned higher test scores reported that they frequently worked problems on
their own and listened to their teachers give lecture-style presentations during mathematics lessons.
These results identify several specific instructional strategies and mathematics beliefs that were
associated with geometry test scores for elementary-school students in the United States and the
Philippines. These results also extend findings from previous research by examining large national
samples of students from cross-cultural settings who were part of a comprehensive international
assessment of educational contexts and achievement.
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3.
There are many career options that are open only to students who have mastered mathematical
skills and enrolled in advanced mathematics courses (House, 1993). Further, mathematics
achievement is a critical part of middle-school success. Student success in algebra and geometry are
necessary for taking higher-level mathematics courses and leads to higher scores on standardized
tests (Catsambis, 1994). Instructional strategies such as the use of appropriate problem-solving
activities have been used to foster student achievement in mathematics. Farrell and Farmer (1998)
have identified eight modes of instruction that can be used in algebra and geometry teaching: lecture,
question/answer, discussion, demonstration, laboratory, individual student projects, supervised
practice, and technological activities. Research findings indicate that instruction in introductory
mathematics should include activities that incorporate the use of informal knowledge, application to
real-world settings, and applications of mathematical thinking (Telese, 2000). Therefore, it is
important to examine student and instructional factors related to mathematics achievement in order to
improve opportunities for success in mathematics.
Several studies have found that student self-beliefs are significantly associated with a number of
types of academic outcomes. For instance, findings from a longitudinal study of high school students
indicated that academic self-perceptions were significantly associated with subsequent school
withdrawal (Vallerand, Fortier, & Guay, 1997). Similarly, adolescent students who expressed more
negative self-appraisals of their academic ability were more likely to withdraw from school (House,
1999a). Other studies have found that student beliefs are significant predictors of subsequent grade
performance (House, 1997; Marsh & Yeung, 1997); in general, students who report higher levels of
academic self-concept tend to show higher levels of academic achievement. Elementary-school
students’ reading self-concept was found to be significantly correlated with reading achievement
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4.
(Chapman & Tunmer, 1995) while several facets of academic self-concept (such as self-ratings of
overall academic ability and drive to achieve) were positively related to chemistry achievement
(House, 1996). Finally, researchers have observed that academic self-concept has a multifaceted
structure and students tend to develop independent self-concepts in specific subject areas, such as
reading, science, and mathematics (Marsh & Yeung, 1997; Mui, Yeung, Low, & Jin, 2000).
Consequently, it is important to examine specific academic areas when assessing the relationship
between student beliefs and achievement outcomes.
In order to explain student performance in mathematics, several studies have examined the effects
of student beliefs on achievement outcomes. The academic self-concept expressed by adolescent
students exerted significant causal effects on mathematics achievement (Marsh & Yeung, 1997). In
addition, older adolescent students who reported higher academic self-concept also tended to earn
higher algebra course grades (House, 1993). Similarly, specific facets of academic self-concept and
achievement expectancies (such as self-ratings of mathematical ability and drive to achieve, and
expectations for grade performance in college) was significant predictors of grades earned in
mathematics courses by American Indian/Alaska Native students (House, 2001). There is research
evidence that middle school students’ initial mathematics self-efficacy was significantly related to
later achievement (Pajares & Graham, 1999). Further, findings from a longitudinal assessment of
middle school students in Germany indicated that having higher initial levels of interest in
mathematics was positively associated with enrollment in advanced mathematics courses (Koller,
Baumert, & Schnabel, 2001). Some cross-cultural differences have been reported for the relationship
between student beliefs and mathematics achievement. It was noted that self-confidence in
mathematics was strongly related to mathematics achievement for students in Norway and Canada
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but not the United States (Ercikan, McCreith, & Lapointe, 2005). It was also found that fifth-grade
students in Taiwan tended to have more positive beliefs about mathematics than was the case for
students in the United States (Tsao, 2004). Finally, recent findings indicate that students in the
United States and Korea who expressed positive beliefs about their mathematical abilities tended to
earn higher achievement test scores while students who expressed negative comparisons of
themselves to other students tended to earn lower mathematics test scores (House, 2008). These
results suggest that it is important to consider students beliefs when examining factors associated
with mathematics achievement.
One strategy that has been used for mathematics teaching is the incorporation of cooperative
learning activities into mathematics lessons. Research findings suggest that cooperative learning
activities are typically associated with improved student achievement and more favorable attitudes
toward mathematics. Cooperative learning activities provide variety for elementary-school
mathematics (Lemme, 1998). Similarly, results from a study of second school mathematics indicated
that the use of cooperative learning groups resulted in higher mathematics achievement test scores
and also suggested that students enjoyed working together (Whicker, Bol, & Nunnery, 1997).
Wickett (2000) found that cooperative learning during elementary-school mathematics provided
students with improved self-confidence and opportunities to share problems. Further, the use of
cooperative learning in a middle-school mathematics classroom resulted in increased mathematical
communications which subsequently enabled students to use more active learning strategies that
improved understanding (Liekin & Zaslavsky, 1999). Artzt (1996) indicated that monitering group
discussions during cooperative learning is crucial for students to develop mathematical reasoning and
for monitoring their own problem-solving strategies. Further, the composition of cooperative
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learning groups is important for enhancing student achievement. Ma (1996) found that students who
were at lower achievement levels tended to gain the most from group learning in mathematics. These
findings provide evidence that cooperative learning strategies can be effective for improving student
achievement in mathematics.
The effective use of homework has been found to facilitate student achievement. Research has
indicated that, in general, students who spend more time on homework tend to show higher levels of
academic achievement (Cooper & Valentine, 2001). Analyses of the mathematics performance of
tenth-grade students as part of the National Education Longitudinal Study of 1999 (NELS:88)
indicated that the amount of time students spent on homework was significantly related to
mathematical knowledge, but not with mathematical reasoning (Kupermintz, Ennis, Hamilton,
Talbert, & Snow, 1995). House (1999b) reported that the number of hours per week that older
adolescent students spent on studying/homework was significantly correlated with degree
completion. Homework activities may serve to enhance student performance by providing
opportunities for increased practice, more frequent parent-child interactions, increased learning
involvement, and more opportunities for peer interactions (Epstein & VanVoorhis, 2001). Recent
findings indicate that more frequent homework assignments were more effective for improving
mathematics achievement than were longer assignments (Trautwein, Koller, & Schmitz, 2002).
Other findings indicate that students who showed more positive attitudes about homework tended to
complete their homework more often and earn higher grades (Cooper, Lindsay, & Nye, 1998).
Cultural differences have been noted regarding the use of homework. Findings from the NELS:88
study indicated that Asian-American students spent more time on homework activities (Peng &
Wright, 1994) while students from Asian immigrant and Asian-American families spent more time
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doing homework than did students from majority families (Mau, 1997). Finally, it has been found
that Chinese students who were at lower levels of mathematics achievement showed learning gains
from cooperative learning activities (Ma, 1996). Consequently, it is important to consider the effects
of homework activities when assessing the relationship between instructional strategies and academic
achievement outcomes.
The Trends in International Mathematics and Science Study (TIMSS) represents the most
comprehensive international assessment of educational contexts and student achievement yet
conducted (Martin, 1996). As part of the TIMSS assessments, a model was constructed to examine
the effects of contextual factors on student achievement (Schmidt & Cogan, 1996); several factors
were incorporated into the model, including student beliefs about science and mathematics, family
expectations and resources, classroom environment, and instructional practices. Consequently, the
TIMSS assessments provide a unique opportunity to assess the independent effects of several factors
on student achievement. With respect to student beliefs about mathematics, it has been noted that
students who express positive beliefs about mathematics also tended to earn higher achievement test
scores (Howie, Marsh, Allummootil, Glencross, Deliwe, & Hughes, 2000). Similarly, elementaryschool students in the United States and Japan who attributed success in mathematics at school to
controllable factors (such as hard work and studying at home) tended to earn higher test scores
(House, 2006); conversely, students who attributed success in mathematics to external factors (such
as good luck) tended to earn lower mathematics test scores. Similarly, students in Japan who
expressed positive beliefs about their mathematical abilities (usually do well in mathematics and
learn things quickly in mathematics) also tended to show higher achievement levels (House, 2007).
Hammouri (2004) reported that the mathematics beliefs of a national sample of students from Jordan
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were strongly related to achievement test scores. Further, middle-school students in Japan who
expressed negative comparisons of themselves to other students (although I do my best, mathematics
is more difficult for me than for many of my classmates) also showed lower levels of mathematics
achievement (House, 2005). Finally, House and Telese (2008) found that mathematics beliefs were
significantly related to algebra achievement test scores for students in the United States and Japan;
students who earned higher test scores tended to express more positive beliefs about their
mathematical abilities (usually do well in mathematics and learn things quickly in mathematics). In
addition, students who earned higher test scores were more likely to indicate that they needed to do
well in mathematics to be admitted into the university of their choice. These results indicate that data
from the TIMSS assessments can be used to examine relationships between student beliefs and
mathematics achievement outcomes.
The purpose of this study was to examine relationships between mathematics beliefs, classroom
instructional strategies, and geometry achievement test scores of elementary-school students in the
United States and the Philippines. These countries were selected for several reasons. First, concern
has been expressed about mathematics test scores and achievement for students in the Philippines
(Mojica, 2008). In addition, relatively few studies have examined factors associated with
mathematics achievement for students in the Philippines (Bernardo & Calleja, 2005; Camahalan,
2006; Lee-Chua, 2001). This study was designed to extend findings from previous research on
factors associated with mathematics achievement. Further, this study was designed to examine data
from the most current TIMSS assessment. Finally, this study was intended to assess those
relationships for large national samples of students who were part of a comprehensive international
assessment.
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Methods
The TIMSS 2003 Assessment
The TIMSS 2003 assessment included students from 49 countries at the end of the fourth and
eighth grades (Martin & Mullis, 2004). More specifically, the target populations included the two
adjacent grades that contained the largest proportions of nine-year-old and 13-year-old students. The
student assessments were administered during the spring of the 2002-2003 academic year. Because
of the large number of science and mathematics test items, a matrix sampling procedure was used to
compile test items into booklets (Martin & Mullis, 2004); each student completed a single test book
let that included science and mathematics test items. A total of eight test booklets were developed
and six blocks of items were included in each booklet (Neidorf & Garden, 2004) and representative
samples of students took each part of the assessment. The TIMSS 2003 assessment was designed to
examine student performance on both mathematics and science at the fourth and eighth grade levels.
Several procedures were used to select the schools in the United States and Philippines samples.
Considering the sample of schools from the Philippines, initial stratifications were made by school
type (public/private). Further stratification was made by region (16 regions). Schools in the ARMM
(Autonomous Region of Muslim Mindanao) region and very small schools (fewer than ten eligible
students) were excluded from the sampling. This procedure resulted in an initial sample of 160
schools and 135 schools that actually participated in the TIMSS 2003 fourth-grade assessment. With
respect to the United States, initial stratifications were made by school poverty status (high/low);
further stratifications were made by school type (public/private), region (four regions), level of
urbanization (eight levels), and school minority status (more than 15% minority students/less than
15% minority students). This procedure resulted in an initial sample of 310 schools and 248 schools
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that actually participated in the TIMSS 2003 fourth-grade assessment.
Students
Students included in these analyses were from the TIMSS 2003 fourth-grade samples (nine-yearolds) from the United States and the Philippines. There were 8,473 students from the United States
and 3,752 students from the Philippines who completed all of the mathematics belief variables and
classroom instructional practices examined in this study.
Measures
As part of the TIMSS 2003 assessment, students were given a questionnaire that measured several
characteristics. A number of types of data were collected on the student questionnaire, including
information regarding beliefs about mathematics, classroom instructional activities, learning
resources and family characteristics, out-of-school activities, and mathematics achievement.
The effects of several types of classroom instructional activities on geometry achievement were
examined in this study. Students indicated the use of the following: “How often do you do these
things in your mathematics lessons?” (1) I practice adding, subtracting, multiplying, and dividing
without using a calculator, (2) I work on fractions and decimals, (3) I measure things in the classroom
and around school (4) I make tables, charts, or graphs, (5) I learn about shapes such as circles,
triangles, and rectangles, (6) I work with other students in small groups, (7) I explain my answers, (8)
I listen to the teacher talk, and (9) I work problems on my own. On each of these items, students
indicated the frequency of each activity as: (1) never, (2) some lessons, (3) about half the lessons, or
(4) every or almost every lesson.
With respect to student’s self-beliefs about mathematics, responses to six specific measures were
examined: (1) I usually do well in mathematics, (2) Mathematics is harder for me than for many of
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my classmates, (3) I enjoy learning mathematics, (4) I am just not good at mathematics, and (5) I
learn things quickly in mathematics. For these items, students indicated their level of agreement with
each mathematics belief variable as: (1) disagree a lot, (2) disagree a little, (3) agree a little, or (4)
agree a lot.
The dependent measure examined in this study was each student’s score on the geometry section
of the TIMSS 2003 International Mathematics assessment. Because students in the TIMSS 2003
assessment were given relatively few test items in each specific content area, statistical procedures
have been developed to estimate student proficiency by generating plausible values for each student
based on responses given (Gonzalez, Galia, & Li, 2004). Each plausible value provides an estimate
of the performance of each student had they actually taken all possible items on the assessment. Five
plausible score values were computed for each student because there is error in the generation of
these imputed proficiency values (Gonzalez, Galia, & Li, 2004). The average of those five values
was computed to represent the national averages reported for each country on the TIMSS 2003
assessment. In order to be consistent with statistical procedures used for computing each national
average score for mathematics achievement, the dependent measure used in this study was the
average of the five plausible values generated for each student on the geometry portion of the TIMSS
2003 assessment.
Procedure
Statistical procedures applied to data collected using simple random sampling are inappropriate
for data collected from assessments using complex sampling designs (Foy & Joncas, 2004). For
example, one assumption for statistical procedures designed for simple random sampling is that data
are independent and identically distributed throughout the population. Data collected using complex
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sampling designs, however, are collected from sampling units that are clustered (such as
geographically distributed schools) and results in students within the same school having higher
probabilities of being simultaneously sampled (Brick, Morganstein, & Valliant, 2000). One potential
problem of using statistical procedures for simple random sampling on data collected from complex
sampling designs is the possibility of underestimation of the error (Ross, 1979). Underestimation of
error can produce spurious findings of statistical significance in hypothesis testing (Wang & Fan,
1997). Consequently, it is critical for conducting appropriate statistical tests of significance that the
design effect is considered and procedures are used that produce unbiased variance estimates.
Because the TIMSS 2003 assessment employed a two-stage stratified cluster sample design,
jackknife variance estimation procedures using replicate weights were used to compute appropriate
standard errors for each variable included in this study. It has been found that jackknife variance
procedures are an effective method for providing full-sample estimates for data collected from cluster
survey designs (Brick, Morganstein, & Valliant, 2000). This technique simulates repeated sampling
of students from the initial sample according to the specific sample design (Johnson & Rust, 1992).
These techniques are sometimes referred to as resampling plans and produce estimates of the
population means and the standard errors of those estimates (Fan & Wang, 1996; Welch, Huffman, &
Lawrenz, 1998). An advantage of the use of the jackknife replication statistic is that the
generalizability of research findings are increased by providing population estimates rather than
findings from a single sample (Ang, 1998).
The data from this study were analyzed in two ways. First, correlation coefficients were
computed to examine the relationship between each mathematics belief variable and geometry
achievement test scores. Second, multiple regression procedures were used to simultaneously assess
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the relative contribution of each mathematics belief variable and classroom instructional strategy
toward the explanation of geometry test scores.
Results
Descriptive Statistics
Descriptive statistics for each mathematics belief variable, classroom instructional activity, and
geometry achievement test scores for the entire samples of students from both countries are presented
in Table 1. It is important to note that those values are not descriptive statistics for the samples of
students from the United States and the Philippines. Rather, for each variable estimates of the
population means and standard deviations are presented. It is also important to note that data
from complex sampling designs are collected from sampling units that are clustered (such as
geographically distributed schools) and students within the same school have higher probabilities of
being sampled. Consequently, statistical analyses that are used to produce unbiased variance
estimates consider the design effect; the degrees of freedom associated with each statistical test are
determined by the number of sampling units for each country rather than the number of students that
were actually included in each national sample. Those degrees of freedom were consistent for all
statistical tests (both correlations and multiple regression analyses) used in this study.
Relationships Between Mathematics Beliefs,
Classroom Instruction, and Geometry Achievement
Results from the correlation analyses of relationships between each mathematics belief variable,
classroom instructional strategies, and geometry achievement test scores are summarized in Table 2.
Considering the national sample of students from the Philippines, four mathematics beliefs variables
were significantly correlated with geometry test scores. Students who earned higher test scores were
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more likely to indicate that they usually did well in mathematics and learned things quickly in
mathematics. Similarly, students who reported that they enjoyed learning mathematics also tended to
earn higher geometry test scores. Conversely, students who expressed negative self-appraisals of
their mathematics ability (I am just not good at mathematics) tended to earn lower geometry test
scores. With respect to classroom instructional strategies, eight variables showed significant
correlations with geometry test scores. Students who earned high geometry test scores tended to
more frequently listen to the teacher give a lecture-style presentation and work problems on their own
during mathematics lessons. In addition, students who earned high test scores reported that they
more frequently worked on fractions and decimals and practiced basic mathematical operations
(adding, subtracting, multiplying, and dividing) without using a calculator. Further, students who
earned higher geometry test scores more frequently worked with other students in small groups and
explained their answers during mathematics lessons. Students who earned high test scores also more
frequently learned about shapes (such as circle, triangles, and rectangles) during their lessons.
However, students who reported that they frequently measures things in the classroom and around the
school were more likely to earn low geometry test scores.
Findings from the correlation analyses of relationships between classroom instructional strategies,
mathematics beliefs, and geometry test scores for students in the United States are also presented in
Table 2. Five mathematics beliefs variables were significantly correlated with geometry test scores.
Students who expressed positive self-appraisals of their mathematics ability (I usually do well in
mathematics and learn things quickly in mathematics) also tended to earn high test scores. Similarly,
students who showed high geometry test scores were more likely to indicate that they enjoyed
learning mathematics. However, students who expressed negative comparisons of themselves to
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other students (mathematics is harder for me than for many of my classmates) were more likely to
earn low geometry test scores. In addition, students who expressed negative self-appraisals of their
mathematics ability (I am just not good at mathematics) tended to earn low test scores. Seven
classroom instructional strategies showed significant correlations with geometry test scores. Students
who showed high levels of geometry achievement more frequently listened to the teacher give a
lecture-style presentation and worked problems on their own during mathematics lessons. Further,
students who earned high geometry test scores also more frequently practiced basic mathematical
operations (adding, subtracting, multiplying, and dividing) without using a calculator. Conversely,
students who reported that they more frequently worked with other students in small groups and
learned about shapes (such as circles, triangles, and rectangles) during mathematics lessons also
earned lower geometry test scores. Finally, students who showed lower levels of geometry
achievement reported that they more frequently made tables, charts, and graphs and measured things
in the classroom and around the school during their mathematics lessons.
Findings from the multiple regression analysis of relationships between mathematics beliefs and
geometry achievement test scores are summarized in Table 3. Considering the sample of elementaryschool students from the Philippines, four variables significantly entered the multiple regression
equation. Students who expressed positive beliefs about their mathematical abilities (usually do well
in mathematics and learn things quickly in mathematics) also tended to earn higher geometry
achievement test scores. In addition, students who earned higher geometry test scores were more
likely to report that they enjoyed learning mathematics. Conversely, students who expressed negative
beliefs about their mathematical ability (I am just not good at mathematics) also tended to earn lower
geometry test scores. With regard to the sample of students from the United States, five mathematics
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beliefs variables significantly entered the multiple regression equation. Students who earned higher
geometry achievement test scores were more likely to indicate that they learned things quickly in
mathematics and usually did well in mathematics. Interestingly, students who reported that they
enjoyed learning mathematics actually tended to earn lower geometry test scores. However, students
who held negative beliefs about their mathematical ability (I am just not good at mathematics) tended
to earn low geometry test scores. Further, students who earned low geometry test scores tended to
express negative comparisons of themselves to other students (mathematics is harder for me than for
many of my classmates). Finally, the overall multiple regression equations that assessed the joint
significance of the complete set of mathematics beliefs variables were significant for students from
both countries. For students from the Philippines, the overall multiple regression equation that
assessed the joint significance of the complete set of mathematics beliefs variables was significance
(F(5,64) = 22.73, p < .001) and explained 6.4% of the variance in geometry test scores. Similarly,
the overall multiple regression equation that included the complete set of mathematics beliefs
variables was significant (F(5,71) = 71.12, p < .001) and explained 8.3% of the variance in geometry
achievement test scores for elementary-school students in the United States.
Results from the multiple regression analysis of the relationship between classroom instructional
strategies and geometry test scores for elementary-school students in the Philippines are presented in
Table 4. Five instructional strategies significantly entered the multiple regression equation. Students
who earned higher geometry test scores reported that they more frequently listened to the teacher talk
and worked problems on their own during mathematics lessons. In addition, students who indicated
that they frequently worked on fractions and decimals during mathematics lessons tended to earn
higher geometry test scores. Further, students who earned high test scores reported that they

2009 HICE Proceedings
Page 4944

Geometry Achievement
17.
frequently learned about shapes (such as circles, triangles, and rectangles) during their mathematics
lessons. However, students who reported that they frequently measured things in the classroom and
around the school were more likely to earn low geometry test scores. Finally, the overall multiple
regression equation that assessed the joint significance of the complete set of classroom instructional
strategies was significant (F(9,60) = 18.29, p < .001) and explained 14.2% of the variance in
geometry achievement test scores for elementary-school students in the Philippines.
Findings from the multiple regression analysis of the relationship between classroom instructional
activities and geometry test scores for students in the United States are summarized in Table 5.
Seven classroom instructional strategies significantly entered the multiple regression equation.
Students who earned high geometry test scores reported that they more frequently worked problems
on their own and listened to the teacher talk during mathematics lessons. In addition, students who
reported that they frequently practiced basic mathematical operations (adding, subtracting, dividing,
and multiplying) without using a calculator also tended to earn higher geometry test scores.
Similarly, students who earned high geometry test scores indicated that they frequently explained
their answers during mathematics lessons. Three instructional strategies showed negative
associations with geometry achievement test scores. Students who reported more frequent use of
cooperative learning activities (worked with other students in small groups) during mathematics
lessons also tended to earn low geometry test scores. Further, students who indicated that they
frequently learned about shapes (circles, triangles, and rectangles) and measured things in the
classroom and around the school during mathematics lessons also earned lower test scores. Finally,
the overall multiple regression equation that assessed the joint significance of the complete set of
classroom instructional strategies was significant (F(9,67) = 45.56, p < .001) and explained 10.0% of
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the variance in geometry achievement test scores for elementary-school students in the United States.
Results from the multiple regression analysis of relationships between student beliefs about
mathematics, classroom instructional strategies, and geometry test scores for students in the
Philippines are presented in Table 6. Three mathematics beliefs variables and five instructional
strategies significantly entered the multiple regression equation. Students who earned high geometry
test scores reported that they enjoyed learning mathematics and learning things quickly in
mathematics. Conversely, students who expressed negative beliefs about their mathematical ability (I
am just not good at mathematics) tended to earn lower geometry achievement test scores. With
respect to classroom instructional strategies, students who earned high geometry test scores indicated
that they frequently listened to the teacher talk and worked problems on their own during
mathematics lessons. Similarly, students who indicated that they frequently learned about shapes
(such as circles, triangles, and rectangles) during mathematics lessons also tended to earn high
geometry test scores. Further, students who earned high geometry test scores reported that they
frequently worked on fractions and decimals during the mathematics lessons. However, students who
indicated that they frequently measured things in the classroom and around the school were more
likely to earn lower geometry test scores. Finally, the overall multiple regression equation that
assessed the joint significance of the complete set of mathematics beliefs and classroom instructional
strategies was significant (F(14,55) = 18.07, p < .001) and explained 16.5% of the variance in
geometry achievement test scores for elementary-school students in the Philippines.
Findings from the multiple regression analysis of relationships between classroom instructional
strategies, student beliefs about mathematics, and geometry test scores for students in the United
States are summarized in Table 7. Four mathematics beliefs variables and five classroom
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instructional strategies significantly entered the multiple regression equation. Students who
expressed positive self-appraisals of their mathematics ability (I usually do well in mathematics) also
tended to earn higher geometry test scores. Conversely, students who expressed negative
comparisons of themselves to other students (mathematics is harder for me than for many of my
classmates) also tended to earn lower geometry test scores. Students who expressed negative selfappraisals of their mathematics ability (I am just not good at mathematics) also tended to earn low
geometry test scores. Interestingly, students who indicated that they enjoyed learning mathematics
actually earned lower geometry achievement test scores. With respect to classroom instructional
strategies, students who earned high geometry test scores reported that they frequently listened to
their teacher give a lecture-style presentation and worked problems on their own during mathematics
lessons. Similarly, students who indicated that they frequently practiced basic mathematical
operations (adding, subtracting, multiplying, and dividing) without using a calculator during their
mathematics lessons also earned higher test scores. Conversely, students who earned low geometry
test scores reported that they frequently learned about shapes (circles, triangles, and rectangles) and
measured things in the classroom and around the school during mathematics lessons. Finally, the
overall multiple regression equation that assessed the joint significance of the complete set of
mathematics beliefs variables and classroom instructional strategies was significant (F(14,62) =
37.70, p < .001) and explained 14.2% of the variance in geometry achievement test scores for
elementary-school students in the United States.
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Discussion
There were several significant findings from this study. Students from both the United States and
the Philippines who expressed positive self-beliefs about their mathematical ability (I usually do well
in mathematics or learn things quickly in mathematics) also tended to earn higher geometry test
scores. Further, students from both countries who expressed negative opinions about their
mathematical abilities (I am just not good at mathematics or mathematics is harder for me than for
many of my classmates) tended to earn lower geometry test scores. Interestingly, students in the
Philippines who indicated that they enjoyed learning mathematics also tended to earn higher
geometry test scores while the same relationship was negative for students in the United States. With
respect to classroom instructional strategies, students from both countries who earned high geometry
test scores indicated that they frequently listened to their teachers give a lecture-style presentation
and worked problems on their own during mathematics lessons. Conversely, students from both
countries who reported that they frequently measured things around the classroom and around the
school also tended to earn lower geometry test scores. However, some cross-cultural differences
were noted for relationships between instructional strategies and geometry achievement test scores.
Students in the Philippines who indicated that they frequently learned about shapes (such as circles,
triangles, and rectangles) also earned high geometry test scores while the same relationship was
negative for elementary-school students in the United States. In addition, students in the Philippines
who earned high geometry test scores indicated that they frequently worked on fractions and
decimals during mathematics lessons while the same relationship was not significant for students in
the United States. Finally, students in the United States who indicated that they frequently practiced
basic mathematical operations (adding, subtracting, multiplying, and dividing) without using a
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calculator also earned higher geometry test scores while the same relationship was not significant for
students in the Philippines. The findings from this study identify several mathematics beliefs and
classroom instructional strategies that were significantly associated with geometry achievement test
scores for elementary-school students in the United States and the Philippines.
An important finding from this study was that high-achieving students in geometry indicated that
they frequently worked problems on their own during mathematics lessons. This finding is similar to
previous research results on the effects of geometry instruction. For instance, it was found that
students who engaged in problem-based learning for developmental mathematics showed
significantly higher achievement test scores (Shore, Shore, & Boggs, 2004); in this instance, students
were given applications of problems from allied health (kidney function data) in order to provide
real-world examples of mathematical analysis. Similarly, Harris (2001) found that the use of realworld problems for teaching linear relationships resulted in improved student understanding and
higher levels of confidence in their independent problem-solving abilities. A problem-based learning
approach for geometry teaching has used the construction of an archaeological dig site with multipleshaped artifacts to allow an understanding of angles and circles (Moyer & Hsia, 2001). Further, it
has been noted that the use of problem-based learning can be used to develop divergent thinking in
mathematics and provides opportunities for generating new and creative solutions (Pandiscio, 2001).
In addition, having students generate written solutions during problem-based learning allows
opportunities for an integration of prior learning and students develop skills in planning and
reasoning (Carroll, 1998). Finally, several studies have found that geometry software tools provide
unique problem-solving situations that foster students’ geometry learning and improved attitudes
toward mathematics (Perham, Perham, & Perham, 1997; Steen, Brooks, & Lyon, 2006).
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A second important finding from this study was that students’ beliefs about mathematics were
significantly associated with geometry achievement test scores. This finding is similar to results from
previous studies of relationships between student beliefs and academic outcomes. For instance,
Lynch (2002) found that students’ self-perceptions of their reading ability were significantly
associated with their reading achievement. Similarly, self-efficacy beliefs were shown to be
significantly related to examination scores (Vrugt, Langereis, & Hoogstraten, 1997). Likewise, Ma
(2001) found that students’ future expectations of success exerted a significant influence on
enrollment in advanced mathematics courses. Weiner (2000) presented a theory of motivation that
considered several potential causes to which students may attribute their academic achievement, such
as ability, effort, and studying strategies. In general, students who attributed their academic success
to factors they thought were internal or that they controlled tended to show higher achievement levels
than did students who attributed their academic outcomes to external factors (Wentzel & Wigfield,
1998). The development of a supportive classroom environment and the selection of effective
learning examples were shown to enhance student motivation for learning mathematics (Boyer,
2002). Further, computer applications may be associated with improved student attitudes about
mathematics (Ainsa, 1999; Hannafin & Scott, 2001). Therefore, the results of this study emphasize
the importance of considering student beliefs when examining factors associated with geometry
achievement and when developing instructional materials and programs for mathematics teaching.
These results provide several directions for further research. There is a need to determine if these
findings would be noted for students from other countries that participated in the TIMSS assessments.
In addition, there is a need to determine if these results would be observed for older (eighth-grade)
students that participated in the TIMSS assessments. Additional research is also needed to examine
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the effects of specific classroom instructional strategies on student motivation for mathematics
learning. However, these results identify several beliefs about mathematics and classroom
instructional strategies that were significantly associated with geometry achievement test scores for
students in the United States and the Philippines. Further, these results extend previous research
findings by examining large national samples of students in cross-cultural settings as part of a
comprehensive international assessment of educational contexts and achievement outcomes.
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Table 1
Descriptive Statistics for Mathematics Beliefs, Instructional Strategies, and Achievement Test Scores
_________________________________________________________________________________
Philippines

United States

Mean
Mean
Estimate
SD
Estimate
SD
_________________________________________________________________________________
Mathematics Beliefs
I usually do well in mathematics
Mathematics is harder for me than for
many of my classmates
I enjoy learning mathematics
I am just not good at mathematics
I learn things quickly in mathematics

3.088

0.775

3.312

0.760

2.730
3.267
2.549
2.988

0.985
0.903
1.023
0.934

2.091
3.255
1.844
3.078

1.094
0.991
1.058
0.940

2.914
3.113

1.185
0.890

3.249
2.941

1.025
0.970

2.368
2.507

1.081
1.078

2.116
2.658

0.989
0.948

3.185
2.728
2.835
3.406
2.921

0.947
1.034
1.003
0.902
1.027

2.826
2.695
3.108
3.739
3.433

0.978
0.996
0.919
0.617
0.757

Classroom Instructional Strategies
I practice adding, subtracting, multiplying,
and dividing without using a calculator
I work on fractions and decimals
I measure things in the classroom and
around the school
I make tables, charts, or graphs
I learn about shapes such as circles, triangles,
and rectangles
I work with other students in small groups
I explain my answers
I listen to the teacher talk
I work problems on my own
Geometry Achievement Test Scores
TIMSS International Geometry Test Score
346.814
141.968
522.178
71.778
_________________________________________________________________________________
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Table 2
Correlations Between Mathematics Beliefs, Classroom
Instructional Strategies, and Geometry Achievement Test Scores
_________________________________________________________________________________
Philippines
United States
_________________________________________________________________________________
Mathematics Beliefs
I usually do well in mathematics
Mathematics is harder for me than for
many of my classmates
I enjoy learning mathematics
I am just not good at mathematics
I learn things quickly in mathematics

.137**

.201**

-.030
.199**
-.114**
.154**

-.226**
.010**
-.208**
.149**

Classroom Instructional Strategies
I practice adding, subtracting, multiplying,
and dividing without using a calculator
.127**
.127**
I work on fractions and decimals
.212**
-.047
I measure things in the classroom and
around the school
-.110**
-.098**
I make tables, charts, or graphs
.044
-.083**
I learn about shapes such as circles, triangles,
and rectangles
.251**
-.173**
I work with other students in small groups
.095**
-.082**
I explain my answers
.086**
.058
I listen to the teacher talk
.256**
.158**
I work problems on my own
.174**
.165**
_________________________________________________________________________________
**p < .01
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Table 3
Summary of Multiple Regression Analysis of Relationships Between
Mathematics Belief and Geometry Achievement Test Scores
_________________________________________________________________________________
Standard
Parameter
Error of
Mathematics Belief Variable
Estimate
Estimate
Z
_________________________________________________________________________________
Philippines
I usually do well in mathematics

9.593

4.014

2.39*

Mathematics is harder for me than for
many of my classmates

-3.741

4.389

-0.85

I enjoy learning mathematics

23.763

3.553

6.69**

-13.285

3.203

-4.15**

13.723

3.152

4.35**

I usually do well in mathematics

11.303

1.793

6.30**

Mathematics is harder for me than for
many of my classmates

-9.520

0.952

-10.00**

I enjoy learning mathematics

-7.968

1.106

-7.20**

I am just not good at mathematics

-6.534

1.621

-4.03**

I am just not good at mathematics
I learn things quickly in mathematics
United States

I learn things quickly in mathematics
3.103
1.043
2.97**
_________________________________________________________________________________
**p < .01
*p < .05
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Table 4
Summary of Multiple Regression Results for the Relationship Between
Instructional Strategies and Geometry Achievement (Philippines)
_________________________________________________________________________________
Standard
How often do you do these things in
Parameter
Error of
your mathematics lessons?
Estimate
Estimate
Z
_________________________________________________________________________________
I practice adding, subtracting, multiplying,
and dividing without using a calculator

6.224

4.251

1.46

I work on fractions and decimals

14.168

3.863

3.67**

I measure things in the classroom and
around the school

-17.747

5.175

-3.43**

I make tables, charts, or graphs

-1.283

3.673

-0.35

I learn about shapes such as circles, triangles,
and rectangles

23.329

3.943

5.92**

I work with other students in small groups

5.414

3.864

1.40

I explain my answers

2.549

3.871

0.66

26.272

3.717

7.07**

I listen to the teacher talk

I work problems on my own
10.765
2.726
3.95**
_________________________________________________________________________________
**p < .01
*p < .01
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Table 5
Summary of Multiple Regression Results for the Relationship Between
Instructional Strategies and Geometry Achievement (United States)
_________________________________________________________________________________
Standard
How often do you do these things in
Parameter
Error of
your mathematics lessons?
Estimate
Estimate
Z
_________________________________________________________________________________
I practice adding, subtracting, multiplying,
and dividing without using a calculator

9.065

1.298

I work on fractions and decimals

-2.450

1.337

-1.83

I measure things in the classroom and
around the school

-4.731

1.352

-3.50**

I make tables, charts, or graphs

-2.297

1.644

-1.40

-11.267

1.146

-9.83**

-2.527

1.037

-2.44*

2.614

1.255

2.08*

13.654

2.282

5.98**

I learn about shapes such as circles, triangles,
and rectangles
I work with other students in small groups
I explain my answers
I listen to the teacher talk

6.98**

I work problems on my own
12.743
1.772
7.19**
_________________________________________________________________________________
**p < .01
*p < .05
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Table 6
Summary of Multiple Regression Results for the Relationship Between, Mathematics Beliefs,
Instructional Strategies and Geometry Achievement (Philippines)
_________________________________________________________________________________
Standard
How often do you do these things in
Parameter
Error of
your mathematics lessons?
Estimate
Estimate
Z
_________________________________________________________________________________
Mathematics Beliefs
I usually do well in mathematics
Mathematics is harder for me than for
many of my classmates
I enjoy learning mathematics
I am just not good at mathematics
I learn things quickly in mathematics

4.241

3.900

-5.701
11.991
-12.692
6.746

3.951
3.297
2.888
3.366

1.09
-1.44
3.64**
-4.39**
2.00*

Classroom Instructional Strategies
I practice adding, subtracting, multiplying,
and dividing without using a calculator
5.517
4.120
1.34
I work on fractions and decimals
13.614
4.151
3.28**
I measure things in the classroom and
around the school
-16.839
5.192
-3.24**
I make tables, charts, or graphs
-1.611
3.645
-0.44
I learn about shapes such as circles, triangles,
and rectangles
22.359
4.018
5.56**
I work with other students in small groups
5.739
4.215
1.36
I explain my answers
1.211
4.013
0.30
I listen to the teacher talk
22.698
3.743
6.06**
I work problems on my own
7.703
2.652
2.90**
_________________________________________________________________________________
**p < .01
*p < .05
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Table 7
Summary of Multiple Regression Results for the Relationship Between, Mathematics Beliefs,
Instructional Strategies and Geometry Achievement (United States)
_________________________________________________________________________________
Standard
How often do you do these things in
Parameter
Error of
your mathematics lessons?
Estimate
Estimate
Z
_________________________________________________________________________________
Mathematics Beliefs
I usually do well in mathematics
Mathematics is harder for me than for
many of my classmates
I enjoy learning mathematics
I am just not good at mathematics
I learn things quickly in mathematics

9.496

1.929

4.92**

-7.122
-6.849
-4.758
1.758

0.902
1.229
1.611
1.203

-7.89**
-5.57**
-2.95**
1.46

Classroom Instructional Strategies
I practice adding, subtracting, multiplying,
and dividing without using a calculator
7.374
1.284
5.74**
I work on fractions and decimals
-2.244
1.215
-1.85
I measure things in the classroom and
around the school
-3.836
1.468
-2.61**
I make tables, charts, or graphs
-2.130
1.581
-1.35
I learn about shapes such as circles, triangles,
and rectangles
-9.601
1.177
-8.16**
I work with other students in small groups
-1.558
0.979
-1.59
I explain my answers
2.016
1.263
1.60
I listen to the teacher talk
12.727
2.213
5.75**
I work problems on my own
7.990
1.753
4.56**
_________________________________________________________________________________
**p < .01
*p < .05
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2. Names of the authors: Hilde Slaatten and Norman Anderssen
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Psychosocial Science at the University of Bergen
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Bergen, Norway
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6. Abstract:
The paper will present and discuss the rationales for, implication of, and teacher experiences
with a strategy for how to prevent and deal with homophobic teasing in lower secondary
school in Norway. Homophobic teasing is a particular kind of teasing where adolescents use
words and expressions associated with homosexuality in order to criticise someone or
something which is stupid, silly, bad or not cool. Even though the intent of using homophobic
epithets such as “faggot” or “lezzy” may not be intentionally cruel, there is a negative
connotation associated with these words, and the teasing is therefore most often negatively
perceived. Homophobic teasing may not only harm those who identify as gay and lesbian. A
school environment that allows pupils to use homophobic epithets may also hurt pupils who
have parents and siblings who are gay or lesbian, and generally lay the ground for hostile
attitudes to minorities which eventually harm all pupils.
Even though schools are good settings for preventing and dealing with homophobic
teasing, a large number of teachers have never received any training in how to handle this.
Strategies for how to prevent and deal with homophobic teasing have therefore been
developed by The University of Bergen in Norway. These strategies have been tried out in
three Norwegian lower secondary schools and they have been further revised in accordance
with the teachers’ experiences with implementing the strategies.
The four strategies were that schools establish a zero-tolerance against homophobic
teasing and include this in the schools’ action plan against bullying, that teachers develop and
use their competence for handling homophobic teasing, increasing the awareness of
homophobic teasing among pupils, and that teachers actively interfere and stop homophobic
teasing when observed.
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Title of Presentation: Wellness and the College Student: Innovative Instructional
Strategies and Meaningful Student Outcomes
Presenter 1: Dr. Lynn Romejko-Jacobs, Associate Professor, Department of Wellness,
School of Education and Human Development, Southern Methodist University, Dallas, TX.
lromejko@smu.edu
Co-presenter: Dr. Donna L. Gober, Instructor, Department of Wellness, School of
Education and Human Development, Southern Methodist University, Dallas, TX.
dgober@smu.edu

Summary of Presentation Information
Addressing the health and subjective well-being of all college students is a topic of
paramount importance as they are less likely to complete their education if barriers to
psychological and physical health are present. A more holistic approach to successful transition,
integration, retention and success is needed if higher education aims to meet the needs of an
increasingly diverse student body. The Choices for Living Wellness Program at Southern
Methodist University in Dallas, TX has developed such an approach. Beneficial outcomes for
students have been documented for over 20 years. The authors of this presentation, Dr. Lynn
Romejko-Jacobs, and Dr. Donna L. Gober, propose to describe and present the unique approach
and innovative strategies used in teaching the Concepts of Wellness Class, a core requirement for
all SMU students. Additionally, these authors and instructors of the course will briefly present
qualitative research findings which suggest personalized, meaningful, and beneficial outcomes
for students.
Rationale for the SMU Concepts of Wellness Course
While student programming designed to enhance student success is undergoing change in
many institutions, more research is needed to examine what types of programs increase student
perceptions of success and engagement. Although the value of health promotion in educational
settings and the importance of student health have been well-established, more information in
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student wellness programming as it relates to success in college is warranted. The college years
are a critical developmental period for young adults. Higher education is in a viable position of
leadership to promote and improve student wellness and success.
History of the WELL 1101: Concepts of Wellness Course
The Choices I requirement for graduation from the university is fulfilled through the
successful completion of the course WELL 1101: Concepts of Wellness. The authors and
developers of the course describe it as a process which empowers students to make more
meaningful choices (Gifford, Barr, Romejko, Robbins, & Gober, 2007). The administration has
long recognized the course as an integral part of the core curriculum. It became part of the core
more than 20 years ago. “As part of the General Education Curriculum, the wellness requirement
demonstrates that education should also serve to enhance the social, physical, emotional, and
spiritual well-being of students at SMU” (Gifford et al., 2007).
Course Content Overview
The course syllabus was designed to assist students with the transition to college life.
Students are advised to take the course during the first year of enrollment, preferably in the first
semester. The Concepts of Wellness course was designed to introduce the student to a broad
range of personal experiences with the seven elements of wellness (social/cultural, physical,
emotional, career/occupational, intellectual, and environmental). The course features a series of
discussions, personal assessments, visits to on-campus related facilities and services, and other
action oriented activities.
Objectives of the Course
1. to empower students to make more meaningful choices,
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2. to elevate students’ awareness of, and to help them identify their personal relationship
with the seven areas of wellness,
3. to help students make a healthy transition to college life,
4. to provide techniques to help students respond positively to any imbalance they may
perceive in any of the seven areas of wellness,
5. to familiarize students with the campus wellness facilities, equipment, and services,
6. to promote mentoring relationships with faculty and staff,
7. to promote a spirit of team building and an atmosphere of support,
8. to promote a lifetime of physical fitness, and
9. to make friends and have fun (Gifford et al., 2007).
Student Evaluative Outcomes
The student will be able to:
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

Identify the seven domains of wellness.
Describe how they have found balance in one or more domains.
Explain how change is a fundamental aspect of their university experience.
Elaborate on the origin of their sense of identity.
Create in their own words a working definition of spirituality.
Identify at least 5 methods of reducing stress in their own life.
Explain why integrity is important within the university setting and beyond.
Explain the difference between ritual and habit while identifying both in their life.
Describe how having courage in facing obstacles can lead to life changes and further
opportunities to act courageously.
Explain how the concept of choice relates to career and personal fulfillment.
Describe and evaluate elements of healthy personal and interpersonal relationships.
List at least 3 sources of student support outside of the Wellness Department on the SMU
campus.
Explain a process of goal setting that they have employed for both short and long term goals.
Describe wellness as a personal concept outside of the formal description given in the course.
Create a definition and working model of wellness incorporating the seven dimensions as it
relates to them individually and personally.
Explain and identify the emotions that are driving their life and learn how to manage and work
with them.
Identify their fitness levels and demonstrate how to prescribe a fitness prescription for
themselves that could prevent chronic diseases and improve their overall health.
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•
•

Recognize the different ways they have developed their concepts and attitudes on how they
perceive themselves, others, societal expectations and their own personal life ambitions.
Determine the specific tools they need to create paradigm shifts in thinking, behavior and
attitudes in their lives.

• Recognize that they are 100% responsible for the content of their lives. Being at choice
•
•
•

is a self‐selected.
Understand the concept of “Pay value” and how it influences everything they do in life.
Understand the relationship between their thoughts and outcomes.
Understand the nature of learning.

Components of the Concepts of Wellness Course
Students are encouraged to fully engage in all aspects of the course and complete a series
of related assignments. While primarily an information-oriented course, Concepts of Wellness
focuses on issues of attitude, change, adaptation to change, personal responsibility, and
happiness. A goal of the course is to increase student awareness of the relationship between
thoughts and lifestyle choices and how they relate to health, fitness and effectiveness as well as
meaning, purpose, and well-being (Gifford et al., 2007).
Out of class experiences. Students are required to participate in a variety of out-of-class
(OCE) experiences. The OCE’s allow students to apply information from class in their lives and
report about their synthesizing processes through written assignments or in class. Students are
given days off class to complete the assignments (Gifford et al., 2007). An example of an OCE
included student self-scheduled visits to the career center for an assessment, interviewing a
successful person in the student’s choice of career and preparing an reflective essay of the
experience, and watching the sunrise at White Rock Lake together as a class.
Guest speakers. All students are provided with the opportunities to learn about a variety
of campus resources. Each class visits locations on campus designed to assist students with
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success in college. These locations are: the Learning Enhancement Center, the Counseling and
Testing Center, and the Student Health Center. Guest speakers will provide information and
opportunities for questions and discussion. Speakers from the Center for Alcohol and Drug
Abuse, the Career Center, the Multicultural Student Center, and the Women’s Center will
address issues related to student transition, integration to college life, health, and success in
school (Gifford et al., 2007).
Fitness assessments. All students participate in a fitness assessment and are provided
with a detailed, personalized fitness report. Assessments include blood pressure, cardiovascular
endurance, muscular strength and endurance, flexibility, and body composition (Gifford et al.,
2007).
Participation and attendance are required, as there is little outside work and there are no
formal, written tests, grading is primarily based on attendance and participation in the activities,
lessons, and assessments. High levels of student-student and student-teacher interaction are the
hallmark of this course (Gifford et al., 2007).
Innovative Instructional Strategies
Innovative, humanistic instructional strategies combined with efforts of the instructor to
regularly personalize the learning experience have produced meaningful and transformative
outcomes for college students at Southern Methodist University for more than 20 years. All of
the SMU Concepts of Wellness instructors incorporate unique learning strategies addressing the
auditory, kinesthetic and visual learners to illicit the desired student outcomes. During the
presentation, Lynn Romejko Jacobs will explore and demonstrate various lesson plans that depict
these techniques, styles and ideas. She will show lots of pictures of students and instructors
within the classroom engaged in the various sessions below. Some of them will be as follows:
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Meaning and Purpose of Life through movie clips
Habit versus Ritual in Your Life (enhancing your spiritual wellness)
Why Changes is difficult, what to consider when changing, learning a country western
line dance as the change metaphor
“If Questions for the Soul”, sharing in groups (identifying your spirit)
A Perception Lesson on Time Management
Stress and the Walking Time Bomb (Coke cans: shaken versus tapped)
How to Relax (different relaxation techniques for your physical and emotional wellness)
Behavioral Insight into your Own Philosophy of Exercise: why or why not to exercise
Social Stereotyping in College: Why label? How do people label you? What are the
pros and cons of labeling others?
Life Lessons with the movie: Tuesdays with Morrie
Exploring Gender Issues on a Continuum: Healthy to Unhealthy Relationships
Relationships: asking the opposite sex why they act a certain way or what they think
about certain issues related to dating. Anonymous questions are written by fellow
classmates on this topic. Then they are answered by these students.
Student presentations on how they are living well or not living well related to the seven
dimension of wellness.
Exploring and expanding the concept of diversity through rapid fire oral questions to the
class at large.
Socialization of a wellness class: learning names, seating arrangements, changing the
seating arrangement each time and where the instructor is geographically each class
session.
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Field Trip to the campus art museum with student partners: experiencing art as a
transcending spiritual experience. Students interview each other.

Qualitative Research Findings on the Concepts of Wellness Course

Dr. Donna Gober will present qualitative research findings which suggest personalized,
meaningful, and beneficial outcomes for students. Dr. Gober researched this wellness course
over an entire semester with pre and post tests. She will share her research design, protocol, the
instrument used and her findings.
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Abstract
Cyber violence is an insidious new phenomenon, which needs investigation to be
understood and prevented. The paper documents existing research to gain a
comprehensive picture of the current situation and provide direction for future research in
order to enhance digital safety.
The use of the Internet offers rich learning opportunities for young people.
However, the misuse of and abuse in online environments is increasing and of growing
concern for communities, educators, families, authorities and legislators around the
world. Rasing awareness of this issue, preventing the spread of cyber violence while
simultaneously increasing digital safety are issues that affect anyone using electronic
media.
This paper gives an overview of the various forms of cyber violence, the
frequency of occurrences and the most prevalent tools for cyber bullying. Existing
prevention strategies are outlined and their effectiveness in improving digital safety are
examined. It closes with the observation that cyber violence is a fast emerging global
problem with a scarcity of empirical studies and therefore advocates the need for further
research.
Introduction
The rapid development, cheap and easy accessibility of technology has enabled
the easy reproduction and transfer of text, sounds, photos and videos through digital
means. But with the use of these new devices and communication media, misuse is also
possible. This abuse aptly known as cyber violence is a relatively new phenomenon. It
has received attention in the mass media, with growing interest amongst the public as
progressively more people are affected.
Scholarly publications are emerging in the field of technology (focusing on the
prevention of cyber violence through protection and detection software), psychology
(identifying the abusers’ behaviour patterns and on counselling approaches for the
victims) and education (understanding the key issues to develop counter approaches).
Few empirical studies are available in the educational domain; they are reviewed and
discussed here to gain a comprehensive picture of the status quo.
Current and future research findings will have implications for the teaching professions,
for rethinking their classroom practice, teacher training programs and school policies.
The main goal of this paper is thus compiling a research and literature dossier to
assemble a body of work on cyber violence, which will serve as a platform to develop
future research directions.
Cyber violence defined and mapped
Cyber violence is broadly described as the misuse and abuse of mobile and
networked technologies through behaviours such as threatening others, indulging in hatespeech, online stalking, sexual remarks, vulgar language, bullying and harassing.
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Currently, terms such as cyber abuse and cyber bullying are also used to describe
the various manifestations of harmful online activities. The lack of clearly defined
terminology is cause for confusion, which this map (see below) endeavours to overcome.
It is based on the contributions from Besley (n.d), Herring (2002), Willard (2004), Barak
(2005), Kowalski, Limber & Agatston (2005) and Hanewald (2008) and strives to serve
as an initial stage for the development into a fully-fledged taxonomy.

QuickTime™ and a
TIFF (Uncompressed) decompressor
are needed to see this picture.

Figure 1: Overview of cyber abuse

Initially, the term of cyber bullying was coined by Bill Belsey, an Educational
Advisor in Canada who used it to describe the annoying, abusing, threatening or
harassing of another person through electronic means.
Susan Herring (2002) used the term of cyber violence to label all harmful online
activities. She distinguishes four separate acts, namely harassment, degradation, cyber
stalking and a hybrid form consisting of initial online contact to gaining a person’s trust
in order to abuse them later on offline. Criminal intent is at the core, with subsequent
physical, sexual or financial damage to the victim. Cyber stalking has the same potential
but consists of a monitoring another person’s activities online and invading their privacy
through unwanted contact via communication technology. Online harassment are words
or actions that annoy, alarm or abuse others such as threats, mocking, defamation of
character, vulgar language and personal attacks, degrading can be used to “put down”
individuals or groups. (Herring,2002).
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Nancy Willard (2004) devised seven categories of cyber bullying: flaming
(sending angry or rude message about a person), online harassment (sending repeatedly
offensive message to a person), cyber stalking (intimidating a person through threats,
denigration (spreading false or cruel information about a person), masquerade
(pretending to be a person and sending inappropriate material in their name), outing
(circulating sensitive or embarrassing material such as private emails or images) and
exclusion (intentionally leaving somebody out from an online group).
Azy Barak (2005) focused on sexual harassment in cyber space, identifying three
sub-categories: gender harassment, unwanted sexual attention and sexual coercion.
Examples are the inappropriate sexual messages, offensive nicknames or online identities
(i.e. bigtits, wetpussy) and pornographic materials.
Kowalski, Limber & Agatston (2005) divided cyber bullying into seven subcategories: flaming, cyber harassment, denigration, impersonation, outing & trickery,
exclusion or ostracism and cyber stalking as sub-categories of cyber bullying,
descriptions are similar to Willard’s (2004).
Cyber violence, cyber abuse, cyber misuse, cyber bullying and cyber harassment
are all terms to describe harmful activities conducted through technology while accurate
terminology and description will assist communication about the issue.
Existing data on cyber violence in educational contexts
A series of surveys over the last decade have provided data on the growing cyber
abuse happening right around the globe. Most investigations focused on students in
middle schools. Issues under investigation were the profile and behaviour patterns of both
perpetrators and victims; the extent, frequency and duration of the abuse; the amount of
incident reported to adults; the tools for cyber violence and the various types of abusive
activities.
The table below lists in chronological order all studies and countries, including
sample size and age group as well as the data source.

QuickTime™ and a
TIFF (Uncompressed) decompressor
are needed to see this picture.

The first survey to capture the dangers of the Internet for young people originated
from the American The National Center for Missing & Exploited Children (NCMEC),
concern about online sexual solicitation and pornography. Titled “Online victimization:
A Report on the Nations’ Youth” it was published in 2000 by David Finkelhor,
Kimberley Mitchell and Janis Wolak at the Crimes against Children Research Center at
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the University of New Hampshire. Their findings informed educational policy and
practice, generated funding for the development of materials, to provide education and
prevention programs and to establish combat organizations. A second, identical Youth
Internet Survey was executed five years later by the same research team. Its main aim
was to track potential changes and hopefully, improvements of the situation. Despite
considerable efforts and various cyber safety campaigns, even more young people than
before were recipients of unwanted sexual material and online harassment. The problem
had escalated over that period of five years even though filtering and blocking software
was installed on their computers.
The American Foundation for Internet Safety Education decided to uncover if
findings by NCMC about cyber misuse of young people between 10 and 17 years of age
percolated into the younger age group. Hence, they targeted primary school aged students
for their nation wide study. Meanwhile in Britain, the first-ever survey on electronic
bullying was conducted by the National Children’s Home during 2002. It was around half
the size of the American surveys, using a compatible age group and yielding similar
results. The 2006 report to the British Anti-Bullying Alliance by Smith, Mahdavi,
Carvalho and Tippet showed that 22 % of children had been cyber bullied at least once
and kept silent, which verified other findings in the UK and the US. A new trend was
ongoing cyber abuse and the occurrence of it during school hours.
Two studies on cyber violence emerged during 2005 from Canada, sowing that
the pervasiveness of cyber violence was consistent with those found in the UK and USA.
In the same year, a study in Brisbane painted the Australian online picture as
safer, with less rampant cyber abuse than in other countries.
In summary, the trend moves towards more frequent and repeated cyber abuse and the
need for decisive action to increase digital safety.
Cyber abuse statistics
“Cyber bullying seems to be a type of bullying which is becoming increasingly
prevalent, as the use of the technology increase by young people.”
(Smith, Mahdavi, Carvalho & Tippet, 2006)
In Canada, a survey of 177 grade seven students from two schools in Calgary
found that almost 25 % of those were cyber bully victims. Nearly 60 % had experienced
between 1 to 3 incidents of cyber harassment. (Li, 2005). Another Canadian study of
3,700 middle schoolers revealed that in the preceding two months alone, cyber bullying
affected 18 % of youngsters. In Grade 8, reports of recent incidents of cyber bullying
peaked at 21 %. (Kowalski, 2005).
In Australia, 14 % of children were cyber victims and 11 % identified themselves
as cyber bullies across a sample of 120 year 8 students. (Campbell & Gardner, 2005)
In America, the Foundation for Internet Safety Education conducted a nation
wide study with younger children during 2004. A total of 1,566 school students in grades
four to eight were probed. The results showed that 57 % of students had experienced
hurtful comments and that 35 % of students had been threatened. A total of 42 % of those
elementary students surveyed had been bullied as the aptly titled National i-Safe Survey
found. Perhaps most surprising was the victims’ silence as more than half ( 58 %) did not
tell their parents or another adult of their online experiences. Still in the United States, a
large study of 1,501 young people between 10 and 17 years of age was implemented
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during 2000. It surfaced that 6 % had experienced online harassment. Five years later,
this figure had increased to 9 %. Beside online harassment, cyber bullying emerged
during the investigation at 28 % in 2000; it had risen to a staggering 48 % in 2006.
(Finkelhor, Mitchell & Wolak, 2000; Wolak, Mitchell & Finkelhor, 2006).
A study of 770 youngsters in the United Kingdom found that 16 % of young
people were being bullied through electronic media. (National Children’s Home, 2002.
An investigation by the Anti-bullying Alliance of Goldsmiths College, University of
London a few years later showed that 22 % of children had been cyber bullied at least
once. Almost 7 % had experienced cyber bullying more frequently; which is a marked
increase over a relatively short amount of time. (Smith, Mahdavi, Carvalho & Tippett,
2006).
Most recently, Hanewald (2008) predicted that “…this trend will continue due to
the availability of numerous, cheap and easy to use devices as all communication tools
(email, instant messages, website, phone calls, text messages, chatrooms) can be used for
abuse.”
The information and communication technology tool for cyber violence
In a study of 92 youngster (11-16 years of age) across14 British schools, phone
calls, text messages and email were the most widespread form of cyber bullying, with
chat room bullying the least common. Girls were more likely than boys to be perpetrators
and victims of cyber bullying. They preferred the use of mobile phones; boys mostly used
text messages, followed by pictures or vide clips and bullying via websites. (Smith,
Mahdavi, Carvalho & Tippett, 2006).
Pictures, video clips and phone call bullying were perceived as most harmful; text
messages or bullying on websites had the same impact as other forms. The most
frequently used tool for cyber bullying was text with 14 %, followed by chat rooms with
5% and 4 % for email (National Children’s Home study, 2002).
Most Australian cyber bullies used text messages, followed closely by chat rooms
and then by electronic mailing. (Campbell & Gardner, 2005).
The Canadian perpetrators inflicted 41 % of cyber abuse through multiple sources
(i.e. email, chat room, mobile phone). The most frequent single source was chat rooms
(36.4%) and email (22.7%) (Li, 2005).
Prevention of cyber violence
Cyber violence can quickly travel around the world and educational authorities in
countries such as Australia, Canada, the UK, and the United States have recognized the
escalation of the problem and its destructive effects. Thus, funding has been set aside to
address the ethical, legal, safety and security implications of technology by implementing
educational outreach schemes, awareness raising campaigns and cyber safety help sites.
Despite the global concern, there is no combat approach across nations or research-based
evidence to prove which approaches are successful and to what extent.
An overview of the various methods to counteract cyber violence is needed to
devise a systematic and systemic approach. The figure below is an attempt to establish a
taxonomy, on which future research into effective combating methods can be based.
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In the battle against cyber violence, a three-pronged approach on parallel stratums is
proposed: individually, electronically and institutionally.
Individuals are able to handle cyber violence by either ignoring the behavior in
the hope that the perpetrator will loose interest and stop the abuse, by deleting
inappropriate material, responding to the behaviour to express their disapproval and
report the behaviour. The most appropriate strategy will depend upon the victim’s age
and maturity as well as technical know-how.
Electronic means are mainly installation of software to block or filter unwanted
sites (for example specific parental control software) and the disabling mechanisms in
various applications (for example the identification and subsequent blocking of spam
messages in emails, or blocking of comments on personal blogs).
Institutions (for example Departments of Education or single schools) are able to
educate students and staff about the devastating consequences of cyber violence, thus
preventing harmful acts. The development of a school policy for the acceptable use of
mobile and networked technology, individu

of information and communication technology, student agreements of use and the
monitoring of school computers. Punitive action such as loss of Internet access for the
offender or even dismissal from school after repeated incidents are other ways to tackle
cyber harassment. The installation of filtering and blocking software by schools will

2009 HICE Proceedings
Page 5005

Ria Hanewald, 7th Annual Hawaii International Conference on Education, HICE 2009
Cyber Violence and Digital Safety in Educational Contexts: Current Research Findings
reduce the risk of inappropriate material coming into the school’s network while a limited
amount of networked computer time per students diminishes the temptation to waste
precious online time with unproductive activities.
Recommendations cannot be made, as empirical data is not available to indicate the most
effective method. For this, further research is necessary.
Conclusion
This paper focused on cyber violence, which is fast becoming a global concern
due to the increasing access to and usage of information and communication
technologies. The growth of cyber space carries the potential for misuse, making digital
safety one of the priorities for governments and educational authorities. The safe and
responsible use of networked and mobile communication for young people in the
educational domain is a shared responsibility of students, educators, administrators and
parents.
Understanding the phenomenon is a first step in working towards the most
effective strategies to counteract it. Robust research is needed to examine the attitudes,
experiences and behaviors of cyber harassment’s perpetrators and victims to find counter
approaches. Developing a profile of perpetrators to help tracking them down and
stopping them from further cyber harassment should be high on the research agenda.
Also, the best methods of dealing with incidents need to be developed, depending on the
particular kind of abuse, its severity and the age of those involved. The motivation to
indulge in cyber harassment in the first place (e.g. triggers to set off behavior), the
reasons for choosing one kind of harassment over the other will help in understanding the
origins of the abuse and its assist its eradication.
More research is also needed to improve the design and thus effectiveness of
existing cyber safety awareness programs. Properly researched and developed instruction
course could be incorporated into teacher training courses. In addition, professional
development programs for school counselors, principals, student welfare co-ordinators
and other educators in similar positions are necessary to help them in responding
appropriate to incidents of cyber harassment.
This paper reviewed the literature on cyber violence and gives an overview of
current research findings. It gave a picture of the work done so far, raised awareness of
the problematic and illuminated the complexities of issues involved in cyber violence.
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Introduction

T

Using participatory action research
principles, community members became
co-researchers in this project and set the
direction to create a women and girls
group for the purpose of
intergenerational sharing of traditional
women's knowledge. As we worked
together to establish guidelines for a
respectful research relationship, we
identified a need for more conversations
on the topic of research protocols,
procedures and terms and references.
There is movement within the
community that sees value in research
but on Lil'wat terms. The creation of the
Lil'wat Culture, Language and Heritage
Authority in December 2005 is a direct
outcome of the community's
commitment to advance a research/
project agenda that benefit the
L i l ' w a t 7 u l . We h a v e c o m p i l e d
background information and a model of
practice for researchers to consider as
they inquire about research
opportunities in the Lil'wat Nation. Due
to the complexity of the community,
environment, and political structures,
this handbook is a snapshot of this
moment in time and these guidelines will
evolve and change based on the needs of
the community.

he purpose of the Lil'wat
Research Handbook is to
provide a starting point for
researchers interested in working with
the Lil'wat Nation for research
collaborations. This handbook is an
outcome of a Participatory Action
Research (PAR) study between the
Lil'wat Girls and Women's Affirmations
group and Winnie Chow, a researcher
from the University of Victoria. As part
of the research design, Winnie worked
with 20 participants and community
leaders involved in research
administration to investigate how they
would like research conducted in the
Lil'wat Nation. The ideas expressed in
this handbook are representations of the
20 individuals who generously offered
their time and opinions on research
protocol and is not reflective of all
members of the Lil'wat community. It
does however, provide an entry point
for conversations on how to conduct
research so it is meaningful, relevant and
respectful.

-1-
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Lil'wat Research Protocol

S

ince time immemorial, Lil'wat ancestors moved
from their summer fish camps into winter villages
consisting of clustered semi-subterranean dwellings
known as s7istken (pit houses). The construction of the
s7istken is similar to the creation of research collaboration.
Parts come together to form a stucture, which is held
together by various relationships, elements, history and
needs. The following is a model for Lil'wat Research
Protocol that is represented by a traditional s7istken. It
provides a conceptual framework with Lil'wat teaching and
learning concepts weaved throughout to guide researchers.
The number 4 is considered sacred to Indigenous peoples
for it represents patterns in nature such as the four cardinal
directions. Using the s7istken as a conceptual model was an
explicit choice by the researcher in respecting Indigenous worldview for it has 4 house post
and 4 roof beams. This model is not intended to be used as a “how to manual”, but as a guide
to the research process based on the researcher's experiences and feedback from the
participants during our research collaboration.

Lil'wat Teaching and
Learning Concepts

A

s all cultures and groups of people have their own ways of knowing, we share with you
Lil'wat teaching and learning concepts to guide your understanding of Lil'wat worldview
and your research process. These concepts are interpreted by Dr. Lorna Williams, Lil'wat
member and Director of Aboriginal Education at the University of Victoria, for the use of teaching
Indigenous ways of knowing. The translations from Ucwalmicwts are Dr. William's interpretation of
the words and each Ucwalmicwts speaker has their own understanding for the terms.
Celhcelh
Taking responsibility for personal learning and taking initiative within the learning community.
Cwelelep
The discomfort and value of being in a place of dissonance, uncertainty and anticipation.
A7xa7cal
Locating the infinite capacity we all have to answer our own questions as learners.
Kamucwkalha
The energy indicating group cohesion around a common goal.
Watchful Listening
Having an openness to listening beyond our own personal thoughts and assumptions.
Kat’i’la
Finding stillness amidst our busyness and need to know.
-2-
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Lil'wat History

E

There is a general consensus by Indigenous peoples
and marginalized groups, that they have been
“researched to death” by governments and
academics (Smith, 2001). The time to examine and
present Indigenous issues from a negative focus has
passed, as we shift to a new cycle of competence,
focused on resilience and what works in the
community (McShane & Hastings, 2004). To move
into a new era of research, there needs to be an
understanding the Lil'wat community is rebuilding
and healing from the impacts of colonization. As a
starting point in addressing the consequences of
colonization, researchers should recognize their
location in this history.

ducation

“We need to get to know ourselves again, we have
to know where we are coming from in order to
know where we are going to continue to be First
Nation's people.” (Lil'wat 5)
The Lil'wat7ul have a rich history of strength,
courage and resilience. They are one of the 78 BC
First Nations that have chosen not to participate in
the BC Treaty Commission process and in 1911,
Lil'wat leaders signed the Lillooet Declaration
outlining the demands for the reinstatement of
their rights to their traditional territory.

R

esearcher
Responsibility

“Non-Indigenous researchers need to acknowledge
being members of the dominant culture and being
researchers who are in positions of power. The
potential to oppress and exploit Indigenous people
is a matter of concern, and deliberate efforts should
be made to level the playing field in negotiating
research relationships” Dr. Jessica Ball- University of
Victoria School of Child and Youth Care

L

illooet
Declaration

R

esidential
Schools

We have never given or sold any of our land to any
government or nation. Although settlers and
colonial governments marginalized us from the
land, we never relinquished our right to our home.
As we fought to restore and preserve our rights, we
earned a reputation for political protest and
resistance. (Lil'wat Nation, 2006, p 14)

“I think that those breaks caused a lot of people to
be afraid to indulge in their language and culture,
but it is coming along with the younger generation.
They are starting to pick it up and are interested in
it. My parents went to residential school and they
didn't teach my sisters, brothers and myself, because
they were afraid of what would happen to us if we
spoke our language and did our cultural dancing
and singing because they were punished for doing
that in school” (Lil'wat 1)

To learn more about the past, present and future
Lil'wat Nation written by community members,
please refer to:
Lil'wat Nation website
http://www.lilwatnation.com/
Lil'wat Fact Book
http://www.lilwatnation.com/+peopleland/storys
/documents/LilwatBookSpreads.pdf
-3-
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The Lil'wat
Community

T

he Lil'wat are Interior Salish people who
are a separate and distinct nation while
remaining part of the St'at'imc group.
Ucwalmicwts is the language, and it means “the
people of the land”. The traditional territory spans
797,131 hectares, equivalent to one-fourth of
Vancouver Island- it extends south to Rubble Creek,
north to Gates Lake, east to the Upper Stein Valley
and west to the coast inlets of the Pacific Ocean.
Today, there are more than 70 percent of Lil'wat7ul
living on reserve with a total population of more
than 1,850, of whom 550 live off-reserve. (Lil’wat
2007)

Everyone is accepted in the community as active
members regardless of one’s status as Indigenous,
non-Indigenous, Lil'wat or from other
communities. In the discussions with research
participants about “ Who is the Lil'wat
community?” they identified many gray areas and
sites for tension. Lil'wat7ul whose parents are both
from the Lil'wat Nation are definitive Lil'wat
community members. Debates arise when we look
outside this definition, as there is a formal and
informal continuum of community membership
that flows between locations based on family
relationships, governance system, marriage and
voting rights. Central to the debate of community
membership involves who defines the system of
membership and who has the right to represent the
Lil'wat community in the decision making process.
When identifying community in your research
proposal, consider the following evolving
summary of distinct groups identified by the
research participants:

The term “community” is as diverse as the
geography of the Lil'wat territory. Who is the
community and who represents the community? As
a researcher interested in working with an
Indigenous community, defining the community is
laden with paradox and complexity that are
unknown to an outsider. The Department of
Indian Affairs (DIA), also known as Indian and
Northern Affairs Canada (INAC), enforces
community band membership as a form of
government regulatory control. Some members of
the Lil'wat community resist and reject this label
and do not engage in activities associated with DIA.
The term community is too broad to truly represent
the complex reality of community membership.
The following will provide researchers with a basic
understanding of the informal and formal
structures that exist in the community.

1. Lil'wat7ul- Born and raised in Mount
Currie with both parents from Lil'wat
Nation. Have full voting rights and are
band members.
2. Marriage- Outsider (non-Lil'wat7ul)
married into the Lil'wat community are
considered part of the community but
does not have voting rights.

There are 2 groups in the community and
there is one group who pulled out of the
DIA system. I have a concern about them if
they will survive or not. They are outside
the system and any funding from DIA. They
have no voice and they choose to not be in
the DIA system and so they will not have a
voice about research. Yet they have footage
taken of them. (Lil'wat 5)
-4-
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3. Children- They are all recognized as
Lil'wat7ul but according to INAC and
the band membership code, if one
parent is not a Lil'wat member, than the
child would need to be voted in via
referendum to become a Lil'wat band
member. If both parents are Lil'wat7ul
and band members, the child is an
automatic band member.
4. Non-Indigenous, non-Lil'wat7ul,
outsiders who work and live in the
community are considered part of the
community but have no voting rights.
5. Bill C-31- Lil'wat7ul women who
married outside the Lil'wat Nation lost
their status in the DIA system and this
was reinstated with Bill C-31. In order to
reinstate Lil'wat membership status in
the community, all Bill C-31 women and
children need a referendum vote.

illooet
Community
There is a very strong component of group
living, like it is different from living in a
non-Native town or village. There's
something that goes much deeper than
even some small towns, they get really
close knit… but there's something that goes
deeper than that in a First Nations
community. And probably because for a
lot of First Nations communities, extended
families stay in that community, so there's a
lot of extended family in one area, in one
place. You know the old saying, “blood is
thicker than water”. (Lil'wat 2)

-5-
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Lil'wat
Governance

T

here are two groups in the community that
represent Lil'wat governance. The Chief
and Council are formally recognized by
INAC and voted in by members of the community
every two years. The Chief is elected by Lil'wat
community members, and according to INAC he/
she does not have to be a Lil'wat band member.
There are 12 council members who are band
members responsible for a portfolio that address:
housing, education, land use, fisheries, community
wellness, social development, external affairs,
agriculture, recreation, economic development,
and culture/ heritage. The Chief and Council have
a legal duty to protect the lands and assets of the
Lil'wat Nation. They also set the overall direction
of the administration. They represent the voice of
the community and it is the responsibility of the
council members to bring community concerns to
the Chief and Council meetings. The vision of the
voting members of the community is represented in
the Strategic Plan and is worth reviewing to
develop parallels to your research proposal for
relevance.
Well they should know that number one, we
have our own leadership outside of any
province, federal or municipality, and
number two, that there's generally a cultural
or traditional protocol that either is
recognized formally or informally (Lil'wat 3)
The second group in the community follows a
traditional system that historically was represented
by a Traditional Family Head System. Each family
group had a representative who would participate
in the larger meeting of the family heads to address
issues of community governance. In this system,
community members are recognized as leaders in
specific areas such as ethno-botany, based their
expertise and knowledge rather than through an
elected system of governance. This leadership
system is formally recognized in the community
today.
-6-

There are traditional jobs that have been
passed on to them. And there are a lot of
different ways that people are recognized
for what they know. There's sort of a natural
leadership that happens. Nobody says,
'You're in charge of this', if somebody
becomes the most knowledgeable and
people recognize that, then it's just sort of a
natural respect and people will start saying
'Ask so and so' because they recognize that
person as having the most experience or the
most knowledge. (Lil'wat 2 )
In addition to the DIA and Traditional system of
governance, Lil'wat Nation is situated in the larger
St'at'imc Nation, which is comprised of various
nations in the upper and lower Lillooet. They
share similarities and differences in language
(different dialects), cultures and stories, but they
each have a separate governance body.
Researchers should become familiar with the
various governing bodies within the Stl'atl'lmx
Nation and the territory maps of each nation to
ensure consultations match with the governing
body that administers the territory in which the
research will take place.
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Lil'wat Culture, Heritage and
Language Authority

T

he Lil'wat Culture, Heritage and Language Authority (LCHLA) formed in December 2005. The
Authority is made up of community members who are knowledgeable and recognized by the
community as experts in the areas of Lil'wat culture, heritage and language. They aim to
preserve and regenerate Lil'wat culture, heritage and language in the community. LCHLA is the first
point of contact for researchers interested in working with the Lil'wat community for research in the
areas of culture, heritage and language. The group meets once a month on the second Monday of each
month. The contact person is: Lois Joseph, Lil’wat Cultural Centre

Lil'wat Communication

A

ll interactions are cross-cultural for we each come to the relationship with our own ways of
knowing and communicating. When Lil'wat circular worldview meets with the linear research
world, there are subtle and distinct differences in the communication process. This section came
out of discussions around community member experiences of outsiders and some communication styles
that had negative impacts on the relationship building process. The following are quotes for researchers
to reflect upon:
But some people talk a lot and really fast… they talk like they know and even if they don't know.
That stuff really turns people off right. Talks too much… I can't get my words in…what does he
know…and so I think they [the community members] evaluate more on those kinds of clues that
people send out. (Lil'wat 4)
I was used to the Western style of debating and jumping in, which is considered very rude here.
And probably the statement that you make to the people when you do that, is you don't think
very much about what other people say. When you first get involved in the community you're
used to the Western way. You don't really realize that it's not respectful and that you're suppose to
be thinking about what the person said and not answer right away and argue right away.
(Lil'wat 2)
It's a whole different way of communicating. And it is hard to get used to, hard to even figure out
at first because you're not aware of it. You're not told about it. Because in the Western civilization
it seems like the faster you talk, the quicker you can answer is looked at the smarter you are. Not so
here. And this probably has something to do with some of the children who have trouble in the
education system because of that difference. (Lil'wat 2)
You can't just get an answer right now. These are what people have attempted to do, time after
time. They feel frustrated because they can't get the answer, because they're not sensitive to the
response that they're getting. (Lil'wat 3)
Lil'wat7ul, generally there's a lot of body talk, without even realizing it. Being sensitive in that way
so that you are getting the answers that you're seeking, knowing that those answers may come in a
variety of forms (Lil'wat 3)
-7-
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History of Research in the
Lil'wat Community
Well, to me the reserve is our last bastion
of freedom. It's a place that I can be
without interference, I can live, I can
breathe, I can dance, I can ceremony, I
can do whatever without interference.
And when people come looking, asking,
seeking, there's a sense of protection
because so much has been exploited. And
there's a fear of racism. And fear of
whatever it is being sought after is going
to be abused, turned about, and made
harmful to the person and the community.
(Lil'wat 3)

discover something from our past, like
pictographs, petroglyphs, they will go
match it up with ethnographers' research,
stories that were told you know, and stories
that were told in our language, they are
gone now. So it is there, through the
recordings through the written, transcripts
or whatever. We can recover through the
research that has been done. (Lil'wat 6)
In the past there were ethnographers and linguists
who came into the community to document
Lil'wat culture, traditional stories, songs, and
ceremony. This has provided useful resources for
the Lil'wat community to regenerate aspects of
their culture and language that have been
displaced. However, certain researchers have also
left a legacy of mistrust and suspicion through
unethical research practices and unequal
partnerships that advanced the researcher's careers
with no benefit to the community.

R

esearch is a powerful tool and it can be used
as an instrument of colonization and also as
an instrument of de-colonization.
Researchers have the opportunity to create social
change through the use of research methods that
address the unbalanced researcher/ researched
relationship.
Montour (1987) describe a
commonly applied technique he coins as the
“helicopter” process wherein, “outside researchers
swooped down from the skies, swarmed all over
town, asked nosey questions that were none of
their business and then disappeared never to be
heard again”. This method of research has a history
in the Lil'wat community. The outcomes of such
research have both benefited Lil'wat7ul and also
some have inflicted harm through inaccurate
representations of the community. It is important
for researchers wanting to work with the
community to learn from these experiences of past
research relationships to be able to address these
grievances in their research methods.
Our names, stories, you name it hasn't been
passed onto us because of residential school.
So when I came home and had my family, I
was hungry for the information and I thank
all the people who have come into our
communities like Teit. And I feel thankful for
them and as I watch community members

Everyone hates to get portrayed in a
negative way and especially when it is based
on a misunderstanding on what they see,
and the community has had that happen
and it happens all the time. And so, they
don't want to be involved in that kind of
portray of Lil'wat people. (Lil'wat 4)
Community members shared stories of researchers
who came into the community and took pictures of
homes and people without permission and then
published these pictures for personal profit.
-8-
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There were also researchers who provided
inappropriate forms of incentives, such as the use of
alcohol in order to gain access to traditional stories
for research purposes. Some research findings did
not give accurate portrayals of the Lil'wat
community because a lack of understanding of the
Lil'wat way nor did researchers consult with
community members to ensure correct
representation during the data analysis phase.

People want to redefine what's traditional
and what gives them strength and what
they want to hang onto and what needs to
be changed. And I don't know any other
way besides research to do that, really. It's
the vehicle to make that happen. (Lil'wat 2)

Possible Topics for Future
Research as Suggested by
Lil’wat7ul:

We have these theses going through quite
often. Research has been done and it gets
put on a shelf. And I think that the ones that
are being done these days are very helpful
for different departments, and I wish that
they would utilize it more. (Lil'wat 1)

1. Creation of Lil'wat Research Guidelines
2. Restore Nxekmen and Nt'akmen our
law and our way of life.
3. Identify the distinctions between
Lil’wat and the other St’at’imc groups
in the context of dialect, stories,
histories, and family linage.
4. Family ownership of Lil'wat songs and
dance.
5. Protocol for gaining permission to use
Lil'wat songs and dances
6. Identify and regenerate traditional
communication protocols between

Rising from past research practices, is a new era of
research in the Lil'wat community. Lil'wat Nation
does not have a research agenda but Lil'wat7ul are
clear about supporting initiatives that benefit the
community, to strengthen the people, and advance
the Strategic Plan. Lil'wat7ul are interested in
projects that make a difference instead of a book
that sits on a shelf. Possible research area identified
through this study

-9-
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Lil'wat Research
Protocol
7istken
S
Step 1: Site Selection

Lil'wat Teaching and Learning
Concept: Celhcelh

Things to Consider:

Taking responsibility for personal learning and
taking initiative within the learning community
(Williams, 2006)

Prepare to spend time in the
community
You really have to sacrifice to live here if you
are going to do research. For me, that is
something researchers have to do so they can
experience and understand everything that
goes on here. Before you can actually pick
something here. (Lil'wat 5)

S7istken Construction
Lil'wat7ul would survey the land to find a site
to build the s7istken. Careful attention paid to
ensure access to water and food, assess the
quality of the soil, and the placement of the
s7istken in relationship to the cardinal
direction.

Acknowledge the past
Understand first of all, our history of our
people. Making sure that they are not going to
be writing in generalized and stereotypical
stuff. They need to have read a lot of our
histories and as Lil'wat. They need to look for
information and have an understanding of
who we are. (Lil'wat 6)

Research Construction
Researchers are responsible to take the
initiative to build relationships with
community, research community needs and
research processes, learn governance
structures and the process to enter the
community. This is to ensure the site for
research is appropriate to the needs of the
participants/ community and the researcher.

Research

I feel the most important thing researchers
need
to do is to get as much information about
®
Research the local history of the Lil'wat
the community before entering the
peoples
community.
Upon entering or even before
®
Develop a relationship with the
entering the community, researchers should
community outside of a research
participate in as much community events as
relationship
possible
to learn and meet Lil'wat7ul.
®
Contact Lil’wat Culture, Heritage,
(Lil'wat 9)
Language Authority in person or make the
initial phone call to set up meeting.

- 10 -
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Step 2: Digging the
Foundation.
Lil'wat Teaching and Learning
Concept: Cwelelep

b. If the authority is interested in the
project, you will receive an invitation to
present to the Authority. In preparation for
the presentation, address the following:

Discomfort and the value of being in a place of
dissonance, uncertainty, and anticipation.
(Williams, 2006)

i. Tr a d i t i o n a l t e r r i t o r y
acknowledgment of the Lil'wat
Nation
ii. Share your understanding of the
community and connections to
the land if applicable (if this is
not established, need to
readdress step one)
iii. Identif y benefi t s t o t he
community and yourself the
researcher
Iv. Clearly state your intentions for
ownership of knowledge once
the data is collected.

S7istken Construction
Mid-November floor excavation: First crossed
two bark ropes the length of the pit at right
angles, pointing their ends in the semicardinal
direction. Stakes marked the centre, quarter
midpoints; the women dug a hole 3-4 feet
deep with sloping sides.

Research Construction
In a research context, digging the foundation is
represented by the research proposal which
integrates all the information from
community consultations, and presented to
the Lil'wat, Language, Culture, and Heritage
Authority for approval.

Things to Consider:
Language accessibility; relevance to the
community; bring a gift to give to the authority
for their time to hear your request; watchful
listening (Learning concept pg. 2); flexibility and
willingness to change your proposal.

After establishing a relationship the
coordinator for the Lil'wat Language, Culture
and Heritage Authority:
a. Submit a letter to the community to the
Lil'wat Culture Language, Heritage
Authority. State the purpose of
research and link how this research
would benefit the community based
on your pre-entry research (celhcelhlearning concept pg. 2)

- 11 -
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Step 3: Four house
posts.

House Post Two: Kat'il'a

Lil'wat Teaching and Learning
Concept: Watchful Listening

Finding stillness amidst our busyness and
need to know. To be in a state of Kat'il'a
requires patience. In research we have a
pressing agenda for the “need to know”. But
researchers need to practice patience and
understand Lil'wat communication styles to
fully comprehend the information
community members are sharing. Answers to
questions will emerge from interactions and
least likely from direct questioning.

Having an openness to listening beyond our
own personal thoughts and assumptions.
(Williams, 2006)

S7istken Construction
Fresh cut logs were brought to the site and
stripped of bark. 4 main house posts were
planted into holes in the floor at an angle
roughly parallel the excavated walls.

So the biggest conflict that I find with
the type of people I deal with is
timeframe. Is that we don't move fast
enough and that generates conflict
because their time frames and the
community’s time frames don't
necessarily match up. (Lil'wat 4)

Four House Posts to the
Lil'wat Research Process
The four house posts to the Lil'wat Research
process are trust, Kat’il’a, family, and sharing.
They mirror the function of support of the
four house posts in an s7istken. Researchers
need to attend to the 4 house posts
throughout the research project. If one house
post collapses, the whole s7istken/ research
process will fall apart. Watchful listening is a
vital component to ensure the four house
posts stand tall.

House Post Three: Family
Family is the third house post to the research
process. Regardless of the definition of
community, Lil'wat Nation is made up of
family groups who are intricately woven
together to form a very connected and
related collective. Conversations during
meetings and consultations always
reinforced the centrality of family in the
research design and participation. Family is
central to the Lil'wat way of being and life. It
is through building relationships not just with
individual community members, but with
the families that created kamucwkalha (the
energy indicating group cohesion around a
common goal). There is a strong sense of
family pride and history that is distinct from
each family group. Researchers need to be
aware of these distinctions and respect the
different needs of each family group as they
work with various community members.
One must also ensure methods of inclusive
representation from all family groups in the
community so no one is left out.

House Post One: Trust
There is a long history of mistrust based on a
shared experience of colonization where
research and education was a tool for such
destruction.
Fear of the unknown and
strangers are barriers researchers need to
address to build trust as a foundation to the
research relationship.
Our experience with the non-native
world is of course they are judgmental
and put on their stereotypical glasses and
stuff like that and in awe of our beliefs.
For a non-native to come in and do
research, they need to know more about
our community and gain that trust from
the community. Gain the respect from
the community. And actually understand
a bit of what they are talking about a
certain practice, the purpose of that and
the way it is practiced. (Lil'wat 6)

- 12 -
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House Post Four: Sharing
Sharing is the fourth house post to the
research process; it combines the other house
posts of trust, Kat’il’a, and family. Sharing in
the Lil’wat way is reciprocal, as elders
expressed, “if they want to learn, we teach
them” (Lil'wat 6, 7, 8). The Lil'wat supported
the first settlers as they attempted to survive
their first winter in the valley because this was
the Lil'wat way. Lil'wat7ul continue to
uphold this pedagogy today as they share
and open their homes to outsiders who are
genuine in their intentions to learn. Sharing
in research collaborations centres on the
reciprocal relationship between the
researcher and the community.
The
production of this research handbook would
not have been possible without the skills,
needs, and energy from both partners
involved.

- 13 -
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Step 4: Roof beams
and cross beams.

Lil'wat Teaching and Learning
Concept: A7xa7cal

Seeking, Listening and Learning
(Data Collection)

Locating the infinite capacity we all have to
answer our own questions as learners (Williams,
2006)

a. Copies of all Informed consent forms will
be given to the participant, Lil'wat Cultural
Center (LCLHA), and the researcher.
b. Provide a token of thanks for the
participants time (honorarium or gift)- it is
not the value of the gift, it shows that you
are thinking of them. Acceptance of the
meal and/or gift is agreement to the
partnership.
c. Tobacco and berries are a traditional gift.
d. Family involvement in the process,
especially working with Elders to have
family support during interviews, events,
meetings, etc.
e. Transportation is an issue for participants
since the geography of the community is
split into two neighborhoods (old site and
the new site).
f. Be prepared to write down field notes
from memory as some community
members may not feel comfortable using
recording devices.
g. Use of video or voice recordingdependant on individual or event. Need
to get permission from LCLAH and the
individual who is being recorded.
Informed consent forms signed and given
to participant, LLCHA and researcher.
Copies of recordings to be given to
participant.
h. Sharing a meal is a traditional means of
establishing a relationship before business.

S7istken Construction
Tops of the 4 house post notched to support
the four main roof beams. A webbing of
spaced rafters was lashed in concentric circles
from pit to the smoke hole. The roof and cross
beams provide structure to the roof and hold
the 4 house posts together

Lil'wat Research Structure
The following provide structure to the
research process like the roof and cross beams
of the s7istken. Once a research proposal is
accepted by the LCLHA, you will receive a
letter of approval from the Chief and Council.
The following structure will assist in the
project taking form:

Partnership agreement
Initial meeting with community gatekeeper
from LCLHA to draft a memorandum of
understanding which clearly outlines roles,
responsibilities, ownership of knowledge,
expectations, conflict resolution. Signed by
both parties (legal and binding)
Community member guide
a. Introduces the researcher to various
community members and leaders. This
gives an opportunity for relationship
building and also for the researcher and
community members to field questions
from each other.
b. Develops research design with researcher.
c. Co-design the informed consent forms.
d. Reports back to the LCLHA of the
researcher's work

Things to Consider:
Permission
Even if the council and the community gives
you permission, it doesn't mean you can go
and say to whoever you want that you have
permission to do research. If the person does
not want to be researched, then you have to
be respectful of that. (Lil'wat 10)
- 14 -
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Courtesy

Meaning Making/ Data
Interpretation

I try to give them some tea and they don't
want it. But you know we are taught “Never
say no”, if you are going to a house and they
only give you tea to say “thank you” and
things like that. (Lil'wat 7)

Researchers to come back to present their
research findings and give research
participants a second phase to reconsider
what they said like in context of what has been
generated so far (Lil'wat 4)

Sharing and Ownership
a. Transcripts- copies given to participants to
scan for errors and misinterpretations.
b. Interpretations- Involve participants to
verify your interpretations to ensure
accuracy.
c. Preliminary findings should be brought
back into the community for discussion
and input. Be prepared to make changes to
your findings/ interpretations.
d. Final outcome of the research findings
should be brought back to the community
to be shared. Hosting a lunch or dinner
would provide a good forum for
celebration of the partnership and research
process.
e. Findings should be presented in a language
and format that is user friendly and
accessible.
f. If you plan on using elements of your
research for presentations, you should
contact the LLCHA to let them know of
your plans and also provide a copy of your
presentation to the LLCHA.

Lil'wat Worldview
We have been given that knowledge from the
Great Creator. As the traditional Lil'wat
people, you can have knowledge about it but
you can never own it. (Lil'wat 6)

Issues to Address
What level of consent do we need to give?
What about the results, who has ownership?
Publications? (Lil'wat 4)
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Step 5: The Ladder.

Lil'wat Teaching and Learning
Concept: Kamucwkalha

Respectful Relationship
Building a respectful relationship is the ladder
that runs through the foundation and the roof
of our research s7istken. The level of respect
one shows to another will determine a
successful or failed relationship. Researchers
need to be mindful of the position they take
up in the context of the people and the
environment throughtout the collaboration.
Presently, research with Indigenous
communities needs repair from certain
research predecessors and it is our
responsibility to address the past grievances
through thoughtful and respectful research
practices today.
As a starting point,
researchers should ask themselves the
following guiding questions:

The energy indicating group cohesion around a
common goal (Williams, 2006)

s7istken Construction
A notched log ladder was lowered through
the smoke hole which runs through all the
pieces of the structure. Attention was paid to
the ladder placement to prevent getting
burned by the fire and to ensure safe entry and
exit from the s7istken.

1. Who benefits from this research?
2. How does this research benefit the
community?
3. How does it benefit me the researcher?
4. Is this equal or unbalanced?

- 16 -
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Step 6: The Roof.

Lil'wat Teaching and Learning
Concept: Kat’il’a

Research Construction
The final step of the research s7istken is the
final product or outcome of the process of
collaboration. In this particular s7istken, it is
the creation of this handbook on research
processes grounded in respect and relevance
to attend to the grievances of past research
practices.

Finding stillness amidst our busyness and need
to know. (Williams, 2006)

s7istken Construction
The earth that was excavated was spread over
the roof and stamped down. In the spring,
grass sprouted on the roof, and except for the
ladder, the s7istken was blended into the
landscape. Usually 20 to 30 people
cooperated in building the s7istken was
completed in one day.
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How to Contact Us:
As this handbook is an evolving project, we invite you to contact us to make suggestions for
improvements, additions, or deletions to this handbook to help future researchers.

Lil'wat Culture, Language and Heritage Authority
Lois Joseph
Lil'wat Cultural Center Coordinator
(604) 894-5826
Email: lois_joseph@lilwatnation.com

Winnie Chow
(780) 487-4733
Email: jaspatch@telus.net
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The importance of using models for solving worded fraction problems
Introduction
This paper reports on the results of an investigation related to worded fraction
problems for which drawing a model would likely be a beneficial strategy for solving the
problem. Specifically, the paper reports on two problems with similar structures that were
posed to students. We share three distinct solution strategies by 5th grade students
generated during instruction for one of the problems and compare these ideas to the
solution strategies and methods employed by students in grades 6 – 8 who solved the
same problems.
In summarizing past work and setting the focus for future work on rational
numbers and proportional reasoning, Lamon (2007) states: “Of all the topics in the
school curriculum, fractions, ratios, and proportions arguably hold the distinction of
being the most protracted in terms of development, the most difficult to teach, the most
mathematically complex, the most cognitively challenging, the most essential to success
in higher mathematics and science and one of the most compelling research sites. In the
last decade or more, researchers have made little progress in unraveling the complexities
of teaching and learning these topics” (p 629).
While examining the work completed in rational numbers and proportional
reasoning, Lamon (2007) discussed several different topics, including mathematical
analysis, notational systems used, clarifying constructs, distinctions between ratios and
rates, and similarities and differences between fractions and rational numbers. She
indicated study in the field had come to a temporary standstill and outlined a new
research paradigm that included reconsidering pedagogical content knowledge and

2
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continuing the conceptual analysis. Keiran (2007) reported that “Generating equations to
represent the relationships found in typical word problems is well known to be an area of
difficulty for algebra students.” p 271.
The 5th grade students in the study were in their fifth year of studying
mathematics using the Measure Up curriculum. The project is built upon research
conducted by Russian mathematicians D. B. Elkonin and V. V. Davydov (1966). Their
research, which included a theoretical examination of the connection between instruction
and the cognitive development of children, proposed a system in which children in
elementary grades would develop mathematical structures to be used across all number
systems. Children used measurement tasks to build understanding of quantitative
relationships, leading to algebraic reasoning. Given this emphasis on mathematics
structure through measurement and algebra, students should build a foundation in grades
1 to 5 to better prepare them for the level of generalization demanded by formal algebra.
Analysis of the 5th grade students’ methods and explanations reported in this
paper reveals how important the concept of unit and the ability to use a model that
represents the actions in the worded problems are to solving them correctly. Whereas
older non-project students in grades 6 – 8 struggled with these problems, project students
were able to invent methods based on units that led to successful solutions. The work of
students in grades 6 – 8 was examined with respect to the models they used, for the
correctness of their answer, and the classification of their reasoning. We provide
comparison data across grade levels and include an analysis of the methods used by
students who justified their solutions.

3
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Setting
Fifth-grade students explored the following two problems during daily instruction
for two consecutive days, with Problem 1 discussed first.
Problem 1: Macy had a distance to swim during practice. When she had gone two-thirds
of the distance she was supposed to swim, she had gone one-half kilometer. What was the
total distance Macy was to swim? Explain your reasoning and support your answer.
Problem 2: Jonnine had a board. She cut

2
of the board for bracing. She measured the
5

3
piece used for bracing and found it to be foot long. How long was the original board?
4
!
Explain your reasoning and support your answer.

!
The two problems are similar
in structure in two important ways. First, they both
can be modeled algebraically as a • x =b, where a and b are known values described in
the worded problems. Second, the first fraction mentioned in each problem has 2 as a
numerator. We were deliberate in using fractions with a numerator of 2 because children
appear to use models to reach a solution more effectively when division by 2 is involved.
Caylie used a linear model to demonstrate her thinking (Figure 1). She used one
number line to represent both the kilometers and the fraction of the distance Macy swam.
It is important to note that when discussing her work, Caylie emphasized the mark she
made to represent 1 kilometer. From this mark, Caylie was able to see fourths emerge and
even though she labeled the
where the

3
below the line, she spoke this distance as being the point
4

3
, or the total distance Macy would have to swim, was represented.
3
!

!
4

2009 HICE Proceedings
Page 5194

The importance of using models for solving fraction worded problems

Figure 1
The students’ work on Problem 2 represented three different methods to solve the
problem. Caylie’s work is shown in Figure 2. While Caylie’s work looks additive, in her
verbal explanation she said that after locating
mark off

3
, all she would need to do would be to
8

5
6 9 12
15
by marking , ,
, and , in a more multiplicative sense.
5
8 8 8
8
!

David’s work is shown in Figures 3 and 4. Figure 3 portrays the solution

!completed first
! during
! ! a class!work period, while Figure 4 reflects what he wrote as he
explained his work to the class. In both cases David wrote a mathematically incorrect
statement

2 3
2
3
= , but he verbalized the appropriate idea that of the board is foot
5 4
5
4

long.

!

!

!

5

!
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Figure 2

Figure 3
Although his initial work did not contain a model, David made use of a model
shown in (Figure 4) to explain his thinking to others.

6
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Figure 4
Jason’s thinking (Figure 5) parallels David’s explanation but Jason considered
1
1
7
3
half of as 2 , so his solution was 2 . The form of his answer generated an interesting
4
4
4
1

discussion during which time Stephanie explained how the two answers were the same.
!
!
! Stephanie’s
insight demonstrated
her ability to consider the relationship between the
numerator and denominator of both fractions. She ended the discussion by saying to
Jason, “So basically, you are agreeing with him.”

Figure 5

7
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Data Collection and Discussion
The two questions on which we are reporting were given as part of a collection of
six problems from which data have been collected. The six problems were prepared in
pairs with two problems per sheet. These three different sheets were each given to 6th,
7th, and 8th grade students at the University Laboratory School, with approximately onethird of the students getting each sheet. Problem 1 and Problem 2 were on different
sheets. Data were collected in May 2007 and May 2008. All of the 8th grade students
were enrolled in Algebra I.
To examine the solutions provided by the students in grades 6 – 8 for Problem 1
their written work was coded in several categories as shown in Table 1. Codes were
developed for the answer, the quality of reasoning, the type of model, and mathematical
reasoning. Slovin, H., Olson, M., and Zenigami, F. (2007), Olson, Zenigami, and Slovin
(2007) and Olson, Slovin, Zenigami, and Okazaki (2007) have discussed the distinction
between an area/linear model versus a linear or an area model. The code for linear was
only used for line or line segment representations. The type of reasoning used was
classified according to the logic attempted on the problem. In mathematical reasoning,
the code 1 was used if the students separated

1
2

kilometer into two equal pieces each

1
having length km and used an additive process to determine the solution. The code 2
!
4
1
1
indicated that students related of the distance with kilometer and used correct
3
4
!
reasoning similar to that in Problem 1 to determine the solution, often in the form of a

!
!
table. The code 3 indicated
that students believed
if they added or subtracted 1 from the

8
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numerators of fractions they would maintain equivalent relationships. That is, if
distance was

2
of the
3

1
3
2
kilometer; of the distance would be kilometer. The code 4 indicated
2
3
2
!

that a student used some form of multiplicative reasoning. In the final category we

!
!measure or decimal units related to
recorded
whether!students made use of metric
kilometers. Often students make use of measurements that allow a problem to be
transposed to one with whole numbers or decimals. While this can be a useful strategy it
also might indicate a preference to not deal with fractions to solve the problem. The code
0 indicated no metric or decimal measure was used and the code 1 indicated they were
used. Table 2 summarizes responses for grade and category for Problem 1 for 2007 while
Table 3 summarizes the data for 2008.
Table 1: Problem 1 - codes by category
Code

No
Response

Quality of
Reasoning
None/
Incorrect

1

Incorrect

Major
Flaw

Linear

2

Correct

Minor
Flaw

Area

0

Answer

Model

Mathematical Reasoning

None

None/Cannot determine

Area/
Linear

1 1 1 1 1
+ + Or +
4 4 4 4 2
1 1 2 2 3 3
Table = , = , = , etc.
3 4 3 4 3 4
2
3 1
2
! Additive-! ! +1= & +1=
3
3 2
2
3
4
2 1
1 =! =!2] [or +
=1
![or! +!
2
2
3 3
1 1 5
+ !
=
!and !
!
2 3 6

!

!
! ! inverses, x or ÷
Use of reciprocal,

! !
!
3
4
5

Correct
Cannot
tell

Other

! ! !

9

Used decimal/
metric measure
No
Yes
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Table 2: Problem 1 - 2007 summary of responses by grades and category
Grade 6, N = 17; Grade 7 N = 16; Grade 8, N = 17
Grade 6

Answer

Quality of Reasoning

Model

Mathematical Reasoning

Decimal/Metric

0
1
2
3
4
5

6%
29%
65%

35%
12%
12%
41%
0%

76%
24%
0%
0%

12%
35%
6%
0%
12%

82%
18%

Grade 7

Answer

Quality of Reasoning

Model

0
1
2
3
4
5
Grade 8

6%
56%
38%

31%
13%
6%
44%
6%

69%
6%
6%
19%

Answer

Quality of Reasoning

Model

6%
29%
65%

24%
12%
6%
59%
0%

76%
6%
6%
12%

0
1
2
3
4
5

35%
Mathematical Reasoning
13%
31%
0%
6%
19%
38%
Mathematical Reasoning
6%
18%
12%
12%
29%
24%

Decimal/Metric
88%
13%

Decimal/Metric
94%
6%

Table 3: Problem 1 - 2008 summary of responses by grades and category
Grade 6. N = 19; Grade 7, N = 18; Grade 8, N = 18.
Grade 6

Answer

Quality of Reasoning

Model

Mathematical Reasoning

Decimal/Metric

0
1
2
3
4
5

0%
58%
42%

5%
37%
11%
42%
5%

58%
32%
0%
11%

16%
42%
11%
0%
5%

95%
5%

Grade 7

Answer

Quality of Reasoning

Model

0
1
2
3
4
5
Grade 8

0%
33%
67%

17%
22%
6%
56%
0%

61%
6%
0%
33%

Answer

Quality of Reasoning

Model

0%
44%
56%

11%
33%
0%
50%
6%

72%
6%
0%
22%

0
1
2
3
4
5

10

26%
Mathematical Reasoning
17%
28%
11%
11%
17%
17%
Mathematical Reasoning
17%
22%
6%
22%
22%
6%

Decimal/Metric
100%
0%

Decimal/Metric
89%
11%

2009 HICE Proceedings
Page 5200

The importance of using models for solving fraction worded problems

The data in Tables 2 and 3 show that most students did not use a model when
solving Problem 1. The percent of correct answers with correct reasoning ranged from a
low of 41% to a high of 59%, with the high occurring among 8th grade algebra students.
That 8th grade students answered correctly more often is not surprising but that less than
60% did is. Up to 18% in Grade 6 in 2007 made use of decimals or metric measures
when solving the problem. When using models, the linear or area/linear model was
preferred. Additive reasoning was most prevalent although approximately one-in-five 7th
and 8th grade students used some form of multiplicative thinking in their reasoning.
Similar to Problem 1, codes for Problem 2 were developed for the answer, the
quality of reasoning, the type of model, mathematical reasoning, and whether students
used inches or decimal value. The codes for Problem 2 are given in Table 4. The codes
for answer, quality of reasoning, and type of model are the same as for Problem 1. The
type of reasoning used was classified according to the logic attempted on the problem.
For mathematical reasoning, the code 1 indicated additive reasoning; the code 2 indicated
use of multiplicative reasoning; the code 3 indicated attempts to use common
denominators or other manipulations of the fractions that produced an incorrect solution;
the code 4 attempts to “close” either fraction to 1; that is, students reasoned that you
would need the whole board,

5
4
board, or you would need the one foot, foot; the codes
5
4

5and 6 were for other correct or incorrect attempts at reasoning, respectively.
!

!

11
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Table 4: Problem 2 - codes by category
Code
0

Answer
No
Response

Quality of
Reasoning
None/
Incorrect

1

Incorrect

Major
Flaw

2

Correct

Minor
Flaw

3
4
5
6

Correct

Model

Mathematical Reasoning

Used inches or
decimals

None

None/Cannot determine

No

1
3
3 3 3 7.5
+ + ;
; 22.5"; 1 2 ;
4 4 8 4
4
3 3
+
…. [Additive]
Linear
Yes
8 8
2 3
1 !1
3
= X 2 or [ = 4.5"]x5; x
! ! ! !
5 4
2
5
8
Area

! !

5 Multiplicative

Common Denominators, +,

! !

!15 !
15 12 !
;
+
, etc.
20 20 20
5 4
;
!
5 4

!

!

Area/
Linear

Cannot
tell

!

8
+
20

Other correct
Other incorrect

! !the responses by grade and category for Problem 2 for
Tables 5 and 6 summarize
2007 and 2008, respectively.
The data in Tables 5 and 6 show that except for 7th grade students in 2008, most
students did not use a model. When models were used, in 2007 the preferred choice was
area and in 2008 the choice was linear/area. The percent correct ranged from a low of 6%
for 6th grade students in 2007 to a high of 53% for 8th grade students in 2008. In general,
the percent of answers with correct reasoning was lower for Problem 2 than for Problem
1 even though the structure of the problem is the same. The most common form of
incorrect answer for Problem 2 was the use of common denominator methods that did not
occur with Problem 1. That students chose not to use a model but resorted to
manipulating fractions ineffectively warrants further investigation.

12

2009 HICE Proceedings
Page 5202

The importance of using models for solving fraction worded problems

Table 5: Problem 2 - 2007 summary of responses by grades and category
Grade 6, N = 17; Grade 7, N =16; Grade 8, N =17
Grade 6

Answer

Quality of Reasoning

Model

Mathematical Reasoning

Decimal/Metric

0
1
2
3
4
5

0%
76%
24%

47%
12%
18%
24%
0%

59%
0%
35%
6%

12%
24%
6%
24%
18%

94%
6%

Grade 7

Answer

Quality of Reasoning

Model

0
1
2
3
4
5

19%
63%
19%

75%
6%
0%
19%
0%

88%
0%
13%
0%

Grade 8

Answer

Quality of Reasoning

Model

0
1
2
3
4
5

0%
47%
53%

29%
6%
12%
53%
0%

65%
12%
24%
0%

6%

13

12%
Mathematical Reasoning
50%
19%
0%
19%
0%
0%
13%
Mathematical Reasoning
6%
35%
18%
6%
6%
0%
29%

Decimal/Metric
94%
6%

Decimal/Metric
76%
24%
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Table 6: Problem 2 - 2008 summary of responses by grades and category
Grade 6, N = 19; Grade 7, N =18; Grade 8, N =18
Grade 6

Answer

Quality of Reasoning

Model

Mathematical Reasoning

Decimal/Metric

0
1
2
3
4
5

6%
88%
6%

18%
65%
12%
6%
0%

59%
0%
12%
29%

24%
6%
6%
29%
0%

94%
6%

12%

6
Grade 7

Answer

Quality of Reasoning

Model

0
1
2
3
4
5
6
Grade 8

0%
61%
39%

6%
50%
0%
44%
0%

39%
0%
6%
56%

Answer

Quality of Reasoning

Model

6%
53%
41%

0%
35%
24%
41%
0%

65%
0%
6%
29%

0
1
2
3
4
5
6

24%
Mathematical Reasoning
6%
39%
17%
28%
0%
0%
11%
Mathematical Reasoning

Decimal/Metric
89%
11%

Decimal/Metric

0%
41%
12%
29%
0%
6%
12%

59%
41%

An examination of the responses of those students who had a correct solution with
correct reasoning was conducted to see the percentages of each type of model used for
those who used models. The type of reasoning used was also analyzed from those
responding with correct reasoning. This information is presented in Table 7.
The data in Table 7 show the majority of those who solved the problem with
correct reasoning did not draw a model. It appears that although the problems are similar
in structure, about 50% more students were successful in solving Problem 1 than Problem
2. When models were used, most used some form of linear representation. While some

14
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form of additive reasoning was used most often for each problem, 38% and 29% used
multiplicative reasoning on Problems 1 and 2, respectively.
Table 7: Use of models and reasoning used when answers were correct
Problem 1

If correct, number using
Model

Grade
Gr 6 07
Gr 6 08
Gr 7 07
Gr 7 08
Gr 8 07
Gr 8 08
TOTAL

# Correct
7
8
3
8
10
9
49

0
3
6
3
4
6
5
56%

Grade
Gr 6 07
Gr 6 08
Gr 7 07
Gr 7 08
Gr 8 07
Gr 8 08
TOTAL

# Correct
7
8
6
8
10
9
48

0

Problem 2

1
4
1
1
1
1

2

3

1
2
3
1
2
4
2%
25%
Reasoning
2
3
1
2

17%
1
5
5
3
3
3
4
48%

1
2
1
15%

4
1
2
3
3
5
4
38%

5

1

2%

If correct, number using
Model

Grade
Gr 6 07
Gr 6 08
Gr 7 07
Gr 7 08
Gr 8 07
Gr 8 08
TOTAL

# Correct
3
1
3
8
9
7
31

0
1
1
2
2
5
6
55%

Grade
Gr 6 07
Gr 6 08
Gr 7 07
Gr 7 08
Gr 8 07
Gr 8 08
TOTAL

# Correct
3
1
3
8
9
7
31

0

1

2

2
1

3
1

1
1
2

5

1
16%
23%
Reasoning
2
3

6%
1
2

4

5
1

1
3
5
6
4
65%

3
3
2
29%

15

1
6%
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Summary and conclusions
The 5th grade student work samples for Problems 1 and 2 (Figures 1 – 5) along
with the data collected from students in grades 6 – 8 present an interesting contrast. If
students in grade 5 can effectively use a model to solve these problems, why do only
about 50% of students in grades 6 –8 solve these problems (Tables 2, 3, 5, 6)? While the
problems demand thinking concurrently about fractions in two settings, a model can help
make clear what each fraction is representing. That is, in Problem 1 the fraction
to the generalized distance of the race while the fraction
Similarly, in Problem 2 the fraction

2
relates
3

1
is the measure of kilometers.
2
!

2
3
relates to part of a board while relates to the
5
4
!

length in feet of that piece of board. Keeping the two fractions in mind at the same time

! do not use models to help
requires good thinking or a!model. It is puzzling why students
themselves understand and solve the problems.
It is important to see that when confronted with a problem, many students used a
multiplicative approach when finding the solution. This is significant and is one of the
ways teachers often use to justify the division fractions algorithm. That is, x • ____ = y is
equivalent to y ÷ x = _____. Using a model to help solve problems like the two discussed
here should help students understand the division algorithm.
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Abstract
This paper map and model a qualitative review of literature pertaining to the use of electronic learning tools in higher education. It
discusses the benefits of electronic learning tools with technology when integrated into teaching. Logically, knowledge in this
century flows across internet, student, faculty, organisations as well as space and time. In relative nascence, the fostering of
electronic learning in higher education would not only make it a fascinating area of research but will substantially extend the
frontiers of knowledge management, by ferreting out new directions in the practice and management of electronic learning. It
argues that introducing computer technology into schools will neither improve nor change the quality of classroom instruction;
unless teachers and educational leaders are able to evaluate and integrate the use of that technology into the curriculum. All the
selected literatures were researches from 1996 to 2006, analysed with an amalgamation across three specific areas: (a) momentous
learning (b), benefits of electronic technologies and (c) computers and instruction. These three areas exhibit a synchronised
relationship and paradoxically have a causative effect on electronic learning. The working process includes the fulfilment of
analysis and accumulation of knowledge in the domain of electronic learning in higher education. It proffers solution to the
investigation of fostering and managing electronic learning in educational institutions. It further highlights electronic learning as
an effective but not a sufficient tool of knowledge management in higher education. It further highlights the technical benefits and
challenges of electronic learning tools, which facilitates knowledge management in higher education. It will significantly
contribute new intelligence that would lead to improving the implementation of technology systems. This would aid
communication and knowledge flow in higher education.
Keywords: momentous, learning, e-learning, instruction, electronic

1. Introduction
Electronic Learning (e-learning) is a general term used to refer to computer-enhanced practices used by organisations to identify,
create, represent, and distribute knowledge. E-learning depends on effective communication of human knowledge, whether this
occurs in a face-to-face classroom or across the Internet. Despite the fact that the focus of e-learning should be on delivering
learning outcomes for people, much of the popular literature on the subject is preoccupied with the deployment of specific
technologies. Different technologies have been used like film projectors, radios, televisions, cassette players, and Video Cassette
Recorders (VCRs) have been used in the classroom. It was not until the 1970s that the personal computer found its way into
schools (Sharp, 2006). Introducing a new technology into the classroom in order to transform teaching and learning has been a
long-standing tradition in education. Since then, investments in educational technologies have increased on many campuses
(Cuban et al, 2001; Ficklen & Muscara, 2001) in the anticipation that teachers could integrate them into their classroom
instruction to foster student learning. However, reports have shown that lectures in higher education are not using technology in
ways that could make a difference in teaching their students (Anderson, 2001). Further, there is an alarming gap between
educational technology’s presence in higher educational institutions and its effective integration into classroom instruction
(Cuban, 2001).While access to computers for instruction has increased tremendously on campuses (Green, 2001), the majority of
teachers have not effectively integrated appropriate computer tools into their daily classroom instructional practices. Cuban
(2001) claimed that teachers use computers less frequently and in limited ways that do not support student learning. Most
professors conduct their research, produce publications, communicate in their scholarly disciplines, and prepare for teaching
through electronic means. Yet when it comes to teaching, few close observers would deny that most professors are either nonusers
or occasional users of computer technology in the classroom (Cuban, 2001 p.104). Many schools and colleges are investing more
in computers because they promise new dimensions to student learning and diverse opportunities for educational reformation
through technology (Becker, 2001). However, many people see computers as a magic tool to solve the problems of schools. They
assume that teachers and administrators who use new electronic technology as automatically more effective than those who do
not. Students benefit just by sitting near these devices, as knowledge and skills radiate from the monitors into their minds (Dele,
2000 p. 185).
As momentous investments in educational technology continue, we need to ask ourselves whether or not technology use in the
classroom directly benefits student learning. The Society of College Universities and Library (SCONUL, 1999) challenged the
tendency to equate computers with information, and hence to mistake computer literacy for information literacy. While
technology can play an important role in restructuring teaching and learning practices that match the current needs of an
informational society (Jarvela, 2001), critics of educational technology continue to question increased funding of technology
resources at the expense of teachers. Oppenheimer (2002), for instance, suggested that such funding should be redirected to
support teachers’ professional development programs since teachers who receive higher levels of appropriate technology training
are better prepared to integrate e-learning into their curriculum (Bitter & Pierson, 2002; Yildirim, 2000). The pressure to reform
education through technology integration (Becker, 2001) and the emphasis on developing information literacy skills for students

(Rockman, 2004) implies the need to support students to learn well with technology. It cannot be assumed that once educational
technology tools are available, teachers will integrate them into their daily classroom instruction. One primary task involves
determining how best to utilize available technology resources to enhance student learning. A report by U.S. Department of
Education (2000 p. 39) shows that, teachers must be comfortable with technology. They should be able to apply it appropriately
and also be conversant with new technological tools, resources, and approaches. If all these pieces are put into place, teachers
should find that they are empowered to advance their own professional skills through these tools. The success or failure of
technology use depends more on “human and contextual factors than on hardware or software” (Valdez et al., 2000, p. 4.).
Integration of technology into instruction depends a great deal on key factors, such as the contexts in which teachers interact, their
beliefs, and their attitudes toward teaching and learning (Cuban, 2001). While factors such as computer hardware and software,
and technical support are key to integrating technology into instruction, it is usually the factors that are personal and deeply
ingrained, such as teachers’ beliefs about the instruction process (Ertmer, 1999) and the value of computing in education (Kent &
McNergney, 1999) that play a big role in the way teachers generally integrate e-learning tools into instruction. Therefore,
persuading teachers who are slow adopters to become serious users can be very challenging. The purpose of this study is to
analyse selected literatures from 1996 to 2006, based on these three research areas within e- learning in the higher education
context (a) momentous learning (b), benefits of electronic technologies and (c) computers and instruction.

2. Literature Collection and Review Methodology
The methodology used in this research includes three primary phases, the selection phase, the analysis phase and the outcomes
phase. Figure 1 illustrates the main phases and activities for the research methods and the research procedures from outside to
inside. Firstly, the selection and focus phase gathers up and define the research scope. In order to research into this phenomenon,
my focus was to select and focus on researches from existing literatures, like peered reviewed journals, high prestigious
establishment research publications, and books, which define the objective of the study (see Figure 1)

Selection and Focus Phase
•
Momentous Learning
•
Benefits of Electronic Technologies
•
Computers and Instructions

Analysis Phase
•
Classification
•
Theories
Recognition
Outcomes Phase
•
Phenomenon•
Description
OO
•
Future
Research
Suggestions

Figure 1. Literature Review and Collection Methodology

3. Selection and Focus Phase
The scope for this research is defined in this stage. A preliminary literature review of fostering education in higher education,
across these three areas a) momentous learning, b) benefits of electronic technologies and c) computers and instruction. After
manually reviewing the abstract of selected articles and screening out unfitted ones, the final set of key researches is shown in
Table 1 below.

Nature Type
Momentous Learning

Researches
Novak (1998), Reeves (1998), Jonassen et al (1999),
Jonassen (2000), Reigeluth, (1999), Jonassen et al (2003),
Pflaum (2004) and Grabe & Grabe (2004)

Benefits of Electronic Technology

Hutinger (1996), Dede (1998), Littleton & Light, (1999),
Harris (2000), ISTE (2000), Sivin-Kachala & Bialo (2000),
Mayer (2001), Ringstaff & Kelley (2002), and Jonassen et
al (2003)

Computers and Instructions

Godden (1996), Singh & Means (1997), Gibbons &
Fairweather (1998), Wenglinsky (1998), Russell (1999),
Cuban (1999), Geisert & Futrell, (2000), Zisow (2000),
Reil and Becker (2000), ISTE (2000), Anderson & Becker
(2001), Pierson (2001) Becker (2001) Forcier & Descy
(2002), Geisert & Futrell (2000), Jonassen (2003), Bush
(2003), Rockman (2004), O’ Dwyer et al (2004), and
Abdelraheem (2005)

Table 1. Summary of Selected and Focused Literature

The statistical result of the complimented literature in the light of the empirical field work is shown in the figure below. The
statistical results in Fig. 2 show that 21.6% were focused on Momentous Learning; 24.4% on Benefits of Electronic Technologies
and 54% on Computers and Instruction. These researches are subsequently analysed by theories (see section 4.2).
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Figure 2. Statistical Summary of Literature in the Selection and Focus Phase

4. Analysis Phase
According to the selection phase, several literatures were selected and the literatures would be analysed in their various class
of literature selection and focus.
4.1. Classification
The selected literature were classified based on the purpose of this study and would be examined in the sections below.

4.1.1. Momentous Learning
Jonassen (2000) argued that students learn from thinking in meaningful ways, and that the thinking is engaged by representing
what students know in the forms required by different mind tools. Mind tools are designed to engage and facilitate critical
thinking and higher-order learning. Jonassen et al. (1999) states that technology, like teachers, does not teach students; rather,
students only learn when they construct knowledge, think, and learn through experience. Further, each mind tool requires learners
to organize and represent what they know in a unique way which implies critical thinking. E-learning enhances reflection and
critical thinking by involving students in higher-order thinking skills such as analysis, synthesis, and evaluation (Jonassen, 2000).
For e-learning to be effective, students must involve, among other things, their critical thinking skills. Students learn
momentously when they learn with computers, and not about or from computers (Jonassen, 2000). E-learning incorporates the use
of computers to help students develop higher order thinking, creativity, and research skills (Reeves, 1998). Momentous learning
underlies two things necessary for understanding new knowledge: potentially meaningful concepts and the ability of the learner to
relate the new knowledge in a momentous way to his or her prior knowledge (Reigeluth, 1999). According to Ausubel’s
cognitive learning theory, three views of momentous learning include: learner’s relevant prior knowledge, essential materials and
learner choice to use momentous learning (Novak, 1998). Further, better understanding of concepts will result from proper
negotiations of meanings across links that are created with relevant prior knowledge. Momentous learning occurs when a student
links complex ideas with their experience and therefore forms a personal and unique understanding. Consequently, the most
important element of momentous learning is not so much in how information is presented, but how new information is integrated
into an existing knowledge base. Novak (1998) argued that momentous learning occurs when a learning task can be related in a no
arbitrary manner to what the learner already knows. Once a learner acquires knowledge, he or she must bring to mind (activation)
and establish proper relationships between the new knowledge and the prior knowledge for momentous learning to occur. If used
appropriately, technology offers immense opportunities to help students learn momentously. Pflaum (2004) offered various
suggestions on the use of technology in learning that include, the focus on computer use on students who will benefit most; using
computers to align standards, curriculum, and tests; using computers for assessment as much as possible; teaching students to use
computer tools, but waiting until students are ready; and, coordinating what is taught within and across grade levels. The use of
technology and momentous learning raises serious and significant issues as to how best we can educate our students. Although
technology is an important tool for education, its appropriate use to support learning is more desirable. Grabe & Grabe (2004)
suggested the active use of text, graphics, sound, or animation in the classroom to help students acquire and synchronise
information is an activity that facilitates momentous learning. Therefore, teachers should guide students to construct their
thoughts through various activities that target problem solving, decision making, goal setting, managing and preventing conflict,
with achievements.
4.1.2. Benefits of Electronic Technology
In educational settings, electronic technologies and the Internet have opened new pathways of learning. Thus “learning to love
and work with computers must figure amongst the more obvious ‘attainment targets’ of any contemporary educational
curriculum” (Littleton & Light, 1999, p. 1). On review studies related to electronic technology and student achievement, SivinKachala & Bialo (2000) reported positive and significant gains for students who were engaged in technology-rich environments.
Those students showed significant gains and achievement in all subjects, increased achievement and improved attitude toward
their own learning, and increased self-esteem. According to Hutinger (1996), computers provide diverse tools for students with
disabilities that encourage autonomous behaviour as well as increase the probability that they will interact with their learning
environment. Further, technology-rich classrooms utilize multimedia to increase student interactions and enhance student
learning. Students can benefit by e-learning when technology is used for complex problem solving and information-retrieving
purposes (Jonassen et al 2003). Harris (2000) observed that technology will be a significant tool to recreate learning in the 21st
Century. However, educators will need to experience a paradigm shift in their vision for technology in higher education. Further,
they need to change their beliefs in learning processes. There is evidence to show that computers can help students improve their
performance on standardized tests (Ringstaff & Kelley, 2002 p. 2), and that “student-centred approaches are better suited to fully
realizing the potential of computer-based technology”. Therefore, to effectively teach with electronic technology, teachers must
shift their instructional practices from a teacher-centred lecture approach to a more student-centred learning or constructivist
approach (Jonassen, 2000). Technology is popular in popular schools because educators believe it can improve student learning
by providing: a more active learning; more varied sensory; and conceptual modes; less mental drudgery; learning better tailored to
individuals; and, better aid to abstraction (Dede, 1998). Even so, computer tools better supports student-centred learning when the
instructor is a guide (Mayer, 2001). Electronic technology has pervaded all sectors of education prompting the need to prepare
teachers who can take advantage of these important tools to enhance student learning. According to the International Society for
Technology in Education ([ISTE], 2000 p.2): Today’s classroom teachers must be prepared to provide e-learning opportunities for
their students, being prepared to use electronic technologies and knowing how the technology can support student learning must
be integral skills in every teacher’s professional repertoire.

4.1.3. Computers and Instructions
Researchers have tried to establish the relationship between computer technology use and student learning with conflicting
outcomes. Russell (1999) examined several studies comparing distance and in-class learning and found no significant difference
in student achievement between these two modes. However, in a study to establish the relationship between computer technology

and student achievement in mathematics, Wenglinsky (1998) reported a positive correlation between computer proficiency skills
and academic achievement. Students who used computers and incorporated constructive strategies reported significantly higher
scores than students who relied only on computer-based drill-and-practice programs to learn mathematics. Used appropriately as
classroom tools; computers provide tremendous opportunities to enhance classroom instruction. Tools are extensions of our
human capability (Forcier & Descy, 2002). A tool alone does not function until it is used properly. Computer technologies, as
tools, can empower students with thinking skills and learning skills, and help students to interact with complex materials (Gibbons
& Fairweather, 1998). Further, the use of computer technology to address realistic situations is likely to promote the integration of
disciplines, foster a team approach to problem solving, and enhance individual responsibility (Singh & Means, 1997). Jonassen
(2003) recommended using technology for interactive learning to foster problem solving in student’s daily endeavours.
Educational technology can be used in the classroom as an instructional tool, as a learning tool, and as a storage device (Perkins,
1992; cited by Ahmed, 2005). However, in the classroom, computers are best used as instructional tools to support student
learning rather than as programming devices. Zisow (2000, p.36) states his conviction as the greatest factor affecting technology
usage in the classroom as the teaching style. Technology is merely a tool. Whether it is used or not depends on a teacher’s
motivation and desire to use new tools. A critical issue related to technology use is that computer technology should not drive
instruction (Jonassen, 2000). Rather, instruction should drive the technological tools being used. Gooden (1996) suggested that
the most effective way to benefit from technology is to integrate it into the curriculum as opposed to integrating curriculum into
the technology. Technology is not a substitute for good instruction; effective teachers should provide intellectually powerful and
technology rich environments for students without undermining sound pedagogical practices (Anderson & Becker, 2001).
The primary concern in technology use is for teachers to go beyond technical competence to provide students with pedagogical
uses and critically analyze their effective use in various contexts (Bush, 2003). Specifically, faculty must place their technical
competence within broad educational goals or desired academic frameworks. Bush argued that important overriding uses of these
technologies should be considered when considering infusing educational technology into the classroom: (a) increasing students’
knowledge of the subject concepts and pedagogy; (b) creating opportunities for professional and pedagogical practice; and, (c)
developing critical strategies to support students in their professional practice and in the use of technologies. The pressure to
reform education through technology integration (Becker, 2001) and the emphasis on developing information literacy skills for
students (Rockman, 2004) implies the need to support students to learn well with technology. It cannot be assumed that once
educational technology tools are available, teachers will integrate them into their daily classroom instruction. Reil and Becker
(2000 p.34) argued that classrooms with the purpose of authentically using technology should experience changes in teacher’s
roles, learner’s roles, and the process of learning, and assessment. A study by O’ Dwyer et al (2004) explored human factors
enhancing e-learning in the classroom that include unique individual teacher characteristics such as constructivist beliefs, higher
confidence using technology, and positive beliefs about the efficacy of technology. Even so, true education reform may come
through teachers who develop creative strategies for e-learning in the classroom (Pierson, 2001). Further, true education reform
should focus on developing teaching strategies that complement technology use within the curriculum. Teachers need to integrate
computer skills into the content areas and recognize that computers are not ends in themselves (ISTE, 2000). Technology by itself
can not change the nature of instruction unless teachers and educational leaders are able to evaluate and integrate the use of that
technology into the curriculum (Geisert & Futrell, 2000). Technology may challenge the entire approach to the classroom
experience, the essence of teaching, and the purpose of a school (Cuban, 1999), but as tools, it presents great opportunities to
support student learning. The goal of education technology is to integrate technology into the classroom so its use furthers
learning goals and helps students focus on the subject, not just the technology.
4.2 Theories Recognition
According to the selection phase, several theories were used in the researches literatures selected in section 4.1. These theories
include the cognitive theory of momentous learning, the constructivist learning theory and behaviourism. Ausubel’s cognitive
theory (1960; cited by Novak, 1998) focuses in an observable change of mental knowledge. The analysed literatures (see section
4.1.1) shows momentous learning could help teachers visualize the importance of organizing learning materials and presenting
new ideas to learners. It reveals the importance of inputs to learning and how anchoring new concepts into the learner’s existing
cognitive structure helps to make new concepts retrievable. Teachers should, therefore, strive to design learning environments that
can facilitate active learning, guide the learners to learn how to learn, recognize differences in each learner, and create different
learning styles to meet the needs of each learner (Brooks & Brooks, 2001). Other theories used are the Constructivist Learning
and Behaviourism theories. These theories are central to the concepts of e-learning and instruction which were identified in the
selected class of literatures in sections 4.1.1 and 4.1.2. Constructivist learning theory believes that the student must be able to
build learning processes rather than just gain knowledge. Behaviorism in the learning perspective is based on the preposition that
all things that human do should be regarded as behaviors and are acquired through conditioning. Fosnot (1996) adds that "Rather
than behaviors or skills as the goal of instruction, concept development and deep understanding are practices that are not easy, but
the benefits may justify their adoption in higher education classrooms.

5. Outcome Phase
The outcome phase describes the phenomenon and suggests future researches examined below.
5.1. Phenomenon Description
The three areas of focus, momentous learning, benefit of electronic technologies, and computers and instructions exhibits a
synchronised effect. These three areas also have a causative effect on electronic learning from the literature reviewed. Computer

technology has a great potential to enhance student achievement and teacher learning, but only if it is used appropriately (Dede,
1998). The synchronisation of appropriate technology into classroom practice can positively impact vital dimensions of learning
such as active learning, critical thinking, cooperative learning, communication skills, instructional effectiveness, multi-sensory
delivery, motivation, and multicultural education (Barron & Orwig, 1997). According to Jonassen et al. (2003 p.15), computers
can be used to support momentous learning when technologies engage learners in five ways: (a) knowledge construction, not
reproduction; (b) conversations, not reception; (c) articulation, not repetition; (d) collaboration, not competition; and, (e)
reflection, not prescription. E-learning involves establishing an intellectual partnership with the computers and electronics to
enhance momentous learning. Also, when teachers use electronic technology as one of the many tools in the learning repertoire
and only when appropriate for completing tasks, students are less likely to become bored. In student-centred learning, faculty
must become facilitators and collaborators, and instruction must move from memorization to problem solving.

5.2. Future Research Suggestions
Some interesting propositions for future researches with the limitations of this study summarised below
•

The appearance of Fig.2 suggests further research efforts on in the fields of momentous learning and the benefits f elearning.

•

Using a multi stage process to test the theories recognised and hereby facilitating a triangulation of results.

•

The findings of a synchronised and causative effect could serve as a base to form a hypothesis that could be tested and
used for a generalised study.

6. Summary
In summing up, the good reasons for teacher’s integration of computer technology in the classroom are that e-learning constitutes
a major change in people’s lives. Although Valdez et al. (2000) suggests that such change cannot be realized overnight, even in
the best of circumstances. Higher education teachers should not view technology use as an end it itself, but a means to an end. In
this context, teachers should strive to understand appropriate ways to support students to learn momentously in modern
technology-rich classrooms. Teaching with technology is a complex phenomenon that involves understanding teachers’
motivations, perceptions, and beliefs about learning and technology (Woodbridge, 2004). Teachers can therefore be influenced to
make use of computer technology by their convictions and support from policy makers. In fostering and managing e-learning in
higher education, teachers should have a strong conviction that the use of computer technology is more efficient and effective
than the use of traditional or alternative instructional strategies available for them in teaching and learning (Simonson &
Thompson, 1997). Generally, teachers are more willing to use new computer technology when they have a good reason to use it
(Scoolis, 1999). Therefore teachers need to be self-motivated, interested, and willing to integrate technology in their courses.
Technology provides opportunities to support student learning. To foster and manage e-learning in higher education, policy
makers has to integrate technology into the curriculum emphasizing these three themes (a) using technology to address challenges
in teaching and learning, (b) using technology to foster changes in the content and quality of teaching and learning, and (c) using
technology to prepare students for an increasingly technological world (McMillan-Culp et al, 2005). Concrete recommendations
on how to achieve these goals, however, should be included in policy reports, thereby making it easy to draw practical
implications.
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